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4.2.5 Time on task and classroom climate

With respect to their ‘target class’, teachers were asked to estimate the percentage 
of class time typically spent on each of three activities. The first of these was 
‘administrative tasks’ which included tasks such as recording attendance and 
handing out school information/forms. The second pertained to keeping 
order in the classroom and maintaining discipline, and the third involved actual 
teaching and learning activities or ‘time on task’.  The average results for each 
country are presented in Figure 4.8.

Figure 4.8: Distribution of time spent in the classroom during an average lesson 
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 Note: Countries are ranked in descending order of the percentage of actual teaching and learning time. 

Source: OECD, TALIS Database. 

The average of all Australian responses shows that an average of 76 percent of 
classroom time is spent on actual teaching and learning activities. If percentage 
of time on task was used as a measure for determining effective use of lesson time 
(as is the case in the TALIS International Report), Australia would be placed 
18th out of 23 on this scale, with more than 20 percent of teacher time spent 
on activities other than teaching and learning. This means that in excess of 20 
percent of lesson time is spent on administrative tasks and keeping order in the 
classroom. Whilst time spent on administrative tasks in Australian classrooms 
is roughly equivalent to the average time spent on these activities in all TALIS 
countries (eight percent), a relatively high percentage of time is spent on keeping 
order in the classroom and maintaining discipline (approximately 16 percent in 
Australia; 13 percent for TALIS average).
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The concept of the ‘classroom climate’ has to do with the learning environment 
and general atmosphere of a teacher’s classroom during lessons. It was measured 
in the TALIS survey instrument on a four-point Likert scale (with 1 = ‘Strongly 
Disagree and 4 = ‘Strongly Agree’) and comprised the following target class-
specific items:

• ‘When the lesson begins, I have to wait quite a long time for students to settle’;

• ‘Students in this class take care to create a pleasant learning atmosphere’;

• ‘I lose quite a lot of time because of students interrupting the lesson’; and,

• ‘There is much noise in the classroom’.

Tests of correlation between responses to classroom climate items and the time 
on task item were performed with the following results:

Figure 4.9: Correlations of time on task and classroom climate within countries
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Note: All values represent statistically significant correlations

As evident from Figure 4.9 above, classroom climate and time on task are 
positively correlated and correlations are statistically significant in all countries. 
This correlation is particularly strong in Australia which demonstrates the 
second highest correlation coefficient (r = 0.63) of the group. This means that 
in all countries, and particularly in Australia, time spent on actual teaching and 
learning increases with the quality of the classroom climate.

The variance of responses analysed at a teacher-, school- and country-level show 
that, on average, 85 percent of total variance for classroom climate and 90 
percent for time on task is due to variance within schools. As noted in the 
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International Report, individual classroom and teacher characteristics and 
aspects of the interaction of a specific teacher with a specific class are of major 
relevance for determining classroom climate and effective time use, followed 
by school level influences. From a policy perspective, this means that helping 
teachers improve their classroom management skills by way of noise and 
distraction coping/prevention strategies should significantly increase students’ 
exposure to learning opportunities in the classroom.

 4.2.6 Self efficacy and job satisfaction

The concepts of self efficacy and job satisfaction were also examined in TALIS. 
Self efficacy can be defined as a ‘judgement of one’s capability to accomplish 
a given level of performance’ (Bandura 1986, 391) and is a concept which is 
seen to be positively correlated with increased coping mechanisms in relation 
to student interactions, workload and stress (Bandura 1997; Ross 1998).  
Job satisfaction is a concept which has attained the status of widespread use 
and general understanding and is seen to have an influence on work-related 
behaviours such as absenteeism, fluctuation and performance (Dormann & 
Zapf 2001). As a result of considerable research in this field (Ashton & Webb 
1986; Ross 1998), it is widely asserted that both self efficacy and job satisfaction 
are strongly linked to instructional practices and student achievement.

In the TALIS survey instrument, self efficacy comprised four items which were 
measured on a four-point Likert scale (where 1 = ‘Strongly Disagree’ and 4 = 
‘Strongly Agree’).  These items were:

• ‘I feel that I am making a significant educational difference in the lives of 
my students’;

• ‘If I try really hard, I can make progress with even the most difficult and 
unmotivated students’;

• ‘I am successful with the students in my class’; and,

• ‘I usually know how to get through to students’.

Job satisfaction was measured on a similar scale and comprised the following item:

• ‘All in all, I am satisfied with my job’.

Australian teachers reported a relatively high degree of self efficacy, with an 
‘agree’ or ‘strongly agree’ proportion of 94 percent for the ‘making a significant 
educational difference’ item, 87 percent for the ‘I can make progress with even 
the most difficult students’ item and 97 percent for both the ‘I am successful’ 
and ‘I usually know how to get through’ item. The standardised score for 
Australian teachers’ self efficacy is therefore comparatively high, as evident from 
Figure 4.10 below. With regard to job satisfaction, however, the Australian 
mean response was slightly below average, with just over 82 percent of teachers 
agreeing or strongly agreeing with the statement that they are satisfied with 
their job. This is somewhat ameliorated by the fact that there was a generally 
small difference between countries for both factors, and teachers in different 
countries report very similar levels of self efficacy and job satisfaction (with the 
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notable exceptions of Norway and Hungary). Again, the majority of variance 
between responses (87 percent for self efficacy and 90 percent for job satisfaction) 
occurred as a result of individual teacher level variance which again suggests that 
individualised interventions might prove more effective than school or system 
level policies with reference to enhancing teachers’ experiences of both factors.

Figure 4.10: Country means of teacher self efficacy and job satisfaction
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Note: Factor scores for self efficacy were standardised, so that the international mean equals zero and the 
international standard deviation equals 1. Thus a negative score indicates a score for self efficacy that is 
below the international average. This might nevertheless be a high self efficacy.

4.2.7 International summary

Highlights from the International Report
• Teachers overall are generally more inclined to see their role as a facilitator of 

active learning rather than directly transmitting information and providing 
correct solutions. This “constructivist” view of teaching is most dominant 
in northwest European countries, Scandinavia, Australia and Korea.

• Teachers use practices aimed at ensuring learning is well structured more 
often than they use practices that are more individualised or require more 
active involvement of students. Both of these teaching practices are used more 
often than active student participation activities involving project work. These 
findings are particularly true of teachers of mathematics in every country.

• Teachers rarely collaborate directly through methods such as team teaching. 
Most co-operation involves exchanging ideas and information.

• Most lesson time is spent teaching, but in some cases disruption and 
administration cause significant loss of teaching time. The greatest amount of 
variation in loss of teaching time is among different teachers within schools, 
suggesting a need to address the skills and dispositions of individual teachers.

• Teacher-student relations vary across countries, but two-thirds of all variation 
is due to within-school differences. This suggests a need for extra support 
for individual teachers rather than an evaluation of overall school culture. 
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• Variation with respect to job satisfaction and belief in personal teaching 
effectiveness is mostly due to within-school (rather than inter-school) 
differences. This again suggests that interventions may need to focus on 
individual teachers rather than on schools or school systems.

• Female teachers are more likely to see their role as being a facilitator of 
active learning (as opposed to directly transmitting information) than their 
male counterparts. They are also more likely to report that they engage in 
co-operation with colleagues, and that they use structuring and student-
orientated practices than male teachers.

• Teachers who participate in professional development are likely to engage 
more in each of the teaching practices considered in TALIS.

• Policy interventions must be targeted at individual teachers, rather than at 
a school- or system-wide level.

Source: TALIS International Report (2009), various sections

4.3 PROFESSIONAL DEVELOPMENT

4.3.1 Types of professional development

TALIS asked lower secondary teachers about the professional development they 
had participated in during the 18 months prior to the survey. Teachers were 
initially requested to indicate whether or not they had participated in each of 
the following activities:

• Courses/workshops (e.g. on subject matter or methods and/or other 
education-related topics);

• Education conferences or seminars (where teachers and/or researchers 
present their research results and discuss educational problems);

• Qualification programme (e.g. a degree programme);

• Observation visits to other schools;

• Participation in a network of teachers formed specifically for the professional 
development of teachers;

• Individual or collaborative research on a topic of interest to you 
professionally; and,

• Mentoring and/or peer observation and coaching, as part of a formal school 
arrangement.

Teachers were able to indicate participation in multiple activities.

TALIS then asked teachers for the number of days of professional development 
they had attended in the 18 months prior to the survey and how much of this 
was compulsory. The results are presented in Table 4.5 below.
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Table 4.5: Participation of teachers in professional development undertaken by teachers in the 
previous 18 months

Country

Percentage 
of teachers 

who undertook 
some 

professional 
development in 
the previous 18 

months

Average days 
of PD 

across all 
teachers

Average days 
of PD 

for those who 
took PD

Percentage 
of PD days 

taken that were 
compulsory

Mean (SE) Mean (SE) Mean (SE) Mean (SE)

Australia 96.7 (0.43) 8.7 (0.19) 9.0 (0.20) 47.3 (1.17)

Austria 96.6 (0.37) 10.5 (0.17) 10.9 (0.16) 31.4 (0.66)

Belgium (Flemish) 90.3 (0.73) 8.0 (0.38) 8.8 (0.42) 33.6 (0.95)

Brazil 83.0 (1.21) 17.3 (0.70) 20.8 (0.79) 40.2 (1.17)

Bulgaria 88.3 (1.17) 27.2 (1.65) 30.8 (2.04) 46.9 (2.11)

Denmark 75.6 (1.26) 9.8 (0.34) 12.9 (0.40) 34.6 (1.43)

Estonia 92.7 (0.50) 13.1 (0.29) 14.2 (0.31) 49.2 (1.20)

Hungary 86.9 (1.77) 14.5 (0.50) 16.7 (0.41) 46.1 (1.58)

Iceland 77.1 (1.10) 10.7 (0.44) 13.9 (0.56) 49.9 (1.30)

Ireland 89.7 (0.78) 5.6 (0.21) 6.2 (0.21) 41.4 (0.99)

Italy 84.6 (0.76) 26.6 (0.98) 31.4 (1.17) 40.0 (1.08)

Korea 91.9 (0.59) 30.0 (0.57) 32.7 (0.55) 46.9 (0.85)

Lithuania 95.5 (0.40) 11.2 (0.21) 11.8 (0.21) 56.6 (0.98)

Malaysia 91.7 (0.67) 11.0 (0.32) 11.9 (0.33) 88.1 (0.64)

Malta 94.1 (0.75) 7.3 (0.25) 7.8 (0.26) 78.4 (1.07)

Mexico 91.5 (0.60) 34.0 (1.60) 37.1 (1.78) 66.4 (1.22)

Norway 86.7 (0.87) 9.2 (0.30) 10.6 (0.34) 55.5 (1.25)

Poland 90.4 (0.67) 26.1 (1.10) 28.9 (1.20) 41.0 (1.14)

Portugal 85.8 (0.87) 18.5 (0.89) 21.6 (1.01) 35.1 (0.99)

Slovak Republic 75.0 (1.13) 7.2 (0.30) 9.6 (0.38) 44.1 (1.19)

Slovenia 96.9 (0.35) 8.3 (0.20) 8.6 (0.20) 60.5 (0.93)

Spain 100.0 (0.03) 25.6 (0.51) 25.6 (0.51) 66.8 (0.99)

Turkey 74.8 (2.09) 11.2 (0.52) 14.9 (0.65) 72.8 (1.65)

TALIS Average 88.5 (0.20) 15.3 (0.14) 17.3 (0.16) 51.0 (0.25)

OECD Average 87.1 (0.3) 16.0 (0.2) 18.2 (0.2) 47.1 (0.3)
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As TALIS was interested in professional development activities beyond the more 
structured types listed above, teachers were then asked whether or not they had 
participated in the following ‘less formal’ professional development activities:

• Reading professional literature (e.g. journals, evidence-based papers, thesis 
papers); and,

• Engaging in informal dialogue with peers on how to improve your teaching.

The data collection sought to answer the following three questions:

• How much does the amount and profile of teachers’ professional 
development vary within and among countries?

• How well are teachers’ professional development needs being met?

• How best should unsatisfied demand for professional development be addressed?

In Australia, participation in professional development is virtually universal with 
less than five percent of lower secondary teachers not having participated in 
development activities in the previous 18 months. On average, among all lower 
secondary teachers in the participating countries, teachers undertook 15.3 days 
of professional development in the 18 months prior to the survey. There is, 
however, significant variation between countries. In relation to the number of 
days taken, Australia is in the lowest quartile with an average of 8.7 days; almost 
half the TALIS average. Of further note is that of these 8.7 days, almost half 
(47 percent) were compulsory and possibly relate to structured pupil free days 
at the beginning of term (Table 4.5). This would suggest that on average, four 
days represent discretional participation in professional development programs. 
Australia is close to the OECD mean and slightly under the TALIS mean for the 
number of compulsory professional development days taken. 

There is no evidence to suggest that these characteristics are different for male or 
female teachers, nor is there any significant difference in participation between 
age groups evident in the data.

Clearly the range and type of professional development activities undertaken 
by teachers will influence the number of days of professional development 
that teachers report. Analysis of the international dataset indicates that 
enrolment in qualification programmes is likely to be the most time-intensive 
type of activity, though ‘Individual and collaborative research’ is also likely to 
require a prolonged time commitment from teachers than other activities. In 
Australia, despite above average participation in most types of activities, the 
low rate of participation in qualification programmes is likely to be part of the 
explanation for the low average number of days of development reported by 
teachers (Table 4.6).



43

Teaching and Learning International Survey – Final Report

Table 4.6: Types of professional development undertaken by teachers in the previous 
18 months

Type of Professional Development
Australia TALIS 

average
OECD 

average

% (SE) % (SE) % (SE)

Courses and workshops 90.6 0.8 81.2 0.2 78.6 0.3

Education conferences and seminars 64.0 1.3 48.9 0.3 46.5 0.3

Qualification programmes 11.7 0.8 24.5 0.2 21.8 0.2

Observation visits to other schools 22.2 1.4 27.6 0.3 25.5 0.3

Professional development network 60.1 1.4 40.0 0.3 39.9 0.3

Individual and collaborative research 36.6 1.2 35.4 0.2 36.1 0.3

Mentoring and peer observation 48.6 1.3 34.9 0.3 35.1 0.3

Reading professional literature 82.4 1.1 77.7 0.2 76.3 0.3

Informal dialogue to improve teaching 93.7 0.7 92.6 0.1 91.6 0.2

Although the Australian statistics are not significantly different from other 
participating countries, it is of interest to note the relatively universal participation 
of teachers in these forms of in-service school based programs. It is also worth 
noting that, in an Australian context, the final two types of professional 
development listed in Table 4.6 (namely, ‘reading professional literature’, and 
‘informal dialogue to improve teaching’) may be viewed as representing forms of 
personal learning, rather than the more structured forms of training with which 
the term ‘professional development’ is commonly understood in Australia. 

TALIS also reports Australia as viewing the impact of the less formal type of 
professional development or personal learning, ‘Reading professional literature’, 
as lower than other participating countries. Reading of professional literature 
was listed as having a ‘high’ or ‘moderate’ impact upon development as a teacher 
by 66 percent of Australian teachers which was 16 percentage points below the 
international average (see OECD 2009, 74).  

As noted in the International Report, a comparison of the level of participation 
in professional development and the type of professional development teachers 
undertake can indicate the different policy choices that school systems can make 
(OECD 2009, 53). These data suggest that Australian school systems focus 
more on maximising overall participation in professional development than they 
do on the intensity of professional development offered.

4.3.2 Unsatisfied demand and development needs

The question of how well teachers’ development needs are being met is 
considered through two indicators: the percentage of teachers who reported 
that they wanted more professional development than they had received in the 
18 months prior to the survey, and the extent to which teachers reported that 
they had development needs in certain specified areas of their work as teachers.
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Teachers in TALIS were asked whether, in the 18 months prior to the survey, 
they had wanted to participate in more professional development than they 
had undertaken. Table 4.7 summarises teachers’ responses to this question. On 
average across countries, more than half of the teachers surveyed reported that 
they wanted more professional development than they actually received during 
the 18 months prior to the survey. The Australian statistic is consistent with the 
international average.

Table 4.7: Teachers who wanted to participate in more development than they did in the 
previous 18 months, by certain teacher and school characteristics

 Country
All teachers Female 

teachers
Male 

teachers

% (SE) % (SE) % (SE)

Australia 55.2 (1.37) 57.9 (1.67) 51.3 (1.89)

Austria 44.7 (0.93) 46.0 (1.17) 41.9 (1.36)

Belgium (Flemish) 30.5 (0.98) 32.3 (1.40) 26.5 (2.50)

Brazil 84.4 (0.77) 85.9 (0.88) 80.5 (1.30)

Bulgaria 68.9 (1.77) 69.5 (1.62) 65.8 (4.77)

Denmark 47.6 (1.39) 49.6 (1.93) 44.8 (2.50)

Estonia 48.7 (1.07) 48.6 (1.16) 49.2 (2.38)

Hungary 40.2 (2.00) 39.9 (2.45) 41.0 (2.10)

Iceland 37.9 (1.47) 40.6 (1.93) 32.0 (2.36)

Ireland 54.1 (1.37) 55.7 (1.54) 50.7 (2.56)

Italy 56.4 (0.98) 58.4 (1.08) 49.2 (1.78)

Korea 58.2 (1.16) 60.5 (1.28) 54.1 (1.92)

Lithuania 44.7 (1.10) 45.4 (1.12) 40.9 (2.80)

Malaysia 82.9 (0.95) 83.8 (1.10) 81.1 (1.30)

Malta 43.3 (1.79) 44.4 (2.33) 41.4 (3.10)

Mexico 85.3 (0.85) 86.3 (1.04) 84.1 (1.15)

Norway 70.3 (1.13) 72.5 (1.43) 67.1 (1.76)

Poland 43.6 (1.04) 45.1 (1.28) 38.9 (2.07)

Portugal 76.2 (0.91) 77.5 (1.04) 73.1 (1.56)

Slovak Republic 43.2 (1.34) 44.3 (1.37) 38.6 (2.98)

Slovenia 35.1 (1.18) 34.9 (1.23) 36.0 (2.38)

Spain 60.6 (1.02) 63.8 (1.28) 56.4 (1.43)

Turkey 48.2 (2.21) 51.3 (2.13) 44.8 (3.22)

TALIS Average 54.8 (0.27) 56.3 (0.32) 51.7 (0.49)

OECD Average 53.3 (0.3) 55.1 (0.4) 49.7 (0.5)
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Figure 4.11: Percentage of teachers who wanted more development than they undertook in the 
18 months prior to the survey
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As shown in Figure 4.11, just over 55 percent of Australian teachers reported 
that they wanted more professional development than they undertook in the 18 
months prior to the survey.

The International Report also shows the extent of unsatisfied demand according 
to a range of teacher and school characteristics. In almost all countries, female 
teachers were more likely than male teachers to report that they wanted more 
development than they received, though the differences are not large. There 
is a pattern in Australia which is consistent with the international observation 
among countries for teachers aged less than 40 years, who in most countries 
were more likely than older teachers to report a desire for participation in more 
development. It is interesting to note, as shown later in Table 4.12, the high 
level of importance placed by Australian principals on professional development 
for teachers within their schools.
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Table 4.8: Percentage of teachers indicating they have a ‘High level of need’ for professional 
development in the following areas and overall index of need

Professional Development needs
Australia TALIS 

average
OECD 

average

% (SE) % (SE) % (SE)

Overall index of development need (Maximum=100)1 44.2 0.3 52.9 0.1 50.9 0.1

Content and performance standards 8.3 0.6 16.0 0.2 11.9 0.2

Student assessment practices 7.5 0.6 15.7 0.2 12.7 0.2

Classroom management 5.2 0.5 13.3 0.2 10.5 0.2

Subject field 5.0 0.5 17.0 0.2 13.0 0.2

Instructional practices 3.6 0.4 17.1 0.2 13.6 0.2

ICT teaching skills 17.8 0.9 24.7 0.2 21.8 0.3

Teaching special learning needs students 15.1 1.0 31.3 0.2 29.9 0.3

Student discipline and behaviour problems 6.6 0.7 21.4 0.2 19.9 0.3

School management and administration 5.9 0.5 9.7 0.2 8.2 0.2

Teaching in a multicultural setting 4.0 0.4 13.9 0.2 12.3 0.2

Student counselling 7.3 0.6 16.7 0.2 15.1 0.2

1 Index derived from aggregating the development need for each teacher over all of the aspects of their work: 
3 points for a high level of need; 2 points for a moderate level of need, 1 point for a low level of need and no 
points for cases where teachers noted no development need at all. These were then aggregated and divided 
by the maximum possible score of 33 and multiplied by 100.

Table 4.8 shows the overall index of development need for Australia as compared 
to both the TALIS and OECD averages, as well as the percentage of teachers 
indicating a high level of need for professional development in a number of 
areas. Australia’s overall index of development need is low compared to other 
countries, as is their reporting of a high level of need in any of the listed areas 
of professional development.

Again it is noteworthy that this spectrum of content and pedagogical traits 
captures only a relatively small proportion of the sample who expressed a desire 
for more development. A question for further research would involve which 
other professional development areas are perceived by Australian teachers as 
being areas of need. 

In Australia, 24 percent of teachers with qualifications below a Diploma in 
Education or Bachelor level (ISCED level 5A) indicated that they desired a 
higher level of participation in PD courses. Although these data relate to less 
than 5 percent of the teaching workforce, it is notable that the majority of these 
teachers (who are probably from special access programs such as short course 
professional background/technical skill teachers) are satisfied with their access 
to professional development.
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Figure 4.12: Areas of greatest development need for lower secondary teachers
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In Australia, the extent of high development needs is below the international 
average in all eleven areas, most notably in ‘Teaching special learning needs 
students’ (16 percentage points below the international average), ‘Student 
discipline and behaviour (15 percentage points below the average) and 
‘Instructional practices’ (13 percentage points below the average). No other 
country is below the international average in all eleven areas. With the exception 
of ‘ICT teaching Skills’ and ‘Teaching special learning needs students’, in each 
area the Australian response indicates that less than 10 percent of teachers 
perceive these areas as areas of need.

Table 4.9: Percentage of teachers who wanted to take more professional development and 
gave the following reasons for not undertaking such professional development

Reason for non participation
Australia TALIS 

average
OECD 

average

% (SE) % (SE) % (SE)

Did not have the pre-requisites 3.2 0.6 7.1 0.2 6.5 0.2

Too expensive 32.6 1.6 28.4 0.3 27.0 0.4

Lack of employer support 26.5 1.5 15.0 0.3 15.3 0.3

Conflict with work schedule 61.7 1.9 46.7 0.4 46.3 0.5

Family responsibilities 27.6 1.7 30.1 0.3 31.7 0.4

No suitable professional development 40.5 1.8 42.3 0.4 42.0 0.3

The major areas of non-participation in professional development that are shown 
to have the most impact are cost, lack of employer support, work load, family 
responsibilities and limited choice. The lack of employer support may be an issue 
of resources in providing teacher relief and direct financial support, or a function of 
the appropriateness and readiness of the teacher to attend particular course types.
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The conflict with work schedule has a direct relation to load, responsibility 
and timing. However there is a significant issue to be addressed if, as the data 
suggest that there is need for professional development and the structures in 
place mitigate against this being fulfilled.

Across the 23 participating countries, the most commonly cited reason for 
teachers not undertaking more professional development than they did was 
‘Conflict with work schedule’ (47 percent of teachers cited this), and Australia 
was ranked as having the third highest percentage (62 percent) for this 
criterion. Australia also ranked highly in the criterion ‘No suitable professional 
development’ (40.5 percent). In fact, in all but four countries, one or other of 
these two factors was the most frequently cited barrier preventing the take up 
of additional professional development. 

‘Conflict with work schedule’ may also account for the apparent burden that 
is placed on a school in terms of the inconvenience caused to colleagues and 
school routine when teachers are absent for a cause perceived to be  non-
essential. The importance of continuing professional development needs to be 
valued in the school environment.

There appears to be a significant negative correlation between the amount 
of professional development they actually undertaken and the extent to 
which teachers reported a lack of suitable professional development. In 
every country, those teachers who participated in a lower number of days 
of development in the previous 18 months on average, reported the lack of 
suitable development on offer as the reason for not taking more development 
than they did, than those teachers who did not report this as a barrier. This 
highlights the association between the perceived lack of suitable development 
on offer and the amount of development on which teachers embark.

4.3.3 Financing professional development

As is evident from Figure 4.13, 25 percent of Australian participants indicated 
that they had contributed financially to their professional development, with 
only one percent having paid for the development in total. Interestingly, the 
international results show that teachers who are required to pay for some or 
all of their professional development are also more likely to feel that they need 
more than they receive. As noted in the International Report, this may be 
‘partly indicative of the fact that, according to teachers, more time-intensive 
professional development activities were less likely to have been provided at 
no cost [and that there is] a significant desire among some teachers to take 
on development activities which are costly financially and in terms of time’ 
(OECD 2009, 68).
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Figure 4.13: Percentage of teachers who contributed financially to their professional 
development
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4.3.4 Scheduled time

Almost two-thirds of teachers across the participating countries received 
scheduled time to take part in development activities but this varied 
substantially between less than 30 percent in Korea (24 percent), Portugal 
(25 percent) and Spain (29 percent), to well over 80 percent in Australia.

It is notable that the countries where ‘Conflict with work schedule’ was most 
frequently reported as a barrier are also those countries where teachers were 
least likely to have received scheduled time for professional development. 
However, across all countries there is not a distinct relationship between these 
two variables. The results tend to indicate that the scheduled time was either 
insufficient or not well aligned with the types of professional development that 
teachers wanted to do or that the time was perhaps provided for mandatory 
professional development only.

4.3.5 Induction

For teachers in Australia, formal induction and participation in mentoring 
programmes is virtually a universal practice for all new teachers to the school. The 
situation in Australia is in sharp contrast to that in Brazil where almost three-quarters 
of teachers are in schools with no induction process and in Lithuania, Malta, Mexico 
and Spain where the figure for no formal induction exceeds 60 percent.
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Figure 4.14: Percentage of teachers in schools with no formal induction or 
mentoring programmes
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4.3.6 International Summary

Highlights from the International Report
• Analysis of the TALIS data reveals that participation rates in 

professional development among lower secondary teachers are very 
high (89% on average among the participating countries), though the 
11% who received no development is nevertheless a source of concern. 
In some countries (Denmark, Slovak Republic and Turkey) the rate of 
non-participation is around 25%;

• On average in TALIS countries, teachers’ participation in professional 
development, represented just less than one day per month; 

• Analysis of the TALIS data has revealed that the professional development 
needs of a significant proportion of teachers are not being met: more than 
half of the teachers surveyed reported that they wanted more professional 
development than they actually received during the 18 months prior to 
the survey;

• The aspects of teachers’ work with greatest development need are Teaching 
special learning needs students, followed by ICT teaching skills and then 
Student discipline and behaviour; 

• Those who paid more for the development that they undertook, took part 
in more than those who received it free. This is partly because the more 
time intensive development activities were more likely to be paid for by 
teachers themselves;
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• Even when development is paid for by teachers, their demand is not 
satisfied: those who paid towards the cost were more likely to have said 
they wanted more;

• The main reason for unfulfilled demand (according to teachers) is 
the conflict that this has with their work schedule but lack of suitable 
development is also a significant factor;

• The types of development that teachers’ regard as the most effective have, 
on average lower rates of participation among teachers;

• The activities that teachers report as the most effective for their development 
are also those for which they are more likely to have had to pay the full or 
part cost and to devote most time to.

Source: TALIS International Report (2009), Chapter 3

4.4 SCHOOL EVALUATION AND TEACHER APPRAISAL AND FEEDBACK
A key aim of the TALIS programme is to inform the current position of teachers 
and principals in relation to appraisal and feedback processes, and the evaluative 
structure of school education within which this operates. Previous studies have 
identified that evaluation can play a key role in school improvement and teacher 
development (OECD, 2001). Identifying strengths and weaknesses, informing 
resource allocation decisions, and motivating actors to improve performance are 
important features that can promote multiple policy objectives such as school 
improvement, school accountability, and school choice. 

Data were collected from both school principals and teachers on these issues. 
Principals were asked to report on school evaluations, school development and 
teacher appraisals whilst teachers were asked to report on aspects of teacher 
appraisal and feedback. Results show that school evaluations can have an impact 
on the nature and form of teacher appraisal and feedback that, in turn, can 
influence what teachers do in the classroom. 

4.4.1 School Evaluations

Frequency of school evaluation

In Australia, over 90 percent of teachers work in schools where their school 
principal reported having either an external evaluation or a school self-evaluation 
over the last five years, which is higher than the reported TALIS average of 78.2 
percent (see Figure 4.15).  Australia is one of twelve countries in which at least 
50 percent of teachers worked in schools where the principal reported having at 
least one school evaluation (either external or internal) each year.
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Focus of school evaluations

School principals were asked to rate the importance of 17 criteria considered 
potentially important in the school evaluations undertaken by the school in the 
last five years. Given that the criteria (presented in Table 4.10) would generally 
be considered important in their influence upon students’ education and that the 
majority are directly relevant to the issue of ‘teacher quality’, it is not surprising 
that each of the 17 criteria were considered by school principals to be of moderate 
or high importance in the school evaluations that had been conducted at their 
school. While most of the criteria were considered important, relations between 
teachers and students were considered by the greatest proportion of school 
principals to be of moderate or high importance, and teaching in a multicultural 
setting the lowest.

Table 4.10 extracts the Australian data and the TALIS average from the 
International Report. The table shows relative alignment or higher indicators 
of the Australian perceptions of the importance of the individual criteria with 
the exceptions of; “Student feedback on the teaching they receive”, “Direct 
appraisal of classroom teaching” “Teachers’ knowledge and understanding 
of the instructional practices in their main subject field” and “Teaching in a 
multicultural setting”. School principals rated each of the criteria as being of 
moderate or high importance (criterion rating > 70 percent) except for student 
feedback on the teaching at the school, teaching in a multi-cultural setting, and 
inferences drawn from a direct appraisal of classroom teaching. 
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 Table 4.10: Percentage of principals who reported that the following criteria were considered 
with high or moderate importance in school self-evaluations and external evaluations

Evaluation Criteria
Australia TALIS sample OECD 

average

% (SE) % (SE) % (SE)

Student test scores 86.9 3.1 76.2 0.8 73.8 1.0

Retention and pass rates of students 81.9 3.6 70.8 0.8 68.7 1.0

Other student learning outcomes 94.8 2.1 78.9 0.8 76.9 1.0

Student feedback on the teaching they receive 69.0 4.1 72.7 0.8 70.8 1.0

Feedback from parents 88.3 2.9 77.3 0.8 76.8 1.0

How well teachers work with the principal and their 
colleagues 79.5 4.0 83.7 0.7 81.7 0.9

Direct appraisal of classroom teaching 58.8 4.5 71.1 0.8 67.2 1.0

Innovative teaching practices 78.6 4.0 76.7 0.8 73.5 1.0

Relations between teachers and students 89.7 2.9 87.1 0.6 85.4 0.8

Professional development undertaken by teachers 87.3 3.2 81.5 0.7 78.3 0.9

Teachers' classroom management 79.6 3.9 80.7 0.7 77.1 0.9

Teachers' knowledge and understanding of their main 
subject field(s) 76.5 4.2 78.2 0.7 75.0 0.9

Teachers' knowledge and understanding of 
instructional practices in their main subject field(s) 70.8 4.0 77.5 0.7 73.1 1.0

Teaching of students with special learning needs 79.8 4.0 77.2 0.8 75.7 1.0

Student discipline and behaviour 88.0 3.0 83.6 0.7 82.1 0.8

Teaching in a multicultural setting 41.9 5.1 52.9 0.9 50.2 1.2

Extra-curricular activities with students (e.g. school 
plays and performances, sporting activities) 77.0 4.0 74.5 0.8 69.5 1.0

Direct appraisal and peer observation have been considered valuable evaluative 
and developmental tools in a number of schools and education systems 
(OECD 2009; Malone, L. 2002). They can be viewed as complementary 
sources of information to student outcome data. In Australia, school 
principals reported that direct appraisal of classroom teaching was given 
a relatively low emphasis in school evaluations. This raises the question as 
to why this criterion is not valued more highly and implemented in the 
Australian setting. The observation of teachers in their classroom role, where 
they have a direct impact on students, presents opportunities to identify areas 
for further professional development.   

Teaching in a multicultural setting was given a relatively low emphasis in 
school evaluations across TALIS countries, particularly in Australia. The 
International Report authors contend that this may be relevant for those 
countries with high and growing proportions of students with an immigrant 
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background (OECD, 2009). School evaluations that appear to adapt to the 
linguistic diversity of the school are more common in Australia where only 
15 percent of schools placed a high importance to teaching in a multicultural 
setting in their school evaluations.

Influence of school evaluations

Table 4.11  indicates that Australian principals perceive that school evaluations 
impact on structural and resource aspects of the school quite strongly. Over 85 
percent of Australian teachers work in schools where principals report that school 
evaluations had an effect on feedback to the school (96%), the performance 
appraisal of management (89%), and helping teachers improve their teaching 
skills (87%). This demonstrates that principals have a perception that school-
level evaluation can be an important driver of school improvement.

Table 4.11: Percentage of teachers in schools where principals reported that school 
evaluations had a high or moderate level of influence on the following aspects of schools

Outcomes
Australia TALIS 

average
OECD 

average

% (SE) % (SE) % (SE)

Level of school budget or its distribution within 
schools 76.4 3.9 38.0 0.9 36.3 1.1

Performance feedback to the school 96.2 1.7 81.3 0.7 79.5 0.9

Performance appraisal of the school management 88.5 3.0 78.7 0.7 76.0 0.9

Performance appraisal of teachers 64.9 4.4 71.1 0.8 66.5 1.0

Assistance provided to teachers to improve their teaching 86.8 3.0 70.3 0.8 67.8 1.0

Teachers' remuneration and bonuses 5.1 2.2 26.1 0.7 22.8 0.8

A large impact of school evaluations in TALIS countries is on the performance 
feedback to the school. Internationally, more than 80 percent of teachers 
work in schools where their school principal reports that school evaluations 
had a high or moderate influence on performance feedback to their school. 
Over three-quarters of teachers work in schools where their school principal 
also reported a high or moderate influence upon the performance appraisal of 
school management. 

In Australia, 75 percent of teachers work in schools whose principal reported 
that school evaluations had a high or moderate influence on the school budget, 
whilst the TALIS average was less than 50 percent. There was also substantially 
less influence of school evaluations on teachers’ remuneration and bonuses 
in Australia, with less than 10 percent of teachers working in schools whose 
principals reported a high or moderate influence on this factor.
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4.4.2 Teacher Appraisal and Feedback

Frequency of teacher appraisal

With regard to access to processes of appraisal and evaluation, Figure 4.15 
shows that just over ten percent of Australian teachers reported that they did 
not receive appraisal or feedback in the last five years, with five percent reporting 
that they did not receive a school evaluation in this time.

Figure 4.15: Percentage of teachers who report not having received appraisal or feedback 
and work in schools that received no school evaluation in the last five years
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It is important to note that this figure only includes those school principals who 
reported having a school evaluation at some time in the previous five years.  It 
does not include the 14 percent of principals that reported not having conducted 
a school evaluation over the last five years. This is particularly important in 
countries such as Austria, Ireland, Italy and Portugal where a large proportion 
of schools did not conduct or participate in such evaluations.

Focus of teacher appraisal

Teachers were asked to rate the importance of the same 17 items that were 
discussed for school evaluations in the principal survey. In Australia, as in all 
TALIS countries, the quality of teachers’ relations with students was rated as the 
most important element considered in teacher appraisals, as measured by the 
percentage of teachers who considered it to have moderate or high importance 
(OECD 2009). Knowledge and understanding of a teacher’s own subject field 
was also rated as one of the most important aspects considered in appraisals as 
reported by Australian teachers, with similar levels of importance placed on this by 
teachers from Brazil, Bulgaria, Lithuania, Malaysia and Mexico. Fifty percent of 
Australian teachers also reported that a range of criteria relating to student learning 
and progress, classroom management and other aspects of teaching practice were 
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also important. On the other end of the spectrum, however, Australian teachers 
felt that participation in professional development was one of the least important 
elements considered in processes of appraisal at their school, along with Austria, 
Hungary, Ireland, Malta, the Slovak Republic and Spain.

Outcomes of teacher appraisal

Table 4.12 shows the percentage of teachers who believe that the formal appraisals 
and work reviews they receive impact on selected major aspects of their working 
environment. It is notable that in all of these areas Australian teachers report 
that the potential impact of the appraisal is less than the international TALIS 
mean but close to the OECD mean. Public recognition from the principal and/
or colleagues was ranked as the most likely outcome of appraisal for Australian 
teachers which although beneficial, is not as concrete as a change in salary, a 
financial bonus or career advancement. A role in school development initiatives 
was seen to be equally likely a result as public recognition, but may also be 
perceived as bringing about an increased workload for some recipients.

Table 4.12: Percentage of teachers who report that the appraisal and/or feedback they 
received led to a moderate or large change in the following aspects of their work and careers

Outcomes
Australia TALIS 

average
OECD 

average

% (SE) % (SE) % (SE)

A change in salary 5.6 0.5 9.1 0.2 5.9 0.2

A financial bonus or another kind of monetary reward 1.6 0.3 11.1 0.2 8.4 0.2

A change in the likelihood of career advancement 16.9 0.8 16.2 0.2 12.7 0.2

Public recognition from the principal and/or their 
colleagues 24.1 1.0 36.4 0.3 31.7 0.3

Opportunities for professional development activities 16.7 1.0 23.7 0.3 18.9 0.3

Changes in work responsibilities that make the job 
more attractive 17.4 1.0 26.7 0.2 22.6 0.3

A role in school development initiatives (e.g. 
curriculum development group) 24.1 1.0 29.6 0.3 25.5 0.3

Actions following identification of weaknesses in teacher appraisal

As noted in the International Report, an essential aspect of any form of appraisal 
or feedback process is the ‘identification of strengths and weaknesses, and taking 
steps to build on the former and correct the latter’ (OECD 2009, 156). In 
Australia, 75 percent of teachers work in schools whose school principal asserted 
that they always report the outcome of an appraisal that identifies weaknesses 
to the teacher concerned, which is one of the highest proportions across all 
TALIS countries. It is also the case that 58 percent of Australian teachers work 
in schools whose principal reported that they always establish a development or 
training plan to address the weaknesses in the teacher concerned, which is again 
the highest proportion reported across all TALIS countries.
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Teacher recognition and reward

Results from this study show that teachers, both in Australia and abroad, feel that 
systems of appraisal and feedback in schools do not lead to formal recognition 
or reward. Teachers in TALIS countries generally do not receive recognition for 
their work and report that if they increase their effort levels and effectiveness 
this lack of recognition would not change. Most teachers work in schools where 
they report that successful and effective teaching is not rewarded and that the 
recognition that does exist is not given to those teachers most deserving of such 
recognition (OECD 2009). 

Perceptions of appraisal and feedback

More than three quarters of Australian teachers reported that the information 
they receive through processes of appraisal and feedback is beneficial, fair and 
helpful in their development as teachers. Two thirds reported that it included 
judgements about the quality of their work and half reported that it included 
suggestions for improvement. Yet as we have seen, teachers feel that there are 
few rewards linked to the improvements or innovations they make, and that the 
most effective teachers do not receive the greatest rewards within their school.

These observations from the TALIS sample countries are equally reflected in the 
Australian data as shown in the tables below. Table 4.13 shows that nearly half 
(48 percent) of the participating teachers perceive that appraisal and feedback 
have no impact on job satisfaction and three quarters (76.3 percent) of teachers 
believe that they have no impact on job security.

Table 4.13: Percentage of teachers who report the following impact from the appraisal and/or 
feedback they had received in their current school

Evaluation Criteria
Australia TALIS average OECD average

% (SE) % (SE) % (SE)

Change in job satisfaction

A large decrease 3.3 0.4 2.5 0.1 2.6 0.1

A small decrease 6.3 0.6 4.8 0.1 5.0 0.1

No change 48.1 1.3 41.2 0.3 44.5 0.4

A small increase 34.2 1.1 37.3 0.3 35.1 0.3

A large increase 8.3 0.7 14.2 0.2 12.9 0.2

Change in job security

A large decrease 1.4 0.3 1.5 0.1 1.5 0.1

A small decrease 2.3 0.4 3.0 0.1 2.7 0.1

No change 76.3 1.0 61.9 0.3 67.2 0.3

A small increase 12.7 0.8 21.8 0.2 17.9 0.3

A large increase 7.4 0.7 11.8 0.2 10.7 0.2
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Impact of teacher appraisal and feedback

The changes appraisal and feedback processes make to general classroom 
practices are also variable as shown in Table 4.14 although it is of note that 
in all criteria the perceived changes in work practices of Australian teachers 
is systematically less than the average of TALIS countries and that appraisal/
feedback impacts on less than 25 percent of teachers in every category.

Table 4.14: Percentage of teachers who report that the appraisal/feedback they received 
directly led to or involved moderate or large changes in the following

Change
Australia TALIS 

average
OECD 

average

% (SE) % (SE) % (SE)

The teacher's management practices 24.1 1.1 37.6 0.3 31.7 0.3

The teacher's knowledge or understanding of the teacher's main 
subject field(s)

19.4 1.0 33.9 0.3 27.2 0.3

The teacher's knowledge or understanding of instructional practices 22.1 1.2 37.5 0.3 31.0 0.3

The teacher's development or training plan to improve their teaching 18.4 1.1 37.4 0.3 32.6 0.3

The teacher's teaching of students with special learning needs 14.2 1.1 27.2 0.3 25.3 0.3

The teacher's handling of student discipline and behaviour problems 21.0 1.1 37.2 0.3 32.1 0.3

The teacher's teaching of students in a multicultural setting 8.1 0.9 21.5 0.2 17.2 0.3

The emphasis placed by the teacher upon improving student test 
scores in their teaching

24.7 1.2 41.2 0.3 34.7 0.3

In the international study, three quarters of teachers report that they work 
in schools that do not reward (in either monetary or non-monetary terms) 
the most effective teachers. A similar percentage of teachers re-affirmed 
this finding by reporting that they would receive no increase in monetary 
or non-monetary rewards if they improved the quality of their teaching or 
were more innovative in their teaching at their school. This illustrates the lack 
of incentives – monetary and otherwise – for teachers which may, in turn, 
impact on culture and work practices in schools. The data in Table 4.14 would 
indicate that this is even more pronounced in Australia than for the other 
participating countries.

Teacher views on appraisal and feedback and school development

Table 4.15 is an extract from the International Report that compares the 
Australian data to the TALIS average. It shows teacher beliefs about the 
interaction of appraisal and feedback processes with various forms of school 
development, incentive and career structures within schools, and the recognition 
provided to teachers for their work. It provides a worrying picture of the careers 
and working lives of teachers for those who believe in providing incentives 
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and recognising achievement, for those wishing to promote effective learning 
networks within schools, and for the broad objectives of schools that pursue 
continual increases in school effectiveness. 

In essence, the table shows that less than ten percent of teachers believe that their 
conditions will be improved by demonstrating the types of attributes and traits 
that are suggested as the qualities of best practice in a constructivist learning 
environment. Of equal concern, the table shows that in Australia almost half of 
teachers perceive that their colleagues’ under-performance is tolerated, and is 
not systematically addressed. It is clear therefore that the perception of a lack of 
recognition for effectiveness is commensurate in many schools with an inability 
or unwillingness to take actions with under-performing teachers. 

Table 4.15: Percentage of teachers who agree or strongly agree with the following 
statements about more general appraisal and/or feedback in their school

Statement
Australia TALIS 

average
OECD 

average

% (SE) % (SE) % (SE)

In this school, the school principal takes steps to alter the 
monetary rewards of a persistently underperforming teacher 7.1 0.7 23.1 0.3 19.9 0.3

In this school, the sustained poor performance of a teacher would 
be tolerated by the rest of the staff

42.8 1.5 33.8 0.3 35.5 0.3

In this school, teachers will be dismissed because of sustained poor 
performance

29.2 1.6 27.9 0.3 25.4 0.3

In this school, the principal uses effective methods to determine 
whether teachers are performing well or badly

48.7 1.5 55.4 0.3 51.0 0.4

In this school, a development or training plan is established for 
teachers to improve their work as a teacher

54.5 1.7 59.7 0.3 53.3 0.4

In this school, the most effective teachers receive the greatest 
monetary or non-monetary rewards

9.2 0.6 26.2 0.3 22.4 0.3

In this school, if I improve the quality of my teaching I will receive 
increased monetary or non-monetary rewards

8.2 0.7 25.8 0.2 23.1 0.3

In this school, if I am more innovative in my teaching I will receive 
increased monetary or non-monetary rewards

9.0 0.7 26.0 0.3 23.2 0.3

In this school, the review of teacher's work is largely done to fulfil 
administrative requirements

63.4 1.5 44.3 0.3 45.1 0.4

In this school, the review of teacher's work has little impact upon 
the way teachers teach in the classroom

61.4 1.4 49.8 0.3 52.3 0.3
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4.4.3 International Summary

Highlights from the International Report
• Teacher appraisal and feedback has a strong positive influence upon teachers 

and their work. Teachers report that it increases their job satisfaction and job 
security. In addition, it significantly increases their development as teachers. 

• The greater the emphasis placed upon specific aspects of teacher appraisal 
and feedback the greater the change in teachers’ practices to improve their 
teaching in these aspects. In some instances, the greater the emphasis in 
school evaluations on aspects of teaching is also found in the emphasis 
placed upon them in teacher appraisal and feedback that, in turn, leads to 
greater changes in teachers’ reported teaching practices. In these instances, 
the evaluative structures within schools are operating effectively.  

• In a number of countries the evaluative structure of school education is 
relatively weak. Benefits of school evaluations and teacher appraisal and 
feedback are not obtained in schools in these systems. For example, one 
third or more of schools in Portugal (33%), Austria (35%), and Ireland 
(39%) had not had any form of school evaluation in the last 5 years. In 
addition, just under one fifth of teachers in TALIS countries on average 
have not received any feedback or appraisal of their work in their school 
in the last five years. Large proportions of teachers are missing out on 
the benefits of appraisal and feedback in Italy (55%), Spain (46%), and 
Portugal (26%).

• Most teachers work in schools that offer no rewards or recognition for 
their efforts. Three quarters of teachers reported they would receive no 
rewards or recognition for increasing the quality of their work. A similar 
proportion also reported they would receive no rewards or recognition 
for being more innovative in their teaching. This says little for efforts in a 
number of countries to promote schools as centres of learning that foster 
improvements at the school-level. 

• Most teachers work in schools that that do not reward effective teachers 
and do not dismiss poor performing teachers. Three quarters of teachers 
reported that, in their schools, the most effective teachers do not receive 
the most recognition or rewards. A similar proportion reported that, in 
their school, teachers would not be dismissed because of sustained poor 
performance.

Source: TALIS International Report (2009), Chapter 5

4.5 SCHOOL LEADERSHIP 
It is generally understood that the environment in which teachers work is affected 
by the type of leadership and style of management that is provided by school 
principals. It is also widely asserted that such factors can directly influence the 
effectiveness of teachers, which in turn impacts upon the achievement outcomes 
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of the students (e.g. Hallinger & Murphy, 1986, OECD 2001, 2009).  Just like 
their international counterparts, principals of Australian schools are no longer 
expected merely to be good ‘rule makers’ and efficient managers, but they are 
also faced with the need to ‘keep up’ with the schooling expectations in an age 
of technological innovation and globalisation. Australian schools, just as they 
are around the world, are required to adapt to these rising expectations by 
imbuing their students with the skills and knowledge needed in such an age. 

The TALIS study therefore sought to provide information on the management 
styles of principals, as well as the sets of behaviours which underpin them. 
In total, 4,665 secondary school principals from 23 countries were surveyed 
for this project, of which 150 were Australian.  An analysis of the results is 
presented below.

4.5.1 Instructional versus administrative management styles 

School leadership educational theory has experienced something of a paradigm 
shift in recent years, away from the largely bureaucratic public administration 
model and towards a model of ‘leadership for learning’, where the school principal 
acts as an ‘instructional leader’, ready to meet the educational challenges of this 
modern age.  (e.g. Barzelay, 2001; Jones, Schedler, and Wade 1997; Sahlin-
Andersson, 2000; Schedler and Proeller, 2000).  This paradigm shift in the 
literature has effected a real change in how a principal’s role is defined. Where 
once a principal’s role focused predominantly on administrative tasks, and on 
enforcing rules and procedures, it is increasingly being expected that principals 
should combine their former administrative duties with leadership of instruction.  
It is for this reason that a significant portion of the TALIS school principal 
survey instrument was dedicated to the issue of school leader management style.

Factor analysis of TALIS school leader data found that two broad management 
styles emerged from principal responses. This dichotomy mirrored that of the 
instructional versus administrative divide, with items grouped under either an 
‘instructional’ management style, or an ‘administrative’ management style. It 
is important to make clear at this stage, however, that the two styles are not 
necessarily meant to be mutually exclusive, that principals can and do exhibit 
behaviours from both styles, and that elements of both styles are needed for 
effective school leadership. 

Further categorical divisions with respect to five specific management behaviours 
are also outlined below.

4.5.2 Instructional management behaviours

For the purposes of TALIS, instructional management styles were characterised 
by three sets of behaviours. The first of these, ‘management-school goal’ 
behaviours, involve explicit principal management emphasising a focus on 
school goals and curriculum development. The second of these, ‘improvement 
of teachers’ instruction’ behaviours, pertain to actions performed by school 
principals which aim to improve their teachers’ knowledge, teaching skills, and 
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problem solving abilities. Finally, ‘direct supervision of instruction’ behaviours 
involve principal actions which directly supervise teachers’ instructions 
and general learning development in the classroom. In the TALIS survey 
instrument, all three instructional management behaviours were measured on 
a 4-point frequency scale which ranged from 1 = ‘never’ to 4 = ‘very often’.

1. ‘Management-School Goals’ behaviours comprised six items, namely:

• ‘I make sure that the professional development activities of teachers are 
in accordance with the teaching goals of the school’;

• ‘I ensure that teachers work according to the school’s educational goals’;
• ‘I use school performance results to develop the school’s educational goals’;
• ‘I take exam results into account in decisions regarding curriculum 

development’;
• ‘I ensure that there is clarity concerning the responsibility for coordinating 

the curriculum’; and,
• ‘In this school, we work on goals and/or a school development plan’.

2. ‘Improvement of teachers’ instruction’ behaviours comprised four items, 
namely:

• ‘When a teacher has problems in his/her classroom, I take the initiative 
to discuss matters’;

• ‘I inform teachers about possibilities for updating their knowledge 
and skills’;

• ‘When a teacher brings up a classroom problem, we solve the problems 
together’; and,

• ‘I pay attention to disruptive behaviour in classrooms’.
3. ‘Direct Supervision of Instruction in the School’ behaviours comprised four 

items, namely:

• ‘I observe instruction in classrooms’;
• ‘I give teachers suggestions as to how they can improve their teaching’;
• ‘I monitor students’ work’; and,
• ‘I check to see whether classroom activities are in keeping with our 

educational goals’.
An analysis of the results of the management-school goals items shows that 
the average Australian principal response (0.47) was above the TALIS average, 
demonstrating a more frequent than average use of the behaviours listed in 
category one above. Comparative means and standard errors for this behaviour 
set are presented in Figure 4.16.
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Figure 4.16: Management-School Goals scale (means and standard errors)
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With regard to improvement of teachers’ instruction behaviours (category two 
behaviours outlined previously), Australian principals on average demonstrate 
them less frequently than most of the other TALIS countries, as shown by the 
mean score of -.80 in Figure 4.17. 

 Figure 4.17: Improvement of teachers’ instruction scale (means and standard errors)
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As shown in Figure 4.18, Australian principals’ use of direct supervision behaviours 
(as listed in category three previously) is on par with the TALIS average. 



64

Teaching and Learning International Survey – Final Report

Figure 4.18: Direct supervision of instruction in the school scale
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4.5.3 Administrative management behaviours

The second group of management behaviours pertain to the administrative 
management style utilised by school principals, and can be further categorised 
into two sets of principal behaviours. The first of these, ‘accountable 
management’ behaviours, involve managing accountability to shareholders 
and others. The second, ‘bureaucratic management’ behaviours, pertain to 
principal management actions which are predominantly aimed at bureaucratic 
procedures. In the survey instrument, administrative management behaviours 
were measured on a 4-point Likert scale which ranged from 1 = ‘Strongly 
Disagree’ to 4 = ‘Strongly Agree’.  

i. The ‘Accountable Management’ behaviour category comprised four items, 
namely:

• ‘An important part of my job is to ensure ministry-approved instructional 
approaches are explained to new teachers, and that more experienced 
teachers are using these approaches’;

• ‘A main part of my job is to ensure that the teaching skills of the staff are 
always improving’;

• ‘An important part of my job is to ensure that teachers are held accountable 
for the attainment of the school’s goals’; and,

• ‘An important part of my job is to present new ideas to the parents in a 
convincing way’.

ii. The ‘Bureaucratic Management’ behaviour category comprised five items, 
namely:
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• ‘It is important for the school that I see to it that everyone sticks to the 
rules’;

• ‘It is important for the school that I check for mistakes and errors in 
administrative procedures and reports’;

• ‘An important part of my job is to resolve problems with the timetable 
and/or lesson plan’;

• ‘An important part of my job is to create an orderly atmosphere in the 
school’; and,

• ‘I stimulate a task-oriented atmosphere in this school’.
Results from the survey responses show that Australian principals, on average, 
see accountability management behaviours as less important than the majority 
of TALIS countries. This is evident from Figure 4.19, below, which indicates 
that the Australian mean is equal to -0.29. 

Figure 4.19: Accountability management scale (means and standard errors)
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*Lithuania not reported due to missing data.

As shown in Figure 4.20 below, Australian principals, on average, are among the 
least involved with bureaucratic management behaviours, with a mean of -1.00. 
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 Figure 4.20: Bureaucratic Management scale (means and standard errors)
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As the results indicate, Australian principals are, on average, most aligned with 
management-school goal behaviours, and least involved with instructional and 
bureaucratic management behaviours. This shows a mixed use of behaviours 
from both instructional and administrative management styles, with an overall 
alignment with neither style. This is true on an international scale evidenced 
from a number of principals using both instructional and administrative 
management styles to a considerable or lesser degree. So whilst is helpful to 
conceptualise these styles as involving their own specific sets of behaviours, it 
is often the case that principals use elements of both in their duties as school 
leaders. Figure 4.20 shows the spread of national averages with respect to 
school principal management style. Australia, like Denmark, Estonia, Iceland 
and Belgium, exhibits an overall low mean score for both instructional and 
administrative management styles, whilst also demonstrating a high average 
principal involvement in decision making.
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Figure 4.21: School principals according to their level of management styles by country
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4.5.4 International summary

Highlights from the International Report
• To varying degrees, the ideas and behaviours of principals related to 

instructional management are evident in secondary schools in all of the 
TALIS countries.

• The TALIS countries tend to fall into one of two groups, one where on 
average principals use more of an instructional leadership style, and one 
where on average principals use more of an administrative style. 

• Across the TALIS countries there is a significant group of principals who 
employ both instructional and administrative leadership styles.

• More local autonomy in decision-making about schools is unrelated to 
either management style. 

• In many TALIS countries, principals undertaking instructional leadership 
manage schools where the objective of appraisals is improving teacher 
practices.

• In the majority of TALIS countries, principals managing through an 
instructional leadership style tend to develop professional development 
programs for instructionally weak teachers.

• Varying use of the administrative leadership style by principals is unrelated 
to classroom practices, pedagogical beliefs and attitudes, and to the amount 
of professional development teachers receive.

Source: TALIS International Report (2009), Chapter 6



68

Teaching and Learning International Survey – Final Report

REFERENCES
Bandura, A. (1986) Social Foundations of Thought and Action: A Social Cognitive 
Theory. Englewood Cliffs, NJ: Prentice Hall. 

Bandura, A. (1997) Self-Efficacy. The Exercise of Control, Freeman, New York, N.Y. 

Barzelay, M. (2001) The New Public Management: Improving Research and 
Policy Dialogue, Berkley, CA: University of California Press. 

Clement, M. and Vandenberghe, R. (2000) ‘Teachers’ professional development: 
a solitary or collegial (ad)venture?’, Teaching and Teacher Education, Vol. 16 
pp.81–101.

Dormann, C. and Zapf, D. (2001) ‘Job satisfaction - A meta-analysis of 
stabilities’ Journal of Organizational Behavior, 22, 483-504.

Hallinger P., and J.Murphy. (1986) ‘The Social Context of Effective Schools’ 
American Journal of Education 94(3): 328-355. 

Jones, L., K. Schedler, and S. Wade (1997) International Perspectives on the 
New Public Management, Jai Press. 

Lipscombe, B (2007) ‘Campaign aims to reduce teacher workload’, Education 
Online <http://www.nswtf.org.au/edu_online/100/workl.html> Accessed 
15 November 2009.

Lipowsky, F., Rakoczy, K., Pauli, C., Drollinger-Vetter, B., Klieme, E. & 
Reusser, K. (2008) ‘Quality of geometry instruction and its short-term impact 
on students’ understanding of the Pythagorean Theorem’ Learning and 
Instruction. 

OECD (2001) What Works in Innovation in Education. The Centre for 
Educational Research and Innovation, OECD, Paris.

OECD (2009) Creating Effective Teaching and Learning Environments: First 
results from TALIS, OECD.

Owen, S., Kos, J., & McKenzie, P. (2008) Teacher Workforce Data and Planning 
Processes in Australia. Canberra: DEEWR.

Peterson, P. L., Fennema, E., Carpenter, T. P., and Loef, M. (1989) ‘Teachers’ 
Pedagogical Content Beliefs in Mathematics’ Cognition and Instruction, 6(1): 
1-40.

Pont B., Nusche D., and H. Moorman (2008) Improving School Leadership, 
Volume 1: Policy and Practice OECD, Paris (August 2008).  



69

Teaching and Learning International Survey – Final Report

Rosenholtz (1989) Teachers’ Workplace: The Social Organization of Schools. New 
York: Longman.

Ross, J. A. (1998) ‘The antecedents and consequences of teacher efficacy’ in J. 
Brophy (Ed.) Advances in Research on Teaching. Vol. 7 (pp. 49-74). Greenwich, 
CT: JAI Press.

Sahlin-Andersson, K. (2001) National, International, and Transnational 
Constructions of New Public Management, Stockholm Center for Organizational 
Research: ISBN: 91-7265-120-2; ISSN: 1404-5052. 

Schedler K .and A.D. Proeller (2000) New Public Management, Berne: Paul 
Haupt. 

United Nations (2008), Human Development Report 2007/2008, United 
Nations Development Programme.



70

Teaching and Learning International Survey – Final Report

APPENDIX A: PRINCIPAL PERMISSION LETTER
t (02) 8338 6807
e eveleigh@acer.edu.au

Principal       12 September 2007 

Sample School 
Sample Address 1 
Sample Address 2

Re:  OECD Teaching and Learning International Survey (TALIS)

Dear Principal,

This letter is to seek permission to conduct a survey in your school. The Department of Education, 
Science and Training has commissioned the Australian Council for Educational Research to undertake 
the Australian component of the OECD Teaching and Learning International Survey. At least 200 
schools across Australia will be asked to take part in this large international study. 

Your school is invited to participate in this important study which will be undertaken in October and 
November 2007. ACER seeks to survey yourself and a sample of 20 teachers from your school. The 
surveys take about 35 minutes and can be completed online or on paper. Your school’s participation 
in this survey will provide important data that will assist countries in the development of their policies 
and practices for:

1. recognising, rewarding and evaluating teachers and their professional development so that schools can 
successfully develop and retain effective teachers.

2. developing effective teaching practices and professional development programs

3. developing school leadership models that help to create effective schools.

No individual teacher or school will be identified in any data set or report from the survey.  

I enclose a brochure providing further information about the survey, and a copy of the permission 
letter from the relevant authority in your jurisdiction.

If your school is willing to be involved in the survey please complete the accompanying form and 
fax it to the ACER office at (02) 9693 5844. Please nominate a school coordinator who will be the 
TALIS contact person and provide their details. 

If you would like any further information regarding the survey please contact us on 

1800 790 966 or call Frances Eveleigh on (02) 8338 6807 or email talis@acer.edu.au.

We rely on your response for the effectiveness of this important project. 

Thank you, in anticipation, for your assistance.

Yours sincerely

Chris Freeman

Research Director

ACER Sydney
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APPENDIX B: SAMPLE TEACHER LISTING FORM
TALIS  (MS) – Teacher Listing Form

School Name:
Please insert school name here: 

(1)
Teacher ID

(2)
Teacher Name

(3)
Year of Birth

(4)
Gender

(5)
Main 

Teaching 
Domain

(6)
Exclusion Status

KEY

Gender (Column 4):  1=female / 2 = male / 9 = missing

Main teaching domain (column 5): 1 = Language Arts (English, Language Other Than English); 2 = 
Humanities (History, Geography, Civics, Economics...); 3 = Maths & Science (Physics, Chemistry, 
Geology, Biology...); 4 = Other (Music, Art, Moral/Ethics, Physical Education, Home Economics...); 9 = 
Not specified

Exclusion Status (column 6): 1= Teacher teaches special needs students only; 2 = Occasional, 
emergency or substitute teacher; 9 = teacher is included
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APPENDIX C: PRINCIPAL SURVEY INSTRUMENT

Placeholder for identification label

OECD Teaching and Learning International Survey (TALIS)

Principal Questionnaire
Main Study Version (MS-11-01)

International English, Australian Spelling

National Project Coordination:

Australian Council for Educational Research

1/140 Bourke Road Alexandria NSW 2015

International Project Consortium:

International Association for the Evaluation of Educational Achievement 
(IEA), The Netherlands

IEA Data Processing and Research Center (IEA DPC), Germany

Statistics Canada, Canada
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About TALIS
The first Teaching and Learning International Survey (TALIS) is an international 
survey that offers the opportunity for teachers and principals to provide input 
into education analysis and policy development. TALIS is being conducted by 
the Organisation for Economic Cooperation and Development (OECD) and 
Australia, along with some 23 other countries, is taking part in the survey.

Cross-country analysis of this data will allow countries to identify other 
countries facing similar challenges and to learn from other policy approaches. 
School principals and teachers will provide information about issues such as 
the professional development they have received; their teaching beliefs and 
practices; the review of teachers’ work and the feedback and recognition they 
receive about their work; and various other school leadership, management and 
workplace issues.

Being an international survey, it is possible that some questions do not fit 
very well within your national context. In these cases, please answer as best 
as you can.

Confidentiality
All information that is collected in this study will be treated confidentially. While 
results will be made available by country and by type of school within a country, 
you are guaranteed that neither you, this school nor any of its personnel will be 
identified in any report of the results of the study. Participation in this survey is 
voluntary and any individual may withdraw at any time.

About the Questionnaire
• This questionnaire asks for information about school education and policy 

matters.

• The person who completes this questionnaire should be the principal of this 
school. If you do not have the information to answer particular questions, 
please consult other persons in this school.

• This questionnaire should take approximately 45 minutes to complete.

• Guidelines for answering the questions are typed in italics. Most questions 
can be answered by marking the one most appropriate answer.

• When you have completed this questionnaire, please mail it to ACER using 
the enclosed prepaid envelope by 16 November, 2007.

• When in doubt about any aspect of the questionnaire, or if you would like 
more information about it or the study, you can reach us by phone at the 
following number: 1800 790 966.

Thank you very much for your cooperation!



74

Teaching and Learning International Survey – Final Report

Background Information
These questions are about you, your education and your position as school principal. 
In responding to the questions, please mark the appropriate box.

1. What is your gender?
Female Male

1 2

2 How old are you?
Under 40 40-49 50-59 60+

1 2 3 4

3. Do you have principal responsibilities for more than one school?
Yes No

1 2

4. What is the highest level of formal education you have completed?

Please mark one choice.

1
Post secondary, non-tertiary education or less 
(e.g. Year 10 exit qualification, Year 12 exit qualification)

2

First stage of tertiary education not leading to an advanced research qualification 
including programmes that are generally more practical/technical/occupation 
specific (e.g. Vocational Training Certificate, TAFE, Trade Certificate)

3 Dip.Ed or Bachelor Degree

4 Masters Degree

5
 Second stage of tertiary education leading to an advanced research qualification 
(e.g. PhD)

5. How many years experience do you have working as a principal?
This is my 
first year 1-2 years 3-5 years 6-10 years 11-15 years 16-20 years More than 

20 years

1 2 3 4 5 6 7

6. How many years experience do you have working as a principal at this school?
This is my 
first year 1-2 years 3-5 years 6-10 years 11-15 years 16-20 years More than 

20 years

1 2 3 4 5 6 7

7. How many years did you spend as a subject/class teacher before you became a principal?

None Less than 3 
years 3-5 years 6-10 years 11-15 years 16-20 years More than 

20 years

1 2 3 4 5 6 7
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School Background Information
8. Is this school a public or private school?

Please mark one choice.

1

A public school à Please go to question 10. 
(This is a school managed directly or indirectly by a public education authority, 
government agency, or governing board appointed by government or elected by 
public franchise.)

2

A private school à Please go to question 9. 
(This is a school managed directly or indirectly by a non-government organisation; 
e.g. a church, trade union, business or other private institution.)

9. 
Thinking about the funding of this school in a typical year, which of the 
following applies?

Please only answer this question if you marked “private school” in question 8 before.
Please mark one choice in each row.

Yes No

a)
50% or more of the school’s funding comes from the 
government (Includes departments, local, regional, 
state and national)

1 1

b)
Teaching personnel are funded by the government 
(Includes departments, local, regional, state and 
national)

2 2

10.
Which of the following best describes the community in which this school 
is located?

Please mark one choice.

1 A very small town or rural area (fewer than 3 000 people)

2 A small town (3 000 to about 15 000 people)

3 A town (15 000 to about 100 000 people)

4 A city (100 000 to about 1 000 000 people)

5 A large city with over 1 000 000 people
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11.
For each type of position listed below, indicate the number of staff currently 
working in this school.

Please indicate the number of persons (in head counts) who work at this school.
Please write a number in each row. Write 0 (zero) if there are none.

a) Teachers, irrespective of the grades/ages they teach (Those whose 
main activity at this school is the provision of instruction to students)

b)

Personnel for pedagogical support, irrespective of the grades/ages 
they support (Including all teacher aides or other non-professional 
personnel who provide instruction or support teachers in providing 
instruction, professional curricular/instructional specialists and 
educational media specialists)

c)

School administrative or management personnel (Including 
principals, assistant principals, other management staff, 
receptionists, secretaries, administration assistants whose main 
activity is administration or management)

12.
What is the current school enrolment(number of students of all grades in 
this school)?

Please write a number.

 Number of students

13.
Please estimate the broad percentage of students at Year 7 - 10 level in this 
school who have the following characteristics.

It is acceptable to base your replies on rough estimates. 
Please mark one choice in each row.

Less than 
10%

10% or 
more but 
less than 

20%

20% or 
more but 
less than 

40%

40% or 
more but 
less than 

60%

60% or 
more

a)
Students whose first language is different 
from the language(s) of instruction or a 
dialect of this/these

1 2 3 4 5

b)
Students who have at least one parent/
guardian who has completed high school 
or higher

1 2 3 4 5

c)

Students who have at least one parent/
guardian who has completed some form 
of tertiary education (e.g. TAFE, Bachelor 
Degree, PhD)

1 2 3 4 5
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14.
How much consideration is given to the following factors when students 
are considered for admission to this school?

Please mark one choice in each row.
Not 

considered Considered High priority Prerequisite

a) Residence in a particular area 1 2 3 4

b) Students’ academic record (including 
placement tests) 1 2 3 4

c) Recommendation of feeder schools 1 2 3 4

d) Parents’ endorsement of the instructional or 
religious philosophy of the school 1 2 3 4

e) Students’ need or desire for a special 
programme 1 2 3 4

f) Attendance of other family members at the 
school (past or present) 1 2 3 4
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School Management

15.
Below you can find statements about your management of this school. 
Please indicate the frequency of these activities and behaviours in this 
school during the current school year.

Please mark one choice in each row.
Never Seldom Quite often Very often

a)
I make sure that the professional development 
activities of teachers are in accordance with 
the teaching goals of the school. 

1 2 3 4

b) I ensure that teachers work according to the 
school’s educational goals. 1 2 3 4

c) I observe instruction in classrooms. 1 2 3 4

d) I use student performance results to develop 
the school’s educational goals. 1 2 3 4

e) I give teachers suggestions as to how they 
can improve their teaching. 1 2 3 4

f) I monitor students’ work. 1 2 3 4

g)
When a teacher has problems in his/her 
classroom, I take the initiative to discuss 
matters. 

1 2 3 4

h) I inform teachers about possibilities for 
updating their knowledge and skills. 1 2 3 4

i) I check to see whether classroom activities are 
in keeping with our educational goals. 1 2 3 4

j) I take exam results into account in decisions 
regarding curriculum development. 1 2 3 4

k) I ensure that there is clarity concerning the 
responsibility for coordinating the curriculum. 1 2 3 4

l) When a teacher brings up a classroom 
problem, we solve the problem together. 1 2 3 4

m) I pay attention to disruptive behaviour in 
classrooms. 1 2 3 4

n) I take over lessons from teachers who are 
unexpectedly absent. 1 2 3 4
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16.
How strongly do you agree or disagree with these statements as applied to this 
school, your job, and the teachers at this school?

Please mark one choice in each row.
Strongly 
Disagree Disagree Agree Strongly 

Agree

a)

An important part of my job is to ensure 
ministry-approved instructional approaches 
are explained to new teachers, and that 
more experienced teachers are using these 
approaches. 

1 2 3 4

b)
Using test scores of students to evaluate a 
teacher’s performance devalues the teacher’s 
professional judgment. 

1 2 3 4

c)
Giving teachers too much freedom to choose 
their own instructional techniques can lead to 
poor teaching. 

1 2 3 4

d)
A main part of my job is to ensure that 
the teaching skills of the staff are always 
improving. 

1 2 3 4

e)
An important part of my job is to ensure 
that teachers are held accountable for the 
attainment of the school’s goals. 

1 2 3 4

f) An important part of my job is to present new 
ideas to the parents in a convincing way. 1 2 3 4

g) I influence decisions about this school taken 
at a higher administrative level. 1 2 3 4

h) It is important for the school that I see to it that 
everyone sticks to the rules. 1 2 3 4

i)
It is important for the school that I check 
for mistakes and errors in administrative 
procedures and reports. 

1 2 3 4

j)
An important part of my job is to resolve 
problems with the timetable and/or lesson 
planning. 

1 2 3 4

k) An important part of my job is to create an 
orderly atmosphere in the school. 1 2 3 4

l)
I have no way of knowing whether teachers 
are performing well or badly in their teaching 
duties. 

1 2 3 4

m) In this school, we work on goals and/or a 
school development plan. 1 2 3 4

n) I define goals to be accomplished by the staff 
of this school. 1 2 3 4

o) I stimulate a task-oriented atmosphere in this 
school. 1 2 3 4
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17.
As principal of this school, on average throughout the school year, what 
percentage of time do you estimate that you spend on the following tasks 
in this school?

Rough estimates are sufficient. 
Please write a number in each row. Write 0 (zero) if none. 
Please ensure that responses add up to 100%.

a) % Internal administrative tasks (including human resource/personnel issues, 
regulations, reports, school budget, timetable)

b) % Curriculum and teaching-related tasks (including teaching, lesson 
preparation, classroom observations, mentoring teachers)

c) % Responding to requests from district, state, or national education officials

d) % Representing the school at meetings or in the community and networking

e) % Other

100 % Total

 

18.
How often during the last 5 years did this school produce a school self-
evaluation document and/or was the school evaluated by an external 
agency or body (e.g. external inspector)?

This refers to an evaluation of the whole school rather than of individual 
subjects or departments. 
Please mark one choice in each row.

Never Once 2-4 times Once per 
year

More than 
once per 

year

a) A school self-evaluation report was 
produced. 1 2 3 4 5

b) An external evaluation was conducted. 1 2 3 4 5

If you replied ‘Never’ to both parts a) and b) above à Please go to question 23.
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19
In your opinion, how important were the following aspects considered to be 
in these school evaluations?

Please consider both school self-evaluation and external evaluation. We realise 
these evaluations may have attached different importance to various aspects, 
but please consider both types of evaluations in your response to each row. 
Please mark one choice in each row.

Never Once 2-4 times Once per 
year

More than 
once per 

year

a) Student test scores 1 2 3 4 5

b) Retention and pass rates of students 1 2 3 4 5

c) Other student learning outcomes 1 2 3 4 5

d) Student feedback on the teaching they 
receive 1 2 3 4 5

e) Feedback from parents 1 2 3 4 5

f) How well teachers work with you, the 
principal, and their colleagues 1 2 3 4 5

g) Direct appraisal of classroom teaching 1 2 3 4 5

h) Innovative teaching practices 1 2 3 4 5

i) Relations between teachers and 
students 1 2 3 4 5

j) Professional development undertaken 
by teachers 1 2 3 4 5

k) Teachers’ classroom management 1 2 3 4 5

l)
Teachers’ knowledge and 
understanding of their main subject 
field(s) 

1 2 3 4 5

m)

Teachers’ knowledge and 
understanding of instructional 
practices (knowledge mediation) in 
their main subject field(s) 

1 2 3 4 5

n) Teaching of students with special 
learning needs 1 2 3 4 5

o) Student discipline and behaviour 1 2 3 4 5

p) Teaching in a multicultural setting 1 2 3 4 5

q)
Extra-curricular activities with students 
(e.g. school plays and performances, 
sporting activities) 

1 2 3 4 5

r) Teaching students from an Aboriginal 
or Torres Strait Islander background 1 2 3 4 5
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20
To what extent did these school evaluations have an influence upon the 
following?

Please mark one choice in each row.
No influence 

at all
Low level of 

influence
Moderate 
influence

High level of 
influence

a) The school budget 1 2 3 4

b) The performance feedback to this school 1 2 3 4

c) The performance appraisal of the school 
management 1 2 3 4

d) The performance appraisals of individual 
teachers 1 2 3 4

e) The assistance provided to teachers to 
improve their teaching skills 1 2 3 4

f) The remuneration and bonuses received by 
teachers 1 2 3 4

21. Are these school evaluations published?
Yes No

1 2

22.
Are these school evaluations used by the jurisdictional authority in the 
publication of tables that compare the performance of individual schools?

Yes No

1 2
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Teacher Appraisal
We would like to ask you about the appraisal (defined below) of teachers in this 
school. 

In this survey, appraisal is defined as when a teacher’s work is reviewed by the 
principal, an external inspector or by his or her colleagues. This appraisal can be 
conducted in a range of ways from a more formal, objective approach (e.g. as part 
of a formal performance management system, involving set procedures and criteria) 
to the more informal, more subjective approach (e.g. through informal discussions 
with the teacher).

23.
How often is the work of teachers in this school appraised by either you, 
other colleagues in the school, or an external individual or body (e.g. 
inspector)?

Never
Less than 

once every 
2 years

Once 
every 2 
years

Once per 
year

Twice or 
more per 

year

a) You (the principal) 1 2 3 4 5

b) Other teachers or members of the 
school management team 1 2 3 4 5

c) External individual or body 
(e.g. external inspector) 1 2 3 4 5

If you answered ‘Never’ to all of the above (a, b, and c) à Please go to question 29.
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24.
In your opinion, how important were the following aspects considered to be 
in these appraisals?

I do not 
know if 
it was 

considered

Not 
considered 

at all

Considered 
with low 

importance

Considered 
with 

moderate 
importance

Considered 
with high 

importance

a) Student test scores 1 2 3 4 5

b) Retention and pass rates of 
students 1 2 3 4 5

c) Other student learning outcomes 1 2 3 4 5

d) Student feedback on the teaching 
they receive 1 2 3 4 5

e) Feedback from parents 1 2 3 4 5

f)
How well the teacher works with 
you, the principal, and their 
colleagues 

1 2 3 4 5

g) Direct appraisal of classroom 
teaching 1 2 3 4 5

h) Innovative teaching practices 1 2 3 4 5

i) Relations between the teacher and 
students 1 2 3 4 5

j) Professional development 
undertaken by the teacher 1 2 3 4 5

k) Teacher’s classroom management 1 2 3 4 5

l)
Teacher’s knowledge and 
understanding of their main 
subject field(s) 

1 2 3 4 5

m)

Teacher’s knowledge and 
understanding of instructional 
practices (knowledge mediation) in 
their main subject field(s) 

1 2 3 4 5

n) Teaching of students with special 
learning needs 1 2 3 4 5

o) Student discipline and behaviour in 
the teacher’s classes 1 2 3 4 5

p) Teaching in a multicultural setting 1 2 3 4 5

q)
Extra-curricular activities with 
students (e.g. school plays and 
performances, sporting activities) 

1 2 3 4 5

r)
Teaching students from an 
Aboriginal or Torres Strait Islander 
background 

1 2 3 4 5
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25.
When teachers’ work is appraised in this school, can these appraisals 
directly lead to any of the following for the teacher?

Please mark one choice in each row.
Can result from an 

appraisal of teachers’ work
Can not result from an 

appraisal of teachers’ work

a) A change in salary 1 2

b) A financial bonus or another kind of 
monetary reward 1 2

c) A change in the likelihood of career 
advancement 1 2

d) Opportunities for professional 
development activities 1 2

e) Changes in teachers’ work responsibilities 
that make their job more attractive 1 2

f) A development or training plan to improve 
their teaching 1 2

26.
We would like to ask your opinion on the objectives of the appraisal of 
teachers’ work at this school. Can you please rate the importance of each 
of the following objectives in the appraisal of teachers’ work?

Please mark one choice in each row. 
No importance Low 

importance
Moderate 

importance
High 

importance

a)
To determine the career 
advancement of individual 
teachers 

1 2 3 4

b)

To inform an administrative level 
above the school (school board, 
municipality, school district, school 
inspectorate) 

1 2 3 4

c) To evaluate the performance of the 
whole school 1 2 3 4

d) To evaluate the teaching in a 
particular subject 1 2 3 4

e) To address a crisis or problem in 
the school 1 2 3 4

f) To identify the professional 
development needs of teachers 1 2 3 4

g)
To take decisions about 
remuneration and bonuses of 
teachers 

1 2 3 4

h) To take decisions about school 
improvement 1 2 3 4
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27.
How often are appraisals of teachers’ work conducted that include a 
written report that is kept as a record? Please also indicate who provides 
this report.

Please mark one choice in each row.

Never
Less than 

once every 
2 years

Once every 
2 years

Once per 
year

Twice or 
more per 

year

a) You (the principal) 1 2 3 4 5

b) Other teachers or members of the 
school management team 1 2 3 4 5

c) External individual or body
(e.g. external inspector) 1 2 3 4 5

28.
Please indicate the frequency with which each of the following occurs if an 
appraisal of teachers’ work identifies weaknesses or you consider a teacher 
to be underperforming in their teaching duties.

Please mark one choice in each row. 

Never Sometimes Most of the 
time Always

a) I ensure that the outcome is reported to the 
teacher. 1 2 3 4

b) I ensure measures to remedy the weaknesses 
in teaching are discussed with the teacher. 1 2 3 4

c)
I, or others in the school, establish a 
development or training plan for the teacher to 
address the weaknesses in their teaching. 

1 2 3 4

d)
I, or others in the school, impose material 
sanctions on the teacher (e.g. reduced annual 
increases in pay). 

1 2 3 4

e)

I, or others in the school, report the 
underperformance to another body to take 
action (e.g. governing board, local authority, 
school inspector). 

1 2 3 4

f) I ensure the teacher has more frequent 
appraisals of their work. 1 2 3 4

g) Other (please specify below) 1 2 3 4

_________________________________________
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School Resources

29.
Is this school’s capacity to provide instruction hindered by any of the 
following?

Please mark one choice in each row. 

Not at all Very little To some 
extent A lot

a) A lack of qualified teachers 1 2 3 4

b) A lack of laboratory technicians 1 2 3 4

c) A lack of instructional support personnel 1 2 3 4

d) A lack of other support personnel 1 2 3 4

e) Shortage or inadequacy of instructional 
materials (e.g. textbooks) 1 2 3 4

f) Shortage or inadequacy of computers for 
instruction 1 2 3 4

g) Shortage or inadequacy of other equipment 1 2 3 4

h) Shortage or inadequacy of library materials 1 2 3 4

i) Other (please specify below) 1 2 3 4

_______________________________________

30
In this school, to what extent is the learning of students hindered by the 
following behaviours?

Please mark one choice in each row. 
By students in this school: Not at all Very little To some 

extent A lot

a) Arriving late at school 1 2 3 4

b) Absenteeism (i.e. unjustified absences) 1 2 3 4

c) Classroom disturbance 1 2 3 4

d) Cheating 1 2 3 4

e) Profanity/Swearing 1 2 3 4

f) Vandalism 1 2 3 4

g) Theft 1 2 3 4

h) Intimidation or verbal abuse of other students 
(or other forms of bullying) 1 2 3 4

i) Physical injury to other students 1 2 3 4

j) Intimidation or verbal abuse of teachers or 
staff 1 2 3 4

k) Use/possession of drugs and/or alcohol 1 2 3 4

By teachers in this school: Not at all Very little To some 
extent A lot

l) Arriving late at school 1 2 3 4

m) Absenteeism 1 2 3 4

n) Lack of pedagogical preparation 1 2 3 4
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31.
Regarding this school, who has a considerable responsibility for the 
following tasks?

A ‘considerable responsibility’ is one where an active role is played in 
decision making. 
Please mark as many choices as appropriate in each row.

Principal Teachers
School 

governing 
board

Regional 
or local 

education 
authority

National 
education 
authority

a) Selecting teachers for hire 1 2 3 4 5

b) Firing teachers 1 2 3 4 5

c) Establishing teachers’ starting 
salaries 1 2 3 4 5

d) Determining teachers’ salary 
increases 1 2 3 4 5

e) Formulating the school budget 1 2 3 4 5

f) Deciding on budget allocations 
within the school 1 2 3 4 5

g) Establishing student disciplinary 
policies 1 2 3 4 5

h) Establishing student assessment 
policies 1 2 3 4 5

i) Approving students for admission 
to the school 1 2 3 4 5

j) Choosing which textbooks are 
used 1 2 3 4 5

k) Determining course content 1 2 3 4 5

l) Deciding which courses are 
offered 1 2 3 4 5

m) Allocating funds for teachers’ 
professional development 1 2 3 4 5
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32.
How strongly do you agree or disagree with each of the following statements 
about teaching and learning in general?

Please mark one choice in each row.
Strongly 
Disagree

Disagree Agree Strongly 
Agree

a) Effective/good teachers demonstrate the 
correct way to solve a problem. 1 2 3 4

b)
When referring to a “poor performance”, 
I mean a performance that lies below the 
previous achievement level of the student. 

1 2 3 4

c) It is better when the teacher – not the student 
– decides what activities are to be done. 1 2 3 4

d) The role of teachers is to facilitate students’ 
own inquiry. 1 2 3 4

e)

Teachers know a lot more than students; they 
shouldn’t let students develop answers that 
may be incorrect when they can just explain 
the answers directly. 

1 2 3 4

f) Students learn best by finding solutions to 
problems on their own. 1 2 3 4

g)
Instruction should be built around problems 
with clear, correct answers, and around ideas 
that most students can grasp quickly. 

1 2 3 4

h)
How much students learn depends on how 
much background knowledge they have – that 
is why teaching facts is so necessary. 

1 2 3 4

i)

Students should be allowed to think of 
solutions to practical problems themselves 
before the teacher shows them how they are 
solved. 

1 2 3 4

j)
When referring to a “good performance”, 
I mean a performance that lies above the 
previous achievement level of the student. 

1 2 3 4

k) A quiet classroom is generally needed for 
effective learning. 1 2 3 4

l) Thinking and reasoning processes are more 
important than specific curriculum content. 1 2 3 4

l) Arriving late at school 1 2 3 4

m) Absenteeism 1 2 3 4

n) Lack of pedagogical preparation 1 2 3 4

33.
When a teacher begins teaching at this school, does he/she undertake a 
formal induction process?

Please mark one choice.

1 Yes, for all teachers who are new to this school

2 Yes, but only for teachers for whom this is their first teaching job

3
No, there is no induction process for teachers who are new to this school 
à Go to question 35.



90

Teaching and Learning International Survey – Final Report

34. If ‘Yes’ in the previous question, who organises the induction process?

Please mark one choice.

1 The school alone

2 The school together with agencies or institutions outside of the school

3 Outside agencies or institutions alone

35.
When a teacher begins teaching at this school, is there a programme or 
policy by which he/she works with an experienced teacher or teachers who 
act as their mentor?

Please mark one choice.

1 Yes, for all teachers who are new to this school

2 Yes, but only for teachers for whom this is their first teaching job

3 No, there is no mentoring programme or policy in this school à Go to question 37.

36.
If ‘Yes’ in the previous question, is the mentor teacher’s main subject area(s) 
usually the same as that of the new teacher?

Yes No

1 2

37.
How would you rate the importance of mentoring new teachers in helping 
them to improve their instructional effectiveness?

Please mark one choice.

Not important at all Of low importance Of moderate 
importance Of high importance

1 2 3 4

This is the end of the questionnaire.

Thank you very much for your cooperation!

Please mail this questionnaire to ACER using the enclosed prepaid envelope by 
16 November, 2007.
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APPENDIX D: TEACHER SURVEY INSTRUMENT

Placeholder for identification label

OECD Teaching and Learning International Survey (TALIS)

Teacher Questionnaire
Main Study Version (MS-11-01)

International English, Australian Spelling

National Project Coordination:

Australian Council for Educational Research

1/140 Bourke Road Alexandria NSW 2015

International Project Consortium:

International Association for the Evaluation of Educational Achievement 
(IEA), The Netherlands

IEA Data Processing and Research Center (IEA DPC), Germany

Statistics Canada, Canada



92

Teaching and Learning International Survey – Final Report

About TALIS
The first Teaching and Learning International Survey (TALIS) is an international 
survey that offers the opportunity for teachers and principals to provide input 
into education analysis and policy development. TALIS is being conducted by 
the Organisation for Economic Cooperation and Development (OECD) and 
Australia, along with some 23 other countries, is taking part in the survey.

Cross-country analysis of this data will allow countries to identify other 
countries facing similar challenges and to learn from other policy approaches. 
School principals and teachers will provide information about issues such as 
the professional development they have received; their teaching beliefs and 
practices; the review of teachers’ work and the feedback and recognition they 
receive about their work; and various other school leadership, management and 
workplace issues.

Being an international survey, it is possible that some questions do not fit 
very well within your national context. In these cases, please answer as best 
as you can.

Confidentiality
All information that is collected in this study will be treated confidentially. While 
results will be made available by country and by type of school within a country, 
you are guaranteed that neither you, this school nor any of its personnel will be 
identified in any report of the results of the study.  Participation in this survey is 
voluntary and any individual may withdraw at any time.

About the Questionnaire
• This questionnaire asks for information about school education and policy 

matters.

• This questionnaire should take approximately 45 minutes to complete.

• Guidelines for answering the questions are typed in italics. Most questions 
can be answered by marking the one most appropriate answer.

• When you have completed this questionnaire, please mail it to ACER using 
the enclosed prepaid envelope by 16 November, 2007.

• When in doubt about any aspect of the questionnaire, or if you would like 
more information about it or the study, you can reach us by phone at the 
following number: 1800 790 966

Thank you very much for your cooperation!
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Background Information
These questions are about you, your education and the time you have spent in 
teaching. In responding to the questions, please mark the appropriate box.

1. What is your gender?
Female Male

1 2

2 How old are you?
Under 25 25-29 30–39 40-49 50-59 60+

1 2 3 4 5 6

3. What is your employment status as a teacher?

Part-time employment is where the contracted hours of work represent less 
than 90 per cent of the normal or statutory number of hours of work for a full-
time employee over a complete school year. Please consider your employment 
status for all of your teaching jobs combined.

1 Full-time

2 Part-time (50-90% of full-time hours)

3 Part-time (less than 50% of full-time hours)

4.
Do you work as a teacher of Year 7 - 10 at another school as well as this 
school?

1 Yes

2 No à Please go to question 6.

5.
If ‘Yes’ in the previous question, please indicate in how many other schools you 
work as a Year 7 - 10 teacher.

Please write a number.

Schools

6. What is your employment status as a teacher at this school?

Please do not consider the probationary period of a contract as a separate 
contract.

1
Permanent employment (an on-going contract with no fixed end-point before the 
age of retirement)

2 Fixed-term contract for a period of more than 1 school-year

3 Fixed-term contract for a period of 1 school-year or less
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7. What is the highest level of formal education that you have completed?

Please mark one choice.

1
Post secondary, non-tertiary education or less  
(e.g. Year 10 exit qualification, Year 12 exit qualification)

2

First stage of tertiary education not leading to an advanced research qualification 
including programmes that are generally more practical/technical/occupation 
specific (e.g. Vocational Training Certificate, TAFE, Trade Certificate)

3 Dip.Ed or Bachelor Degree

4 Masters Degree

5
Second stage of tertiary education leading to an advanced research qualification 
(e.g. PhD)

8.
In a typical school week, estimate the number of (60-minute) hours you spend on 
the following for this school.

This question concerns your work for this school only. Please do not include 
the work you do for other schools. Please write a number in each row and 
round to the nearest hour in your responses. Write 0 (zero) if none.

a) Teaching of students in school (either whole class, in groups or individually)

b) Planning or preparation of lessons either in school or out of school 
(including marking of student work)

c)
Administrative duties either in school or out of school (including school 
administrative duties, paperwork and other clerical duties you undertake in 
your job as a teacher)

d) Other (please specify): 

9. How long have you been working as a teacher?

Where possible exclude extended periods of absence (e.g. career breaks).
This is my 
first year 1-2 years 3-5 years 6-10 years 11-15 years 16-20 years More than 

20 years

1 2 3 4 5 6 7

10. How long have you been working as a teacher at this school?

Where possible exclude extended periods of absence (e.g. career breaks).
This is my 
first year 1-2 years 3-5 years 6-10 years 11-15 years 16-20 years More than 

20 years

1 2 3 4 5 6 7
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Professional Development
In this survey, professional development is defined as activities that develop an 
individual’s skills, knowledge, expertise and other characteristics as a teacher.

Please only consider professional development you have taken after your initial 
teacher training/education.

11.
During the last 18 months, did you participate in any of the following kinds 
of professional development activities, and what was the impact of these 
activities on your development as a teacher?

For each question below, please mark one choice in part (A). If you answer 
‘Yes’ in part (A) then please mark one choice in part (B) to indicate how much 
impact it had upon your development as a teacher.

(A) 
Participation

(B) 
Impact

 Yes No No 
impact

A small 
impact

A 
moderate 

impact

A large 
impact

a)
Courses/workshops (e.g. on 
subject matter or methods and/or 
other education-related topics) 

1 2 3 4 5 6

b)

Education conferences or 
seminars (where teachers and/or 
researchers present their research 
results and discuss educational 
problems) 

1 2 3 4 5 6

c) Qualification programme 
e.g. a degree programme) 1 2 3 4 5 6

d) Observation visits to other schools 1 2 3 4 5 6

e)

Participation in a network of 
teachers formed specifically for 
the professional development of 
teachers 

1 2 3 4 5 6

f)
Individual or collaborative research 
on a topic of interest to you 
professionally 

1 2 3 4 5 6

g)
Mentoring and/or peer observation 
and coaching, as part of a formal 
school arrangement 

1 2 3 4 5 6

12.
In all, how many days of professional development did you attend during the last 
18 months?

Please round to whole days. Write 0 (zero) if none.

Days

If you answered ‘0’ (zero) à Please go to question 17.
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13.
Of these, how many days were compulsory for you to attend as part of your job as 
a teacher?

Please round to whole days. Write 0 (zero) if none.

Days

If you answered ‘0’ (zero) à Please go to question 17.

14.
For the professional development in which you participated in the last 18 
months, how much did you personally have to pay for?

Please mark one choice.
None Some All

1 2 3

15.
For the professional development in which you participated in the last 18 
months, did you receive scheduled time for undertaking the professional 
development that took place during regular work hours?

Please mark one choice.

1 Yes

2 No

3 Did not take place during regular work hours

16.
For the professional development in which you participated in the last 18 
months, did you receive a salary supplement for undertaking the professional 
development activities that took place outside regular work hours?

Please mark one choice.

1 Yes

2 No

3 Did not take place outside of regular work hours
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17.
Thinking about less formal professional development, during the last 18 
months, did you participate in any of the following activities, and what was 
the impact of these activities on your development as a teacher?

For each question below, please mark one choice in part (A). If you answer 
‘Yes’ in part (A) then please mark one choice in part (B) to indicate how much 
impact it had upon your development as a teacher.

(A) 
Participation

(B) 
Impact

Yes No No 
impact

A small 
impact

A 
moderate 

impact

A large 
impact

a)
Reading professional literature 
(e.g. journals, evidence-based 
papers, thesis papers) 

1 2 3 4 5 6

b)
Engaging in informal dialogue with 
your colleagues on how to improve 
your teaching 

1 2 3 4 5 6

18.
Thinking of your own professional development needs, please indicate the 
extent to which you have such needs in each of the areas listed.

Please mark one choice in each row.

No need 
at all

Low level 
of need

Moderate 
level of 
need

High level 
of need

a) Content and performance standards in my 
main subject field(s) 1 2 3 4

b) Student assessment practices 1 2 3 4

c) Classroom management 1 2 3 4

d) Knowledge and understanding of my main 
subject field(s) 1 2 3 4

e)
Knowledge and understanding of instructional 
practices (knowledge mediation) in my main 
subject field(s) 

1 2 3 4

f) ICT skills for teaching 1 2 3 4

g) Teaching students with special learning needs 1 2 3 4

h) Student discipline and behaviour problems 1 2 3 4

i) School management and administration 1 2 3 4

j) Teaching in a multicultural setting 1 2 3 4

k) Student counselling 1 2 3 4
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19.
In the last 18 months, did you want to participate in more professional 
development than you did?

1 Yes

2 No à Please go to question 21.

20.
If ‘Yes’ in the previous question, which of the following reasons best explain 
what prevented you from participating in more professional development 
than you did?

Please mark as many choices as appropriate.

1 I did not have the pre-requisites (e.g. qualifications, experience, seniority).

1 Professional development was too expensive/I could not afford it.

1 There was a lack of employer support.

1 Professional development conflicted with my work schedule.

1 I didn’t have time because of family responsibilities.

1 There was no suitable professional development offered.

1 Other (please specify):
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Teacher Appraisal and Feedback
We would like to ask you about the appraisal (defined below) of your work as a 
teacher and the feedback (defined below) you receive about your work in this school.

In this survey, Appraisal is defined as when a teacher’s work is reviewed by the 
principal, an external inspector or by his or her colleagues. This appraisal can be 
conducted in a range of ways from a more formal, objective approach (e.g. as part 
of a formal performance management system, involving set procedures and criteria) 
to the more informal, more subjective approach (e.g. through informal discussions 
with the teacher).

In this survey, Feedback is defined as the reporting of the results of a review of your 
work (however formal or informal that review has been) back to the teacher, often with 
the purpose of noting good performance or identifying areas for development. Again, 
the feedback may be provided formally (e.g. through a written report) or informally 
(e.g. through discussions with the teacher).

21.
From the following people, how often have you received appraisal and/or 
feedback about your work as a teacher in this school?

Please mark one choice in each row.

Never

Less 
than 
once 
every 
two 

years

Once 
every 
two 

years

Once 
per 
year

Twice 
per 
year

3 or 
more 
times 
per 
year

Monthly

More 
than 
once 
per 

month

a) Principal 1 2 3 4 5 6 7 8

b) Other teachers or members of the 
school management team 1 2 3 4 5 6 7 8

c) External individual or body (e.g. 
external inspector) 1 2 3 4 5 6 7 8

If you answered ‘Never’ for all of the above (a, b, and c) à Please go to question 28.
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21.
From the following people, how often have you received appraisal and/or 
feedback about your work as a teacher in this school?

Please mark one choice in each row.
I do not 
know if 
it was 

considered

Not 
considered 

at all

Considered 
with low 

importance

Considered 
with 

moderate 
importance

Considered 
with high 

importance

a) Student test scores 1 2 3 4 5

b) Retention and pass rates of 
students 1 2 3 4 5

c) Other student learning outcomes 1 2 3 4 5

d) Student feedback on my teaching 1 2 3 4 5

e) Feedback from parents 1 2 3 4 5

f) How well I work with the principal 
and my colleagues 1 2 3 4 5

g) Direct appraisal of my classroom 
teaching 1 2 3 4 5

h) Innovative teaching practices 1 2 3 4 5

i) Relations with students 1 2 3 4 5

j) Professional development I have 
undertaken 1 2 3 4 5

k) Classroom management 1 2 3 4 5

l) Knowledge and understanding of 
my main subject field(s) 1 2 3 4 5

m)

Knowledge and understanding of 
instructional practices (knowledge 
mediation) in my main subject 
field(s) 

1 2 3 4 5

n) Teaching students with special 
learning needs 1 2 3 4 5

o) Student discipline and behaviour 1 2 3 4 5

p) Teaching in a multicultural setting 1 2 3 4 5

q)
Extra-curricular activities with 
students (e.g. school plays and 
performances, sporting activities) 

1 2 3 4 5

r)
Teaching students from an 
Aboriginal or Torres Strait Islander 
background 

1 2 3 4 5

s) Other (please specify below) 1 2 3 4 5

_______________________________
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23.
Concerning the appraisal and/or feedback you have received at this school, 
to what extent have they directly led to any of the following? 

Please mark one choice in each row.

No 
change

A small 
change

A 
moderate 
change

A large 
change

a) A change in salary 1 2 3 4

b) A financial bonus or another kind of monetary 
reward 1 2 3 4

c) Opportunities for professional development 
activities 1 2 3 4

d) A change in the likelihood of career 
advancement 1 2 3 4

e) Public recognition from the principal and/or 
your colleagues 1 2 3 4

f) Changes in your work responsibilities that 
make the job more attractive 1 2 3 4

g)
Role in school development initiatives 
(e.g. curriculum development group, 
development of school objectives) 

1 2 3 4

24.
Concerning the appraisal and/or feedback you have received at this 
school, to what extent have they directly led to or involved changes in any 
of the following?

Please mark one choice in each row.

No 
change

A small 
change

A 
moderate 
change

A large 
change

a) Your classroom management practices 1 2 3 4

b) Your knowledge and understanding of your 
main subject field(s) 1 2 3 4

c)
Your knowledge and understanding of 
instructional practices (knowledge mediation) 
in you main subject field(s) 

1 2 3 4

d) A development or training plan to improve 
your teaching 1 2 3 4

e) Your teaching of students with special learning 
needs 1 2 3 4

f) Your handling of student discipline and 
behaviour problems 1 2 3 4

g) Your teaching of students in a multicultural 
setting 1 2 3 4

h) The emphasis you place upon improving 
student test scores in your teaching 1 2 3 4
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25. How would you describe the appraisal and/or feedback you received?

Please mark one choice in each row.
Yes No

a) The appraisal and/or feedback contained a judgment about the 
quality of my work. 1 2

b) The appraisal and/or feedback contained suggestions for improving 
certain aspects of my work. 1 2

26.
Regarding the appraisal and/or feedback you received at this school, to 
what extent do you agree or disagree with the following statements?

Please mark one choice in each row.
Strongly 
Disagree Disagree Agree Strongly 

Agree

a)
I think the appraisal of my work and/or 
feedback received was a fair assessment of 
my work as a teacher in this school. 

1 2 3 4

b)

I think the appraisal of my work and/
or feedback received was helpful in the 
development of my work as a teacher in this 
school. 

1 2 3 4

27.
Concerning the appraisal and/or feedback you have received at this school, 
to what extent have they directly led to any of the following?

Please mark one choice in each row.
A large 

decrease
A small 

decrease
No 

change
A small 
increase

A large 
increase

a) Changes in your job satisfaction 1 2 3 4 5

b) Changes in your job security 1 2 3 4 5
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28.
We would like to ask you about appraisal and/or feedback to teachers in 
this school more generally. To what extent do you agree or disagree with 
the following statements?

Please mark one choice in each row.

a)
In my opinion, in this school the principal 
takes steps to alter the monetary rewards of a 
persistently underperforming teacher.

Strongly 
Disagree Disagree Agree Strongly 

Agree

b)
In my opinion, in this school the sustained 
poor performance of a teacher would be 
tolerated by the rest of the staff. 

1 2 3 4

b)
In my opinion, in this school the sustained 
poor performance of a teacher would be 
tolerated by the rest of the staff. 

1 2 3 4

c) In this school, teachers will be dismissed 
because of sustained poor performance. 1 2 3 4

d)
In my opinion, in this school the principal 
uses effective methods to determine whether 
teachers are performing well or badly. 

1 2 3 4

e)
In my opinion, in this school a development 
or training plan is established for teachers to 
improve their work as a teacher. 

1 2 3 4

f)
In my opinion, the most effective teachers in 
this school receive the greatest monetary or 
non-monetary rewards. 

1 2 3 4

g)
If I improve the quality of my teaching at this 
school, I will receive increased monetary or 
non-monetary rewards. 

1 2 3 4

h)
If I am more innovative in my teaching at this 
school, I will receive increased monetary or 
non-monetary rewards. 

1 2 3 4

i)
In my opinion, in this school the review 
of teachers’ work is largely done to fulfil 
administrative requirements. 

1 2 3 4

j)
In my opinion, in this school the review of 
teachers’ work has little impact upon the way 
teachers teach in the classroom. 

1 2 3 4
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Teaching Practices, Beliefs and Attitudes

29.
We would like to ask about your personal beliefs on teaching and 
learning. Please indicate how much you disagree or agree with each of 
the following statements.

Please mark one choice in each row.
Strongly 
Disagree Disagree Agree Strongly 

Agree

a) Effective/good teachers demonstrate the 
correct way to solve a problem. 1 2 3 4

b)
When referring to a “poor performance”, 
I mean a performance that lies below the 
previous achievement level of the student. 

1 2 3 4

c) It is better when the teacher – not the student 
– decides what activities are to be done. 1 2 3 4

d) My role as a teacher is to facilitate students’ 
own inquiry. 1 2 3 4

e)

Teachers know a lot more than students; they 
shouldn’t let students develop answers that 
may be incorrect when they can just explain 
the answers directly. 

1 2 3 4

f) Students learn best by finding solutions to 
problems on their own. 1 2 3 4

g)
Instruction should be built around problems 
with clear, correct answers, and around ideas 
that most students can grasp quickly. 

1 2 3 4

h)
How much students learn depends on how 
much background knowledge they have – that 
is why teaching facts is so necessary. 

1 2 3 4

i)

Students should be allowed to think of 
solutions to practical problems themselves 
before the teacher shows them how they are 
solved. 

1 2 3 4

j)
When referring to a “good performance”, 
I mean a performance that lies above the 
previous achievement level of the student. 

1 2 3 4

k) A quiet classroom is generally needed for 
effective learning. 1 2 3 4

l) Thinking and reasoning processes are more 
important than specific curriculum content. 1 2 3 4
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30. How often do you do the following in this school?

Please mark one choice in each row.

Never
Less than 
once per 

year

Once per 
year

3-4 
times 

per year 
Monthly Weekly

a) Attend staff meetings to discuss the 
vision and mission of the school 1 2 3 4 5 6

b) Develop a school curriculum or part 
of it 1 2 3 4 5 6

c)
Discuss and decide on the selection 
of instructional media (e.g. textbooks, 
exercise books) 

1 2 3 4 5 6

d) Exchange teaching materials with 
colleagues 1 2 3 4 5 6

e) Attend team conferences for the age 
group I teach 1 2 3 4 5 6

f)
Ensure common standards in 
evaluations for assessing student 
progress 

1 2 3 4 5 6

g)
Engage in discussion about the 
learning development of specific 
students 

1 2 3 4 5 6

h) Teach jointly as a team in the same 
class 1 2 3 4 5 6

i) Take part in professional learning 
activities (e.g. team supervision) 1 2 3 4 5 6

j) Observe other teachers’ classes and 
provide feedback 1 2 3 4 5 6

k)
Engage in joint activities across 
different classes and age groups (e.g. 
projects) 

1 2 3 4 5 6

l) Discuss and coordinate homework 
practice across subjects 1 2 3 4 5 6
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31. How strongly do you agree or disagree with the following statements?

Please mark one choice in each row.
… about yourself as a teacher in this school? Strongly 

Disagree Disagree Agree Strongly 
Agree

a) All in all, I am satisfied with my job. 1 2 3 4

b) I feel that I am making a significant educational 
difference in the lives of my students. 1 2 3 4

c) If I try really hard, I can make progress with even 
the most difficult and unmotivated students. 1 2 3 4

d) I am successful with the students in my class. 1 2 3 4

e) I usually know how to get through to students. 1 2 3 4

f) Teachers in this local community are well respected. 1 2 3 4

… about what happens in this school? Strongly 
Disagree Disagree Agree Strongly 

Agree

g) In this school, teachers and students usually get on 
well with each other. 1 2 3 4

h) Most teachers in this school believe that students’ 
well-being is important. 1 2 3 4

i) Most teachers in this school are interested in what 
students have to say. 1 2 3 4

j) If a student from this school needs extra assistance, 
the school provides it. 1 2 3 4

32. Below you can find statements about the management of your school.

Please indicate your perceptions of the frequency with which these activities 
took place during the current school year.

Never Seldom Quite 
often Very often

a) In meetings, the principal discusses educational 
goals with teachers. 1 2 3 4

b) The principal ensures that teachers work according 
to the school’s educational goals. 1 2 3 4

c) The principal or someone else in the management 
team observes teaching in classes. 1 2 3 4

d) The principal gives teachers suggestions as to how 
they can improve their teaching. 1 2 3 4

e) When a teacher has problems in his/her classroom, 
the principal takes the initiative to discuss the matter. 1 2 3 4

f) The principal ensures that teachers are informed about 
possibilities for updating their knowledge and skills. 1 2 3 4

g) The principal compliments teachers for special 
effort or accomplishments. 1 2 3 4

h) In this school, the principal and teachers work on a 
school development plan. 1 2 3 4

i) The principal defines goals to be accomplished by 
the staff of this school. 1 2 3 4

j) The principal ensures that a task-oriented 
atmosphere is fostered in this school. 1 2 3 4

k) In this school, the principal and teachers act to ensure 
that education quality issues are a collective responsibility. 1 2 3 4
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33.
We would like to ask you about the main Year 7 - 10 subjects that you teach 
in this school in this school year.

Please indicate the Year 7 - 10 subjects that you teach in this school (indicate 
only those that individually account for at least 20% of your teaching time in this 
school). The exact name of your subjects may not appear in the list below each 
category. If it does not, please mark the category you think best fits the subject.

Yes No

a)

Reading, writing and literature  
Includes reading and writing (and literature) in the mother tongue, 
reading and writing (and literature) in the language of instruction, 
reading and writing in the tongue of the country (region) as a second 
language (for non-natives), language studies, public speaking, 
literature.

1 2

b)
Mathematics 
Includes mathematics, mathematics with statistics, geometry, algebra 
etc.

1 2

c)
Science 
Includes science, physics, physical science, chemistry, biology, human 
biology, environmental science, agriculture/horticulture/forestry.

1 2

d)

Social studies 
Includes social studies, community studies, contemporary studies, 
economics, environmental studies, geography, history, humanities, legal 
studies, studies of the own country, social sciences, ethical thinking, 
philosophy.

1 2

e) Modern foreign languages 
Includes languages different from the language of instruction.

1 2

f)

Technology 
Includes orientation in technology, including information technology, 
computer studies, construction/surveying, electronics, graphics and 
design, keyboard skills, word processing, workshop technology / 
design technology.

1 2

g)
Arts 
Includes arts, music, visual arts, practical art, drama, performance 
music, photography, drawing, creative handicraft, creative needlework.

1 2

h) Physical education 
Includes physical education, gymnastics, dance, health.

1 2

i) Religion and/or ethics 
Includes religion, history of religions, religion culture, ethics.

1 2

j)

Practical and vocational skills 
Includes vocational skills (preparation for a specific occupation), 
technics, domestic science, accountancy, business studies, career 
education, clothing and textiles, driving, home economics, polytechnic 
courses, secretarial studies, tourism and hospitality, handicraft.

1 2

Other (please specify below) 1 2

_______________________________________________________________
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Your Teaching in a Particular Class at this School
The following questions ask you about a particular Year 7 - 10 class that you teach in 
one of the main subjects you identified in question 33.

The class that we would like you to respond about is the first Year 7 - 10 class that 
you (typically) teach in this school in one of these subjects after 11am on Tuesdays. 
Please note that the class can occur on a day following Tuesday if you do not teach 
the class on Tuesday.

In the questions below, this class will be referred to as the target class.

34. Into which subject category in question 33 does this target class fall?

Please mark one choice.

1 a) Reading, writing and literature

2 b) Mathematics

3 c) Science

4 d) Social studies

5 e) Modern foreign languages

6 f) Technology

7 g) Arts

8 h) Physical education

9 i) Religion

10 j) Practical and vocational skills

11 k) Other

35. What is the actual name of the subject you teach in this target class?

Please write the name of the subject as it is used within this school.
_________________________________________________________

36. Was the teaching of this subject part of your academic training?
Yes No

1 2

37. What is the year/grade level of this target class?

Please mark one choice.

1 Year 7

2 Year 8

3 Year 9

4 Year 10
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38. On average throughout the year how many students are in this target class?

Please write a number.

Number of students

39. How would you describe the ability of students in this target class?

Please mark one choice in each row.
Much 

lower than 
average 
ability

Slightly 
lower than 
average 
ability

Average 
ability

Slightly 
higher than 

average 
ability

Much 
higher than 

average 
ability

a)
Compared to other students in 
the same grade/year level in this 
school? 

1 2 3 4 5

b)
Compared to other students in 
the same grade/year level more 
generally? 

1 2 3 4 5

40.
For this target class, please estimate the broad percentage of students who 
have the following characteristics.

It is acceptable to base your replies on rough estimates. 
Please mark one choice in each row.

Less than 
10%

10% or 
more but 
less than 

20%

20% or 
more but 
less than 

40%

40% or 
more but 
less than 

60%

60% or 
more

a)
Students whose first language is 
different from the language(s) of 
instruction or a dialect of this/these 

1 2 3 4 5

b)
Students who have at least 
one parent/guardian who has 
completed high school or higher 

1 2 3 4 5

c)

Students who have at least one 
parent/guardian who has completed 
some form of tertiary education 
(e.g. TAFE, Bachelor Degree, PhD) 

1 2 3 4 5

41.
For this target class, what percentage of class time is typically spent on 
each of the following activities?

Write a percentage for each activity. 
Write 0 (zero) if none. 
Please ensure that responses add up to 100%.

a) % Administrative tasks (e.g. recording attendance, handing out school 
information/forms)

b) % Keeping order in the classroom (maintaining discipline)

c) % Actual teaching and learning

100 % Total
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42
How often do each of the following activities happen in this target class 
throughout the school year?

Please note that not all questions in this section are fully adapted to all sorts of 
teachers. Therefore, please just answer as best you can. 
Please mark one choice in each row.

Never or 
hardly ever

About one-
quarter of 
lessons

About 
one-half of 

lessons

About 
three-

quarters of 
lessons

Almost 
every  
lesson

a) I present new topics to the class 
(lecture-style presentation). 1 2 3 4 5

b) I explicitly state learning goals. 1 2 3 4 5

c) I review with the students the 
homework they have prepared. 1 2 3 4 5

d)
Students work in small groups to 
come up with a joint solution to a 
problem or task. 

1 2 3 4 5

e)
I give different work to the students 
that have difficulties learning and/
or to those who can advance faster. 

1 2 3 4 5

f)
I ask my students to suggest or to 
help plan classroom activities or 
topics. 

1 2 3 4 5

g) I ask my students to remember 
every step in a procedure. 1 2 3 4 5

h)
At the beginning of the lesson I 
present a short summary of the 
previous lesson. 

1 2 3 4 5

i) I check my students’ exercise 
books. 1 2 3 4 5

j)
Students work on projects that 
require at least one week to 
complete. 

1 2 3 4 5

k) I work with individual students. 1 2 3 4 5

l) Students evaluate and reflect upon 
their own work. 1 2 3 4 5

m)
I check, by asking questions, 
whether or not the subject matter 
has been understood. 

1 2 3 4 5

n) Students work in groups based 
upon their abilities. 1 2 3 4 5

o) Students make a product that will 
be used by someone else. 1 2 3 4 5

p) I administer a test or quiz to assess 
student learning. 1 2 3 4 5

q)

I ask my students to write an essay 
in which they are expected to 
explain their thinking or reasoning 
at some length. 

1 2 3 4 5



111

Teaching and Learning International Survey – Final Report

r)
Students work individually with the 
textbook or worksheets to practice 
newly taught subject matter. 

1 2 3 4 5

s)
Students hold a debate and argue 
for a particular point of view which 
may not be their own. 

1 2 3 4 5

43
How strongly do you agree or disagree with the following statements about 
this target class?

Please mark one choice in each row.
… about yourself as a teacher in this school? Strongly 

Disagree Disagree Agree Strongly 
Agree

a) When the lesson begins, I have to wait quite a long 
time for students to settle. 1 2 3 4

b) Students in this class take care to create a pleasant 
learning atmosphere. 1 2 3 4

c) I lose quite a lot of time because of students 
interrupting the lesson. 1 2 3 4

d) There is much noise in this classroom. 1 2 3 4

This is the end of the questionnaire.

Thank you very much for your cooperation!

Please mail this questionnaire to ACER using the enclosed prepaid envelope by 
16 November, 2007.
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