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Introduction 
 
High-quality education is essential for economic growth, social cohesion and the well-being of 
individuals and families. Yet too many learners in high-, middle- and low-income countries, are 
completing school without having acquired the competences they will need (UIS and Brookings 
Institution, 2014). While countries and international aid agencies have invested significant 
resources and have made real progress toward the Millennium Development Goal (MDG) of 
universal access to primary education, it is clear that there is a need to expand the focus to 
ensure quality and equity of learning outcomes. 
 
At the same time expectations for teaching and learning are increasing. These increasing 
demands are driven by a number of factors, including rapid technological changes, the 
unpredictable impact of globalization on economic systems and labor markets, demographic 
shifts and environmental challenges. Leaders need strong foundation skills in reading, 
mathematics and science, but they also need skills for creative problem solving, critical 
analysis, communication and teamwork, citizenship as well as autonomy, initiative, flexibility, 
(Gordon et al., 2009).  
 
To address these challenges, many countries are now developing system-wide approaches to 
education reform. They are not only raising standards for teaching and learning, but they are 
also measuring results. This contribution focuses specifically on teacher appraisal within 
overall quality frameworks. Teachers, as found in a significant body of research, are the most 
important school-level factor affecting student achievement. Students from disadvantaged 
families may benefit the most from learning with high-quality teachers (Hanushek, 1992; Nye 
et al., 2004; Sanders and Rivers, 1996).  
 
The focus on greater quality and equity of learning outcomes has profound implications for 
teaching practice. Teachers are expected to develop a broad repertoire to help diverse 
students to achieve to high levels, to personalize learning and motivate students, to engage 
with their peers, parents and community members, to stay in touch with developments in 
their field, to integrate new classroom technologies, to adopt new assessment approaches, 
and to adapt teaching to meet learner needs (OECD, 2005a, OECD, 2005b).  
 
Teacher appraisal can be a powerful way to support improvements in the quality of teaching 
and learning, teachers’ career development, and to ensure school and teacher accountability. 
According to the recent Teaching and Learning International Survey (TALIS)1, six in ten teachers 
say that appraisal and feedback support positive changes in their teaching (OECD, 2014).  
 
Yet teacher appraisal is the newest and perhaps the most contentious element of education 
quality frameworks. Policy makers, education administrators, teachers and unions may have 
very different views on the design and uses of appraisals (UNESCO, 2013). Schools may not 
have well-developed evaluation cultures and teachers may not be used to opening their 
classrooms to observers. Evaluators may not have the appropriate expertise, and may see new 
duties as more of an administrative burden than as an opportunity to acknowledge strengths 
and identify areas for improvement (OECD, 2013). Some of the most heated debates regarding 

                                                           
1 24 OECD countries and 10 partner countries participated in TALIS 2013. OECD countries included: Alberta (Canada), 
Australia, Chile, Czech Republic, Denmark, England (UK), Estonia, Finland, Flanders (Belgium), France, Iceland, Israel, 
Italy, Japan, Korea, Mexico, Netherlands, Norway, Poland, Portugal, Slovak Republic, Spain, Sweden, United States. 
Partner countries included: Abu Dhabi (United Arab Emirates), Brazil, Bulgaria, Croatia, Cyprus, Latvia, Malaysia, 
Romania, Serbia, and Singapore. 
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teacher appraisal center on whether and how to include the results of external student 
assessments, and to what extent teachers should be accountable for these results. 
 
Appraisal of teacher performance for accountability purposes may result in rewards, career 
advancement or sanctions. The stakes for teachers are relatively high. Appraisal for 
improvement provides an opportunity for teachers and evaluators to identify their strengths 
and areas where they may need to improve, and what kind of professional development may 
be appropriate. Accountability and improvement are both important in teacher appraisal, but 
there is real tension between these two functions. The involvement of teachers in the design 
of appraisal systems and decisions as to how to best balance this tension is vital. 
 
The key objectives for this contribution are to: 
 

• Describe the rationale for the growing trend to appraise teachers’ work 
• Present the different policy approaches to teacher appraisal, particularly whether this 

should, or not, be linked to students’ learning outcomes 
• Discuss the implications for the definition of teachers’ role and the contracting 

arrangements 
• Suggest a set of policy recommendations, particularly in light of the ILO-UNESCO 

Recommendation on Teachers 
 

The growing trend to appraise teachers’ work  
 
The international focus on learning outcomes and educational evaluation has its roots in an 
approach known as “New Public Management” (NPM). This approach first took hold in the 
United Kingdom and the United States in the 1980s.  
 
NPM is based on the idea that private sector approaches to management, a focus on results 
and market-based competition can help governments to become more efficient and 
responsive. Program success is thus based on outcomes achieved rather than adherence to 
top-down bureaucratic rules. Programs may measure their progress and impact, and identify 
areas for improvement. While managers are held accountable for results, they also have more 
freedom to adapt programs to local needs and to innovate (Savoie, 2003).  
 
To date, only a subset of countries have adopted the NPM principles –or at least some version 
of them. However, international education and development organizations are now actively 
promoting system-wide reforms inspired by NPM. For example, the Organization for Economic 
Cooperation and Development (OECD) and the International Association for Educational 
Evaluation (IEA) set benchmarks for student learning through their international assessments 
of student learning2 . The international development agencies, including the United Nations 
Educational for All and the UNESCO Institute for Statistics Learning Metrics Task Force, the 
World Bank and the regional development banks, promote system-wide education reforms 
that incorporate clear standards for learning and school, teacher accountability for results. 
They have a clear focus on the need to raise quality and equity across education systems.  
 
The essential features of NPM in education include: 

                                                           
2  The OECD’s Program for International Student Assessment (PISA) assesses whether students at the end of 
compulsory education (i.e. 15 years old), are able apply their knowledge in the area of reading literacy, mathematic, 
science and ICT to real-life situations. The test is administered every three years. To date, students from 70 economies 
have participated. 
The IEA administers the Trends in Mathematics and Science Study (TIMSS) to students in years 4 and 8 and the 
Progress in International Reading Literacy Study (PIRLS) for primary school learners. 
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• Decentralization and autonomy. NPM has led to radical changes in educational 

governance. Under more “traditional” approaches to public administration, the 
content and processes of education are defined by central governments. The NPM 
approach emphasizes the importance of autonomy and responsiveness to local 
contexts. Empowered teachers, it is believed, have more freedom to innovate and to 
shape teaching and learning to meet individual learner needs. The OECD’s (2010) PISA 
has found that learning outcomes are higher where schools and teachers have greater 
autonomy over both what is taught and how student learning is assessed. 

 
• Definition of educational standards, School curricula cover the objectives set out in 

the standards (or learning outcomes), and student assessments and school evaluations 
measure the extent to which they have been achieved. While schools and teachers 
have more autonomy, they are also held accountable for the student results, as 
measured in various student assessment and school evaluations.  

 
• Monetary incentives. Salary increase, one-time bonuses or other rewards may 

encourage teachers to improve instruction in order to raise student achievement. They 
also help to distinguish high-quality teaching. 

 
• Market-style competition among schools. NPM models encourage “school choice”. 

Families are likely to send their children to schools that are most responsive to their 
needs and with the best academic results (as measured in large-scale external 
assessments and school evaluations). Public, private and charter schools (i.e. publicly 
financed schools that operate under independent charters), it is believed, will improve 
quality as they compete for students. Less successful schools, on the other hand, may 
face shut-down or staff reductions (Fusarelli, 2003; Gruening, 2001).  

 
• Value for money. Education budgets in many countries have been hard hit by the 

global economic crisis. These cut backs may have resulted in staff salary cuts, lay-offs, 
and so on. They have also increased attention to the need to track value for money – 
that is ensuring high-quality outcomes with more effective strategies for learning (see 
Miller, Bergheim and Tuomi’s 2011 discussion on the emerging field of “educational 
productivity”).  

 
Since NPM was first introduced in the 1980s, approaches to educational governance have 
evolved. There is greater recognition of the complexity of education systems –their multiple 
layers and links, diverse contexts, and the range of experiences and capabilities of 
stakeholders within the systems as well as the challenges inherent in measuring complex 
teaching and learning processes. There is also a much greater emphasis on the importance of 
teacher collaboration and networks to promote improvement. 
 
Nevertheless, there is room for improvement. In many countries, the push to raise educational 
quality has created a crisis of confidence in teacher professionalism. Teachers are rarely 
included in policy discussions. And while the accountability and improvement functions of 
education quality frameworks are seen as equally important, in many countries, accountability 
tends to dominate. 
 
 

Challenging conditions for teachers 
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To be effective, teacher appraisal systems also need to recognize the contexts and conditions 
of teachers’ work. Indeed, many teachers work in truly challenging conditions, including high 
student-teacher ratios due to the shortage of qualified teachers, budget cutbacks, and poor 
infrastructure. Increasingly, schools in many countries are also affected by ongoing conflict. 
These conditions affect teachers’ ability to perform their jobs, and may also have an impact on 
efforts to attract and retain teachers. 
 

• In 2013, the UNESCO Institute for Statistics (UIS) reported that 1.6 million new 
teaching posts would need to be created to achieve universal primary education by 
2015, and 3.3 million by 2030; an additional 3.5 million new posts are needed by 2015, 
and 5.1 million by 2030 are needed to meet needs in lower secondary education (UIS, 
2013) In some African countries, at least one-third of the teachers are either 
unqualified or without formal teaching qualification and are unprepared to cope with 
the demands of large classes, diverse learner needs and growing expectations for 
student achievement (Adedeji and Olaniyan, 2011). 

 
• Due the global financial crisis, international aid for basic education declined by 7%, and 

aid for secondary education declined by 11% between 2010 and 2011 (Global 
Partnership for Education, 2013).  

 
• The Global Coalition to Protect Education from Attack (2013) found a significant 

pattern of attacks on schools in 30 countries, and isolated attacks in an additional 40 
countries between 2009-2012. Entire communities are affected. 

 
• Schools are also often overcrowded, in poor repair, and in rural areas, both learners 

and teachers may be required to travel long distances to reach schools (UNESCO, 
2014; Educate A Child accessed June 22, 2014). 

 
• In countries around the world, teacher salaries have not kept pace with inflation 

(Association for Childhood Education International, site accessed June 22, 2014). In 
some less-developed countries, teachers may be required to travel to collect pay. This 
is a major cause of teacher absenteeism (Adedeji and Olaniyan (2011). At the same 
time, a study drawing on data from the OECD’s PISA database found a positive 
relationship between better teacher pay and student achievement (Dolton and 
Gutierrez, 2011). 

 
• Teachers report that they feel ignored in the decision-making process and powerless in 

their efforts to improve the learning experience of their students, despite their desire 
and enthusiasm. For example, fewer than one third of teachers responding to the 
OECD’s TALIS study believe that teaching is a valued profession in society. At the same 
time, in all but one TALIS country, there is a strong positive relationship between 
teachers’ participation in decision-making and the likelihood that they believe teaching 
is a valued profession (OECD, 2014). 

 
• In addition, 82 per cent of teachers responding to a survey in the U.S. noted that 

“constantly changing policy demands, new content and changes in leaderships are 
major challenges3 (Scholastic and the Bill and Melinda Gates Foundation, 2014). 

 

                                                           
3 Primary Sources is an online survey of more than 20,000 pre-primary through year 12 public school teachers in each 
of the 50 American states. The survey conducted in July 2013. 
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The contexts and conditions in which teachers’ work vary enormously, but around the world, 
teachers note similar motivations to help children learn, to develop their own professional 
competences and to advance in their careers (IIEP, 2006; OECD, 2014). Selected research on 
teacher motivation is noted in Box 2 below. 
 

Policy approaches to teacher appraisal 
 
The international focus on teacher appraisal provides opportunities for significant peer 
learning across education systems.  
 
In this section, we examine the state of the art, addressing the following questions: 
 

• What are the key elements of teacher appraisal systems?  
• Should teacher appraisals/performance incentives be linked to student learning 

outcomes? 
• How might teacher appraisal frameworks be strengthened? 

 
 
What are the key elements of teacher appraisal systems?  
 
While approaches to teacher appraisal vary significantly across countries, there are some clear 
trends:  
 

• Teacher appraisals are integrated in broader frameworks for educational 
accountability and improvement, including school evaluations and student 
assessment.  

 
• Education authorities define standards and content for high-quality teaching and 

formal procedures for observation and evaluation of teachers.  
 

• Decisions regarding teacher development and capacity building (training, guidelines) 
are linked to appraisal results as well as school needs. 

 
• Several countries set out performance incentives to motivate improvements, reward 

effective teachers, or to sanction those with poor results. 
 
Ideally, these different elements are part of a balanced and coherent strategy to ensure the 
quality of teaching and learning outcomes.  
 
In the following section, we are focused specifically on standards for quality teaching and the 
methods and tools used for observation. The central and most controversial question for this 
contribution –whether student assessment should be linked to decisions regarding teacher 
appraisal– is explored in the subsequent section. 
 
 

Standards for high-quality teaching 
  
The focus on teacher standards has emerged as countries have increased their focus on raising 
learning outcomes. Effective teacher appraisal systems set out clear standards (or 
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competences) for high-quality teaching, and measure teacher performance against these 
standards. Education systems may look to a variety of frameworks that set out the elements 
considered as vital for high-quality teaching. 
 
Several OECD countries have been influenced by Danielson’s Framework for Teaching (1996, 
2007). As outlined in the OECD (2013, p. 298) evaluation and assessment report, these include: 
 

• Planning and preparation: demonstrating knowledge of content and pedagogy, 
demonstrating knowledge of students, selecting instructional goals, designing coherent 
instruction, assessing student learning; 

 
• The classroom environment: creating and environment of respect and rapport, 

establishing a culture for learning, managing classroom procedures, managing student 
behaviour, and organising physical space; 

 
• Instruction: communicating clearly and accurately, using questioning and discussion 

techniques, engaging students in learning, providing feedback to students, 
demonstrating flexibility and responsiveness; 

 
• Professional responsibilities: reflecting on teaching, maintaining accurate records, 

communicating with families, contributing to the school and district, growing and 
developing professionally, showing professionalism. 

 
 
Other researchers have pointed to different elements important for teacher quality. For 
example: 
 

• Gustafsson (2003), Hanushek (1989) point to evidence that students achieve more 
with teachers who perform well on tests of literacy and verbal ability.  

 
• Darling-Hammond (2006) and Monk (1994) note that teachers’ subject-area 

knowledge and repertoire of teaching methods and strategies are vital.  
 

• Hattie (2009) found that teachers who show they care about their students’ learning 
and set challenging goals are more effective than those who communicate low 
expectations (see also Bransford et al., 1999).  

 
• Hattie (2009) also points to the importance of classroom management.  

 
• Black and Wiliam (1998) highlight the importance of formative assessment, including 

monitoring of student understanding, and timely and specific feedback.  
 

• Bransford and colleagues (1999) and Pellegrino and colleagues (1999) note that 
effective teachers have a good knowledge of typical learner misconceptions and 
patterns for progression in the subject(s) they are teaching. 

 
• Adedeji and Olaniyan (2011) note that teachers in SubSaharan Africa may need to 

develop skills for multi-grade teaching. 
 
Sammons and colleagues (1995) also note that several school-level factors are important for 
quality teaching, including professional leadership, a shared vision and goals, students’ 
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understanding of their rights and responsibilities, home-school partnerships, and schools as 
learning organizations. Eberts and Stone (1988) and Leithwood and colleagues (2006) find that 
the quality of school leadership is the second most important school-level factor (after the 
quality of teaching) associated student attainment. 
 
According to the Primary Sources survey of American teachers, the skills they themselves 
consider as “extremely important” are: creating classroom and school environments where 
students feel “safe to make mistakes” (83 per cent); effective classroom management (82 per 
cent); clear content delivery (80 percent); and, communicating and maintaining high 
expectations for all students. Ninety-nine percent of teachers agreed that it is also important 
to build good citizenship, personal resilience and social skills (Scholastic and Bill and Melinda 
Gates Foundation, 2014). 
 
No matter the framework used, teacher competences need also to align with expectations for 
student learning – for both cognitive and non-cognitive skills (Caena 2014; Gordon et al., 
2010). 
 

Approaches and tools for reviewing teacher performance 
 
Teacher appraisal systems must provide measures that are valid, reliable and results that are 
usable. Validity refers to the degree to which appraisal measure what they are intended to 
measure (i.e. how well they are aligned with the standards). Reliability refers to the 
consistency and stability of results across classrooms and schools. Usability refers to how 
policy makers, school leaders and teachers make sense of and respond to the results.  
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Box 1 . Approaches and tools for teacher appraisal include: 
 
Performance management reviews, usually based on observations conducted by the 
school level supervisor. The results may used to identify specific needs for professional 
development (i.e., for improvement purposes) or for decisions related to promotion, 
rewards or sanctions (i.e. for accountability purposes). They may be used following the 
initial induction period, to monitor ongoing performance, or for promotion or rewards. 
 
Teacher assessments - are written tests of teachers’ subject-area and pedagogical 
knowledge. Teachers may be required to sit written tests for initial certification, or as a 
qualifying measure for special award programs (e.g. Chile’s incentive program) (Unesco, 
2013).  
 
Teacher self-appraisal – these may include teacher portfolios, or other tools for self-
reflection. Teachers may set their own performance objectives in agreement with school 
management. The results are used to identify areas for improvement and goals for 
professional development. Santiago and colleagues (2013) note that in cases where self-
appraisals are sometimes part of overall accountability frameworks, teachers are less likely 
to be honest about their perceived gaps and shortcomings.  
 
Teacher peer evaluation – Accomplished teachers working in the same subject area (in the 
same or a different school) may observe their peers and offer feedback and suggestions for 
improvement. They may use evaluation tools to guide the process. Peer evaluations may 
also be used for accountability purposes.  
 
School-level evaluation (internal and external) - External evaluations (e.g. school 
inspections are targeted project evaluations) are conducted by an individual or team who 
are not part of the school staff. External evaluations may be used either for accountability 
purposes, or for improvement. Internal evaluations (school self-evaluations) are conducted 
by project or school staff and are focused on areas for improvement and further teacher 
professional development. 
 
Student ratings - Students are invited to complete evaluation forms, providing feedback on 
teacher effectiveness at the end of a term. These are rarely part of formal appraisal 
frameworks (OECD, 2013), and are not used for accountability purposes. 
 
The results of large-scale national or regional student assessments - These tests of student 
achievement have the primary purpose of evaluating the performance of the school 
system. They may also be used to hold schools (and in some cases, individual teachers) 
accountable for student learning and/or to provide feedback to schools and teachers on 
their performance. The results may be published, and used to guide school choice and 
create incentives for schools to improve performance. They do not have civil effect for 
students (e.g. graduation or university admissions).  
 
Value-added assessments - Valued-added measurements of student achievement refer to 
gains over a given year, which can be attributed to the contributions of the local education 
area, the school or individual teachers. These gains are the “value added”. The approach is 
intended to show how educators promote student progress beyond the level predicted by 
the student’s socio-economic status. Value-added assessments are used for accountability 
purposes. (Note that value-added approaches are currently only used in the UK and the 
US). 
 

Looney, 2011 
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Within these overall frameworks, approaches to teacher appraisal vary considerably across 
countries. Some national ministries have set out more detailed standards and criteria. They 
may also prescribe the different methods and tools that are to be used for observation and/or 
assessments, as well as follow-up (e.g, rewards or sanctions, professional development), Other 
countries set out general principles and guidelines, but allow schools to adapt these models. In 
the highly decentralized education systems of Denmark, Norway and Sweden, local authorities 
establish teacher appraisal policies, which are then carried out by school leaders (OECD, 2013). 
In these countries local supervisors, school leaders frequently develop their own appraisal 
systems (OECD, 2013).   
 
The OECD (2013) f notes that in most countries, the accountability and improvement functions 
are combined in a single appraisal process. However, in the Czech Republic, Estonia, Israel, 
Korea and Poland appraisal for promotion are distinct. Chile, Korea and Mexico have 
developed separate appraisal process for decisions regarding rewards for high-performance 
(salary increases or bonuses) (OECD, 2013). 
 
In Latin America and the Caribbean, Chile, Colombia and Peru launched formal teacher 
appraisals and incentive schemes in the 2000s. These schemes are developed and carried out 
by central authorities. In other countries in the Latin American and Caribbean region teacher 
appraisal may occur informally. Some civil society groups also give prizes for good teaching. 
These include the Educator Prize in Brazil, the Share Award in Colombia, the Hundred Points 
Master Prize in Guatemala, the ABC Prize in Mexico and the Footprint Master Prize in Peru 
(UNESCO, 2013). 
 
In East Asia4, the majority of education systems in the region have developed or are in the 
process of developing systemic approaches to education reform. Teacher appraisal systems set 
out clear standards for teachers, monitor the quality of teaching, and provide effective 
incentives as well as support for teachers to improve practice. Schools in China, Hong Kong 
SAR, China, Indonesia, Malaysia, Mongolia, Singapore and Thailand also have relatively high 
levels of autonomy and accountability (although it should be noted that few systems in the 
region have autonomy over personnel decisions) (Patrinos, 2012). 
 
 
Should teacher appraisals/performance incentives be linked to student learning 
outcomes? 
 
The central question of this working paper is whether appraisals should be linked to student 
attainment. While the idea of tying teacher appraisals to student outcomes is intuitively 
appealing (the goal of all educational assessment and evaluation is ultimately to improve 
learning), there are a number of technical difficulties in accurately measuring the teacher’s 
impact.  
 
Currently, only a few systems use student outcomes in official teacher appraisals (in the UK 
and US). However, there is growing interest in further developing this approach as part of the 
regular appraisal process, and/or as part of incentive schemes (bonuses, rewards, sanctions). 
Across TALIS countries, an average of 64% of teachers report that they receive feedback on 
their teaching following analysis of their students’ test scores (OECD, 2013). There is no 
information regarding the weight given to test scores in different systems, however. 
 
                                                           
4 Countries included in the study were: Cambodia, China, Hong Kong SAR, China, Indonesia, Japan, 
Korea, Lao PDR, Malaysia, Mongolia, Philippines, Singapore, Thailand and Vietnam. 
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There are important caveats related to linking teacher appraisal to student outcomes: 
 

• Although teachers are the most important school-level factor to affect student 
learning, there are nevertheless many factors beyond teachers’ control. For example, 
the learner’s socio-economic status, motivation, expectations, family support, peer 
group influence, the school environment, the curriculum structure and content, 
resources, and so on, all influence learner progress (OECD, 2013). 

 
• The impact of teachers is cumulative. In other words, prior teachers have a strong 

influence on future learning. Motoko and colleagues (2007) found that low-income 
students who study with a succession of high-quality teachers may potentially achieve 
at the same levels as their peers from high-income families. At the same time, Sanders 
and Rivers (1996) found that the residual effects of learning with poor-quality teachers 
endured, and more effective teachers in later grades are unable to compensate for 
earlier gaps. 

 
• Teacher appraisals with high stakes (e.g. rankings, bonuses and rewards, promotions, 

sanctions) are intended to focus teacher attention on central standards – for teacher 
quality and for student learning. They may also create incentives for teachers to “teach 
to the test”. Teachers may re-allocate time and re-align priorities in order to spend 
more time on content likely to be covered in the tests, thus narrowing curriculum. 
They may also coach students in test-taking skills, rather than focusing on mastering 
content and skills. Test score gains may thus overstate improvements in student 
learning, and therefore make it difficult for those interpreting results to identify 
meaningful gains in student learning, or to identify areas for further teacher 
professional development and improvement (Looney, 2011).  

 
• All assessment and evaluation contains some degree of error, and can only provide an 

imperfect estimate of student performance (Haertl and Lorié, 2004). 
 
Different systems are experimenting with incentives to raise student outcomes. Teachers 
compete for individual or group bonuses, which are based on improvements in student test 
scores. A recent report from the Joint ILO-UNESCO Committee of Experts notes that:  
 
Monetary stimuli or bonuses may have negative or positive effects depending on how they are 
used. If they are a substitute for an adequate salary, they can become a source of 
dissatisfaction as they encourage competitiveness rather than collaboration. The Committee 
also noted that monetary incentives over and above a salary guaranteeing minimum living 
standards can become a positive way of recognizing quality in teacher performance (see 
CEART/11/2012/9) 
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Box 2. What motivates teachers? 
 
Incentives by design and definition need to take teacher motivation into account. 
Research reveals that teachers are motivated by a range of professional, personal as well 
as economic factors.  
 
Monetary incentives can be effective:  
 
Glewwe, Holla and Kremer (2008) and Muralidharan and Sundararaman (2011) have found 
that “minimum” accountability mechanisms and rewards for performance are associated 
with improved student outcomes. But to be effective, incentives need to make a clear link 
between teachers’ efforts and student outcomes.  
 
Dolton and Gutierrez (2011) suggest that higher salaries will help to attract more highly 
educated and qualified individuals to the teaching profession.  
 
Muralidharan and Sundaraman (2009) developed a teacher performance pay in India based 
on average improvement of their students’ test scores (independently administered). The 
incentives were for individual teacher performance as well as group performance in raising 
overall school achievement. They found that students in schools implementing the system 
scored significantly higher than those in control schools. Notably, the program had broad-
based support from teachers. 
 
But job satisfaction is also related to a variety of other factors: 
 
The OECD’s (2014) most recent TALIS study found that teacher job satisfaction is related to:  
 
- opportunities to participate in school-level decisions;  
- appraisal and feedback that lead to change in their teaching practice;  
- positive relationships with school leaders, students and other teachers; 
- opportuntities to collaborate with other teachers through professional learning or 
collaborative practice (OECD, 2014) 
 
A survey of 20,000 U.S. teachers found that 98 per cent of teachers agree that teaching is 
“how they make a difference in the world” (Scholastic and Bill and Melinda Gates 
Foundation, 2014).  
 
Non-monetary incentives, such as time and opportunities for study and training and for 
collaboration with colleagues have also been found to improve teacher motivation are also 
important (Craig, Kraft, and du Plessis 1998; Gaynor 1998; Scholastic and Bill and Melinda 
Gates Foundation, 2014). 
 
In a review of 39 different surveys of teachers and North America, Markel (2004) found that 
teachers’ view of administrative support, educational resources, the opportunity to provide 
input to school level decisions and school climate are significant factors in factor in 
teachers’ decision to change schools or leave the profession altogether. 
 
A survey of teachers in schools placed on probation in Chicago found that accountability 
policies with high stakes for teachers may have a counterproductive effect on motivation 
over time, particularly in schools that continue to struggle. The Chicago survey also found 
that teachers’ professional motives were more important than material incentives 
(Finnigan and Gross, 2007).  
 
Incentive schemes also need to balance competition and collaboration – both of which 
have been shown to promote improvement in teaching practice and student outcomes – 
but which are inherently at odds with each other. This is not an easy balance to achieve, 
and more research on what works and under what circumstances is needed. 
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Teachers will not support systems they see as being unfair. Over recent years, efforts to tie 
teacher appraisal to high stakes student assessments have led to strikes and walk outs in 
Mexico, Peru and in Chicago in the United States. Appraisal systems based on clear standards 
and drawing on a range of measures (including a range of student measures) are perceived as 
being fairer (Chiroque, 2010, cited in UNESCO, 2013; Greenhouse, 2012; Zabludovsky, 2013). 
 
How might teacher appraisal frameworks be strengthened? 
 
Countries have very different political systems and cultures, so there is no one-size-fits all 
approach to teacher appraisal. Moreover, all countries need to find an appropriate way to 
balance the accountability and improvement functions of appraisal and to ensure that 
approaches are coherent with overall frameworks for to improve the quality and equity of 
learning. 
 
Whether emphasizing accountability or improvement, there are several important features of 
high-performing teacher appraisal systems: 

Box 3. New York’s New Teacher Appraisal System 
 
 
New York State is implementing a new system for teacher appraisal, comprised of: 
 
 o  Student scores on state assessments (20% of the rating) 
 o Classroom observations (60%) 
 o Other elements, to determined by school leaders and teachers (20%) 
 
Under the new system, teachers may be rated as highly effective, effective, developing or 
ineffective. Teachers who are rated as ineffective for two years in a row could be fired. The 
prior system required very little observation, did not include student assessments, and 
teachers were graded as either satisfactory or unsatisfactory (although in actuality, very 
few were rated as unsatisfactory). 
 
The new system will significantly change school leaders’ roles. School leaders will be 
required to observe each teacher on their staff up to six times per year, to discuss the 
observations with teachers and entering marks into the state teacher-grading database. In 
New York City, education officials have hired “talent coaches” and retired supervisor to 
help school leaders with the new system (Baker, 2013). 
 
Under the state law, students will now be assessed in subjects such as art and physical 
education (which had been exempt from external assessments in the past). At the same 
time, schools will be expected to meet more rigorous academic standards under the new 
national programme, known as the “Common Core” (Hernandez, 2013). 
  
While some argue that the state’s new system will place more emphasis on regular 
feedback and opportunities for teachers to improve, many teachers are wary. In spite of 
such misgivings, New York City Mayor Bill de Blasio concluded negotiations with the 
teacher union (which had been in limbo for four and a half years, due to disagreements 
with the prior administration), granting pay raises (in exchange for saving in health care 
expenses), and making it easier for city officials to fire teachers rated as poor performers 
(Grynbaum and Stewart, 2014). 
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• Multiple measures of teacher and student performance are included, because no 

single measurement can capture the full range of teacher performance in different 
context or conditions. Different appraisals methods provide different kinds of 
information on how teachers are influencing learning. Multiple measurements also 
help to avoid the risk of incorrect decisions based on error (Baker et al., 2010, Koretz, 
2005).  

 
• Tools are validated to ensure they capture important aspects of quality teaching 

(Looney, 2011). They also set priorities for instruction and improvement, as teachers 
are more likely to focus on those areas (OECD, 2009). 

 
• Teacher assessments are conducted regularly, and teachers are well aware of the 

criteria included in the appraisal. It is also important that evaluators provide feedback 
in a timely and specific manner (Houston, 1987).  

 
• Evaluators are trained to use the appropriate methods and tools. Opportunities to 

work with peer evaluators are also vital to ensure the reliability of appraisals.  
 

• Appraisals with high stakes and those for improvement are separate. Santiago and 
Benavides (2009) suggest that combining the two purposes in a single appraisal can be 
counterproductive, as teachers are likely not to be as open regarding areas for 
improvement when there are consequences, such as a promotion or a bonus, in play.  

 
• Appraisals are linked to career progression. Appraisal for teachers leaving probation 

and at the early stages of their careers have different emphases and goals than those 
for more experienced teachers, who are updating their skills and perhaps interested in 
exploring new career directions. For example, well-designed induction programs may 
influence teachers’ future participation in professional development as well as 
decisions to serve as mentors (OECD, 2013). 

 
• Innovative, low-cost and high-quality programs for initial training and professional 

development are needed. New approaches will be needed to meet the support 
untrained teachers who have been hired to help meet teacher shortages. Programs 
working in low-income countries, such as BRAC (Hasan Abed, 2012) and Pratham 
(Karlan and Appel, 2011) train their teachers to adapt evidence-based teaching and 
assessment methods, albeit with a frugal twist. 

 
• There are strong links to high-quality professional development, aligned with 

identified needs for training. Training that is not effectively aligned either with the 
teacher’s or the school’s needs, that does not use effective pedagogies and is not 
available to teachers most in need is not likely to have a strong impact on teacher 
effectiveness or student learning5. A very positive finding from the recent TALIS survey 
was that majority of teachers participating reported that training focused on their 
subject area (91% positive response) and on pedagogical competences in their subject 
(87% positive response) had a moderate or large positive impact on their practice 
(OECD, 2014). 

                                                           
5 TALIS 2013 respondents identified the following additional training needs:. about 22% of teachers on average report 
that they need more professional development teaching students with special needs teaching with information and 
communication technology (ICT) skills (19% of teachers) and tusing new technologies in the workplace (18% of 
teachers)  
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Teacher engagement in the design of systems is also vital, and will be discussed in some detail 
in the next section. 
 

Implications for the definition of teachers’ roles and the 
contracting arrangements 
 
Social dialogue is vital to the success of teacher appraisal system. This section includes 
suggestions for the broad outlines of the terms and conditions for in teacher contracts 
specifically related to teacher appraisal. These terms should address teachers’ rights for 
transparent, objective and regular appraisal as well as their responsibilities.  
 
Social Dialogue 
 
The standards teacher engagement in social is set out in the ILO/UNESCO Recommendation 
Concerning the Status of Teachers and other instruments creating the legal framework. These 
include ILO Conventions No.s 87 (adopted in 1948) and 98 (adopted in 1949) (respectively, 
these are the freedom of association and protection of the right to organize, and the right to 
organize and bargain collectively). Convention No. 151 (adopted in 1978) addresses labor 
relations in the public services, and Convention 154 (adopted in 1981) sets out the principles 
for the conduct of collective bargaining. 
 
The ILO Handbook of Good Human Resource Practices in the Teaching Profession (ILO, YEAR) 
asserts the conditions necessary for successful social dialogue, include: 
 

• Strong, independent, representative and democratic workers’ organizations with 
access to relevant information and the necessary technical expertise to analyse it. 
Organizational resources and capacity are vital. Teacher representatives should be 
chosen by their peers and have the background necessary to deal with broad 
educational issues. 

 
• Political will, trust and commitment of all parties. While educational authorities may 

have some management prerogatives, they must also be willing to work with teachers’ 
organizations as potential partners. 

 
• Institutional support, including a statutory framework for social dialogue (e.g. 

processes for collective bargaining), or for consultations,  
 
The discussion in Sections 1 and 2 highlights the importance of treating teachers as 
professionals and partners in the process of appraisal and improvement and in meeting goals 
for high achievement for all students. Teachers and teacher organizations need to be engaged 
in all aspects of designing the appraisal system, including: definition of standards of quality 
teaching, the tools and approaches used in appraisals and in incentive schemes, and in 
identifying opportunities for professional development and designing career progression.  
 
These different elements are much more likely to be perceived as fair and to be widely 
accepted if teachers and teacher unions and guilds have had a hand in their development. 
They are also much more likely to reflect the local education culture and everyday classroom 
realities. 
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Contract provisions 
 
Contract provisions related to teacher appraisal and development need to protect teacher 
rights, and also to set out their responsibilities. In turn, education authorities need to ensure 
that appraisal systems and opportunities for development are based on sound principles and 
supported with sufficient resources.  
 
The list presented here is based on the analysis in Section 3, above.  
 
Teachers 
 

• Teachers have the right to participate in decisions affecting their professional status 
and working conditions. They have the responsibility to consult and collaborate with 
their peers in this process. 

 
• Teachers have a right to regular performance appraisal and to be made aware of 

standards, criteria and data used in the process. Teachers have the responsibility to 
show evidence of professionalism, and to aim to meet standards as appropriate for 
their career stage. 

 
• Teachers have the right as well as the responsibility to participate in professional 

development to address specific needs identified in the appraisal process, and the 
responsibility to update their knowledge and skills on an ongoing basis.  

 
• Teachers have the right to appropriate classroom support and materials, and the 

responsibility to participate in collaborative school improvement efforts.  
 

• Teachers have the right to appeal sanctions based on their teaching performance. 
  
In addition to the responsibility to ensure the teachers’ rights as set out above, education 
authorities also have the responsibility to: 
 

• Ensure the validity, reliability and usability of measures developed for teacher 
appraisal and/or incentive schemes 

 
• Ensure that appraisals are based on multiple measures, taken over time 

 
• Ensure the capacity of evaluators to conduct fair and objective appraisals 

 
• Provide sufficient opportunities for teachers to improve performance prior to 

enforcing sanctions 
 

• Provide access to appropriate training opportunities, aligned curriculum and provided 
accredited trainers, and which are both internal and external to schools; allow 
teachers time to participate 

 
• Provide teachers with appropriate sufficient resources and support 
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• Ensure that appraisal allow room for teachers to innovate and to take some risks in 
trying new approaches 

 
• Monitor the effectiveness of appraisal systems  

 
Similarly, incentive schemes should follow central standards of teacher quality and refer to 
multiple measures of teacher and student performance. 
 

Policy recommendations 
 
The following policy recommendations are closely tied to the ILO-UNESCO Recommendation 
on Teachers and address the challenges and opportunities identified in the previous sections. 
They are to: 
 

1. Define standards, in partnership with teachers, for quality teaching and ensure that 
these are grounded in an understanding of student learning  

 
Standards for high-quality teaching are an essential component of any teacher appraisal 
system. These standards should be grounded in research on effective teaching – including on 
teachers’ own views and experiences. They should clearly describe the knowledge, skills and 
competences expected of teachers, and the outline criteria used to assess them. 
 
Standards for teacher performance also need to align with expectations for student learning. 
In turn, these standards need to be realistic, to grounded in evidence of how students learn 
and progress, to reflect the diversity of learners’ needs and different rates of development. 
 
The involvement of social partners and opportunities for dialogue and discussion on the design 
and uses of appraisal are vital. Teachers are much more likely to benefit from the whole 
appraisal process when they feel some ownership and have agreed to the goals and methods. 
  
 

2. Ensure alignment and coherence within quality frameworks  
 
Increasingly, countries are taking a system-wide approach to education reform – setting 
expectations for student attainment and promoting quality and equity of outcomes, 
developing student assessments to measure attainment of standards, and school evaluations 
and teacher appraisals to ensure accountability and identify areas for improvement.  
 
These elements need to be part of a balanced and coherent approach.  Policy makers need to 
ensure that student assessment, school evaluation and teacher appraisal meet their own and 
practitioners’ needs for information on their performance and opportunities for improvement.  
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3. Develop separate systems for summative and formative appraisals 
 
Summative appraisals typically have high stakes attached – job promotion, a salary increase or 
bonus, or job loss. Teachers will likely be very reluctant to reveal areas where they may need 
to improve in these circumstances (Santiago and Benavides, 2009). To avoid this dilemma, 
systems may develop a separate formative appraisal process where teachers will be at liberty 
to discuss gaps and areas where they need support and professional development.  
 
A few countries have developed distinct summative and formative appraisal systems, which 
may serve as models. They include the Czech Republic, Estonia, Israel, Korea and Poland, 
where appraisals for promotion are distinct and Chile, Korea and Mexico separating out 
appraisal processes for decisions regarding rewards for high-performance (salary increases or 
bonuses). 
 
 

4. Ensure the technical quality of appraisals and appraisal frameworks  
 
Any system should include multiple measures of teacher and student performance, as no 
single measurement can capture all the information needed to make effective judgment. In 
addition, different appraisals methods provide different kinds of information. Multiple 
measurements also help to avoid the risk of decisions based on measurement error (Baker et 
al., 2010, Koretz, 2005).  
 
Tools used to measure teacher performance and student attainment should be validated. 
 
 

5. Invest in teacher professional development linked to standards for quality teaching 
and to the individual teacher’s and school’s specific needs  

 
Standards for high-quality teaching serve as an important reference point for appraisal. 
Evaluators may focus on whether and what kind of gaps they observe between the teacher’s 
performance and these standards. They may then identify appropriate opportunities for 
professional development.  
 
Timperley and colleagues (2007) have found that professional development is most effective 
when it challenges teachers conceptions of student capabilities, focuses on specific parts of 
the curriculum, occurs over time, focuses on methods to improve student outcomes, engages 
teachers in a professional community, and when school leaders support teacher development.  
 
Collaboration is also an important form of professional development. The majority of teachers 
responding to TALIS viewed individual and collaborative research, informal dialogue to 
improve teaching and qualification programs as having the greatest impact on their 
development (OECD, 2009, 2014). 
 
Investments in and opportunities for professional development should also be consistent. In 
Latin American and the Caribbean, for example, expenditures on teacher training and 
professional development are approved annually, and programs are vulnerable to cutbacks.  
 
 

6. Link appraisal to opportunities for career progression  
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Teacher appraisal systems are rarely linked to opportunities for career advancement. This is 
true across countries and continents. At the same time, researchers have suggested that the 
lack of opportunity for career progression is a major obstacle to attracting, retaining and 
developing teachers (IBF, 2013; OECD, 2005b).  
 
It is also important that appraisal systems recognize different stages of teachers’ careers. Early 
feedback and mentoring during the early stages of the teacher’s career is particularly 
important.  
 
 

7. Support research regarding the design and impact of different approaches to 
appraisal  

 
System-wide approaches to education reform are relatively new and the impact of different 
policies and approaches in different country contexts are not yet well known. More research 
on best practices and lessons learned as systems implement reforms will be important. Policy 
makers and system designers will be able to make appropriate adjustments and to share 
experiences with reformers in other countries. 
 
Priorities for research include: 
 

• The impact of different incentives on teacher motivation and improvement. 
The research on various incentive schemes has yielded mixed results. What is 
clear, however, is that the design and details of any incentive program matter. 
Incentives need to reflect teachers’ different motivations – including their 
professional, personal and economic motivations. This research may also help 
systems as they balance goals for accountability and for improvement. 

 
• Validated tools and methods for teacher appraisal (and training for 

evaluators). Systems will need to invest in the design of more effective tools 
for appraisal to capture the important elements of quality teaching as well as 
training for evaluators.  

 
• Effective approaches to teacher professional development collective teacher 

learning and development. Research in this area should focus on how teachers 
build effective learning communities to improve outcomes for all students. A 
better understanding of how teachers develop expertise over time can also 
help shape professional development programmes and effective career 
ladders and reward systems. 

 
 
Teacher appraisal systems can potentially play a vital role within overall quality frameworks. 
These systems will be most effective if they engage teachers in their design and development, 
monitor impact, and adjust approaches based on experience. 
 
 
 
  



21 
 

References 
 
 
Adedji, S.O. and O. Olaniyan. 2011. Improving the Conditions of Teachers and Teaching in Rural Schools across 
African Countries. Addis Ababa, UNESCO, International Institute for Capacity Building in Africa.  
 
Association for Childhood Education International. http://acei.org/global-action/worldwide-teacher-shortage-
regional-and-global-implications. (Accessed June 22, 2014). 
 
Baker, A. December 22, 2013. “Bumpy Start for Teacher Evaluation Program in New York Schools”. New York Times, 
New York. 
 
Baker, E. et al. 2010. “Problems with the Use of Student Test Scores to Evaluate Teachers”. EPI Briefing Paper, 278. 
Economic Policy Institute, Washington, DC. 
 
Black, P. and D. Wiliam.1998. “Assessment and Classroom Learning.” Vol. 5, No. 1, pp. 7 – 74. 
 
Bransford, J.D. A.L. Brown and R. R. Cocking (Eds.). 1999. How People Learn: brain, mind, experience, and school. 
National Academy Press, Washington, DC. 
  
Chiroque, S. 2010. Sindicalismo docente y desarrollo del neoliberalismo en la educación peruana (1990–2009). 
Associações e Sindicatos de Trabalhadores em Educação. Seminário Internacional da Rede de Pesquisadores sobre 
Associativismo e Sindicalismo dos Trabalhadores em Educação. 
 
Danielson, C. 1996, 2007. Enhancing Professional Practice: A Framework for Teaching, 1st and 2nd Editions. 
Association for Supervision and Curriculum Development (ASCD), Alexandria, VA. 
 
Darling-Hammond, L. 2006. Powerful Teacher Education: Lessons from Exemplary Programs (San Francisco, Josey-
Bass). 
 
Dolton, P. and O.D. Marcenaro-Gutierrez. 2011. “If you pay peanuts do you get monkeys? A cross-country analysis 
of teacher pay and pupil performance” Economic Policy, Vol. 25, Issue 65, pp. 5 – 55, January. 
 
Eberts, R.W. and J.A. Stone. 1988. Student Achievement in Public Schools: Do Principals Make a Difference?” 
Economics of Education Review 7 (3): 291-99. 
 
Educate A Child http://educateachild.org/explore/barriers-to-education/infrastructure 
Accessed June 22, 2014. 
 
Fusarelli, L. D. (2003). The political dynamics of school choice. New York: Palgrave Macmillan; Gruening (2001) Vol. 
4, pp. 1 – 25., G. “Origin and Theoretical Basis of new Public Management, International Public Management) 
 
Glewwe, P., A. Holla, and M. Kremer. 2008. “Teacher Incentives in the Developing World. In Performance 
Incentives: Their Growing Impact on K-12 Education”, ed. M. Springer, 295-326. Washington, DC: Brookings 
Institution Press. 
 
Global Coalition to Protect Education from Attack. http://www.protectingeducation.org/ (Accessed July 4, 2014). 
 
Global Partnerhship for Education. 2013. http://www.globalpartnership.org/blog/new-report-highlights-role-global-
partnership-education (Accessed July 2, 2014). 
 
Gordon, J. et al., 2010. Key Competences in Europe: Opening Doors for Lifelong Learners Across the School 
Curriculum and Teacher Education. CASE Network Reports, No. 87. Available at SSRN: 
http://ssrn.com/abstract=1517804 or http://dx.doi.org/10.2139/ssrn.1517804 
Greenhouse, S. September 10, 2012. “In Standoff, Latest Sign of Unions Under Siege”. New York Times, New York. 
 
Grynbaum, M. and N. Stewart. May 1, 2014. “Teacher Accord Gives City a Map for Other Deals”. New York Times, 
New York. 
 
Gustafsson, J.E. 2003. “What do we know about effects of school resources on educational results?” Swedish 
Economic Policy Review, Vol.10, pp. 77-110. 
 

http://acei.org/global-action/worldwide-teacher-shortage-regional-and-global-implications
http://acei.org/global-action/worldwide-teacher-shortage-regional-and-global-implications
http://educateachild.org/explore/barriers-to-education/infrastructure
http://www.protectingeducation.org/
http://www.globalpartnership.org/blog/new-report-highlights-role-global-partnership-education
http://www.globalpartnership.org/blog/new-report-highlights-role-global-partnership-education
http://ssrn.com/abstract=1517804
http://dx.doi.org/10.2139/ssrn.1517804


22 
 

Hanushek, E. A. 1989. “The impact of differential expenditures on school performance” Educational Researcher. Vol. 
18, No. 4, pp. 45 – 62. 
 
Hasan Abed, Sir Fazle. 2012. WISE Summit Thematic Plenary. “Educating for Our Times”. November 15, 2012. 
 
Hattie, J. 2009. Visible Learning: A Synthesis of Over 800 Meta-Analyses Relating to Achievement. New York, 
Routledge. 
 
Hernandez, J. June 2, 2013. “Teacher Assessments Extending to Art and Gym”. New York Times. 
 
IBF International Consulting. 2013. Study on Policy Measures to improve 
the Attractiveness of the Teaching Profession in Europe. Luxembourg: Publications Office of the European Union, 
2013 
 
International Institute for Educational Planning. 2006. Guidebook for Planning in Emergencies and Reconstruction. 
http://www.iiep.unesco.org/fileadmin/user_upload/Research_Highlights_Emergencies/Chapter16.pdf, accessed 
July 6, 2014 
 
International Labor Organization. 2012. The ILO Handbook of Good Human Resource Practices in the Teaching 
Profession. ILO, Geneva. 
 
Hanushek, E. 1992. “The Trade-off between child quantity and auality”. Journal of 
Political Economy. Vol 100, No. 1, pp. 84-117. 
 
Karlan, D. and J. Appel. 2011. More than Good Intentions: How a New Economics is Helping to Solve Global Poverty. 
Dutton. New York, NY. 
 
Koretz, D. 2005. “Alignment, High Stakes, and the Inflation of Test scores”, CSE Report, 655. Los Angeles, University 
of California, National Center for Research on Evaluation, Standards, and Student Testing).  
 
Leithwood, K., C. et al. 2006. “Successful School Leadership: What It Is and How It Influences Pupil Learning”. 
National College for School Leadership, Nottingham, UK. 
 
Looney, J. 2011. “Developing High-Quality Teachers: Teacher Evaluation for Improvement”, European Journal of 
Education, Vol. 46, No. 4, pp. 440 – 455. 
 
Miller, R., S. Bergheim and I.Tuomi. 2011. Learning Productivity: It’s Time for a Breakthrough. Promothean Planet, 
UK. 
 
Muralidharan, K., and V. Sundararaman. 2011. “Teacher Performance Pay: Experimental Evidence from India.” 
Journal of Political Economy. Vol. 119, No.1, pp. 39-77. 
 
Nye, B., S. Konstantopoulos and L.V. Hedges. 2004. “How large are teacher effects?”. Educational Evaluation and 
Policy Analysis, Vol. 26, Issue 3, pp. 237 – 257. 
 
OECD. 2005a. Formative Assessment: Improving Learning in Secondary Classrooms. OECD, Paris. 
 
OECD. 2005g. Teachers Matter: Attracting, Developing and Retaining Effective Teachers. OECD, Paris. 
 
OECD. 2010. PISA 2009 Results: What Students Know and Can Do. OECD, Paris. 
 
OECD. 2013. Synergies for Better Learning: An International Perspective on Evaluation and Assessment. OECD, Paris. 
 
OECD. 2014. TALIS 2013 Results: An International Perspective on Teaching and Learning. Paris, OECD. 
 
Patrinos, H.A. (Ed.). 2012. Strengthening Education in East Asia. System Assessment and Benchmarking for 
Education Results. UNESCO and the World Bank. Washington, D.C. 
 
Pellegrino, J.W., G.P. Baxter and R. Glaser. 1999. “Addressing the ‘two disciplines’ problem: Linking theories of 
cognition and learning with assessment and instructional practice”. Review of Research in Education, Vol. 24, pp. 
307-353. 
 

http://www.iiep.unesco.org/fileadmin/user_upload/Research_Highlights_Emergencies/Chapter16.pdf


23 
 

Sammons, P., Hillman, J. and Mortimore, P. 1995. Key Characteristics of Effective Schools: A review of school 
effectiveness research. Paper prepared for Ofsted. 
 
Sanders W. and J. Rivers. 1996. “Cumulative and Residual Effects of Teachers on Future Student Academic 
Achievement: Research Progress Report”. University of Tennessee Value-Added Research and Assessment Center, 
Knoxville, TN. 
 
Santiago, P. and F. Benavides. 2009. Teacher Evaluation: A conceptual framework and examples of country 
Practices. OECD, Paris. 
 
Santiago et al. 2013. OECD Review: Teacher Evaluation in Chile. OECD, Paris. 
 
Savoie, D. J. 2003. Breaking the Bargain: Public Servants, Ministers and Parliament. University of Toronto Press, 
Toronto. 
 
Scholastic and the Bill and Melinda Gates Foundation. 2014. Primary Sources. America’s Teachers on Teaching in an 
Era of Change, Third Edition. http://www.scholastic.com/primarysources/ (Accessed July 5, 2014). 
 
Timperley, H., A. Wilson, H. Barrar and I.Y.Y. Fung. 2007. “Teacher Professional 
Learning and Development: Best evidence synthesis iteration” Ministry of Education, Wellington, New Zealand. 
 
UNESCO. 2013. Antecedentes y Criterios para la Elaboración de Políticas Docentes en América Latina y el Caribe. 
OREALC/UNESCO, Santiago. 
 
UNESCO Institute for Statistics (UIS). 2013. (http://www.uis.unesco.org/Education/Pages/world-teachers-day-
2013.aspx. Accessed July 4, 2014 
 
UIS and Brookings Institution. June 2014. Toward Universal Learning: Implementing Assessment to Improve 
Learning. Learning Metrics Task Force, Report No. 3 of 3. UIS and Brookings Insitution.  
 
UNESCO Global Monitoring Report 2013/14. 2014. Teaching and Learning: Achieving Quality for All. UNESCO, Paris. 
 
Zabludovsky, K. April 26, 2013. “Mexican Teacher Protests Turn Up Heat on President”. New York Times, New York. 
 

http://www.scholastic.com/primarysources/
http://www.uis.unesco.org/Education/Pages/world-teachers-day-2013.aspx
http://www.uis.unesco.org/Education/Pages/world-teachers-day-2013.aspx

	Introduction
	The growing trend to appraise teachers’ work
	Challenging conditions for teachers

	Policy approaches to teacher appraisal
	What are the key elements of teacher appraisal systems?
	Standards for high-quality teaching
	Approaches and tools for reviewing teacher performance
	Should teacher appraisals/performance incentives be linked to student learning outcomes?
	How might teacher appraisal frameworks be strengthened?

	Implications for the definition of teachers’ roles and the contracting arrangements
	Social Dialogue
	Contract provisions

	Policy recommendations
	References

