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PREFACE

This study is concerned with primary and secondary
teachers(1). Its objective is to make available to the Member
countries a range of information on teacher resources and on
the main trends manifest in the issues studied.

This Report was first conceived when OECD became in-
volved in the preparation of other reports describing the
structural changes to which educational systems were subject(2).
It was designed to analyse the past. present and possible
future relationships between the demand for and the supply of
teachers and to indicate some of the solutions adopted by the
different national authorities.

Perhaps to a greater extent than previously, this OECD
Study has assumed both a quantitative and a qualitative
character. Whenever possible, the relationship between

quantitative and qualitative aspects has been emphasised in
order to illustrate that national education policies can only
be logically formulated if the problems of teacher supply and
demand and of teacher training, recruitment and utilization
are considered together.

In this instance previous experience is deceptive.

Although one has always been able to find a teacher to face the
pupils, the striking growth in the demand for teachers has

only occasionally brought about changes in teacher utilization.
Looking ahead, however, the far-reaching reforms which are

transforming or eventually must transform the educational

systems of the Member countries must mudify the role and
function of the teacher. The latter, to an increasing extent,

will assume another identity one aspect of which, one hopes,

(1) It will be possible to obtain a complete picture of the
quantitative growth of the teaching body, from a report
on the Quantitative Trends in Teaching Staff in Higher
Education which, in addition, will be published in 19/1
3.17-ries "Study on Teachers".

(2) see, for example: D velo ent of Secondary Education,
Trends and Implica ons, ECD, Paris, 19b9.
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will entail a growth,of teaching efficiency. Of necessity these

changes are going to rebound on the initial and recurrent training

of those involved to such an extent that the teachers' career

profile must rapidly become a subject for research and for bold,

policy decisions. The description in this report of the actual

teacher situation, in comparison with the awaited innovations

which are summarised on a world wide scale in the introduction,

indicates that there is still a great deal to be done.

The complexity of this subject necessitated, for the first

time, the preparation of a study of this type. In .t..e first place

national reports were prepared for half of the Member countries,

with close collaboration with the national authorities involved.

These national studies and the statistics covering additional

countries, have proved to be a valuable source of information as

much for the preparation of this Report as for the countries con

cerned. These national studies have been published by the

Organisation grouped together in seven volumes under the title

"Study on Teachers".

The report, published under the authority of the Secretary

General, was prepared within the Programme of the Committee for

Sc:.entific and Technical Personnel(1). The preparation and editing

of -che study was the responsibility of Mr. Pierre Laderribre. The

Secretariat had invited experts to express their opinion on the

contents of the report and wishes to express its appreciation to

their Chairman, Mr. Yves Brunswick, who kindly reread the

manuscript before its publication.

(1) The Committee for Scientific and Technical Personnel was
replaced, in July 1970, by the Education Committee.

18
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SUMARY

THE MAIN TRENDS AND THEIR POLICY IMPLICATIONS
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The profound changes which affect education both quantita-

tively and qualitatively in Member countries, and the very size

of expenditure on personnel, call for a system which is efficient

and open to the innovations for whose extension the teacher will

be mainly responsible. The change in the latter's role brought

about by this development is now causing forecasts in this field

to examine the close links between training, recruitment and

utilization, i.e., by placing problems of demand and supply in a

strictly qualitative setting.

The account which follows is not intended simply to sum-

marise the Report. It attempts, on the basis of all the documents

available and of information concerning the work in progress on

this subject, to evaluate the policies of Member countries by con-

fronting them with the new targets which their educational systems

are trying to achieve.

I. Difficulties of Equilibrium between Supply and Demand

From 1950 to 1965, the effort made in Member countries to

recruit teachers was enormous as the table below shows. The in-

crease in the number of secondary school teachers would be higher

if technical education were included in the figures. For the same

period, moreover, governments also had to recruit teachers to ex-

pand pre-school, special, further and adult education. The fac-

tors underlying this problem are as follows:



Examples of the growth in teaching staff for primary

and secondary general education between 1950 and 1965.

(Percentages)

Country Primary General secondary

Austria 2 59

France 35 152

Japan 13 31

Iceland 66 210

Luxembourg 24 83

Northern Ireland 13 251

Norway 42 149

Portugal 76 134

Scotland 19 55

Turkey 135 224

United Kingdom (England and Wales) 16 80

United States 68 125

Source: Tables 35 and 36 of the Report.

1. Demand

The increase in teacher demand from 1950 to 1965 was due

mainly to the simultaneous effect of several factors:

(a) the growth in importance of demographic factors:

- increase in the age-groups affected by primary and

secondary education: from 1950 to 1965 the age-group corresponding

to primary education increased by about 3/4 in Canada and Iceland,

between 1/4 and 1/3 in Spain, Luxembourg, the Netherlands and

Switzerland; the age-group corresponding to secondary education

went up by about 3/4 in Canada, the increase in the United States

was not far off (68 per cent); Iceland, Luxembourg, the

Netherlands, Sweden and Switzerland for the same period recorded

increases of 40 to 50 per cent;

- internal migration from rural to urban areas and

town centres to suburbs;

(b) various institutional measures to enforce compulsory

education (Mediterranean Members of 0.E.C.D. in particular) and

extend compulsory education (up to nine years in the most developed

0.E.C.D. countries);

22
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(c) sweeping changes in the structure and content of educa-

tion particularly at the secondary level which had already expe-

rienced a very independent growth due to the social demand for

education.

The trend in the number of pupils has resulted in a much

larger demand for teachers in secondary than in primary education

for the 15 years under consideration, as the figures above show.

For an equal number of pupils, secondary education tends to be a

bigger "consumer" of teachers than primary education. The con-

siderable growth in teacher demand coincided with a more or less

diminishing supply, at one time or another, as a result of the

particular circumstances of each Member country.

2. Supply

Teacher supply, particularly for the first half of the

period in question, was hampered for several reasons:

(a) teachers were recruited from the smaller pre-war age-

groups; changes in marriage and birth rates affected the female

staff departure rate at the same time that attempts were being

made to increase their numbers;

(b) the unreliability of the statistics on teacher stock

and flows; the almost total absence of reliable forecasting mach-

inery or of educational development planning; and the non-

existence of systematic research on educational development are

also factors which hamper supply;

(c) in this last context the difference has increased be-

tween the actual and theoretical time required to graduate, parti-

cularly in independent universities which pay little attention to

the real needs of secondary education and has strengthened the

very machinery which prevents the supply of qualified teachers

from immediately meeting a demand caused in part by a "demographic

wave" moving through the whole educational system;

(d) lack of financial resources has had various consequences

in different countries:

- the number of places in training institutes has not

always managed to keep pace with the growing number of candidates;

- the number of established posts required were not

always created;
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- working conditions have deteriorated due to lack of

auxiliary staff, space and equipment;

- salaries have not risen sufficiently to attract and

keep teachers in the profession;

- generally speaking, the way in which education is

organised has itself not helped to improve teaching career poss-

ibilities.

The rate at which newly qualified teachers enter the pro-

fession must therefore be known, given the total effect of these

various factors and the result of women entering the teaching

force. In th, United States in 1965, 81 per cent of primary

school teachers and 66 per cent of secondary school teachers en-

tered the profession the year they qualified. In England and

Wales 16.4 per cent of female and 4 per cent of male certificated

teachers are lost during the first year after they leave the uni-

versity; in the Netherlands the rate is 10 per cent for primary

education; in Greece 17 per cent of the vacancies offered in 1963

in primary education and 27 per cent in secondary education (from

1960 to 1965) were turned down. The annual rate of those who

leave the profession is also a basic element for a serious fore-

cast of demand: recently, for example, there were 10 per cent in

England and Wales (men 6 per cent, women 13 per cent), 8.5 per

cent to 15 per cent in Canada according to province, and 17 per

cent in the United States in primary education. A more exact

forecast of these rates should, of course, be broken down by sex.

The measures taken by the responsible authorities must be

seen in the light of these main factors affecting teacher supply

and demand.

3. Replies from Official Bodies

To meet the challenge, school authorities rapidly took

steps to retain their staff in much the same way as do other

branches of activity when faced with a manpower shortage:

(a) existing teaching staff was used more intensively:

- by increasing overtime (in some subjects overtime

represented more than a quarter of the full-time demand for

teacher-hours) and by offering teachers of retiring age the poss-
ibility of staying on;
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- by changing the pupil/class ratio. In primary etuca-

tion, where available statistics are significant, this ratio

deteriorated between 1950 and 1955; with very few exceptions it

subsequently improved;

(b) teachers considered to be uncertificated according to

national regulations were recruited:

- either because people without all the officially

required certificates had to be used; although there was an im-

provement towards 1960. By 1965 six of the countries studied

still had between 10 and 15 per cent uncertificated teachers in

primary education, and in a great many countries for secondary

education the figure varied between a quarter and a fifth in gen-

eral subjects and sometimes reached a third in technical subje,Its;

- and/or by assigning special-subject teachers to teach

another subject - up to a third of the teaching of some subjects

was done in this way.

The various palliatives adopted by the national authorities

were as many indications of the teacher shortage. The different

statistics show that in general this shortage has always been more

acute in secondary than in primary education.

The opinion expressed earlier by O.E.C.D. concerning the

situation by subject and the need to improve recruitment of

teachers of mathematics, scientific and technical subjects has not

yet apparently had much effect. Between one-fifth and one-third

(sometimes more) of these teachers were considered to be uncerti-

ficated about 1965. But the continuing difficulty in recruiting

teachers of scientific and technical subjects should not obscure

the fact that the number of uncertificated teachers and the amount

of overtime had increased in basic subjects such as languages

(mother tongue and foreign), and in arts subjects.

Fairly systematically the official bodies have tried to

compete with other branches of activity to attract the necessary

staff into teaching:

(a) by using modern methods of publicity, by offering

financial incentives sometimes leading to the pre-recruitment of

student-teachers, by salary improvements, particularly at the

beginning of a career and, to a lesser extent, by offering better

possibilities of promotion through the creation of new positions

(head or assistant-head of departments, more directorial and

educational advisory posts, etc.);
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(b) by trying to spread and diversify traditional recruit-

ing sources, particularly by making greater use of women, harmcn-

izing service duties and increasing part-time work;

(c) by modifying the length and level of courses in teacher

training institutes: it is only since 1966-67 (except in England,

Wales and Luxembourg, 1960, Yugoslavia in the following years)

that training for primary (and sometimes lower secondary) school

teachers has been extended and, at the same time included in

higher education; this has enabled an organic relationship to

develop with university-type education which formerly existed in

very few countries; a similar trend can be traced for teachers in

technical education, while the authorities have increasingly de-

manded pedagogical training, following more comprehensive spec-

ialized studies, for teachers in general secondary education;

these changes, increasing the prestige and therefore the recruit-

ment of newly-certificated teachers, have also paved the way to

alterations in the content itself of initial training.

The conjunction of larger numbers graduating each year from

further education, and the above measures for improving recruit-

ment are gradually easing the situation. Forecasts of future re-

cruitment difficulties mentioned in some national monographs (e.g.

England/Wales, France and Sweden) no longer seem to be borne out.

According to the country and type of education, the disequilibrium

between supply and demand tends to disappear. Some imbalance how-

ever persists, and a number of governments are worried about short-

comings in the efficiency of their educational systems in view of

the principles stated in reforms and the growing cost of improving

the quality of education. Only the quantitative aspect of reform

seems to have been considered, and planning almost invariably re-

fers to a more than proportional increase in the number of teachers

as compared to pupils.

An examination of past, present and possible future im-

balances between teacher supply and demand has no real interest

unless it is seen in the more general context of sweeping changes

made or to be made to the educational system. These changes imply

recruiting teachers who must satisfy different criteria from those

in the traditional, elite-orientated system in order to fulfil the

new functions competently and dynamically and thus help the educa-

tional system to function more efficiently. It is only within

this context that it will be possible to judge whether the effort

and policy orientation of many Member countries have really an-

swered the actual problems posed.
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II. Qualitative Aspects of the "Training, Recruitment and

Utilization" Relationship, and Education in the Past

1. New Education

Although not always explicitly expressed in these terms by

the governments concerned, the role of education in the second

half of the 20th century is to give individuals a wider personal

independence throughout their life, enabling them to understand

their environment, to communicate with and master it. The tendency

is therefore to go from the education provided at school - which

may or may not be linked with other educative structures (family,

socio-cultural organisations, business firms, etc.) - to a com-

plete and continuing training of Man intellectually, emotionally

and physically. This education will be increasingly obtained by

means of a range of training activities which no longer occur in

the classroom alone. For a long time now the progress of "the

parallel school" in the framework of the developing mass media,

the maintenance of some degree of family influence and the develop-

ment of the training side of professional life have been undermin-

ing the school's monopoly of the dissemination of knowledge, a

monopoly which it generally considered to be its right.

The conclusions to be drawn from this trend are particularly

important.

In the first place, potential training resources exist in

society outside the school as it is presently conceived. By neg-

lecting to use them or by not co-ordinating them to help society,

a possible "mutilation" or "deviation" may be caused in the devel-

opment of human beings in contact with various training activities.

Moreover, the systematic consideration of various training sources

within society could yield positive results in the allocation of

training costs among the sectors concerned.

Secondly, the role of a teacher has greatly changed. He

has become a specialist in human development, participating both

in the initial education (including the period of early childhood)

and continuing training of individuals. The new definition of

this training, the re-assessment and co-ordination of its elements

scattered throughout society, provide the teacher with a key pos-

ition in the creation of an educational environment (i.e. in and

outside school in the strict sense of the word) which encourages

the pupils' independent development to the full. Logically, he
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will initiate his pupils in the art of self-education, made easier

by the new educational techniques available. This self-education

could perhaps help to keep training costs down.

(a) The teacher's new identity

The teacher is obliged to take into account the considerable

divergency of his pupils' tastes and aptitudes, create situations

which encourage them to learn, and help and advise them in close

collaboration with his colleagues, their families and the needs

of organisations where pupils can continue and complete their

development. He has, therefore, to modify his former methods and

find a new "identity".

- The development of the individual's independence, enabling

him to assume the responsibilities which society increasingly

tends to offer him, leads to a re-assessment of pupil/teacher

relations. The teacher's new social responsibility involves aban-

doning the principle of authority that still tends to be the basis,

of pupil/teacher relations; this originated quite naturally in the

function and status attributed until recently to the teacher, who

addressed a group of pupils, i.e., a class, generally anonymously.

The teacher must uow address tAe pupil as someone to be developed,

either individually or as part of asmall group, either in or out-

side school, and as someone who will increasingly be able to con-

trol the nature, content and orientation of the education he re-

ceives.

- The teacher's job will change considerably, no longer

being isolated or of the craftsmanship type. He will now be

called upon to co-operate with colleagues and other educational

specialists and so to a large extent will have to abandon his

traditional independence and become part of a team of teachers

within which he will have to converse, criticize and be criticized,

prepare work which his colleagues will implement and, far more

than before, adopt an inter-disciplinary system. This is essential

for a better division of labour and a more systematic and rational

use of the range of educational methods and techniques which are

either already available, or likely to be created, tested and dis-

seminated in the future. This tendency will also help to improve

the relationship between education and the administrative hierarchy.

The administration will become less authoritarian and, at the same

time, make for. a systematic provision of pedagogical advice and a

more rational organisation of the educational system itself. By
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virtue of its own initial and continuing training, the administra-

tion will come to understand education more fully.

Finally, so that pupil development may derive real benefit

from the active integration of the school into Society, teachers

should keep up a continuous dialogue with other members of the

community, and particularly families whatever their socio-

occupational origins, their activity in the community and their

value as adults. The teacher's former isolation in this domain,

which generally meant that these tasks fell to the Principal, will

gradually disappear because of the new competence he will acquire

in his dealings with adults.

The intellectual, emotional and physical aspects of the

pupils' development are closely related; with the exception of a

few experimental situations, the teachers' present knowledge in

this field is far from what it should be. The new knowledge to

be acquired will put much less emphasis on intensive specializa-

tion in one subject. In line with methods which should be defined

as flexibly as possible, the community of which the school is part

will have to provide some of the more specialized teachers who are

required and who must be provided with the necessary training for

teaching their subject. Teachers, who will be more particularly

responsible for creating the educational environment suitable for

their pupils, will no longer be separated by psychological barriers

due to the difference in status as a result of different training,

according to the assignment envisaged in one or other kind of

education. The slight differences in training for an appointment

at one or other educational level, chosen more for personal pref-

erence than for any immediate advantage in the present grading

of the teaching force, should not hamper the trend towards a single

status for the whole teaching profession. This unity in diversity,

thanks to the common orientation of training, will also be a means

of facing the rapid growth in teacher demand at the various levels

of education, and of not hindering assignment changes. Training

and status must no longer be an obstacle to the flexibility of

teacher utilization and mobility.

(b) An educational system which innovates

Such change implies an urgent need for research into tha

diversified functions of what one still hesitates to call "the

teacher", in view of the image he has presented to himself and to

society up to now.
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Although, in the absence of systematic research, it is dif-

ficult to say whether the more than proportional growth in the

number of teachers, compared to that of pupils, will be slowed

down (as well, possibly, as staff costs), the educational system

would not doubt benefit if such research were rapidly developed.

It should be closely integrated with the research and development

linking pedagogical research centres, initial and continuing

teacher training institutes and an increasingly dense network of

pilot-schools. Moreover, so that the teacher can really fulfil

the new role assigned to him, his training should fit him to be

one of the basic "movers" in innovation. His training from now

on should enable him not only to apply the appropriate techniques,

but also continually to re-assess his teaching, to question the

methods or programmes he uses and to reconsider his role in all

training activities. An experimental analysis of his actions and

the elements determining them will clarify his concept of a teacher;

he will become more conscious of his responsibility as an innovator,

a necessary condition if the educational system is to be really

effective.

2. Calculating Teacher Requirements

Although new teaching techniques and methods tend to break

away from the classroom tradition, and the increasing desire to

co-ordinate action better between the various categories of teachers

develops team work, the traditional pupil/class ratio (and espec-

ially teacher/pupil ratio, through lack of more detailed data)

is still the main instrument for calculating recruitment require-

ments. In practice, both in the past and in available forecasts

for the future, all the concepts governing education and the role

of the teacher seem hardly to have changed.

It is increasingly clear that in an analysis of teacher

requirements based on a correct forecast of such enrolment, factors

such as the number of hours pupils are taught (normal and supple-

mentary), the number of pupils per class, and teachers' duties can

vary within much wider limits than the factors of social or man-

power demand. Without neglecting the latter, or the drain on the

existing teaching force to improve the efficiency of education,

(pedagogical advisors of various kinds, "teachers' teaohers" for

the development of continuing education and the extension of ini-

tial training, school principals, etc.) the simultaneous varia-

tions of each of the other factors mentioned above (and the effects
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of any variation of one on the others) offer a range of variants
whose origin can be found only in decisions taken by the respon-
sible, policy-making bodies. The choice that can be made will
naturally depend on the financial resources society makes available
to education. Moreover, from the traditional angle, in view of
the inflexibility of the qualifications required, the measures
adopted can also take into account the maximum percentage of
highly-skilled, newly-certificated manpower which will be made
available to education.

It seems therefore that forecasts of teacher requirements
based on existing training and utilization standards are of little
interest, except perhaps in their illustration of the impasse to
which the present system leads, i.e., an improvement in the educa-
tional service planned only on the basis of a more than propor-
tional increase in teachers as compared to pupils. It would be
advisable to design a new forecasting methodology for reaching
conclusions on the change in the teacher's role, functions and
qualifications.

As in other branches of activity, the educational system
must increase its efficiency by means of an optimum combination
of the teacher's work and various new educational techniques and
methods based on a better division of labour within and even out-
side schools. Although, without systematic research on the sub-
ject, one cannot envisage exactly the number of hours that could
be saved, whatever time could be economized would be useful for
the continuing education of teachers. This, in the light of recent
experience, will prove the most necessary task for the next few
years. The forecasts at present available for teacher supply
and demand are still far from corresponding to the whole of these
new criteria.

3. Recruitment and Qualifications

The brief description of the means used by governments to
offset teacher shortage shows that, in varying degrees in each
country, teacher training colleges or similar institutions have
trained individuals who did not go into teaching, while others
who did not attend these institutions did go into teaching. Under
existing administrative regulations they are generally considered
" uncertificated" which gives them a lower socio-economic status
than that of staff classed as "certificated ". If the percentage
of uncertificated teachers is taken as an indicator of shortage,
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this shortage is obviously even higher than it appears, since the

standards at present required by no means correspond to those re-

quired by the fundamental educational reforms being introduced.

In view of the teacher's new role, the difficulties of re-

cruitment at the beginning of the period concerned and the poten-

tial resources in the active (or even inactive) population, it is

strange that no attempt has been made to find a socially advantag-

eous modus vivendi in which available skills could. be more flex-

ibly utilized in conjunction with other activities.

Administrative regulations have been too rigid to allow,

except in technical education, the systematic recruitment of full-

or part-time specialists working outside education. Their engage-

ment is hampered by unsuitable initial training standards or career

conditions. If an increase in part-time education raises problems

in allocating time, it is in fact the whole problem of staff ad-

ministration, in view of their new functions, that should be re-

considered. To the extent that educational reforms increasingly

require teachers capable of "detecting" aptitudes, group leaders,

advisors, etc., the school authorities have perhaps so far deprived

themselves of the support of people possessing these qualities by

virtue of their wider social experience.

Can the attempt to compete with other branches of activity

in order to attract qualified people into higher education, an at-

tempt contrary to the spirit that should govern relations between

School and Society, haw a real chance of success? If other

branches of activity were to be beaten on their own ground, the

least which could have been done %lb:3 to apply systematically some

of the policies responsible for their dynamic character and which,

properly adapted to the new-style education described above, could

have had only a stimulating effect on the latter's expansion.

4. Utilization of Available Teachers

Prolonged recruitment difficulties and the increase in the

costs required to attract and keep well qualified staff imply, in

the long term, a revision of the utilization of highly-skilled

manpower and research into the optimum combination of capital and

labour. Although there is no question of absorbing education into

industry, the experience of the 15 years under consideration shows

that the link between teacher recruitment and utilization has been

neglected. In the first stage, available teachers were mainly
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-carrEENT-ITTENIVErg-CUTSETilli context of the traditional class,

and people considered to be unqualified were assigned to vacant

posts.

(a) Utilization of a more unified teaching body

Some Member countries have had difficulty in meeting the

teacher demand caused in part by the demographic wave moving

through the whole education system. The combination of maintain-

ing highly differentiated training for teachers going respectively

to primary and secondary education (particularly lower secondary)

and the traditional concept of the teacher's role, have made it

impossible for the existing teacher stock to be used flexibly.

The Scandinavian countries, however, by means of more integrated

training, systematic supplementary courses and an up-dating of

knowledge have been able to cope with the changes in secondary

education more easily than others.

(b) Elimination of secondary duties

Faced with recruitment difficulties and following detailed

surveys on the time spent by a teacher on his different duties,

some countries (e.g.,Sweden, the United Kingdom and the United

States) have assigned to less-qualified staff those activities

considered secondary to the preparation and performance of purely

educational activities. Available time may also be used by the

teacher to improve on his own training. Any progress in the more

rational use of teachers - mainly in the classroom and more rarely

in the establishment - has, however, seldom been linked through

new training methods to a more intensive use of capital, i.e., the

various technical aids already available or needing systematic

experimentation. Although these aids can perform some of the

tasks still assigned to the teacher, one must consider them in

terms of their ability to provide a good education for the pupils,

a stimulating environment for the teacher and, for Society, a re-

duction in the increasing costs of education.

(c) The Relationship between Capital and Labour

Contrary to what has usually happened in other branches of

activity, recruitment difficulties and financial restrictions have

not led to the development of research to try to rationalize the

working of educational establishments. The results of research

could have been systematically employed during initial and con-

tinuing teacher training.
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The use of various technical aids might help to make educa-

tion more individualized, in line with the different reforms laid

down over the past few years. The general impression produced by

an examination of the situation in most countries, however, is

that so far the use of new educational methods and techniques has

remained limited, and is often still at an experimental stage.

The cheapest methods and those easiest to apply have been most

frequently employed. These have been introduced into educational

systems whose methods, content and style have scarcely changed at

all. Periods of shortage have not generally brought about a sub-

stitution of capital for the labour which was becoming difficult

and costly to obtain.

Since the teacher has not been trained to handle these new

techniques, he is still uncertain about the important part he

could play in spreading their application. He is afraid his job

may be threatened, both in the classroom and on the labour market,

and does not always grasp the convergence which exists between

reforms and some of the basic means of applying them with regard

to both efficacity and costs. Thus, again, the part played by

initial and continuing training, and its content, appear to be of

fundamental importance for the teacher, particularly in enabling

him to ensure that the new teaching aids do not, in fact, adversely

affect the pupils' freedom during their education.

5. Training Received

Whereas the educational reforms which were being introduced

implied broader and more penetrating pedagogical qualities, it is

in general this aspect of the teacher's training that has been

neglected or even eliminated.

The authorities, concerned exclusively with finding a

speedy solution to quantitative problems, did not seize the op-

portunity offered them by the recruitment of large numbers of -

mostly young - teachers to effect a radical reform of initial

teacher training. Many more teachers than before will now stay

longer in an inevitably changing school system. It can easily be

foreseen that difficulties will arise if eduCation for the masses

is developed using teachers trained to educate an elite. Up to

now, teachers assigned to secondary schools have been recruited

on the basis of their academic qualifications rather than the

pedagogical ability corresponding to their new role.
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Only the systematic promotion of refresher courses could

have improved those types of teacher training generally agreed to

be basically unsuitable. With few exceptions, however, continuing

education has been restricted to compensating for the inadequate

training of teachers who have not passed through the traditional

channels leading to officially recognized certificates. The pri-

ority of continuing training is made all the more necessary by

the strong pressures exercised by demand in a still traditional

system. This pressure has had the effect, depending on the period,

the country and type of training required, of:

(a) making necessary changes to teacher training which have

involved extension of the training period (in most countries for

primary school teachers and also to add theoretical and or practi-

cal training to the specialized knowledge of secondary school

teachers);

(b) shortening the training period and introducing intens-

ive training courses;

(c) abolishing various aptitude tests for admission to

training institutes or facilitating the appointment of teachers

without all the officially required training (generally without

pedagogical training for secondary teaching).

EVen the minor difficulties which a fairly large number of

the countries have recently encountered in meeting teacher demand

may lead some authorities to persist in the retention,for a long

time to come, of the traditional concepts of teacher recruitment

and utilization. In some countries such a tendency would prevent

the transformation of the concept of the teacher who, despite his

individual qualities, tends to be synonymous in the public mind

with a certain rigidity and a lack of innovative ability charac-

teristic of many educational systems. Without a ye-definition of

the teacher's role it is likely to be very difficult to project

the new career profile essential for quality recruitment.

One way of working towards the effective application of the

principles laid down in educational reforms is, therefore, to

tackle the problem of the teacher's functions in the school and

the content and intensity of the training he must have in order

continually to bring innovation into the classroom.
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"" VIII: The Main Aspects of Training and Recruiting for Innovation

To make education more effective, some Member countries
have already modified their training systems or have set up re-
search projects and pilot studies. On the basis of the trends
which are emerging the paragraphs below try to define the atmo-
sphere in which both initial and continuing training are being
developed. The broad principles indicated here will affect all
teachers insofar as the unification of different staff categories
will in future be one of the main objectives of the staff policies
of Member countries.

1. Recruitment of Student-Teachers

Since an individual's personality continues to develop be-
tween 18 and 25 years of age, the recruitment of student-teachers
for any training course will now take place only at the end of
secondary education. An orientation towards the teaching profes-
sion is not necessarily manifest at the commencement of higher
education; if the student is drawn towards teaching, he may opt
for it fairly early; students deciding at a later date to take up
teaching could, however, take another, suitably adapted, training
course.

If it appears that teaching is not the most suitable career
for a student, he should be able to change without difficulty;
similarly, if a teacher wishes to leave the profession to enter
another, his basic education' should enable him to do so. Any out-
side expert attracted to teaching should be able to take a suitable
training course adapted to his educational level and past exper-
ience (this already exists to a certain extent in technical educa-
tion).

This flexibility means that the first years of teacher
training should consist of a common pool of subjects and methods
with other types of training.' The drawing up of different curri-
cula should lead to a wide range of full- and part-time courses
for both students and people working outside education.

The student interested in teaching should be able to pro-
duce a file showing his qualities of leadership in school and
extra-mural activities during both secondary and further education
(group work of group leader in the school-, in youth movements,
socio -cultural or sporting activities, holiday camps, etc.). This
type of activity should be encouraged and made almost compulsory



during the training period. The overall development of personality

and of activities of this type as the teacher's responsibility in

the classroom grows, should be taken into account in assessing the

reactions and conduct of the future teacher when dealing with his

pupils.

The training system should be able at any given time to

receive those who are attracted to teaching, and who already show

the qualities required, without limiting them exclusively to one

career; it is by encouraging this kind of exchange with other

branches of society that the risk of schools becoming socially

isolated will be reduced.

2. The Spirit of the Courses, and the Manner in which Training

Colleges Function

The working atmosphere in training colleges must make it

possible to "create" a genuine urge to teach. The working atmo-

sphere and the relationships (in particular teacher/student relat-

ionships) should be an example of what the working conditions

will eventually be like in a school (primary, secondary or higher)

whose style and content have been changed. The various training

activities of the college, through the full participation of

student-teachers, should allow the students to acquire an attitude

that will encourage them, as teachers, to experiment, to analyse

and continually to reassess the method and content of their

teaching. The way the college is run is, therefore, fundamental

to the new type of training it is hoped the teacher will acquire.

In order to do this, the training college must act as a

link between discussion, formulation and change in training sys-

tems. It is a permanent, immense, experimental laboratory seek-

ing to improve the range of training activities that it has to

co-ordinate.

The teachers of "teachers", i.e., all teacher training staff

in the college, must always be ready to change their own behaviour

and to promote methods and curricula that will improve teacher

training. They must, therefore, remain in direct contact with

educational research and development, always be informed of its

results and have an opportunity for regular contact with teaching.

Periodical meetings, plus sabbatical holidays, whose frequency

should be determined, would allow them to discuss their experiences

at national and international levels, and "brush up" their know-

ledge.
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To broaden the student-teachers' range of social experience

to the full, the isolation of teacher training colleges should be

abolished. They have already grouped together the training courses

for the different types of staff who are playing an increasing

part in schools and with whom teachers will be called upon to work

in close harmony: teaching administrators, research workers, school

psychologists, documentalists, libraries, etc. They work side-by-

side during their courses and have to meet and discuss together

during seminars, debates, practical work and pilot-school teaching

practice periods. These different types of staff will be better

prepared for close collaboration in the future than they are at

present. Their concentration in one centre for their training

period is particularly useful for practice exercises demonstrating

how schools work.

Moreover, it is in the same training college that not only

future school staff, but also future "social workers" of various

kinds, future executives of industrial and commercial enterprises,

etc., would be found.

3. Training Content

Ideally, from the first year or semester of study, student-

teachers (or potential student-teachers) are introduced to the

teachers' working environment: they become familiar with the

structure of the school system, the implication of the reform of

teaching duties, the importance for the profession of the new con-

cepts governing education and the fundamental role of the teacher

in spreading innovation and applying new educational techniques.

Future primary school teachers may benefit, along with

other teachers, from the possibilities of broadening their general

training and taking one or more special subjects; future secondary

school teachers may take at least two special subjects since it

is more a question of recognizing aptitudes than practising the

cult of one subject, and some school timetables will be more

easily organised as a result.

An important place is given to the human and social

sciences; sociology, for example, helps the student understand

the links between the development of the school and society and

the interaction of school and society; it could serve, for future

administrators, as an introduction to the planning of educational

development. Psychology allows future teachers to discern the
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pupils' different aptitude: for class work, to go more thoroughly

into the process of acqui.J.ng knowledge, to learn about aptitude

tests and surveys. The student-teacher is therefore brought into

contact with problems raised by "docimologyu(1) and pupil observ-

ation and guidance.

It no longer seems possible to imagine teacher training

which does not give udeconditionine treatment to a student-teacher

straight from secondary education regarding his school experience.

Thus both for himself and for his future job of co-ordinating

training activities outside school, outside training periods,

besides those organised in youth movements, should be arranged in

trade and industry and in various economic and social organisations.

During this training the student-teacher is brought into

contact with new, technical, educational aids; he is introduced

to new educational methods providing greater efficiency and an

expansion of individualized teaching (such as courses or counsel-

ling given to large, medium or small groups of pupils). He learns

how to work in a team, how to become a co-operative member of a

group of different specialists in education. He becomes adept at

talking to the pupils' parents, or to other people responsible

for reception centres outside school, in the strict sense of the

word, and he learns how to develop the pupils' knowledge. He

therefore serves an apprenticeship in group relations (basic

groups, taking meetings, interviews, etc.). He finally learns to

plan his work.

Pedagogical training is strictly co-ordinated with spec-

ialized training. The theoretical and practical aspects of peda-

gogical training are closely integrated so that the permanent con-

frontation of theory with practice can be made throughout training.

The student-teachcr doing, practice- teaching may go succes-

sively from assistant teaching to joint teaching and finally to

provisional teaching. He takes part in teacher team work in the

school where he is having his period of practice-teaching.

Teacher training should include an introduction to research

and development. It should help the student conduct his own re-

search into socio- and psycho-pedagogical matters, and work on

the content and development of curricula. An important part of

(1) The scientific study of examinations and the vaL.dity of their

results (translator's note).
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his research takes place "in the field", not solely in the school
environment as such. The main aim of this introduction to research
should be to enable him to acquire a scientific attitude towards
re-assessing the education subsequently furnished. An additional
benefit will be that specialized and pedagogical training will be
largely interdisciplinary, and much more importance will now be
given to the significance of a subject than to an excessively
detailed knowledge of it.

Because of this continual, increasingly, intensive alterna-
tion between theory and practice by means of training periods in
which the future teacher's responsibility will be rapidly increased,
it becomes easier to check whether the student-teacher may be con-
sidered to be well qualified in accordance with the new criteria.
A final verification of aptitudes in view of the educational sys-
tem's objectives may thus be envisaged. Educational efficiency
should thus be improved, from the point of view of both organisa-
tion and results.

From the above, it is clear there is no single standard
model for teacher training. Student-teachers are offered no pan-
acea; they are brought into contact with a range of different edu-
cational methods and their training develops as the result of a
personal assessment of experience. The college concerned does
not offer ca training course, but sets of training activities. As
we have seen, some of these activities may be organised inside the
college, others are necessarily decentralized (outside training
periods, practice-teaching in schools, "research activity" in the
field). The training institute is thus responsible for organising
and co-ordinating these different training activities, and becomes
the main centre of confrontation for different individual exper-
iences.

4. Continuing Training

The training college will have a large supply of the latest
equipment, which should be used throughout the year. This implies
that basic training will be divided into periods to ensure the un-
interrupted use of the premises; this equipment may also be used
for the further education of the various categories of staff con-
cerned with educational administration.

In fact the "new blood" that should circulate in these
various educational institutes will not come solely from the young
teachers trained in the new spirit described above: it is not
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possible for simple reasons of mere "mechanics". One cannot hope

to create a new educative environment in schools, able to rouse

in individuals a permanent urge to learn, with educators who are

themselves no longer part of a personal development process.

The spirit of basic training given to the future teacher

aims at developing a real need for continuing education in the

person. concerned, and for continuing his own development process

which started in basic training. The source of initiative in this

matter may vary: the individual teacher, a group of teachers, a

pedagogical adviser, a training college, etc. Training organisa-

tion will be very flexible. The college responsible for further

training (which almost always will also be responsible for basic

training) should therefore co-ordinate training activities which

are far more de-centralized than for initial training. Some of

the staff will be called on to teach both young students and ex-

perienced teachers, and this will demand an excellent grounding

in communication methods and a good knowledge of the real need,

both to bring the teachers' knowledge up to date and strengthen

it. They will be helped when making effective plans for continuing

education, by the bringing to light of the needs felt by the dif-

ferent types of pedagogical advisers (including inspectors), prin-

cipals and the teachers themselves. Although this kind of train-

ing is similar to the basic training, the refresher courses re-

quired will vary according to the content of the basic training,

the experience acquired and the development of the type of educa-

tion to which the teacher has been assigned. The delay in adapt-

ing initial and continuing training to the new role of the teacher

resulting from the various reforms, therefore requires that the

part considered to be the most fundamental in continuing training

for teachers be made compulsory. But teachers must also be re-

compensed for their personal efforts, by an increase in the mater-

ial facilities for organising refresher courses, by sabbatical

holidays and improved pay and career possibilities.

5. Organising Training and Innovation

The importance attached to practice-teaching and to peda-

gogical experience during teacher training for all levels, demands

that specific links be established between the training establish-

ment and the "adjoining schools" in the area around the training

colleges. These schools, which accept student-teachers during

their training, should be able to benefit from the innovations
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which the training college tries to set up as a result of the new,
constantly adapted forms of training for new teachers, and also
from the results of their "research and development".

The presence of these young, differently trained prospective
teachers may make the teachers in these schools want to reconsider
their own training, plan their work differently, and set up teach-
ing teams so as to discuss the introduction of courses or activ-
ities for which the young

student-teachers are responsible. The
training college should always be ready to help adjoining schools
to introduce an innovation due either directly or indirectly to
the presence of young student-teachers. Their presence may, for
example, allow experiments to be made with new teaching methods
which are not possible with a limited number of permanent teachers.
They may also replace

established teachers thus allowing them to
take refresher courses in the training college.

Contrary to what
usually happens at present, the presence of studeht-teachers shouldnot be a burden on adjoining schools; it should mean an improve-
ment in the whole work of the school, thanks to the new theories
the young teacher tries out in his teaching practice.

The new orientation and
systematic development of initial

and continuing teacher training, the specific recruitment condi-
tions for their "instructors" (including different kinds of peda-
gogical advisers) and the continual bringing up to date of their
knowledge, are among the strategic elements of a policy for spread-
ing innovation throughout education. But to be effective this
also requires initial and continuing training for school principals
and other educational

administrators, training which opens the
way, alongside an introduction to the development of school cur-
ricula and of new educational processes and knowledge acquisition,
to a thorough study of organisatiotill

techniques. It must also
be remembered that the definition and treatment in depth of the
new teacher functions required by the changes in the educational
system, and their translation into terms of qualification with a
view to more efficient education, can be attempted only if there
is a systematic expansion of research and development.

Finally, the interest teachers will take in innovations
will depend not only on their growing participation in research
and development in the context of the planning of educational
development, but also on how far they are associated with the
measures and reforms with which they are directly or indirectly
concerned; only in this way can teachers themselves benefit fully
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from the continuing, developmental process which affects all who
are engaged in education.

6. The Context, Conditions and Consequences of a High Standard
of Recruitment

The experience of the past few years and the changes in

training conditions mentioned above allow a few of the basic re-

quirements for better recruitment to be indicated:

(a) forecasts for teacher supply and demand must be intro-

duced into an integrated educational planning system, one of whose

main tasks is to train its own human resources;

(b) higher education, becoming responsible for the train-
ing of all kinds of teachers, must therefore know the requirements,
in terms of quantity and quality, of other consumer levels as well
as its own;

(c) forecasts of the various demands for highly-skilled

manpower, and of the amount which society agrees to spend on educa-

tion, should help to improve the assignment to each ,:chool level

of that number of good teachers compatible with the general balance
of education and the human and financial resources available;

(d) however many teachers are recruited from other than

traditional sources, the expansion and efficiency of education,

by offering society a greater number of better trained certificate-

holders, will prove the best way of attracting, in sufficient num-
ber, persons with an aptitude for teaching;

(e) since the quantitative and qualitative aspects brought

out by teacher requirements cannot be artificially separated,

greater co-ordination is needed between the politico-administrative

bodies responsible for dealing with one or several aspects of the

"teacher" problems.

The links between training, recruitment and the utilization

of teachers may also be strengthened by a change in the social

image of the teacher and in the way he sees himself. The teacher,

as the dynamic executive in an educational system fully open to

its environment, and knowing how to mobilize and utilize all edu-

cational resources would see the socio-economic aspects of his

status improve. New teaching activities inside the school, which

might result from an analysis of the educational process, would

offer greater possibilities of advancement. It seems, finally,
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that the recruitment and retention of the best teachers in the

profession would be made easier by improving their career profile.

Such an improvement might result from a re-definition of the

teacher's tasks within a revitalized educational system.
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CONCLUSION

Teacher requirement forecasts based on population growth

and the increase in enrolment, and carried out in the context of

present conditions of appointment, are available for some countries

for the period from the present up to 1975 or 1980. From these
it appears, apart from a few exceptions mainly in scientific and

technical subjects, that the quantitative aspects of recruitment

will raise fewer problems than in the past. This will, therefore,

provide an opportunity for these countries to try to solve the

problems most acute on the qualitative level. As this paper has

shown, the teacher occupies a key position in the intellectual,

emotional and physical development of individuals; research and

the policies to be implemented in this field - for all teaching

staff, whatever the level or type of education to which they belong

- seem to be high on the list of priorities.

Although the data included in the main report have not

made it possible to deal thoroughly with the problems raised by

the cost of initial and continuing teacher training and with the

level of teacher salaries, it seems clear that we now have an eco-

nomic structure with the following features: (a) a relatively low

training coat which leads to: (b) a low professional status with

difficult working conditions and low salary, which in turn mean:

(c) a very high leaving rate from the profession, certainly the

highest for professions demanding a similar level of education.

This situation must be radically changed if the teacher is to play

his full part in the new educational organisation. Training will

continue throughout the teacher's career and will initially cost

more but, by improving the teacher's prestige and salary, will

help to keep teachers in the profession for longer and will result

in a more efficient system of education; this, in turn, will mean

a lower "educational unit" cost to the population as a whole.

In view of all these elements the research which should be

undertaken and the policies which should be implemented as rapidly

as possible, should emphasize:

(a) the teacher's part in the new organisation of educa-

tional activities for both young and adult students;



(b) his different functions in view of the capacity for
self-education he will try to develop in his pupils,
and the systematic use of new educational techniques
and methods to facilitate his task;

(c) the various models of initial and continuing training
that might help the teacher fulfil his new role and be
as effective as possible; research on continuing train-
ing should have absolute priority in view of the exist-
ing teaching staff;

(d) training and recruitment conditions for those respons-
ible for training, advising and directing teachers -
further basic elements of the strategy for spreading
innovation;

(e) the new methodology of teacher requirement forecasting
which integrates the new concepts underlying the orga-
nisation of the different educational activities;

(f) the new career profiles available to teachers on the
basis of the changes in their functions.
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GENERAL INTRODUCTION
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There is growing agreement that the achievement of the

long-term growth objectives of the Member countries of the Organ-

isation for Economic Co-operation and Development can certainly

be facilitated if sufficient graduates are made available to the

economy. The supply of skilled manpower on the labour market may

prove insufficient to meet demand, however, if bottle-necks pre-

vent the educational system from expanding as quickly as is neces-

sary. The resources allocated to education may constitute such a

bottle-neck, particularly human resources, i.e. teaching staff.

The educational system must itself "produce" this staff, before

assigning it to the administration and expansion of education.

In an economy open to innovations whose uses are becoming increas-

ingly varied, the recruitment of an ever-growing number of well-

qualified teachers may create difficult policy problems for the

national authorities.

The Aims of this Report

In the general reports undertaken by O.E.C.D. concerning

possible ways of developing education, particular attention has

been paid to the difficulty of balancing supply and demand in the

different countries. This situation had, in fact, been made clear

in the national reports produced under the auspices of O.E.C.D.'s

Committee for Scientific and Technical Personnel. Some of the

results of the Mediterranean Regional Project reports on Turkey,

Greece, Yugoslavia, Italy, Spain and Portugal or of the different

reports on general policy and planning for education produced by

the Educational Investment and Planning section (for Sweden,

Austria, Netherlands, Ireland) may to some extent have been at

the origin of the work undertaken on teaching staff. Such sur-

veys as "Targets for Education in Europe 1970" (Washington Con-

ference, 16th-20th October, 1961) or that more specifically deal-

ing with the °numbers, recruitment and training of science and

mathematics teachers", had also indicated how great was the need

for teachers. The need for a survey at international level was
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thus shown to allow O.E.C.D. Member countries to get to know the

present situation in this field and the main trends likely to

result.

The questions raised are both qualitative and quantitative.

The quality versus quantity argument very closely affects teachers,

and the links connecting these two aspects are particularly strong,

and in general very complicated. However important each of these

aspects may be, it is not enough to consider only one of them, so

that as far as possible, it would also be desirable to make clear

the relations existing between the training, recruitment and uti

lization of the staff categories concerned.

The Layout of the Report

Since there is some convergence of interest, and so that

Member countries might judge for themselves the value of some of

the solutions adopted by other countries, it seemed preferable to

present this Report in three parts. The first tries to make a

diagnosis of the past, present and future (when the countries

estimated their future teacher requirements) quantitative balance

between supply and demand. The second, on the basis of the more

important questions previously raised, shows the various aspects

of teacher recruitment and utilization policy which have been

brought out by national experience. The third, with a view to

improving recruitment conditions and increasing the effectiveness

of the education supplied, analyses the principal changes which

have occurred in teacher training. It was not the Organisation's

intention (or its main object) to go into the details of teacher

training. Only the lines of force, having either a direct or in

direct influence on teacher demand and supply, have been retained.

Obviously, in view of the individual characteristics of

each school system examined, the Report makes no pretension at

drawing international comparisons of the merits of the various

staff training and recruitment systems. This Report aims more

simply at confronting, on more or less comparable bases, the

policies adopted to face up to a particular problem, and going

beyond the differences existing in the various school systems.

The Scope of the Report

The increase in the number of pupils, due to demographic

causes and/or to the pressure of social demand for education, at

first concerned primary and secondary education. In purely
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quantitative terms, teacher requirements at these two levels were

very heavy. But, in addition, during the period 1950-1965, prim-

ary and secondary education were the first to be affected by the

reforms concerning: the extension of compulsory schooling; closer

dovetailing of primary and lower secondary education, corresponding

in general to the period of compulsory education; the development

of school observation and guidance; and the raising of the age for

taking specialized courses, particularly in technical and voca-

tional training.

These changes have naturally affected the length, content

and style of the training of teachers for these levels and, there-

fore, more generally the conditions of their recruitment. As the

vast majority of pupils is in schools at one or other of these

levels, the Report has limited its research to the demand and sup-

ply characteristics of teachers concerned with pupils ranging be-

tween 5, 6 and 7 and 17, 18 or 19.

It will not be possible to ignore completely the other

categories of teachers not covered by this Report, for some do,

in fact, depend on the school levels considered here, either be-

cause their basic training was similar, or because the schools in

which they teach are attached to primary or secondary education.

The statistical data do not always make any distinction, and it

was sometimes impossible to isolate, for example, teachers in pre-

school or special education. Both these types of education will

become increasingly important.

Pre-school education does in fact tend to be considered

more and more as one of the means of fighting against the possible

consequences of the pupil's social origin for the quality of his

future school work. It "socializes" the pupil and prepares for

his admission to primary school under the best possible conditions.

But the very content of this education, its weakness in some coun-

tries and the differences noted in the training levels required

of teachers, do not yet allow any conclusions to be drawn concern-

ing training, utilization and recruitment policies in this field.

Special education is expanding as teaching becomes more

individualizsa and the idea of efficiency penetrates into school

life. The lack of material and human resources found in some

countries has delayed the expansion of this type of education

which, in purely quantitative terms, represents a very small part

of the school system.
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Neither has the Report taken into consideration the teachers
required by the different types of permanent education, for which
Ministers of Education, Labour or Manpower - or other public, semi-
public or private bodies - may be responsible. As from now, this
type of education, intended for adults or adolescents who have
left school, is becoming increasingly important, for economic and
social development calls for occupational changes, higher skills
and the bringing up to date of knowledge. But the diversity of
the schemes existing in each country, and the excessively slow
penetration of the idea of further education into actual practice,
do not yet allow us to draw any conclusions concerning the eventual
consequences of this development on the quality and number of
teachers required.

Finally, although from now on the growth in the number of
students and the need to meet society's requirements - continually
becoming larger and more diversified - will lead to considerable
changes in the structure of higher education, these changes have
not been included in this Report because of the special charac-
teristics of training and recruiting questions affecting higher
education, of the wide divergence in the aims and teaching methods
of the different establishments of higher eduCation, and because
the availability of data is affected by their varying degrees of
autonomy(1).

On the whole, there are not enough data available - whether
quantitative or qualitative - concerning the types of education
omitted from the Report for the latter to have been dealt with in
the same way as secondary and primary education have been without
risk of error.

The elimination of these different categories of teachers
from the field does not mean that the possible consequences of
their quantitative growth on potential resources of student-
teachers or trained teachers (for primary and secondary schools)
should be ignored. The drain on the stock of available teachers

(1) A preliminary attempt at describing the trend in the number
of teachers in higher education was made in the Appendix to
Background Study No. 3 entitled "Quantitative Trends in Teach-
ing Staff in Higher Education", Teaching Staff and the
Expansion of Education in Member Countries since 1950,
prepared for the Conference on Policies for Educational
Growth (3rd -5th June, 1970).
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made by the various types of establishment may in fact raise ques-

tions for the responsible authorities of the optimum distribution

and utilization of the various categories of teachers according

to the priorities selected.

Methods Employed in the Report

A report such as this, whose first aim is to inform, must

be able to supply numerous examples of national situations or pol-

icies in supportof its arguments.

National Studies

It proved to be impossible, in view of the differences in

the countries considered, to bring out in synthesis the main con-

vergent characteristics without making country reports. The

latter's aim has therefore been to describe the situation at na-

tional level. As this type of work could not be extended to all

O.E.C.D. Member countries, a summary of statistical data accomp-

anied by a short note on teacher training was made for each coun-

try not covered by a report. It was understood that for these

countries supplementary data might possibly be used to complete

the basic information available.

This Report, therefore, is an attempt to draw up a syn-

thesis of very varied national experience. In view of their num-

ber the various national examples which have been quoted could

not be developed, however interesting they proved. To the extent

to which this synthesis relies on contributions and information

sent in by the Member countries, the corresponding national report

must be referred to if a more thorough description of the parti-

cular national mechanism is required. This would allow the reader

to know in what context and by what means a policy has been put

into application. The different volumes - whose contents have

been verified by the responsible authorities in each country con-

cerned, are published in a series entitled "Study on Teachers".

The national studies are presented in the following volumes:

- Netherlands-Portugal

- Austria-Grece-Sweden

- Denmark-Italie-Luxembourg

- Suisse-Yugoslavia

- France-Ireland

- Germany-Belgique-United Kingdom
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- Statistics: Canada-Spain-Iceland-Japan-Norway-Turkey-

United States of America.

It has been decided that a general outline of the main

questions to be dealt with might facilitate an international com-

parison, these national studies naturally being able to go into

greater detail on some specific aspects of the trend in the demand

for and supply of teachers.

The preparation of this Report has also benefited from the

work undertaken by other international bodies.

Work done by other International Organisations

A special inter-governmental conference on "The Status of

Teachers" prepared by UNESCO in co-operation with I.L.O., met on

5th October, 1966, at UNESCO, to draw up a recommende;ion on the

conditions of teaching staff 'which hoped to improve existing

standards by means of measures directed at the teachers' parti-

cular problems, and the alleviation of the teacher shortage"(pre-

amble to the recommendation). This international instrument which

stresses the specific characteristics, the place and role of the

teaching profession and also the various aspects of the status of

its members, will become an invaluable reference document for an

examination of the situation of teaching personnel. As such a

document must logically be followed by a thorough examination of

a number of problems connected with the conditions of teachers,

a committee of experts on teacher training met at UNESCO from

4th to 15th December, 1967, to examine the present trends and

problems arising in training(1).

Documentary studies by the Council for Cultural Co-operation

of the Council of Europe give the present situation concerning

training for teachers in primary and secondary schools(2).

(1) Final report of the Committee of Experts on Teacher Training
for primary and general secondary schools) UNESCO ED/CS/177/6
(Paris, 20th March, 1968).

(2) J. Majault "Teacher Training" - Council for Cultural Co-
operation of the Council of Europe, Education in Europe,
Series II, General and Technical Education n° 4, Strasbourg,
1965.
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Refresher courses for teachers are held periodically by

the Council of Europe(1).

A special technique for teacher training: "The use of

audio-visual aids" has been the subject of a report by the Council

for Cultural Co-operation of the Council of Europe(2).

The difficulties of training and recruiting teachers for

technical and vocational schools have also been examined on various

occasions by different organisations(3).

The International Bureau of Education has been making

annual surveys of comparative education directly or indirectly

concerning teachers(4). Each of these reports, being the basis

of a recommendation, helps bring home the urgency of the problems

to be solved. Recent reports have also stressed the shortage of

teachers at primary and secondary levels(5).

The O.E.C.D. Secretariat has obtained a considerable amount

of very important information from the national studies made in

close collaboration with the authorities concerned.

In the more general context of the planning of educational

growth, the O.E.C.D. study makes it possible to bring to light,

on the basis of the trends that have appeared, a number of solu-

tions which might facilitate the application of the general recom-

mendation on "The condition of teachers".

(1) Course held at StrAngnAs (Sweden) in 1966: Report
EGT(67)Stage XXV, 4; Course in Glasgow (United Kingdom) held
in 1969 (Draft Programme CCC/EGT(68)28).

(2) "The Contribution of Audio-visual Media to Teacher Training",
Council of Europe, 1964.

(3) The following examples may be given:

(a) CIRF, ILO, Geneva, Training of Vocational Teachers,
September 1964.

(b) EEC Colloque sur la formation professionnelle,
16th-20th November, 1964.

(4) Primary Teacher Training (No. 48); Secondary Teacher Training
(No. 154); In-Service Training for Primary Teachers (No. 239);
Primary Teachers' Salaries (No. 146); Secondary Teachers'
Salaries (No. 156).

(5) Shortage of Primary Teachers, IBE-UNESCO, Publication No. 255
(XXVIth Conference on Public Education, Geneva, 1963). Shortage
of Secondary School Teachers, IBE-UNESCO No. 301 (XXXth Inter-
national Conference on Public Education, Geneva, 1967).
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The Paucity of the Data Available on Teachers

The care with which certain developments must be interpreted

is not due simply to each country's particular cultural traditions.

At present there are a number of conclusions which cannot

be drawn in the absence of certain quantitative data at national

level. A systematic international comparison is obviously even

more difficult in this context due to the lack of standardized

statistics. In addition, a study of this sort brings out the need

to undertake, at both national and international levels, "sector"

studies concerning various special aspects of training, recruitment

and utilization of teachers (for example, the trends of the dif-

ferent components of the social-professional status of education,

real income compared with that of other professions, career pros

pects, working conditions, initial and further training standards,

etc.). The paucity of the present data, and the supplementary

surveys which might be undertaken, are stressed throughout the

whole of this text, and are the reason why some descriptions may

be less complete than others. Thus, owing to lack of data and of

valid comparisons between countries and categories of highly quali-

fied manpower, it has not been possible to deal effectively with

the very important problem of teachers' salaries. It has been

observed - when developments which are themselves very delicate,

technically speaking, touch on the policy aspects - that there is

an almost total absence of basic data which might make it possible

to propose alternative solutions to any questions of priority which

might be raised by lack of resources.

The paucity of the statistics available has also made it

necessary to abandon the idea of including an annex showing the

forecasting methods used. An examination of those for which a

more or less detailed description is given in some of the national

studies suggests that some of the services responsible use tradi-

tional methods in the absence of more detailed information not

only on the composition of the stock of skills available but on

the very nature of the various internal or external flows tending

to modify the quantity or quality of this "human capital". Obvious-

ly, the working out and utilization of more refined forecasting

models can be done only to the extent that statistics are improved.

A questionnaire covering quantitative aspects was drawn up

for use in this Report so that the statistics in the different

national studies would be uniform and so allow an international
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comparison to be started. The questionnaire was based directly

on O.E.C.D. publications concerning the standardizing of educa-

tional statistics(1). Sometimes it seems easier to answer parti-

cular questions than to collate the quantitative evidence on

teachers in the systematic fashion proposed by the O.E.C.D. report.

From the national studies, however, it can be seen that in some

countries the necessary minimum amount of information concerning

the teaching staff still does not exist.

The need must again be stressed, within the wider frame-

wOrk of improving school statistics, of undertaking the progressive

application of the statistical methods recommended in the O.E.C.D.

report referred to above.

Limits to an International Study

The paucity of the data available and the fact that the

number of country reports were limited to half the Member countries

on the one hand, and the specificity of teacher recruiting condi-

tions in the various countries on the other, must necessarily

limit the significance of international comparisons. It was, in

fact, necessary to bear in mind national definitions in drawing up

various tables. For example, the proportion of "certificated

teachers" corresponds to the qualification criteria at present laid

down in each country. Even where it has been possible to throw

light on the trends apparent in some countries, in describing the

problems considered and the solutions adopted by them one cannot

assume that all O.E.C.D. countries are interested in similar

developments.

Similarly, some of the activities or measures to be under-

taken could not always be included in the description of policy

questions directly concerning them because of the lack of suffi-

cient data or because it was more convenient to limit oneself to

representative examples. It is only on the basis of his own national

experience that the reader will be able to "place" his country

within the trends noted or pay particular attention to the

experiments which appear to him to be closest to those his country

is already, or might be, carrying. out. Only with the greatest care,

therefore, should any interpretation be put on the present

(1) Methods and Statistical Needs for Educational Planning,
O.E.C.D., Paris, 1967.
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classification of countries. A hasty generalization will have no

meaning in a context where the cultural and administrative tradi-

tions of each country are so important.

Finally, the latest statistics available may sometimes be

two or three years out of date at the time a study of this type

is being prepared - in addition in the particular case of this

survey, the comparative text could not be finally prepared until

after the completion of the country reports and the verification

of their contents. The quantitative trend should therefore be

considered to have stopped about 1965-1966; some changes may have

occurred in these trends since that date. These should not appar-

ently alter the more fundamental aspects of the relationship

"training - recruitment - utilization", which this Report attempts

to describe, so far as teachers are concerned.

Remarks on Source Indications

As almost all the data used in this Report are taken from

the national studies, which were verified by the responsible

authorities of the countries concerned, the sources have not been

given in the text. When data were used from other publications,

whether of the Organisation or of other international or national

bodies, or even from special documents sent to the Secretariat,

the origin of the document has been indicated in the footnote.



PART ONE

THE CHARACTERISTICS AND SHORTCOMINGS OF

TEACHER SUPPLY

(1950-1965)
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7

The increase in the number of pupils during both compulsory

and post-compulsory schooling was so great from 1950 to 1965 that

it presented a real challenge to the school authorities in their

allocation of human resources (teachers) to education. In theory,

supply ought to have been compared with demand, but lack of sys-

tematic forecasts or essential statistics concerning demand made

it impossible to arrive at an exact figure, or to compare it with

supply. The first chapter will therefore analyse the main factors

affecting demand. The components of supply, and the latter's re-

cent trend when trying to meet demand (Chapter II) will be examined

by trying to regroup the given data in terms of either "stock" or

"flow" (unfortunately more rarely). In the absence of a systematic

comparison between demand and supply, the characteristics of the

available stock of certificated staff and the latter's utilization

will be examined in Chapter III to bring out the extent and charac-

teristics of the shortage which has existed during the whole or

part of this 15-year period. This situation has naturally had

very widespread consequences. We shall consider only those (al-

though difficult to measure) which concern regional disequilibrium

in matters of qualification and the transfer of teachers from one

educational level to another and the level at which teachers are

trained (Chapter IV). Several countries have forecast the trend

of their teacher requirements and the possibility of satisfying

them, and Chapter V will attempt to bring out the main trends dur-

ing the next ten years.

The educational system, although the "producer" of its own

human resources, is not the only "consumer" of graduates. The

continuous growth in teacher requirements under the existing

school organisation will probably increase competition from the

various sectors of society to attract the most outstanding gradu-

ates. Without directly tackling the basic problem of the financ-

ial resources which society wishes to allocate to teaching, the
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more general question of training strategy, recruitment and utiliza-
tion of highly qual!fied manpower is certainly raised. Teachers
in general, i.e.,not only those with whom this Report is concerned
but also those in nursery schools and in higher education are part
of this highly qualified manpower and, in line with their own parti-
cular activities, will be drawn into far-reaching changes in the
same way as other top level staff, and will be affected on both
qualitative and quantitative levels. These are the points on
which the various chapters on the characteristics of teacher sup-
ply for primary and secondary schools, will conclude their discus-
sion.
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CHAPTER I

7

THE MAIN FACTORS AFFECTING THE DEMAND FOR TEACHERS



a

Teacher demand is determined by the nature of the educa-
tional system and the way in which it utilizes staff. Bcfore
analysing demand, however, a general breakdown of the pupil popula-
tion must be obtained. In general, the teacher's training will

vary according to the type of school in which he is to teach. In
most school systems, classes are smallest where age-levels are
highest, and teachers are specialized and have shorter teaching
hours than their colleagues taking lower classes.

The first factor to be considered is the number of pupils,
and the first element to be examined that of the demographic phe-
nomena which played so important a part in the period in question.

The second factor is institutional in character: to the growth in
the number of pupils due to demographic causes should be added,

beyond the compulsory education period, the spontaneous increase
in the demand for teachers, accelerated by reforms to the educa-
tional system - reforms which themselves imply a larger number of
teachers. The statistics available do not allow us to discover
the extent to which each factor is responsible for the increase
in teacher requirements for the period in question. Such an anal-
ysis would be possible only on the basis of the data used to plan
recruitment in each of the countries concerned at the time these

plans were drawn up, or on the basis of a detailed, country by

country, analysis of the various components of teacher require-

ments. Such a retrospective study being impossible, an attempt
will be made simply to summarize the main causes of the increase

in the demand for teachers as indicated by the countries.

1. The Demographic Factor

Each country has its own demographic characteristics. Demo-

graphic phenomena may affect the various countries at different

periods. On the whole, it seems that almost all O.E.C.D. Member

countries have had to contend, at one time or another, with a
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large increase in the age-groups affected by the period of compul-

sory and non-compulsory education, and by an additional demand

for school places due to the migration of the population.

(a) Trends in the age-groups corresponding

to primary and secondary schooling

The size of the age-groups corresponding to the period of

compulsory schooling is of fundamental importance since it directly

determines the size of the educational facilities which must be

organised. This datum is a basic element for calculating enrol-

ment beyond compulsory education, but the actual figure for pupils

who will attend school will depend on the attitude of society and

of the family towards education. At the end of the Second World

War, many O.E.C.D. countries had to face up to an increase in the

birth rate which, about 1950, caused a large flow of pupils into

primary education. This demographic flow has moved, over the

years, into the highest levels of education. As most demand and

supply surveys have been based mainly on the type of teacher it

was required to recruit, only a few examples, corresponding to

primary and secondary school teachers, will be given here of the

increase in the age groups. These data are therefore simply an

indication, for in general they cover only basic primary school

(and not what is known as "upper" primary school, except for

Austria - Table 1).

Table 1 shows the differences in national situations. Of

the eleven countries examined, in five the age group corresponding

to basic primary schooling continued to increase throughout the

whole period, and in three, after a fairly heavy increase between

1950 and 1955, there was a decrease in size. But between 1960

and 1965 in two of these three countries, and in two German-

speaking countries (Germany-Austria), there was a further

increase in this age-group. Even though more detailed

demographic data cannot be given, many countries (but not

Japan) indicated that they had had to face up to an increase

in this age group at one time or another.
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TABLE 1

Growth in the age-groups corresponding to basic

primary education (1950 = 100)

Country
Years

Age group
1955 1960 1965

Austria(2) 6-14 99 91 96

Canada(3) 5-13 123 151 169

Germany(1) 6-10 92 100 112

Iceland 7-15 156 175

Italy(5) 7-11 104 106(6)

Luxembourg 6-11 100 113 129

Netherlands 6-12 125 132 130

Northern Ireland 5-11 109 107 112

Spain(4) 6-11 113 115 124

Sweden 7-12 125 112 105

Switzerland 6-11 122 119 125

Notes: (1) Not including the Saar.

(2) Covers the period corresponding to upper primary educa-
tion.

(3) Covers the final year of pre-school education.

(4) Covers one year more than basic primary education.

(5) 1951 = 100.

(6) 1964.
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The age-group corresponding to secondary education
affects both the compulsory and non-compulsory periods of
education. In addition, in many European countries, admission
to traditional secondary education was restricted to a minority,
so that it is really the number of pupils admitted to the
schools (Table 5) which will be significant. In seven countries
out of the 13 examined the age-group corresponding to secondary
education grew throughout the period. Apart from Northern
Ireland, the growth rate registered between 1960 and 1965 for
six countries accelerated as compared with 1950 -1960.

Although of basic importance for the compulsory school
period, the utilization of the size of the age-groups concerned
is not sufficient to determine the real figure for the number
of pupils and, from that, for teachers. Very rarely, in fact,
does the theoretical age and real age of the pupils in a census
correspond. If we consider simply the example of basic primary
school, pupils should be eliminated who are in upper primary

school, in pre-primary school and in special schools. This
cannot always be done for administrative or statistical reasons,
for the training received by these teachers is very similar to
that of the primary school teachers who are teaching there.
In addition, in many countries, the pupils who repeat classes
should be added. Table 3 shows the difference found between

the real enrolment rates for primary schools (based on the
number of pupils in thedcorresponding age-groups) and the

theoretical rate (based on the actual number of pupils

attending primary school). The second column of the table

brings out for each year examined the number of pupils as a
percentage of all those who do not come under the corresponding

age-group, but are nevertheless enrolled in primary education.

This percentage has fallen during the period in the three
cases cited. As will be seen below, measures of an institu-

tional nature tend to accelerate this trend.
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TABLE 2

Growth in the age-groups corresponding to

secondary education (1950 = 100)

Country
Yegr s

Age group 1955 1960 1965

Germany(1) 10-16 92 80 88

10-19 102 91 93

Austria 10-17 115 105 102

14-19 118 119 112

Canada(2) 14-17 111 140 177

Spain 11-17 96 109 110

14-17 .78 93 98

United States(3) 14-17 111 136 168

Northern Ireland 11-18 108 117 118

11-15 109 119 115

Iceland 13-19 126 154

Italy(4) 12-14 100 92(5)

(4) 1 5-19 93 102(5)

(4) 12-19 96 99(5)

Luxembourg 12-18 116 136 152

Netherlands 12-18 104 128 146

Portugal 11-17 101 105

Sweden 13-15 119 152 130

16-18 111 148 151

13-18 115 150 140

Switzerland 12-15 109 136 1 35

16-19 95 112 146

12-19 102 124 140

(1) Source: Federal Bureau of Statistics.

(2) 1951-1952 = 100.

(3) 1949-1950 = 100.

(4) 1951 = 100.

(5) 19b4.
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Even for.compulsory education therefore, the trends for

the age-groups concerned should be interpreted very carefully in

view of the actual conditions under which all the schooling takes

race. The teacher recruitment effort made by the different coun-

tries will finally be reflected in the trend in the number of pu-

pils for the two levels considered in this Report.

TABLE 3

Actual and theorfltical eapolmelit gates in primary education,

and the prcent';1e,of pupils outside the corresponding age-group

in acotland Northern Ireland and Greece

Country

Scotlnd (5-11)

rate

Theoreacal rate

Northern Ireland (5-11)

Actual rate

Theoretical rate

Greece (6-12)

Actual. rate

Theoretical rate

190 1955 1960 1965

(1) (2) (I) (2) (1) (2) (1) (2)
-:.J.-

91

111

6

18

95 96 96

100 4 10C 4 99 3

92 91 93

112 18 107 15 101 8

97 100

110 11 109 8

97(3) -.

105 8

(1) Enrolment rate.

(2) Percentage of total ppils outside the corresponding age-group.

(3) 1962.

(b) Migration

Migratory movemeni:.s have affected a large number of coun-

tries during the period under examination. Internal migration
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seems to have influenced the growth in teacher requirements more

than immigration or emigration. Some countries have been affected

by both internal migration and by emigration' at the same time.

This was true of countries participating in the Mediterranean

Regional Project, and of Ireland. Other countries, such as Canada,

Switzerland and France, have experienced both internal migration

and immigration. Emigration may result in a fall in the marriage

and birth rates and may, therefore, slow-down the demand for

teachers. In Greece, where eleven per cent of the emigrants are

in the 0-14 age-group, it seems that the primary school age-group

has been only slightly affected. The age-group corresponding to

secondary education, on the other hand, seems to have been much

more strongly influenced. In Canada, a country of immigration,

the annual increase in school-age children caused by the arrival

of young children is slightly below 0.5 per cent. It is mainly

internal migration, caused by economic and social changes displac-

ing a large number of inhabitants each year, which has given rise

to a heavy additional demand for teachers.

The differences in population density between town and

country which are caused by migration from rural to urban areas

create imbalance in the pupil/teacher rates by region. In rural

areas, single-teacher schools still exist, while the urban schools

are overcrowded. The demand for teachers increases because the

fall in population in rural areas does not always entail the clos-

ing down of the schools, and the authorities concerned cannot

therefore compensate for the increased demand for teachers. Trans-

port difficulties, in areas where access to school is difficult,

sometimes prevent the regrouping of pupils and teachers into a

school with several classes. This inability to compensate fully

for the opening of new classes by the closing-down of old ones is

found in many countries faced by an exchange of population between

the centre of large towns and the surrounding areas. The departure

of families towards the outside of the towns does not necessarily

mean the closing down of the classes abandoned by some of the

children.

Internal migration is therefore an important factor in the

increased demand for teachers, particularly at compulsory-school

level. A simple analysis at national level of the growth in ex-

pected numbers, in view of the movement of the age-groups, would

underestimate the real need for teachers.
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2. Institutional Factors

Among these the type of reform affecting the school system
is particularly important. This Report will be limited to educa-

tion at school, as outside forms of training do not come under
its scope. The aims of the vast structural reforms which at pre-
sent affect the period of compulsory schooling and, indirectly,
the more diversified types of education which follow it, will have
not only a quantitative but also a qualitative influence on teacher
requirements, since the aim, the content and style of teaching are
changed.

For some years (and for some time still to come), most of
the European countries have been in the throes of school reforms
affecting simultaneously, or successively, all types and levels
of education. So far as this Report is concerned, only those
changes will be dealt with which Member countries will make at the
levels of compulsory schooling and of the various types of second-
ary schooling which follow it. Only when the new trends in
teacher training are discussed will some of the changes be touched
upon which are (or should be) made to higher education.

(a) The situation prior to the reforms

For many years - until about 1950 - for a large number of
children the period of compulsory schooling was spent in primary
school. The latter, during the seven or eight years of compulsory
schooling, did in fact play a fundamental part in educating the
majority of the population. Made compulsory by national legisla-
tion, this was the only education which affected the whole of the
population.

Only a minority of the pupils left school between the ages
of 10 and 12 years to go on to traditional secondary education.
Primary education was in fact terminal for the majority of pupils.
Some went straight into active (or non-active) life, others took
vocational training in specialized schools, or became apprentices.
Thus primary education curricula allowed a minority to have a good
basic instruction before going into secondary education, but were
above all intended to allow the majority of the pupils to become
citizens with the necessary minimum educational background. Teach-
ers were therefore trained accordingly.

The best among these were called upon to teach in "extended
primary" or "upper primary", a sort of parallel education to allow
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a small number of the not so wealthy pupils to have access to a

higher level of education than the majority, which left the final

primary classes at the age of 13 or 14. What has been termed "the

secondary schooling for the poor" has made it possible, in some

countries, to recruit students for primary teacher training col-

leges.

Traditional secondary education brought a small number of

pupils, generally from the more privileged classes, up to the

level of the secondary school leaving certificate &iving admission

to the university.

The joint effect of economic and social development and

the post-war demographic bulge meant that a larger number of pu-

pils than before wanted to go into secondary education after their

basic primary schooling (four to six years according to country).

The traditional education system was not able to keep its earlier

structure and content, for they no longer corresponded to the

wishes of the larger number of pupils coming from much more varied

social backgrounds.

(b) Problems to be solved and reforms undertaken

- Problems

The overall growth in the number of pupils has resulted in

a relative fall in the number of those finishing their education

in compulsory primary school, and a very considerable increase in

the number of those enrolled in secondary education. In view of

the skilled manpower required,
secondary education had to become

more diversified and offer technical instruction - which sought

the same recognition of its place and status as that of traditional

secondary education. Finally, upper primary education, which has

become "short secondary", expanded because, in the sparsely popu-

lated areas, it was the only type of education available beyond

basic primary, or because the not-so-well-to-do class of pupil

was advised to enter it, or because the education offered to those

who attended these schools enabled them to benefit more from the

vocational training available to them at the end of their "para-

secondary" training.

Social demand for education, encouraged by economic progress

which itself requires more certificate holders and allows the chil-

dren to stay at school longer, has entailed a spontaneous extension

to the period of schooling. But the period of education now
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situated at primary/lower secondary level has been marked by a

multiplication of administrative establishments, each trying to

get the best pupils for itself and "guiding" "its" pupils towards

streams which may not always correspond to the tastes and aptitudes

of the children or to society's requirements.

Society's demands were increasingly for citizens with a

solid basic background which would allow them to enter adult life,

whether active or non-active, with the maximum chance of success,

or to go on to more specialized training. In particular, it had

become more and more evident that a technical or vocational train-

ing - which has to be increasingly all-round in character in view

of the trend of technology - could not be provided for pupils whose

basic general education was insufficient, the character and length

of which had therefore to be re-examined.

Pupils' aptitudes and tastes could no longer be left to the

luck of their first choice of school and its reputation, or to the

different opinions which relied far more on traditional reactions

than on a proper observation and guidance of the pupil over a

fairly long period. Pupil observation and the analysis of apti-

tudes required however that pre-guidance at the age of 10, 11 or

12 should be replaced by continuous observation and that any sub-

sequent reorientation should not be prevented by the structure of

the various establishments.

To solve the main problems some countries adopted solutions

which, although differing from each uther, had three common charac-

teristics: the period of compulsory schooling was extended; the

more specialized courses at secondary level were to start later;

various types of establishments were created. The first two char-

acteristics appear to apply to almoac all the countries covered

by this Report.

On the other hand, the third has different implications,

according to the country concerned, for the resources to be allo-

cated to education, and in particular for human resources (teach-

ers). Some countries have retained, but improved, the various

types of education offered to pupils during compulsory schooling.

Others have preferred to make compulsory schooling a "single block"

preceding what is becoming increasingly known as upper secondary

school, primary school becoming the first stage - one of the most

fundamental - in the general education of all pupils.
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- Co-ordination of the different types of compulsory schooling

Under these systems, the pupil continues to opt between

the different types of education at between roughly 10 and 12 years

of age: (a) extended primary education, sometimes renamed "prac-

tical education"; this attempts to apply, to the pupils considered

to have less aptitude for theoretical courses, the "active" teach-

ing techniques already employed in some terminal classes of pri-

mary education or in experimental classes in compulsory education;

(b) what is known as "short modern secondary", generally born of

the old upper primary school; and (c) traditional secondary school.

At the end of the period of compulsory schooling, at about

15-16 years of age, pupils either enter active - or non-active -

life, or continue their education in one of the establishments of

what is known as upper secondary education. A difference exi.-ts,

in the countries which have chosen this solution, according to the

ease with which it is possible to transfer from one type of educa-

tion to another during the period of compulsory schooling corres-

ponding to lower secondary school and according to the streams or

types of school offered, at the beginning of secondary school, to

pupils who have finished the different sections of primary school.

In order to facilitate the observation and reorientation

of pupils, some countries set up establishments covering several

fields, thus allowing.on-the-spot reorientation, experience having

frequently proved, that reorientation is more difficult if the pup-

il has to change to another type of establishment. In addition,
the arrangement of the syllabus in general allows pupils in short

modern secondary education to go into long general secondary educ-

ation at upper secondary level. The other countries, although

maintaining a differentiation between types of establishment,

while setting up machinery for the observation and guidance of

pupils, have created a system of "bridges" so that every student

can change over to the type of education which would suit him

best.

- Unification of the different types of compulsory schooling

A second large group of countries has abandoned any rigid

distinctions between the different types of education at compulsory

schooling level and has established continuous education from age

5, 6 or 7 to age 14, 15 or 16. All pupils have the same, unified

type of schooling in which primary and secondary education form a
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whole, although the part corresponding to each of these sections
may be offered in different buildings. This period of compulsory
schooling makes it possible to keep an eye on the pupils' educa-
tion which, in the final years of lower secondary school, includes
options allowing them to decide, on a better informed basis, be-
tween the more specialized courses of upper secondary school.

The object of the very wide classifications indicated above
is mainly to bring out not only the quantitative but also the
qualitative consequences of teacher requirements. In the first
large teacher group, the basic teacher training and recruitment
characteristics may remain very much the same as before whereas,
in the second group, the spirit and content of training should be
completely revised for teachers appointed to schools which come
under the compulsory education system.

- Changes affecting upper secondary education

Upper secondary education has had to vary and modify its
content in view of the flow of new pupils and the new manpower
skills required. The increasingly important part played by tech-
nical and vocational teachers has had the effect of giving - de-
finitively in some countries - these teachers their place in secon-
dary education side by side with general secondary education, which
in turn offers far more options than before. This upper secondary
school education thus makes admission possible to general and tech-
nical education at the end of compulsory education.

Some general and technical secondary education certificates
require a high level of theoreticdl education, thus allowing wider
admission than previously to higher education - itself now more
diversified with the prclonging of general basic education. The
character of technical education has changed; it can supply a
thorough technical, theoretical and practical training. School
organisation has itself been changed, in particular the use made
of the teachers assigned to it, and even the level of their train-
ing.

(c) Direct influence on teacher recruitment

The various reform measures entail almost automatically an
increase in the number of pupils and, therefore, in the number of
teachers.
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- The extension of compulsory schooling

The period of compulsory schooling was extended in many

countries between 1950 and 1965. Measures of principle have been

taken recently in some countries, and their effects will be felt

between 1968 and 1975. The Netherlands (1950), Yugoslavia (1952),

Luxembourg (1954) were affected by this extension at the beginning

of the period. Nine-year compulsory schooling has been introduced

during the past ten years in the Scandinavian countries (Norway,

Sweden), in Germany in some Lander, and in Switzerland in some

Cantons. Only as from 1964, 1965, 1966 and 1967 respectively have

Spain, Portugal, France and Austria (and possibly Greece) had to

face a similar situation. England and Wales are to extend the

period of compulsory education during the 1970's. Lack of data

makes it scarcely possible to indicate the additional demand for

teachers caused by these measures. In the German-speaking coun-

tries (Germany, Austria) it is about 10-15 per cent. This exten-

sion has been introduced by lowering the admission age to primary

school; in Northern Ireland, for example, the period of schooling

was extended at both ends: from 14 to 15 years of age, and from

6 to 5 years of age.

- Admission at an earlier age

Even without the intervention of specific measures to ex-

tend the period of education, the increasingly recognized impor-

tance of the part played by the school, in compensating for social-

cultural handicaps, has resulted in the provision of increased

facilities for very young children. The child's subsequent school-

ing will thus be made easier. This measure naturally implies more

teachers for the lower classes of primary school, and subsequently

in the other classes - to the extent that the higher rate of en-

rolment is maintained. Thus, in Greece, parents have been given

the possibility of enrolling their children in primary school at

age 5* (instead of 6 - decree of 1964); during the first year of

the application of this measure the normal number of enrolements

was 20 per cent higher. Similar decisions have been taken in

Yugoslavia as urbanization has developed. In Canada and the

United States, admission to the first year tends to be at an

earlier age; a recent circular in France also offers this possi-

bility, and lays down the need for a more long-term rearrangement

of the present link between pre-school education and the earlier

years of primary school.
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- Reduction in the pupil/class ratio

The various educational reforms also require a reduction

in the pupil/class ratio and, therefore, in the number of teachers

required. In particular, an improvement in pupil observation and

guidance does not appear compatible with overloaded classes.

Classes are being split up more and more, either for the more

thorough study of certain subjects, for the pupil to get a better

knowledge of working methods, or to improve the work of children

who have difficulty in keeping up with the rest of the class

(Italy for example).

- Other measures to improve school attendance

Many countries, and in particular the O.E.C.D. Mediterranean

countries, have taken steps to ensure the stricter application of

the Acts on compulsory schooling whether or not as part of a thor-

ough reform of the education system. New schools have been built,

including those in isolated areas, school meal facilities have

been extended (Greece) as well as school transportation or even

facilities for boarders (in Turkey, boarding schools called "reg-

ional schools" exist for children from sparsely populated areas).

Special steps have also been taken in these countries to improve

the attendance of girls at school, rendered difficult by cultural

traditions which are sometimes hard to counteract. In the more

developed O.E.C.D. countries direct and indirect aid to pupils

(scholarships, family education allowances, school books, etc.,

almost free of charge) also tend to attract and retain more pupils

at school, thus increasing the demand for teachers. Under these

reforms such obstacles during compulsory schooling as the examin-

ationsfor admission to some types of education (e.g. from primary

to secondary school) have been abolished in a number of countries.

In 1965-1966, in Greece, this resulted in an increase of 31 per

cent in new enrolments in the first year of secondary school.

- Improved enrolment at the highest levels

The spontaneous increase in the number of pupils after the

period of compulsory schooling, either preceding or following the

co-ordination and unification of the various types of secondary

education, causes a heavier demand for teachers, since the higher

the level of the class in secondary education, the greater the

demand for teachers. Far more optional subjects are offered, and
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the number in the class is much smaller than during the earlier

years. New subjects have made their appearance in reorganised

secondary education, such as those connected with technology,

human sciences or economics. New, specialised teachers have there-

fopehad to be appointed. Similarly, the drawing closer of technical

to general education and the change in techniques has increased the

demand for specialists in the vocational and technical options

offered at secondary level.

- The social-professional status of the teacher

No reorganisation of the educational system can be carried

out if the social and professional status of teachers is not

altered. The role of the teacher in a more individualized type

of teaching - and which is expected to "reform itself" - implies

a change in the training content. For primary teaching, in many

countries this change cannot be introduced without extending the

period of teacher training. Many European countries have in fact

adopted the theory that, the younger the pupil, the less important

the period and the level of teacher training. Any increase in the

period of training however (a year for example) means a propor-

tionate reduction in the number of certificated teachers produced.

Neither is efficient work in school compatible with an overloaded

time-table, and teaching could obviously not be excluded from the

progress made in this respect in other sectors of society. This

is why, in some countries and in spite of the pressure of teacher

requirements, it has been decided to reduce the duties of teachers,

a factor which might indirectly favour recruitment, particularly

that of women. This reduction in the number of duties is also a

1,11'
factor in the increase in demand. Demand is itself higher as a

result of the increased weight of women teachers in the whole of

the teaching staff, the turnover rates of women teachers being

high for certain age-groups.

Finally, the actual improvement in the efficiency of teach-

ing is brought about by an increase in administrative staff, in

inspectors and in the staff of the independent teacher training

colleges or other training institutions - increase which usually

causes a drain on the teaching staff in service.

These, briefly summarized, are the main factors, institu-

tional in origin, which increased the demand for teachers from

1950 to 1965. Their effects will still be felt up to 1970-1975.

Although some of the decisions mentioned above were taken outside
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a thorough reorganisation of the school system, they all contribute

to an increase - sometimes more than proportionate - in teachers

as compared to pupils. The "spontaneous demand for education" is

naturally the third main independent factor which has led to an

increase in teacher requirements. The social demand for education

is itself indirectly stimulated by institutional measures the prin-

ciples of which were described above(1).

3. Increase in the Number of Pupils,

For almost all 0.E.C.D. countries (except Greece) Tables 4

and 5 attempt to give the increase in the number of pupils at pri-

mary and general secondary levels.

Except in one country (Spain) from 1950 to 1965 the growth

in the number of pupils was not only greater in secondary than in

primary schools but considerably greater, since, in general second-

ary education, an increase of more than 100 per cent has been

shown for 15 countries. Only one country (Turkey) has had a simi-

lar increase in primary education. Whereas 12 countries show an

increase (and even a fall) of less than 25 per cent in the number

of pupils in primary schools, for general secondary education

there are only two countries as low as this.

In view of the subsequent need to compare as closely as

possible the trend in the number of pupils with that of correspond-

ing teachers, the growth indicated above in the number of pupils

in secondary education has been adjusted downwards. For some

countries it would in fact be preferable to add pupils in "short"

secondary courses, the old upper primary schools, for which the

teaching staff is very different from that corresponding to the

number of pupils shown in Table 5. The teachers in these classes

are generally primary school teachers who have obtained a special

teaching certificate. Table 6 shows the growth in the number of

these pupils in France and the Netherlands. This growth is greater

than that for long general secondary education in France; a similar

result is shown for upper primary schools in the Netherlands.

(1) The quantitative and structural aspects of the development of
secondary education are dealt with in Development of Secondary
Education, Trends and Implications, 0.E.C.D., Paris, 1969.
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Growth in th., number of pupils in primary schools

from 1950 to 1965

(1950 100)

1955 1960 1965

Over 100 per cent

Turkey 123 177 243

Between 75 and 100 per cent

Canada(1)(2) 125 153 176

Between 50 and 75 per cent

Ireland 126 154 168

Yugoslavie(3)(4) 112 143 165(5)

Between 25 and 50 per cent

Denmark(6)(7) 120(8) 124(9) 125(10)

Spain 103 121(11) 125

United States(12)(13) 117 132 145

France 110(14) 141(11) 136(5)

Norway(15) 131 140 131

Portugal(16) 131 141 141(5)

Less than 25 per cent

England and Wales 115 104 105

Belgium 112 118 122

Scotland(17) 110 107 110

Northern Ireland(17) 109 103 102

Irish Republic(18) 108 108 112

Luxembourg(19) 99 106 119

Netherlands 121 124 120

Switzerland(2) 117(8) 121(9) -

Sweden 124 118 102

Decrease

Austria(20) 89 87 93

Germany(21) 75 79 86

Italy 97 93 92

Japan 110 113 87

(1) From kindergarten to

(2) 1951-52 = 100.

(3) Eight-year school.

(4) 1952 m 100.

(5) 1964-65.

(6) Including most of lower secondary
education.

(7) 1951 = 100.

(8) 1956.

(9) 1961.
(10) 1967.

(11) 1959-60.
(12) Including kindergarten.

eighth class. (13) 1949-50 = 100.

(14) 1954-55.

(15) Including continuation schools.

(16) Public only.

(17) Including children aged two to four
years and those twelve and over.

(10) National schools.

(19) Including upper primary education and
continuation classes as from 1963.

(20) Including upper primary and special
education.

(21) Source: Federal Bureau of Statistics;
17017,01ng "Town-States".
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TABLE 5

Growth in the number of pupils in general secondary

schooln(1) from 1950 to 1965

(1950 = 100)

1955 1960 1965

Over 100 per cent

Belgium 114 169 215
Canada(2) 129 200 306
United States(2)(3) 146 204 263
France(2)(4) 122(4) 188(5) 258
Irish Republic(5) 122 158 203
Northern Ireland(6) 130 244 309Iceland

111 187 261
Italy 139 190 243
Luxembourg 127 179 210Norway 131 247 425
Netherlands 119 190 243
Portugal(4) 141 210 272Sweden 142 209 281Turkey 184 419 611
Yugoslavia(7) 117 113 212

::etween 50 and 100 per cent

Nngland and Weles(2) 112 155 159Germany(8) 142 142 172Japan(2) 118 127 154
Switxerland(7) 134(9) 152(10)

Between 25 and 50 per cent

:ustria
129 135 146

:)enmerk(11)(7) 115(9) 119(10) 149(12)

Less than 75 per cent

Scotland 100 124 122Spnin
96 109 110

(1) Some countries include technical
options; these are mentioned in a note; Table 6supplies additional figures for the socalled "short" courses for which teachershave different qualifications frdhapose

generally required for the types ofeducation mentioned here.

(2) Including technical options.

(3) 1949 -1950 = 100.

(4) Public only,

(5) 1;ot including unsubsidized schools.

(6) Including middle technical education.
(7) 1951 = 100.

(6) See note 21, Table 4.

(9) 1954.

(10) 1961.

(11) Small part of the pupils in lower secondary and general upper secondary education.(12) 1966.
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TABLE 6

Growth in the number of pupils in short modern secondary

courses (France. Netherlands) from 1950 to 1965

(1950 = 100)

1955 1960 1965

France(1) 111(4) 205(5) 386(6)

Netherlands (VJLO)(2) 292 331 300

(UL0)(3) 124 196 218

(1) Public only.

(2) Upper primary.

(3) Short modern secondary.

(4) 1954-55.

(5) 1959-60.

(6) 1964-65.

The difference in growth between primary and secondary

education would be even greater if secondary level technical

schools could be included. Data concerning teachers in these

schools are unfortunately rare and difficult to use. The data

supplied in Table 7 showing some increases in the numbers in

secondary level technical education are therefore no more than an

indication; some of these data may subsequently be compared only

with full-time teaching staff in technical education.

In nearly half the cases cited in Table 7, the increase in

the numbers in technical education between 1950 and 1965 was

greater than that in general secondary education for the same

country.

In all, the trend in the number of pupils meant that the

demand for teachers was much heavier in secondary education during

these 15 years. This level, however, "consumes" more teachers

for the same number of pupils, and the teachers need a longer and

more specialized training than that generally offered to primary

teachers. The full extent of the problem raised will be made

clear by the particular factors which have influenced the supply

of teachers.
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TABLE 7

Growth in the number of pupils in technical education

at secondary level(1) from 1950 to 1965

(1950 = 100

155 1960 1965

Technical and vocational

education

Austria 176 181 178

Belgium loe 165 234

Germany(2) 137 102 113

Ireland 113 110 127

Netherlands 118 194 236

Portugal(3) - 298 438(4)

Turkey 195 232 330

Technical education

Italy 163 252 362

Yugoslavia(5) 93 243 438(3)

Vocational education

Italy 246 334 720

Yugoslavia(5) 101 127 151(3)

(1) Technical options are included in general seconday education
(Table 5); for Italy and Yugoslavia technical and vocational
education have been separated, in view of the differences
which exist in the respective teaching staffs.

(2) Including "Hohere Fachschulen; university-level higher educ-
ation in 1950 and 1955 data for the Saar are not included.

(3) Public only.

(4) 1964-65.

(5) 1952 = 100.
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CHAPTER II

TEACHER SUPPLY
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The demographic increase which affected most of the European
countries after the second World War, and which continued in many
of them, could not but cause recruitment difficulties.

First, for a purely "mechanical" reason, the expansion in
primary and secondary education generally preceded that in higher
education, and the latter could hardly immediately increase the
training rate for the graduate teachers required to meet demand.
According to country, between seven and ten years are needed before
a pupil leaving compulsory education can start teaching at second-
ary level.

Secondly, it was from small age-groups that teachers had
to be recruited for pupils belonging to a much larger one.

It must also be stressed that the teacher's social-
professional status did not appear as attractive as before in
comparison with the new careers resulting from technological,
economic and social development. The financial restraints which
have made teaching lose some of its attraction have therefore
resulted in slowing down the increase in the number of places
occupied in training colleges.

When a trend changes and the number of teachers has to be
increased, lack of flexibility may cause existing legislation to
slow down the possible expansion of the teaching staff. Some
school authorities, and often the teachers themselves, remain
influenced by the surplus that has existed in the past; in the
Netherlands, during the thirties, young primary-teacher certifi-
cate holders had difficulty in finding employment. In Austria,
at the beginning of the fifties, possible candidates abstained
either on their own initiative or on the advice of the authorities
from entering a profession where possibilities were doubtful.

Some of these difficulties might have been overcome if
forecasting and planning machinery had been set up. At the begin-
ning of the fifties, however, there was no question of this, and
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the few statistics which existed, expressed in terms of "stock",

were for purely administrative purposes and could not be used im-

mediately to consider new recruitment policy. In any case, in

view of the minimum "delayed reaction" represented by the time

required to train a teacher, it was hardly possible to bring about

an immediate adjustment between supply resulting from traditional

sources of recruitment and demand.

The number of teachers it was finally possible to make

available to education between 1950 and 1965 was the result of

either a voluntary, or a forced (when it resulted,in the eyes of

traditional legislations, in a lowering of the standard of quali-

fication) diversification of recruitment.

The recruiting conditions for newly certificated teachers

had first to be examined; the action which was undertaken to ex-

tend the sources tends to prove that the number of certificate

holders was insufficient. However, the extending of recruitment

sources (more women or lower qualified auxiliary staff) has af-

fected the rate at which staff leave the profession. Only as

this tendency ceases can the growth in the full-time teachers

actually in service be given for the key dates retained (1950,

1955, 1960, 1965).

1. Recruitment of Student Teachers and Availability

of Newly Certificated Teachers

According to the cultural and administrative traditions of

the country concerned, the number of young teacher certificate

holders entering the profession more or less depends on the con-

ditions for admission to training colleges. A legal financial

obligation may exist requiring the future 3tudent teacher to ac-

cept a post at the end of his training, or the training may be so

specialized that openings other than teaching are barely possible.

It is therefore preferable to deal separately with recruitment

for training colleges and the actual participation of certificated

teachers in teaching.
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(a) Recruitment of student teachers

Although, in special surveys(1), some countries indicated

that admission to training colleges had been slowed down as a re-

sult of a shortage of places, lack of data makes this difficult

to prove, for there is also another restriction about which in-

formation is lacking: selection criteria and, in some countries

(e.g. France), the number of teaching posts subsequently to be

covered by the budget. A more thorough study would require a

knowledge of the method of fixing the number of places in train-

ing colleges offered to new entrants. Recent data are available

concerning advanced teacher training colleges in England and-which

show that candidates with the required standard who were not able

to find a place in the training colleges were oily a very small

proportion of the candidates who were not accepted.

Table 8, first line, shows that an effort has been made in

England and Wales to admit the maximum number of qualified candi-

dates. In Sweden, a vast effort has also been made to remedy the

shortage of places in the practice teaching course for future spec-

ialized secondary school teachers. The "specialized training

centres" in secondary schools under the direction of teachers in

service - educational advisers - has made it possible to accept

more candidates than the teacher training colleges, thanks to

their flexibility.

In Sweden, many candidates for primary teacher training

colleges have been turned away because of the lack of places

rather than because of their qualifications. In view of the num-

ber of unqualified teachers, this raises a question of forecasting

and planning resources.

An examination of the growth in the numbers of all student

teachers (Table 10) gives, indirectly, an indication of the effort

made by some countries to increase the number of places available

in primary teacher training colleges.

(1) The International Bureau of Education Surveys, Shortage of

Primary Teachers and Shortage of Secondary School Teachers,
publications Nos. 255 and 301, have brought out this problem.
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TABLE 8

Oualifications of candidates who were not

able to obtain a place in Colleres of Education

in England and Wales (excludin, Postgraduate students)

1963-1964 1964-1965 1965-1966 1966-1967

Unplaced candidates as a
percentage of the total of
qualified applicants accepted
for admission 11.7 9.3 7 6

Those "acceptable" ns a
percentage of the total of
unplaced candidates 11.0 10.0 7 6

Those "nearly acceptable" as
n percentage of the total of
unplaced candidates 21.0 30.0 26 24

Those "unacceptable" as a
percentage of the total of
unplaced candidates 68.0 60.0 67 70

Total 100.0 100.0 100 100

TABLE 9

Percentage trend of candidates refused places

in the two types of training for secondary

school teachers in Sweden

College of Education Special teacher and training Centres

1953

1954

1955

1956

1957

1958

1959

1960

1961

1962

1963

1964

67

76

71

69

62

62

63

41

31

23

30

17

20

22

12

11
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TABLE 10

Growth in the total number of students in

primary teacher training colleges 1960-1965

(1950 = 100)

1955 1960 1965

Austria 100 136 254
Belgium(2) 118(3) 150(4) 204(5)
Denmark(6) 145(7) 203(8) 293(9)
France 127 192 221(5)
Germany(1) 135 277 385
Iceland 73 97 325
Irish Republic 134 176 185
Italy 180 173 286
Luxembourg 118 78 166
Netherlands 151 250 318
Portugal 116 181 119(5)
Spain 135 205 299
Turkey 97 148 303

(1) Source: Federal Bureau of Statistics.

(2)

(5)

(8)

1949-1950 = 100.

1964-1965.

1961-1962.

(3)

(6)

(9)

1954-1955.

1951-1952 =

1966-1967.

100.

(4)

(7)

1959-1960.

1956-1957.

Yugoslavia may also be quoted as an example. From 1955 to
1965, the total number of training colleges went from index 100
to 112. Whereas the index for advanced non-university training
colleges went from 100 to 229, and for university institutions
from 100 to 200, the index 100 for primary teacher training col-
leges (secondary level) fell to 83, in line with the effort to
improve the standard of teacher training. The increase in the

number of places indicated indirectly in Table 10 naturally in-

cludes the various sources from which student teachers are re-
cruited.
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- Diversifying sources of recruitment for teacher

training colleges

The heavy demand for teachers, which has to be satisfied

as rapidly as possible, has brought about a broader recruitment

basis for candidates to training colleges preparing teachers for

primary and/or lower secondary education. In most cases, this

was done by allowing candidates holding the secondary school leav-

ing certificate to take a training course in education. This

course was naturally shorter than the general education and peda-

gogics course taken by pupils entering teacher training immediate-

ly after compulsory schooling, thus making teachers available to

the schools with less delay.

Table 11 shows that some countries slowed down this type

of recruitment once the demand for teachers became more stable.

TABLE 11

Trends in the numbers of primary school student teachers taking

a short training course(1) shown as a percentage of all student

teachers(2) preparing for primary schools(3)

1950 1955 1960 1965

Continued increase

- - 10 38Austria (certificate holders)

' Denmark (certificate holders) 26 34 35 38

Netherlands (new entrants) 16 19 18 21

Turkey (certificate holders) 13 22 51 -

Recent decrease

France (certificate holders) - 28 22 18

Iceland (certificate holders) 30 29 55 '42

(1) Certificate required for admission to training college: second-
ary school leaving certificate (except in Turkey: lower
secondary school leaving certificate).

(2) The category of student teacher next in importance is general-
ly recruited at the end of lower secondary school (except in
Turkey).

(3) And at the end of lower secondary school in Denmark and
Iceland.
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- Candidates for admission to training college

The effort made to create new places or to increase the

number of posts offered during competitive recruitment examina-

tions, preceding the final stage of training, has not always been

successful. The French example may be given, for the criteria

for selecting secondary school teachers seem hardly to have changed

in spite of the structural alterations made to this level of educ-

ation. All the posts offered on admission to the regional peda-

gogic centres have not always been filled in suite of a high num-

ber of candidates in some specialisations. Thus, for literature,

the trend was as follows for 1961-1964:

Posts announced Candidates Admitted

1961 2,000

1962 2,220

1963 1,753

-1964 2,175

2,532

2,563

2,390

2,755

1,857

1,621

1,488

1,440

This is the situation for the highest competitive examina-

tion for direct admission to secondary teaching: the "aggregation".

A very thorough study appears to be necessary, therefore, of what

is required of candidates and of the standard of those who failed

in comparison with,the school's qualitative and quantitative

teacher requirements. In any case, if all the unsuccessful candi-

dates were really "unacceptable" it would be advisable to find

out why teaching attracted so many insufficiently qualified cand-

idates, and whether training and recruitment are adapted to need.

In view of the reservations which can be made concerning the quali-

fication standard of candidates for primary education, and the

delimiting of recruitment due to the insufficiency of the places

available, the number of candidates remained fairly high in some

countries, as shown by the percentage of those who were success-

ful in Table 12.

Once candidates have been accepted they must be promptly

trained so that they can be available for teaching.

(b) Output of training colleges

Output would seem to depend on the criteria used for selec-

tion upon entry and the extent to which the curriculum is tailored
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to the teaching profession, and in certain countries on whether
or not an accompanying obligation is entry into the teaching pro-
fession. Not enough information is available to describe how
these conditions inter-relate. Some distinction should however
be made between training given over a fairly long period in in-
dependent institutions to would-be primary teachers or lower-
secondary teachers as opposed to the much shorter training for
the long secondary course. In this latter instance, training is

TABLE 12

Percentage of admissions An relation to applications
for entry into primary teacher training colleges

1955 1960 1961 1962 1963 1964 1965 1966 1967

Denmark 78 79 71 67 68 73 74

France 30 36 31 29 33 33 - - -
Greece 40 52 - - - - - - -

Sweden:

two-year course

three-to-four

year course

middle-school
course 33

42

8

usually given to graduates from university education of consider-
ably varying length. In the primary teachers' colleges, generally
of secondary level, found in some Mediterranean countries, the
output seems to be small. In Italy, some 30 per cent of entrants
from 1953-1954 to 1955-1956 completed the course within the pre-
scribed time. In Spain(1), the rate for the classes graduating
in 1958, 1959 and 1960 was twice that recorded for Italy (i.e.
63 per cent), if the theoretical length of the course is consid-
ered. In Yugoslavia, the theoretical survival rate fluctuated
between 63.5 per cent (the lowest recorded rate) and 71.5 per cent

(1) tiediterregionia2raezto_aemountryarzartmapLin, Paris,1965.
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(the highest recorded rate) from 1956 and 1960. The situation

may be due to the percentage of repeaters: in Italy from 1953-1954

to 1962-1963 the average rate was 11 per cent during the first

year, 13.5 per cent during the second, 7.9 during the third and

16.3 during the fourth and final year of study.

Repeat courses may depend on yearly examinations and.final

matriculation. In Italy, the percentage of successful candidates

for the first-year examination averaged 79.5, during the second

year 79.7, the third year 88.2 (between 1949-1950 and 1959-1960),

and during the fourth and final year 78.1 (between 1949-1950 and

1962-1963). Lastly, students who drop out during the course re-

duce the numbers potentially available for teaching. In the

Netherlands the drop-out rate is some 15 per cent, while the rate

in Italy from 1953-1954 to 1959-1960 averaged 12.7 per cent the

first year, 9.1 per cent the second year, 5.4 per cent the third

year, and from 1953-1954 to 1962-1963, 8.5 per cent in the fourth

and final year. Although no figures are available, the drop-out

rate for Turkey is also thought to be high.

Generally speaking, the loss appears to be small during

the year (or two years) of teacher training for university gradu-

ates. The inappropriate character of certain selection and train-

ing criteria at the level of recruitment tests held prior to entry

into training institutions (or directly before entry into the prof-

ession may also be a factor. A case in point is Austria, where

in 1963-1964, 39 per cent of the candidates failed to pass the

secondary-teacher examination. In Portugal, too, failures are

recorded in the final teacher training examination. Part-time

training also results in considerable wastage. In the late fif-

ties, for instance, in the Netherlands 66 per cent of the students

dropped out of evening courses preparing teachers for boys' secon-

dary technical schools. These few examples have to be cosidered

in the context of the current situation concerning teacher require-

ments. On the whole, the consequences of this situation appear

less serious for primary than for secondary education.

Where selection exists for admission to independent train-

ing colleges, and is made stricter because of the college's spec-

ialized vocational syllabus and teaching staff, the pass rate

for student teachers appears to be high. In Denmark in 1966-1967,

the percentage of students for the entire course who were behind

schedule amounted to more than 2.5 per cent of total enrolment,

while in recent years the drop-out rate varied between 6 and 3 per
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cent, depending on the field of study and the sex of the student.

In the various types of teacher training in England and Wales,

the pass rate between 1955-1956 and 1965-1966 was never under

95.4 per cent for boys and 96.8 per cent for girls. In Portugal,

from 1950-1951 to 1959-1960 the rate was at no time less than

92.8 per cent. Whether or not the output is high, assignment to

a teaching post is governed by the rules of each country.

In some countries, the teacher's certificate, which may

also be validated by a designated agency, allows the young gradu-

ate to apply for a vacancy. In other countries, with a more cen-

tralized system, the number of available posts corresponds to that

of students already selected on entering the training college, or

posts may be assigned only after a recruitment examination uncon-

nected with the award of a teacher's certificate. Thus in Spain,

there were 19,272 candidates for 7,000 primary teachers' posts in

1962(1). This latter obstacle may also be a cause of failure and,

in periods of shortage, itself prove a factor which speeds the

process by discouraging prospective teachers or by increasing the

number of uncertificated teachers which tends to push up leaving

rates. As indicated above in connection with admission tests for

certain types of training, some ambiguity persists as to the relat-

ionship during periods of shortage between numbers of candidates,

numbers of posts and numbers accepted. Thus from 1961 to 1964 in

France, the number of successful candidates for the nagregation"

in relation to posts available rose from 60 to 66.2 to 70 per cent

in arts and from 41 to 45.37 to 57 per cent in science. There

were twice as many candidates as science posts, and more than

three times as many as arts posts, but the improvements noted are

rather artificial as they were primarily due to the smaller number

of available posts. To mention only primary education, in 1965

the growth in the number of graduates from primary teacher colleges

was higher than that of enrolments in primary schools (Table 13),

except perhaps in Portugal - following this country's efforts in

1960 or thereabouts. This is but an indication, however, since

the number of new graduate teachers actually available will depend

on whether or not they decide to enter the teaching profession.

(1) Source: The Shortage of Primary Teachers, International Bureau
TrEncation, Publication No. 255.
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TABLE 13

Compared growth of pupil enrolments in primary

education and graduate primary teachers 1950-1965

(1(150 = 100)

1955 1960 1965

Austria pupils 89 87 93
graduate teachers 70 96 179

Belgium pupils 112(3) 118(4) 122(5)

graduate teachers(2) 131(3) 178(4) 255(5) .

Denmark pupils (6) 120(7) 124(8) 125M
graduate teachers(6) 135(7) 204(8) .,02 9

France pupils 123(3) 147(4) 148(5)

graduate teachers 132 208 224(10)

Cermany(1) pupils . 75 79 86

graduate teachers 101 104 120

Iceland pupils 126 154 168

graduate teachers 76 96 183

Ireland pupils 108 108 112

graduate teachers 109 126 156

Italy pupils 97 93 92(5)

graduate teachers 124 141 152(5)

itzLzIa pupils 131 140 131

graduate teachers 108 158 258

Portugal pupils 131 140 141(9
graduate teachers 107 172 115(5

Spain pupils 103 121 (4) 125

graduate teachers 131 213 250

Turkey pupils 123 177 -

graduate teachers 147
s1

217 -

(1) Source: Federal Bureau
States".

(2 1949-1950 = 100.

(3 1954-1955.
(4 1959-1960.
(5) 1964-1965 (Source: Educational Statistics Yearbook,

Belgium 1965-1966).

(6) 1951 = 100.
(7) 1956.
(8) 1961.
(9) 1966.

(10) 1963.

i/of Statistic; e) c uding "Town-
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(c) Entry rates of new graduate teachers into the

profession

There are few countries where acceptance for teacher train-

ing compels the candidate to enter the profession, and in most

cases graduates can accept or reject posts as they see fit. The

higher the rate for women in certain types of training college

the lower the immediate entry rate of young graduates into teach-

ing. In the Netherlands, 10 per cent of graduates never ent."

pre-primary or primary education upon completing their course.

In England and Wales 16.4 of women and 4 per cent of men are lost

to education during the year which follows their graduation from

teacher training college. In Greece, in primary education, re-

fusals of posts grew from 4 per cent in 1955 to 17 per cent in

1963; although the share of women in the percentage of refusals

is decreasing, it is still higher than that for men (87 per cent

in 1955, 80 per cent in 1960 and 59 per cent in 1965). In second-

ary education refusals are still higher, and from 1960 to 1965

reached 27 per cent of all posts offered.

In addition to the high rate for women, alternative employ-

ment opportunities are significant. The specialized knowledge of

secondary teachers may allow them definitely to enter some other

profession. Thus in the United States entry rates of new gradu-

ate teachers are higher in primary than in secondary education,

and in the latter vary according to subject.

When considering the teacher demand to be met, certain in-

dicators may show the inadequacy of the new graduate supply.

First, the ratio of newly employed teachers in specific subjects

to newly trained teachers of these subjects can be calculated.

Table 15 showing the situation in the United States in 1960 or

thereabouts indicates that the four subjects where the ratio of

newly engaged teachers to young graduates is greater than 1 (i.ev-*

where new graduates did not suffice in filling vacant posts) in-

clude the three leading science subjects.

The inadequacy of the potential supply of mathematics

teachers in the United States is confirmed if the proportion of

teachers trained in this subject is compared to that in the teach-

ing body. Thus in 1955-1956 some 13 per cent of secondary teachers

taught mathematics. Between 1948 and 1960, the proportion of

student-teachers majoring in mathematics in all student-teachers
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TABLE 14

Percentage of teachers with standard teaching certificates

teaching in their year of graduation in the United States

1955, 1960, 1965

1955 1960 1965

Public primary and secondary schools 71.3 73.6 72.7

Public primary schools 81.6 82.2 81.2

Public secondary schools 62.9 68.1 66.0

English 69.4 73.5 70.1

Mathematics 67.3 74.2 73.6

Natural and physical science 56.4 67.5 67.0

Commerce 56.5 60.7 60.9

Home ecoliomics 65.7 65.5 63.8

Industrial arts 61.1 68.6 73.3

Agriculture 44.6 47.5 55.9

Physical education (women) 78.1 79.6 79.0

Foreign languages 60.0 69.6 67.8

Music 68.8 74.2 69.3

Art 65.9 70.5 64.6

Social studies 58.5 64.9 58.1

Physical education (men) 54.7 64.3 67.5

Source: Notes on Problems related to the Educnt l
J. Froomkin and H. Henn gan, United StatglitsijUi
Education (mimeographed document).

was only 5.3 per cent in 1950, 4.3 per cent in 1955, 7.3 per cent

in 1 60 and 7.9 per cent in 1965(1).

F nally, when annual flows into the profession can be

broken d liTrIp attempt may be made to discover the ratio of new

graduates to All entrants. Table 16, which covers three countries,

shows that otg$er sources of recruitment have been tapped in order

to complete tI1e supply, which varies considerably According to the

type of estab ashment, consisting of new graduates;

I

(1) Source: For 1950, see the source under Table 15. For other

years see tle sourc der Table 14.
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TABLE 15

Overall ratios of numbers newly employed to teach particular

subjects to new teachers prepared to teach those subjects

in the United States 1959-1960 and 1960-1961

1959 -1960 1960-1961

Mathematics 1.5 1.4

English 1.3 1.4

Physics 1.1 1.3

Chemistry 1.2 0.9

Physical education (women) 0.8 0.9

Home economics 0.7 0.7
Biology 0.6 0.7

Industrial arts 0.6 0.6

Social studies 0.6 0.7

Physical education (men) 0.4 0.3

Source: Teacher Shortages and Salary Schedules, J.A. Kershaw and
A.N% McKean, The Rand Corporation, February,1962.

2. Broadening the Basis of Recruitment

Various policies have been adopted to attract, retain or

re-employ the certificated teachers required. In some countries,

a special effort has been made to recruit women teachers and also

specialists initially employed outside education. The actual

position held in the profession by such women and specialized

teachers should therefore be examined. This extending of recruit-

ment sources, the basic conditions and methods of which are dis-

cussedin Part II, has been achieved only as the result of a

series of special measures. Two of these - the use of part-time

and non-permanent posts - can be dealt with separately and an at-

tempt made to determine their extent by means of the quantitative

data available.

(a) Position of women teachers

In view of present-day conditions, the use of women to

make up the shortage - which in the United States during the

ci
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depression era resulted in the, dismissal of married women from

schools - does not seem likely.to recur in the immediate future.

In the first place, most countries find it difficult to recruit

teachers and, in the second, it is mainly the teaching profession

which offers the best working conditions (flexibility in service

obligations) for women graduates.

A comparison of Tables 17 and 18 showing the percentage of

women in the teaching profession, in primary and secondary educa-

tion respectively, indicates that, unlike all'other countries,

Turkey has a lower percentage of women teachers in primary than

in secondary education. This situation may be ascribed to social

and educational conditions in many rural schools.

The levels and types of education to which one can be ad-

mitted by examination after an initial (generally primary) train-

ing, and which represent opportunities for promotion, also appear

to be less favourable for women teachers. The proportion of women

teachers in intermediate education (Realschulen) in Germany thus

dropped from 46 to 45 per cent from 1962 to 1965, while in the

Netherlands that of women teachers in the modern secondary short

,course is reported to have fallen from 23 per cent in 1950 to

20 per cent in 1965.

The expansion of the school system, in particular the fa-

cilities offered to girls in both secondary and higher education,

naturally has a direct influence on the possibilities of recruit-

, ing women.

Lastly, some legislative bodies, whether for pedagogical

reasons or to keep alive a certain notion of the profession, try

to maintain a minimum flow of men teachers. Although this did

not prevent the ratio of women teachers from increasing between

1950 and 1965, this change varies according to level and the pro-

portion already attained at the beginning of the period.

Primary Education

In public primary education or sometimes public and private

together (Table 17), of the 22 countries considered, the percentage

of women teachers increased in 17. In absolute terms at least a
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TABLE 17,

Trends in percentages of full -time women teachers in primary education

(public or public and private) in OECD Member countries

(1950. 1955. 1960. 1965)

1950 1955 1960 1965

Increase greater than
two points

Germany(1) (public + private) 38 39 45 52

Austria (public + private) 54(2) 54 55 57

Denmark(3) (public) 41 43 46 50

(private) 49 47 50 51

France (public) 62 - 63(4) 66(5)

(private) - - - 85

Ireland (public) 67(6) 69 69 70

Northern Ireland (public) * 69 70 73 74

Iceland (public) 27 - 35 41

Norway(7) (public) 44 4b 54

Netherlands (public + private) 46 47 52 52

Sweden(8) (public) 66 64 - 74(9)

Switzerland (public) 40(10) 42(11) 43(12)

Slight Increase
(leas than two points)

England and Wales (public) 74 73 75 75

(private) 50 52' 66 64

Scotland(13) (public) 84 84 84 86

Spain (public + private) 60 61 58(4) 61

Italy (public) 71 71 73 73(9)

(private) 89 90 90 92(9)

Portugal (public) 85 86 87 87(9)

(private) - - - 88(9)

Yugoslavia (public) 57(14) 57(14) 58(14) 59(5)

No Change

Turkey(15) (public) 26 27 24 26

(private) - 79 79 81

Slight Decrease
(less than two points)

Japan (public + private) 49 46 45 48

Luxembourg (public) 50 51 50 49

Decrease greater than two points

United-States (public) 91(16) 87 86(4) 85(17)

(private) 93(16) - 94(4) 94(17)

Greece (public) 54(10)(14) 49(14) 45 45(18)

(private) - - 61 66(18)

(1) Gjund and Hauptachulen (9)

(excluding the City-States). (10)

(2) 1952. (11)

(3) Primary and lot (general) (12)
cycle of secondary education.

(4) 1959/60.
(13)

(5) 1962/1963.
(14)

(6) Not including excess teachers (usually women).

(7) Including continuation schools.

(8) Source: for 1950 and 1955: ungsco Statistical, (16)
Yearbook, 1968: including secondary (17)
classes and special classes attached
to primary schools. (18)
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2 per cent increase was shown for six countries and a larger one

for the other eleven(1).

By the end of the period, of the nine countries where the

proportion of women teachers' was below 50 per cent, only three

remained below this figure. *To these countries must be added two

(Greece and Luxembourg) which have fallen back to below the 50 per

cent mark. Thus five countries, including Canada and the United

States, showed a percentage fall; in the United States the initial

proportion was extremely high (91 per cent). In none of these

countries has the actual number of women teachers decreased, but

in all, they have simply grown more slowly than those for men.'

The gains.noted.in the majority of cases must not conceal the

various-national trends (made stronger by the varying degrees of

difficulty. in recruitment), which show a fairly wide percentage

range of women teachers at-the end of the period (from 26 per cent

in Turkey to 87 per cent in Portugal).

Secondary Education

The percentage of women on the teaching staff in general

secondary education is invariably lower (with one exception

Turkey mentioned above) than in primary education, and this re

flects the stage of development or democratisation reached by

educational systems (number of girls in "long secondary"(2) and

higher education for example) and the length of teacher training

(in relation to that required for other professions open to women).

Whenever possible, the percentages in Table 18 have been shown for

level and type of establishment. Divergent trends will thus be

noted in the same country as between long or upper secondary edu

cation and short or lower secondary education (Turkey, Switzerland,

Germany, Northern Ireland). The information at present available

does not indicate the factor(s) responsible for such a trend (de

mocratization of admission to various types of school, geograpLic

dispersion, variety of options offered, low rate of young women

(1) In relative terms the gains recorded for women are even more
significant. Thus over a period of 15 years Iceland (rising
from 27 to 41 per cent) marked a gain of 51.8 per cent, while
Portugal, which reached a rate of 87 per cent in 1964 (as
against 85 per cent in 1950) hence shows but a 2.3 per cent
gain.

(2) "Long secondary" indicates those types of secondary education
from which pupils are most likely to go on to university e.g.
the English grammar schools.
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TADLE 18

Trends in percentages or full-time women teachers in general secondary

education (public or public and private) in OECD Member countries(1)

(1950, 1955, 1960. 1965)

Increase

secondary-pubtic)(3)

(public)
private)
public)
private)

secondary-public)

(public + private)(9)

(public)

(private)

Wales modern and other pu4lic)
other private)
grammar schools putlic)

1grammar schools private)

and grant-aided)

cycle public) (11)

according to tvroes ofeducation

1950 1955 1960 1965

31(2)

30

35

47

-

-

50
Sb
45
48

15

19

20

43

-

56

61

45

46
57

45

51

44
31

24
-
-

44
49

12 2
16 2

-
-
41
-

30

38

38

49(4)

30

36

60
59
48
58 .

17

18

24

50

51

-

45
Sb
45
55

44

50

43
32

23
18
15

41
47

12
12 15
16 15

41

47
-

34

43

39

53(5)

31

39

61
62

50
58

20

31

24

56

51

47

57

45
58
42
52

45

46(12)

43
32

22
18
13

45
47

1615
15 16

30
54
44
42

37

-

-
52(6)

37(7)

41(7)

60 6
55 6
57 6

20

25

22(6)

60(6)

51

46(10)

54(10)

. 41
54
40
49

42

46(13)

45
31

25
18
11

48
46

33
56
44
47

Austria (public)

Spain (public)

(private)

Fance (long

Greece (public)

(private)

Itly
1st cycle
1st cycle
2nd cycle
2nd cycle

Luxembourg (long

Norway (public)(8)

Motherlands

Portugal (public)

No change

Ireland

De

United States

United Kingdom:

England and

Scotland (public

Yugoslavia (end

Difrerent trends

Germany (public

Realschulen
Gymnasia

Japan (public

let cyCle
2nd cycle tall-time
2nd cycle part-time

United Kingdom

Intermediate
Grammar schools

Switzerland

ry SchoolsSecondary
Intermediate

Upper Intermediate

Turkey

lst cycle
1st cycle
2nd cycle
2nd cycle

+ private)(14)

+ private)

and Northern Ireland (public)

Education

(public)

private)
private)
public)
privets)

(1) By way of complementary information, the following are the percentages registered for the
countries not included in the table: Bel lum (State) : 39 (1964/65), private 43;

/

Denmark (2nd cycle public) : 28 (1966/67 ; France (short public education) : 51 (1961/62);
Luxembourg (intermediate public education : 21 (1966/67); Portugal (private) : 48
(1964/65); Sweden (public) : 39 (1964/65 .

(2) 1951/52. 131 Long general secondary until 1960; then general secondary and long technical.
(4) 1954/55. 5 1959/60, 46) 1964/65. (7) 1963. (8) Traditional secondary until 1960;

(9) Sourc : 0 tical Year . 1968. (10) 1963/64.
1965 - includes u per section of comprehensive schools and folk high schools.

(11) sia, tra n cog eges. art co eges; Source : 1950: $tstistiyal Yearbook, 1958;
R , 1965; AIfttistical Yearbook. (1 . (13) 1962, 14 Source : Federal

bureau of Statistics; excluding the City-States. (15) 1950/57. (16) 1901/02.
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graduates working in education, or high leaving rate, recruitment
representing promotion and affecting men in particular, etc.).

In 15 out of 28 cases considered (the trend covering at

least ten years for whatever type of education was considered),
the percentage of women teachers in secondary education is noted
to have increased. The rate of increase varies; in absolute terms

it ranges from 1 per cent in Japan to 17 per cent in Portugal.

Calculated in relative terms, this increase in resources would be

especially significant for countries where the percentage of women

teachers was small (Luxembourg, Morway) or fairly small (Spain,
Austria). Except for part-time teaching in upper secondary educa-

tion in Japan, no fall in absolute numbers is recorded for any of
the years considered. It is again in Japan in part-time upper

secondary education that the percentage of teachers remains un-
changed as it also does in Ireland. To a greater extent than in
primary education, falls of from 1 to 10 per cent exist.(in ten
cases). Of these ten cases, seven consist of countries where

initially over 40 per cent of teachers were women, and in only

one case (Turkey, lower secondary) has the slower growth rate for

women teachers compared with men caused the percentage of women
to fall below 40 per cent.

In secondary technical education (Table 19), the recruit-
ment of women teachers depends far more clotely on the break-down
by sex of.pupils in the various schools (Austria is an example).
The growth and diversification of technical education over the
past 15 years has nevertheless resulted in a higher percentage of

women teachers, except in Turkey and in the "further education"

establishments of the United Kingdom. But these latter schools,

in which many pupils are over 18, are far too unusual for any con-
clusion to be drawn from purely quantitative data.

The figures indicating these trends apply only to full-time
posts. In some countries (such as the United Kingdom) the per-
centage of part-time posts held by women, whose number is increas-
ing fairly rapidly, may somewhat offset the decrea'sing)rate for
women, particularly in secondary education. But the poverty of

)

the data available (conversion to full time by sex) does not allow

us to go any further than the general information appearing under

(b) below concerning part-time posts.

Moreover, the trend in women-teacher rates may be due to

different recruitment sources. Whereas in England and Wales

1 ;(31.
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46.

TABLE 19

Trends in percentages of women teachers(1) in technical secondary

education in OECD Member countries

(1950, 1955, 1960, 1965)

Germany(2)

Part-time vocational (Berufachule)
Full-time vocational (Berufsfachschule)
Technical (Fochschule)

Austria (public and private)(3)

Technical and vocational
Business
Domestic science

Belgium (private)

Spain (public)

Technical baccalaurdat
Business schools

France (public)

Long technical secondary
Short technical secondary

Greece (public private)

Technical
Vocational

Italy(9)

Long technical (public)
Long technical (private)
Short technical (public)
Short technical private)(

Luxembourg (public)

Short technical secondary
Netherlands (public and private)

Portugal

Public
Private

United Kingdom(13)

England and Wales
Technical secondary (public)
Technical secondary (private)
Further education

Scotland (further education)

Northern Ireland (further education)

Switzerland (business schools)

Turkey (public private)

Yugoslavia: total

Secondary technical
Skilled workers
Other vocational schools

1950 1955 1960 1965

37
59
-

4(4
40(4
91(4

-

-
8

-

-

39
41
40
31

-
33(11)

27
-

30
44
-

-

37

14(4)

35

36
57

4
42
94

20
22

-

3(7)

43
45
42
42

-
34(7)

-

31
34
15

19

35

21(14)

35

33
5b
44

6
46
92

-

39
21

37(5)
38(5)

3
-

44
43
38
53

-
334(12)

40

30
35
14

16

29

19(15)

30

20 16
40 16

30
55
46

6
47
91

53(6)

-
-

37(6)
37(6)

6 8
34i8

46 6
41 6

642
59 6

10(10)
-

45(6)
30(6)

31
27
15

17

33

-

-

35(8)

(1) The data available rarely distinguish between full-time end part-time teachers; when full-
tine teaching can be identified this is indicated by a note.

(2) Source: Federal Bureau of Statistics; full-time teachers only.

(3) Full-time teachers only.

(4) 1951/1952.

(5) 1959/1960.

(6) 1964/1965.

(7) 1957.

(8) 1963.

(9) Not including practical instructors.

(10) 1966/1957.

(11) 1952.

(12) 1962.

(13) Full-time teachers only.

(14) 195b/1957.

(15) 1961/1962.

(16) 1958, &Naga: MRP Country Reports. Yugoslavia Table 46.
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TABLE 20

Percentage of women(1) among those returning

to teaching in Germany. England and Wales

1961-1962 1962-1963 1963-1964 1964-1965 1965-1966

Germany

Primary 3 .3

Realschulen 11.1

Gymnasia 44.0

Vocational

schools 74.0

England and

Wales

Maintained

primary and

secondary 82 82 82 82.

(1) In the Netherlands, lomen returning to teaching cannot be dis-
tinguished separately as they are classified under the general
heading of "Household Duties", and men who may return are not
included in the available statistics.

married women have returned to teaching in recent years, in Austria

and Germany the increased percentage of women must be ascribed to

an increase in the number of certificated teachers entering teach-

ing immediately on graduation (Table 20). For general (primary

and secondary) education as a whole, in Germany the increase for

women was 2.7 times higher than that for men between 1950 and 1965.

And in primary education during the most recent period the greater

number of teachers is due solely to women, since the number of

full-time men teachers remained stationary from 1961 to 1965.

An indirect reflection of the trend followed in secondary

and higher education can be seen in the rates for women, broken

down by subject in Table 21, showing that, except in two

(Luxembourg and Belgium in 1965) of the ten cases recorded, fewer

women are teaching science subjects than arts and/or special sub-

jects.
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Finally, in.Tables 17 and 18 an attempt has been made to

indicate the rates in private schools for certain countries. In

general (primary and secondary) education, in three-fourths of

the cases noted (20) at the end of the period, the rates for women

are higher than in public education. A thorough study of the role

and nature of denominational schools in private education, of the

sometimes different objectives of private education at primary

and secondary level, of the urban concentration of such instruc-

tion (Greece, Turkey), and of the more flexible methods of teacher

recruitment might well help to explain this situation. Such sur-

veys would perhaps show the reason for the several divergent

trends in female teaching rates, between 1960 and 1965, in private

and public education at primary level (Greece, Turkey, United

States) and at lower secondary level in Italy. The higher rate

for women teachers in private education should naturally be con-

sidered in relation to the percentage of all teachers in private.

education. The figures in the table show this to vary consider-

ably, yet the private sector, allowing for different recruitment

conditions, seems to have relied more than the public sector on a

largely female teaching body.

(b) Use of experts previously employed outside education

A quantitative assessment of this contribution from outside

sources has seldom been attempted. The proportion of such teachers

is particularly high in science and technical subjects, due to re-

cruitment difficulties during the past ten years. In secondary

technical education, it is moreover customary to call on experts

who have already had outside professional experience. The per-

centuge of teachers from other sectors is hard to evalunte because

many have contracts on an hourly basis, and are thus equivalent

to part-time. Subject to such reservations, in France yearly con-

tracts of this type for science subjects covered some 2 per cent

of secondary teachers during 1957-1958 and 3 per cent in 1959 -1960.

In Sweden the percentage of such teachers may be assessed by an

indirect method. In 1963, graduates - other than those from the

faculties of arts and science (and theology) - and technical gym-

nasia certificate holders, accounted for some 3 per cent of all

teachers engaged on an auxiliary or hourly basis.

Table 22 showing the source of teachers, indicates the

importance of outside sources of recruitment in technical educa-

tion.
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TABLE 21

Percentvee of full-time women teachers in general secondary

education, by main subJects

Sciences Arts Others

1950 1955 1960 1965 1950 1955 1960 1965 1950 1955 1960 1965

Germany (long
general xecondary)

(1)

England + Walez(8).

Austria(4) (long
general secondary)

Belgium(6) (long
general secondary)

France (Ions
general secondar6)

Greece (long
general secondary)

Luxembourg (long
general secondary)

Portugal (long
general secondary)

Sweden(10)

Switzerland,
Gymnasia

Teacher training

-

43

10

-

3

21(11)

-

-

46(8)

11

15

-

3

21(11)

25

-

-

-

50(9)

-

14

52

-

5

22(11)

.

.29(3)

22(5)

42(5)

51(5)

16

21

50(4)

29(5)

-

-

-

-

-

46

-

15

-

-

7

32

-

-

49(8)

39

15

-

-

6

29

-

-

-

53(9)

-

20

45

-

9

32

-

39(3)

3e(5)

41(5)

59(5)

52

20

46(4)

47(5)

-

-

-

-

-

62

-

15

64

-

-

-

-

-

-

55(8)

33

25

53

-

-

-

63(9)

-

2b

60

-

-

-

37(3)

33(5)

36(5)'

49(5)

31

19

66(4)

42(5)

-

-

(1) Source. J. Hillig, Lehrerbestand and Lehrernschwucha der Gvmnaaien Dias -Kaln, 1964 (p. 268).

(2) University graduates teaching only in various secondary schools.

(3) March 1963.

(4) Public and private.

(5) 1964.

(6) State education.

(7) Including technical lyedeo for 1964-1965.

(8) 1954-1955.

(9) 1959-1960.

(10) University graduates (hence not including
intermediate teachers of tho comprehensive school

receiving further training) in secondary education (except vocational schools).

(11) Business and science.
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Since qualification standards are much more rigid in general

education, when retired staff is called upon, for example, some

of the teachers so recruited may be considered as unqualified.

Thus in the Netherlands, among the 14 per cent from public and

private sectors who were recruited for the long general secondary

course in 1959, 63 per cent were deemed uncertificated.

(c) Growth in the number of part-time posts

It is difficult to assess the exact share of teaching com-

pleted by part-time teachers, owing to the impracticability of

converting the number of their teaching hours into full-time equi-

valents, since most countries do not have such data. A very rough

approximation of the educational resovre3s thus made available can

however be made by calculating the ratio of part-time teachers to

all teachers (both full and part-time), that is,ln "physical"
terms.

Employment policy in primary education varies from county

to country, but (in physical terms) part-time teachers are few

(for example in Japan less than 1 per cent of the tol-al establish-

ment from 1950 to 1965).

Higher percentages are noted in countries which combine

primary and lower secondary teachers. In Denmark, in 1966-1967,

part-time staff accounted for 4 per cent of the total; in

Yugoslavia for 2 per cent in 1959; and in Norway (primary and

continuation schools) for 12 co 13 per cent in 1955 and 1960.

This situation can primarily be attributed to the importance of

single-subject teaching in lower secondary education. Table 28
(Yugoslavia), which makes no distinction between overtime worked

by full-time teachers and the hours worked by part-time teachers,

shows the proportion of overtime ',for both types) to be only

20 per cent for genera]. schooling (first four years) whereas it

ranges between 19 and 41 per cent for single subjects taught mainly

during the upper four years of single schools covering both levels.

It is in England and Wales, where the full-time equivalent

for part-time teachers has been calculated that the policy o± re-
cruiting part-time staff seems to have produced results. In pri-

mary education the actual proportion went from 0.6 per cent in

1955 to 1.8 per cent in 1960, to 4.1 per cent in 1964 and 4.9 per
cent in 1965.

Fr)
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In maintained general secondary education, England and

Wales is again the area where the actual percentages can be

measured: 2.1 per cent in 1955; 3.6 per cent in 1960; 6.1 per

cent in 1965 (7, 5 and 5 per cent respectively in the technical

departments of this level). In 1965 the full-time equivalent for

part-time teaching in Northern Ireland amounted to 2 per cent.

In other countries where earlier statistics are available

in "physical" terms only (Table 23), there is relative stability

in the proportion of part-time teachers round about the average

percentage, which varies considerably according to the country

(from 5-10 per cent to 25-30 per cent of the total teaching body).

The high figure for Luxembourg may be attributed to the introduc-

tion of intermediate education, with staff seconded part-time from

other sectors of education; the importance of technical subjects

in upper secondary education would explain their greater import-

ance in Japan.
!

In technical and vocational education it is usual to call

on a large number of experts who are engaged -in other professions.

A comparison of Tables 23 and 24 suggests that more use (in phy-

sical terms) is made of part-time staff in technical and vocational

training. An extreme case is Greece, where almost all such staff

consists of part-time teachers. A high percentage of part-time

staff may mean that it is difficult to recruit full-time teachers.

Moreover, the paucity of information makes it impossible to deter-

mine their qualifications; for example, in technical education in

Greece it is proposed to replace part-time staff by full-time

teachers in the years to come.

Even where part-time duties have not been institutionalized,

the number of teaching hours indicates that some teachers are used

only part time. Thus, in Portugal, if the actual timetable of

teachers is compared with the legal minimum required, it will be

seen that in 1961-1962, 41 per cent of State secondary teachers

in classical education, 33 per cent in technical education and

62 per cent in agricultural education might be regarded as part-

time teachers. This raises the question of the real extent of

teacher utilization and the more general one of the output and

efficiency of the educational system.

Generally speaking, the private sector has made far greater

use of part-time teachers than the public sector. As evidence may

be adduced the full-time equivalent figures available for England

and Wales and for Greece (see Table 25).
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TABLE 23

Fart-time teachers (in "titmice]." terms) as percentage of total

staff in public general secondary education (except Japan: public

and private education including technical education at upper

aecondart level)

1950 1955 1960 1965

MF F MF F MF F MF F

Germany
real" school

Gymnasium '78

Belgium - - - - - 8(2) 10(2)

Denmark
(gymnasia) - - - - - - 8(3) 16(3)

Ireland - - - - 26. 32 28 35

Japan:

Lower secondary 5 6 5 7 5 8 4 7

Upper secondary
full-time

- - 11 16 12 18 12 18

Upper secondary
part-time - - 26 29 25 35 23 34

Luxembourg:

(long course) - - - - - - 16 21

(short course) - - - - - - 80(4) 81(4)

2lorway(5) 28 - 27 - 34 29

Northern Ireland
(United Eingdom) 15 21 13 18 9 13 - -

Yugoslavia(6) - - - - 113(7) - 23(8) -

(1) 1966. Source: Stftndige gonferenz der Kultusmlnister. Dok. No. 30.

(2) 1964-1965. Fate schools.

(3) 1966-1967.

(4) 1966-1967. initial year of this type of education.

(5) Until 1960-1961: traditional secondary; 1961-1966: traditional secondary.
grades 7 to 9 of comprehensive schools end folk high schools.

(6) Gymnasia, necondrry teachers' colleges and art schools.

(7) 1959.

(8) 1962-1963.

114



TABLE 24

The proportion o_f_part-time teachers (in "Physical" terms) of total staff in State

technical secondary education (except in the United Kingdom. where post- secondary

education is included)

Percentages

1950 1955 1960 1965

M.z F MF F MF F MF F

Germany

Part-time teachers
(Berufschule)

- - - - - - 12(1)

Full -time teachers
(Berufsfachschule)

- - - - - - 18(1)

Technical (Fachschule) - - - - - - 19(1)

Austria (as a whole) (2) 21(3) 24(3) 19 22 20 20 22 18

Technical and vocational
subjects 9(3) 18(3) 8 16 10 18 13 22

Business subjects 26(3) 23(3) 28 23 31 26 ';..' 29

Domestic science 32(3) 25(3) 28 21 25. 17 23 14

Ireland 48 - 46 - 49 - 49 -

Luxembourg: long technical
course

short technical
course

-

-

-

-

-

-

-

-

-

-

-

-

31(4)

25(4)

-

40(4)

United Kingdom: England and
Weles(5) - - - - - - 67 76

Northern
Ireland(6) 56 46 59 55 62 64 68 69

Yugoslavia - - - - - - 30(7) 16(7)

(1) 1966, Source: Sul:I.:lige Konferenz der Kultunminister. Dok. No. 30.

(2) Public and private.

(3) 1951.

(4) 1966-1967.

(5) Grant aided establishments for further education.

(6) Institutions for further education.

(7) 1962-1963.
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During 1965, in England and Wales, part-time teachers re-

presented only 6 per cent of the total teaching body in State

general secondary education. In Greece very few part-time teachers

are found in public education at this level (5.6 per cent in "phy-

sical" terms).

In general education women have mainly been recruited for

part-time teaching posts.

TABLE 25

Proportion of part-time teachers, expressed as a full-time

equivalent. in the total teaching body in private general

secondary education (England and Wales and Greece)

Percentages

1955 1960 11 1963

I MF F

1965

MFMF MF

England and Wales 7 7 - - 11

Greece 49 46

Science 61 54

Arts 42 42

Religious instruction 36 32

Other subjects 73 64

Table 26 shows that, in four of the eight countries con-

sidered the proportion of women is above 50per cent and in two

others above 40 per cent,(in primary and lower secondary education

in Japan). Yet, as a general rule, the ratio of full-time women

teachers is usually smaller in secondary than in primary education.

The relatively small percentage noted for Japan may be due to the

extensive teaching of certain technical and gtocational subjects.

Where separate data for technical secondary education are avail-

able, the proportion of women teachers in relation to the entire

part-time teaching body is smaller. But, as shown by Table 27,

in Austria, the proportion varies according to the type of tech-

nical education considered. The highest percentages of part-time

women teachers will thus be found in business and home-economics

courses. An indirect indication of how successfully part-time

teaching has been promoted in England and Wales is the large
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TABLE 26

Percentage of women teachers in relation to the total

part-time teaching body in general education

lermany(1)

(primary)

(general secondary)

(gymnasium)

(general secondary)

1950 1955 1960 1965

37

24

35

28

35

27

38

29

("real" school) 44 42 40 35

Belgium

(general secondary) - - - 45(2)

Denmark

(general secondary -
gymnasia) - - - 55(3)

Ireland

(general secondary) - - 67 70

Japan

(primary) 23 50 54 46

(lower secondary)

(upper secondary
full-time)(4)

(upper secondary
part-time)(4)

28

-

35

31

17

37

30

21

42

27

19

Luxembslurg

(long general secondary - - - 28

(short general secondary) - - - 30(3)

United Kingdom:

England and Wales
(primary and general
secondary) - - - 87(5)

Northern Ireland
(general secondary) 73 67 67 -

Yugoslavia

(general secondary)(6) - - 21(7)

(1) Sourct: Federal Bureau of Statistics: excluding Town-States.

(2) 1964-1965.

(3) 1966-1967.

(4) This level includes technical and vocational subjects.

(5) 1963.

(6) Gymnasia. training colleges and art schools.

(7) 1962-1963.

117

112



number of married women employed on such a basis. In 1963, married'

women thus accounted for 90 per cent of part-time staff. From a

more neral standpoint the growing use of contracts stipulating

hourly fees has promoted part-time work. Thus in Sweden, during

1963, in general and technical secondary education women accounted

for 43 per cent of staff paid on an hourly basis whereas the total

proportion of women in this type of education was only 37 per cent.

Limits and significance of the growth in the proportion of

part-time teaching

The growth in part-time teaching does not always mean that

the educational authorities have found a new way of correcting

shortages of qualified staff. For general subjects (primary and

secondary education), the large-scale use of part-time teachers,

whose qualifications are not always known, may simply indicate

that certificated staff is not available for full-time posts.

TABLE 27

Percentage of part-time women teachers in relation

to total part-time teachers in technical education

Countries 1950 1955 1960 1965

Austria (as a whole) 49(1) 45 40 33

Technical subjects 9(1) 9 11 11

Business subjects 35(1) 33 38 33

Home economics 67(1) 67 59 51

Luxembourg - - - 19(2)

United Kingdom(3)

England and Wales - - - 24

Northern Ireland 25 30 32 35

Yugoslavia - - - 16(4)

(1) 1951.

(2) Short technical (1966-1967).

(3) Further education.

(4) 1962-63.
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TABLE 28

I

Percentage of teaching hours in the form of overtime. broken down

by subJect and establishment. worked by part-time teachers in

Yugoslavia in 1962-1963

Subjects
Elemen-
tory
schools

Gymnasia
Techni-

col
schools

Agricul-
tural

veteri-
nary

schools

Economic.
adminia-
trative
and se-
creta-
rial
schools

Medical
schools

Teacher
training

Art
schools

Schools
for

skilled
workers

Combined subject
teaching 19.8 - - - - - - - -

Mother tongue 30.2 17.4 19.8 18.3 19.0 15.9 22.4 9.7 18.1

Foreign languages 37.2 23.5 24.8 19.3 25.8 21.0 29.3 1o.2 -

(a) Russian 41.2 25.8 ... 12.9 32.7 17.3 32.9 30.0 -

(b) English 30.6 23.4 ... 25.6 28.8 18.7 17.3 17.3 -

(c) French 37.2 22.8 ... 16.7 20.1 25.4 2b.1 13.9 -

(d) German 37.5 24.6 ... 16.8 28.1 23.1 15.5 8.7 -

Mathematics 37.0 29.4 29.1 28.6 30.0 11.1 30.1 10.3 22.0

Physics 39.5 27.7 29.0 29.5 - 20.4 28.1 0.0 28.4

Chemistry 33.7 19.7 23.4 18.9 - 14.9 21.2 0.0 14.7

History 28.2 16.4 18.4 7.5 19.3 19.3 18.5 1.4 ic.,....

Geography 25.3 17.6 22.1 14.0 21.3 10.0 16.9 10.5 -

Biology 32.2 15.0 - 11.1 - 16.1 19.9 - -

Arts 27.7 17.4 - - - - 14.5 - -

Technical education 19.6 12.7 - - - - 25.5 - -

Physical training 19.0 19.8 27.5 30.0 27.3 37.8 28.0 55.5 32.2

Music 24.2 8.4 - - - - 53.5 - -

Home economics 22.7 - - - - - - - -

Classical languages - 21.4 - - - 4b.8 - - -

Philosophy,
Logic,
Psychology - 23.5 - - - - 26.3 - -

Pedagogic
sciences - - - - - - 24.3 - -

Total 24.1 21.4 28.8 24.1 23.3 37.6 22.6 31.5 20.3
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This is true of Yugoslavia (Table 28), where part-time teachers

are employed on an overtime basis. While it is normal to recruit

a large percentage of part-time teachers in vocational schools,

in general education on the other hand, such a procedure may point

to the existence of shortages. Thus, still according to

Table 28, the subjects in which the highest percentages of part-

.time teachers are found are the natural sciences, mathematics and

physics, foreign languages and physical education.

(d) Non-established teachers

All educational systems provide for the temporary appoint-

ment of teachers to replace those holding permanent posts who are

on leave of absence (by reason of illness, secondment, refresher

courses, etc.). In addition, some countries where part-time posts

have not really been institutionalized, co-opt specialists in

various subjects, designated as "auxiliary" (in Switzerland) or

substitute teachers, who teach for shorter periods than would norm-

ally warrant the establishment of a permanent post.

This initial situation has enabled many national author-

itiesto meet requirements through a more expeditious appointment

of personnel to vacancies. Such teachers have not, however, been

granted the benefits attached to established posts. From 1950 to

1965 the percentage of non-established teachers in some countries

continued to be high.. This was due to the fact that the growth

in school enrolments and the diversification of subject-matter

called for more teachers whose class hours failed to warrant the

creation of permanent posts; in addition, being unable to find

qualified teachers for permanent posts, educational authorities

have recruited university graduates (those holding a first degree,

for example) who could not qualify for 3 permanent post because

they lacked pedagogical training for theoretical and/or practical

subjects. Moreover, in countries where a limited number of per-

manent posts are assigned following a competitive examination,

the authorities have not created quickly enough the posts which

the increase in pupil enrolments required. In this case, non-

established teachers are not considered to be really certificated,

administratively speaking, since they have not passed the recruit-

ment examination. This has had the particular effect of creating

a class of teachers who, of course, earn a smaller salary than

their permanent colleagues, sometimes work longer hours and have

less security in their job. What used to be an exceptional
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procedure to enable a teacher absent for a short time to be re-

placed has now become the rule in some countries, as shown in

Table 29. The percentages of non-established teachers shown in

the table, however, must be interpreted with caution. Wherever

the figures fail to distinguish between full-time and part-time

staff or where part-time teachers cannot qualify as established

staff (Italy, Switzerland) the percentages are very high and do

not fall in either general or technical secondary education. The

few figures for primary education do, however, indicate some im-

provement. The heavy percentage recorded for Portugal is due to

the inclusion of teachers on five-year probation, who are not per-

manently appointed until the end of this period, and of teachers

assigned to posts officially occupied by non-established staff

owing to the small number of pupils (under 35). Such consider-

ations, of course, in no way attenuate the reservations warranted

by the socio-economic effects of such a form of legislation. Final-

ly, only in rare instances do the statistics provide any indica-

tion as to qualifications. In French primary education, the per-

centage of uncertificated teachers is included with that of non-

established teachers (Table 47); in Italy (Table 51) all uncert-

ificated teachers are non-established teachers, but in view of the

recruitment and qualification conditions which the Italian author -

ities themselves propose to change, it would be unfair to claim

that all non-established teachers are uncertificated. Some op-

portunity of acquiring permanent status exists to the extent that,

under this type of legislation, certifcates of aptitude and recruit-

ment examinations for mainly administrative posts are apt to over-

lap in order to test the knowledge gained at the training college.

While the notion of substitute or auxiliary teachers has

made recruitment more flexible in times of shortage, an unhealthy

situation, as in Yugoslavia (Table 28), may result. Moreover, if

a large proportion of non-established teachers possesses the neces-

sary qualifications for clainiing established status, owing in par-

ticular to pedagogical experience acquired on the job, any con-

tinued existence of such a situation may hamper future recruitment,

since the choice of a teaching career is largely determined by

socio-economic prospects.

In the light of earlier discussion, it is clearly apparent

that, in addition to newly certificated teachers, other sources

of recruitment exist, whose importance varies according to the

type of education, the country's school policy and the particular
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TABLE 29

Trends in the mercentaces of non-established teachers

(public education)

frimary Education

1950 1955 1960 1965

Denmark(1)
- - - 8(2)

Greece - - 1(3) -

Italy(4)
19 12 7 7

Luxembourg(5)
6 5 - 3(6)

Portugal
- - 47 45(7)

Zwitzerland(8)
6(9) 8(10) 10(11) -

General Secondary Education

Lower: Italy(4) (as a whole) 73 70 73 73

SS14110:
vocational schools 87 81 83 -

intermediate Schools 57 ., 58 60 -

Switzerland

secondary schools - - 10(11) -

lower intermediate schools - - 35(11) -

Upper: Denmark - - - 12(2)

Italy(4) (as a whole) 53 47 48 55

of which: lyedes, gymnasia,
42

60

42

42

43

49

41

59
scientific lyedes

training ..ollegea 57 56 55 66

Switzerland

upper intermediate schools 16(9) 22(10) 35(11)

buainess schools 32(9) 21(10) 32(11)

General Secondary Education as a whole

Greece - - 8(12) -

Portugal
20 34 56 60(7)

Technical Education

Italy(4) short technical course 71 81 84 92

long technical course 70 66 73 79

Portugal qualified teachers - - 78 81(7)

other teaching staff -. - 68 75(7)

(1) Primary and lower secondary cycle: substitute teachers.

1966-1967.
Temporary (1962).

4 Non-established.
5 Short or long-term contracts.
6 1963.
i7 1964-1965.
8 Auxiliaries.
9 1951-1952.

(10 1956-1957.
(11) 1961-1962.
(12) 1962: temporaries (not including part-time teachers).



circumstances which determine such a policy. Thus in Table 30

the marked increase in the number of those returning PI relation

to total entries during 1962-1963 in England is the result of an

additional year of teacher training. In countries marked by a

surplus of teachers the number of those who return is, of course,
very small. From 1961 to 1965, in Greece, the prop&rtion of those

returning was thus under one per cent of total entries into primary

education. In an earlier paragraph we saw the weight of entries

from other walks of life. The few figures available concerning

flows failed to show other sources of recruitment in greater de-
tail. In Germany, the figures for "other (undefined) sources"

and "teacher exchanges between Lander" amounted respectively, in

relation to total entries, to 14.0 and 3.2 per cent in primary

education, 13.2 and 4.8 per cent in the Realschulen, 17.8 and

7.9 per cent in gymnasia, 8.7 and 6.9 per cent in vocational

schools, 10 and 7.1 per cent in technical schools and 6.4 and

4.3 per cent in engineering schools. In the Netherlands, as a

proportion of total entries into primary teaching, so-called

"inactive" categories plus "unknown sources" accounted for 8 per

cent in 1952, 4.9 per cent in 1954, 5.6 per cent in 1955, 3.4 per

cent in 1956, 2.5 per cent in 1958, 3.2 per cent in 1959 and

1.3 per cent in 1962. In the long general secondary course

2.1 per cent of teacher entrants came from abroad.

Finally, any specific type of education may rely on yearly

flows of teachers from other branches. The particular problems

arising as a result of exchanges between levels of education are

dealt with under Chapter IV (2) below. The part played by this

sort of contribution varies considerably, depending on the type
of education, as shown in Tables 76 and 77. Promotion linked to

transfer seems to hold a greater appeal for men than for women

teachers. Thus in England and Wales from 1962-1963 to 1965-1966,

4 per cent of all teachers entering State primary and secondary

education came from other fields of education as against 3 per

cent of women in 1962-1963 and 2 per cent in subsequent years.

The various methods used to increase recruitment may how-

ever affect the retention of teachers in the profession. The

large ratio of women teachers thus tends to increase turnover

rates, while the greater likelihood of recruiting less qualified

or retired teachers, who may not always be offered permanent

posts, is also apt to result in heavier turnover rates.
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TABLE 30

Proportion of those returning to teaching as a Percentage of total entrants to teaching

(Netherlands. Germany. England and Wales)

1952 1954 1955 1956 1958 1959 1960 19611 1962119651 1964 1965

Germany L----v----1
Primary 4.8

Realschulen 4.5

Gymnasia 2.5

Vocational schools 5.0

Technical schools -

Engineering schools -

Hetherlands(1)

Primary 8.0 7.9 11.7 13.4 14.1 12.7 7.2

General secondary 4.7

United Kingdom

England and Ualcal (2)

25.9 23.0 42.9 26.5 30.0 28.7Primary and secondary

(1) Women only ("Household duties").

(2) Maintained schools.
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3. Turnover in the Teaching Profession

Table 31 shows the yearly turnover rate in the profession.

The rate for women is of course higher than that for men, except

for primary education in the United States. Possibly this excep-

tion should be ascribed to the socio-economic status of American

teachers and to employment opportunities outside the school system.

In the Netherlands until 1960, and in England and Wales during

recent years, the turnover rate for primary education has tended

to rise. In England and Wales the rate was higher than that used

when forecasting requirements. The rate may also vary according

to region. In Canadian primary and secondary education it was

8.5 per cent in Alberta (1965), 10 per cent in Ontario (1963-1964

for primary education), 13.4 per cent in Manitoba (1965) and

15.1 per cent in Saskatchewan (1966)(1). The rate of course dif-

fers according to the percentage of women teachers in the type of

education concerned. A breakdown by age-group and sex, and reasons

for leaving must therefore be known, since younger women are apt

to leave the profession when they marry and have children, and to

return later, when the children are older. Graph 1, for Denmark,

illustrates these points. Turnover rates also vary according to

the type of teacher qualification. Table 32 shows the highest

turnover rate for untrained graduates in England and Wales, in-

dicating that greater teacher specialization at the time of train-

ing tends to restrict leaving for some other career.

Lastly, some types of educational specialization may enable

the teacher to choose a career outside the profession. In Turkish

technical education about 1962-1963, one-fourth of the graduates

from advanced teacher-training colleges thus entered other prof-

essions(2). In the Netherlands in 1961, only 85 per cent of

those graduating between 1956 and 1960 from boys' technical teacher

training colleges and 65 per cent of those from girls' colleges

were to be found in the profession. As shown in Table 33, the

percentage of teachers who graduated from 1956 to 1961 and were

still in the profession by 1961 varied according to the type of

specialization certificate held.

(1) Source: N. France, Teachers in Canada, Supply and Demand,
(mimeographed).

(2) K. YorUkoglu: Teacher
Education, raining
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TABLE 31,

Turnover rates in the teaching Drofession

1954 1955 195b 1957 1958 1959 1960 1961 1962 1963 1964 1965

Germany.

Primary schools
7.6

Realschulen
6.7

Gymnasia
5.5

Vocational schools
5.4

Technical schools
4.7

Zngineering schools
3.4

Canada(1)

10-12
1-timary and secondary schools

United States(2)

Primary schools
17.0

:.en
17.3

';omen
16.8

';etherlands

Primary schools 6.0 6.1 6.9 7.5 7.6 8.1 8.3

Long secondary course
6.3

Unites Kingdom:

England and Wales

Primary and secondary schools(3)
7.7 8.2 8.3 9.2 10.0 9.9

Een
7.0 4.5 4.8 5.2 5.0 6.0

1;omen
10.2 10.8 10.9 12.4 13.2 12.9

(1) Source: N. France. Teachers in Canada Supply and bemand. (mimeographed).

(2) Source: Shorta e 6: Primary Teaching Staff. ISE Publication Uo. 255.

(The rate seems accurate for the years around 1962.)

(3) Eaintained.
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Graph 1

PARTICIPATION RATES OF QUALIFIED STAFF TRAINING COLLEGE GRADUATES

IN " FOLKSKOLA ", BREAKDOWN BY AGE AND SEX, IN DENMARK
(Number of t.t.c. graduates by year of gradualiai horn t.t.c. teaching in folkskola

in 1966/67 compared with total t.t.c. graduates of the same year)
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TABLE 32

Wastage of teachers in maintained primary and secondary schools

in England and Wales; breakdown, by type of training and sex

Trained
graduates

Untrained
graduates

Non-
graduates

M F M F M F

1960-1961 3.6 9.9 11.1 25.6 3.3 9.9

1961-1962 4.2 10.4 11.8 21.2 3.3 10.5

1962-1963 4.9 10.5 11.1 21.5 4.1 10.5

1963-1964 5.5 11.7 11.6 22.0 4.3 12.1

1964-1965 6.3 13.0 12.4 21.9 4.8 12.9

1965-1966 6.5 13.1 12.2 23.1 5.0 12.5

Source: Statistics of Education - Teachers, 1966, Vol. 4.

A few detailed figures on annual turnover flows are given

for two countries (Germany and the Netherlands) in Table 34. In

the absence of any information on the demographic structure of

the teaching body for each type of school no detailed analysis is

possible. For each type of education considered, a further reason

for leaving, not mentioned here, is transfer to some other type

of institution. While for a specific type of education this may

constitute a net loss, such transfers cannot be regarded as depar-

tures from the profession. Paragraph 2 of Chapter IV describes

the particular effects of the process.

4. Availability of Full-time Teachers

Steps other than those specifically described above in

quantitative terms have also been taken to increase teacher supply

in order to meet the ever-growing demand and to fill the permanent

or temporary gaps caused by those leaving that profession. It is

hardly possible to assess the effect each has had in increasing

the number of available teachers. Whether on account of such

various measures or simply of natural trends in the system, re-

dundancies have on occasion occurred. It is difficult, however,

to determine their extent, since this would require a detailed
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TABLE 33

Percentage of teachers graduating from technical teacher

training colleges (1956-1960),still in the teaching

profession in 1961, by type of speciality certificate,

in the Netherlands

Female teachers

Needlework

Simple needlework

Physical education

Dressmaking

Housekeeping

Cookery (Theory of)

Child care

Fashion and design

Cooking

Total

Male teachers

Shipbuilding

Mathematics and navigation

Seamanship

Shoemaking

Metal works

Carpentry

Brick laying

Welding

Fine metal works

Electricity

Printing

Garment making

River navigation

Furniture designing

Plumbing and piping

Typing

Total

72

82

67

77

79

58
50

54

39

65

100

100

100

100

90

92

93
85

78
83

86

86

64

60

50

25

85

129
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TABLE 34

Main causes of teacher turnover (except transfers inside education)

in Geraftnv and the Netherlanda._aa a percentage of total turnover

1954. 1955 1956 1957 1958 1959 1961 1962 1963 1964 1965

Normal Turnover(1)

Germany

Primary schools 30.3

Realschulen 27.8

Gymnasia 26.6

Vocational schools 26.5

Technical schools 38.6

Engineering schools 60.5

Netherlands

Primary schools 20.2 21.7 20.0 19.8 21.7 22.3 19.6

Long general secondary
education 20.3

Narriage(2)

Germany '',---"--/
10.1Primary schools

Realschulen 11.8

Gymnasia 6.7

Vocational schools 9.8

Technical schools -

Engineering schools -

Netherlands

Primary schools 24.6 21.0 19.4 17.4 36.8 33.8 34.2

Long general secondary
education 13.3

Other Causes

Germany(3) '----Nr------1
47 5Primary schools

Realschulen 49 7

Gymnasia 59 9

Vocational schools 48 1

Technical schools 49 9

Engineering schools 3b 9

Netherlands

Primary schools(4) 31.2 31.4 34.2 36.6 15.8 16.6 16.8

Long general secondary (5)

education(6) 38.9

(1) Retirement, death.

(2) For the Netherlands, since 1958, both
marriages and those leaving home are
included. Before 1958 the latter cause
was included under "other cowl's".

(3) Una-tilted to teaching, departure to
other Lander, other causes.
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(4) To other professions, emigration,
other causes, causes unknown.

(5) See footnote (2) above.

(6) To other professions, emigration,
other causes, causes unknown.
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examination of the actual size of classes throughout the country,
.

the type and training level of the teachers concerned, and perhaps

in fact, the financial resources available to the school system.

Lack of such data, and the situation prevailing from 1950 to 1965,

have led to an examination of deficiencies in the supply. In view

of the information to hand, therefore, the extent to which avail-

able stocks of teachers (full-time only) has grown since 1950 will

be shown.

Table 35, concerning primary education, shows that, from

1950 to 1965, in nearly half the countries listed the growth rate

of pupils did not exceed that of teachers. Of the three countries

which, by the end of the period, had not yet succeeded in reversing

the negative trend, two (France and Iceland) appeared very near to

stability.

Data for general secondary education are less plentiful;

the situation appears less favourable than for primary education.

In approximately half the cases examined, the position had yet to

be retrieved in 1965 (Table 36). The figures should be interpreted

with caution, however, since it has not been possible to include a

full-time equivalent for part-time teachers. Staff employed in an

auxiliary, assistant or substitute capacity may thus not appear in

the statistics, which are apt to be sparse. For the same reasons

the situation in technical education cannot be analysed.

The increase in enrolments in secondary education has had

the effect of raising the percentage of secondary teachers in the

combined primary and secondary teaching body. This trend

(Table 37) is evident throughout the period in almost all coun-

tries. The additional data (in the notes) for some countries

show that, by introducing available figures for short technical

secondary education, the trend becomes even more marked. The

process will continue for several more years, in the light of the

staff requirements forecast by various national authorities for

1970 and 1975. Heavy requirements, combined with greater diffi-

culties of recruitment, have not always allowed supply to meet

demand, as suggested in Tables 35 and 36. An attempt must there-

fore be made to assess the shortage and its principal features.
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TABLE 35

Comparative growth in pupil enrolments and in full-time teaching staff in primary education
1950 to 1 965 (1950 = 100)

Inferior to that of
pupil enrolments 1955 1960 1965965

Superior to that of
pupil enrolments 1955 1960 1965

From 1 950 to 1955
England and pupils
wales teachers

115

114

104
115

105
116

Germany pupils
teachers

75
101

79
104

86
120

Denmark(1) pupila(2) 120(3) 124(4) 125(5) Austria pupils(2) 89 87 93
teachers(2) 119(3) 147(4) 193(5) (12) teachers(2) 97 95 102

Ireland pupils 108 108 112 Scotland pupils(13) 110 107 110

teachers 103 108 112 teachers(14) 114 116 119

Switzerland pupils(2) 117(3) 121(4) - United pupila(15) 117 132 145

teachers(2) 113(3) 122(4) States teachers(15) 124 148 168

From 1950 to 1960 Northern pupils 109 103 102

Eelgium pupils 112 118 122 Ireland (16) teachers 109 109 113
teachers 106 113 124 Italy pupils 97 93 92

Norway(6) pupils 131 140 131 teachers 106 118 122
teachers 120 135 142 Japan pupils 110 1 1 3 87

Netherlands pupils 121 124 120 teachers 113 118 113
teachers 116 123 128

Luxembourg pupils 99 106 119
From 1 950 to 1965 ii teachers 104 113. 124
France pupils 118(7) 141(8) 136

Portugal pupils 131 141 141 (10teachers(9) 104(7) 122(8) 135(10) (18) teachers 141 164 176(10
Iceland pupils 126 154 168

teachers 116 144 166 Yugoslavia pupils(20) 112(3) 143(8) 165(10
(19) teachers(20) 153(3) 199(8) 242(10

Turkey pupils 123 177 243
teachers 117 170 235

From 1 955 to 1960
Spair pupils 103 121(8) 125

teachers 110 113(8) 128

(1) Primary and lower secondary under
Folkstala".

(2) 1951 = 100.
(3) 1956.
(4) 1961.
(5) 1966.
(6) Including continuation schools.
(7) 1954-1955.
(8) 1959-1960.
(9) I-valuation of teaching staff in

private education based on
teacher/pupil ratio of 1-35
recorded in 1954-1955.

(10) 1964-1965.
(11) Source: Federal Bureau of Statistics;

(12)
(1 3 )

(14)
-.(1

(16)

(17)

(18)
(19)
(20)

Including upper primary and special education.
Including pupils in the 2 to 4 age-group and 12 years
old and over in primary education.
Including pre-primary education.
1949-1950 = 100.
Including pupils under five years old and over
eleven years old in primary education.
Including upper primary education (and continuation
schools in 1965).
Public only.
Eight-year schools.
1952 100.

excluding Town-States.
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TABLE 36

Comparative growth in pupil enrolments and in full-time teaching staff

in general secondary education. 1950 to 1965

Inferior to that of
pupil enrolments

1955 1960 1965 superior to tnat 01
pupil enrolments 1955 1960 1965

From 1950 to 1955

Germany(1) pupils 142 142 172 Iceland pupils 111 187 261

teachers 137 160 189 teachers 113 196 310

Austria pupils 129 135 14b
United Kingdom:
England and Wales pupils 112 155 159

teachers 119 137 159 (19) teachers 117 163 180

Denmark(2) pupils(3) 115(4) 119(5) 149(6) Scotland(20) pupils 100 124 122

teachers(3) 113(4) 133(5) 190(6) teachers 119 139 155

Japan pupils(7) 112 112 113 Northern Ireland pupils 130 244 309

teachera(8) 109 113 131
(21)

teadhors 131 247 351

From 1950 to 1960

Switzer- pupils(3) 134(4) 152(5) -
land(9)

teachers 119(4) 145(5) -
(10)(3)

From 1950 to 1965

United pupils(11) 146 204 263
States teachers(11) 125 167 225

France pupils 122(13) 188(14) 258(15)
(12)

teachers 119(13) 155(14) 252(15)

Norway pupils 131 247 425

teachers 126 159 249

Nether- pupils
lands

124 196 218

(UL0)(16) teachers 116 176 210

Nether- pupils
lands

292 331 300

(VGLO)(17) teachers 252 269 267

Portugal pupils 141 210 272(15)
((ii 122 179 234(15)

Harkey pupils 184 419 611

teachers 134 251 324

From 1955 to 1965

Franco(18) pupils 111(13) 205(14) 386(15)
(short) teachers 126(13) 202(34) 357(15)

Luxembourg pupils 127 179 210

(181 teachers 132 157 183

(1) Source: Federal Bureau of Statistics;
iarde:ing Town-States.

(2) Gymnasia (upper cycle) and any connected
lower-cycle classes.

(3) 1951 100.

(4) 1956.

(5) 1961.
(6) 1966.

(7) Including part-time pupils of upper cycle.

(8) Including full-tlx,e teachers of part-time
courses in upper cycle.

CO Including schools of business and
administration (at intermediate level).

(10) Not including auxiliary and home-economics
teachers.

(11) 1949-50 = 100.

(12)
lyc4es
Public schools only (including technical

).

(13) 1954-1955.

(14) 1959-1960.

(15) 1964-1965.

(16) Short modern secondary.

(17) Complementary primary.

(18) Public education only.

(19) Including technical secondary.

(20) Public and grant-aided.

(21) Including middle technical schools.
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TABLE 37

Percentage breakdown of all full-time teachers in primary and

secondary education(1)

1950 1955 1960 1965 1970 1975

Germany(2) primary
secondary

primary
secondary

Austria
secondary( 5)secondary(5)

United States primary
secondary(7)

France(8) primary
secondary(9)

Greece(12) primary
secondary(13)

Ireland primary
secondary(14)

Iceland primary
secondary(14)

Japan primary
secondary(7)

Luxembourg(15) primary
secondary

Norway primary
secondary(14)

Portugal(15) primary
secondary

United Kingdom: primary

England and primary
Wales secondary(18)

Scotland primary
secondary(19)

Northern primary
Ireland secondary(19)

Sweden(20) primary
secondary(21)

Switzerland(23) primary
secondary(24)

Turkey primary
secondary(28)

Yugoslavia(29) primary
rysecondary

12
100

35 6
100 6

79
21

100

-
-

72
28

100

54
4b

100

83
17
100

84
16
100

93
7

100

59
41

100

58
42

100

80
20

100

75(25)
25(25)

100

85
15

100

86
14

100

64
36
100

77(10)
23(10)

100

7b
24

100

72
28

100

52
48

100

80
20
100

83
17
100

94
6

100

58
42

100

57
43

100

77
23

100

80
20

100

74(26)
26(26)

100

83
17

100

68(3)
32(3)

100

59(3)
41(3)
100

83
17

100

62
38

100

74(10)
26(10)

100

79
21

100

78 .

22
100

65
35

100

52
48
100

78
22

100

81
19

100

92
a

100

50
50

100

54
46
100

64
36
100

72
28

100

72(27)
28(27)

100

79
21

100

68
32

100

60
40

100

82
18
100

58
42
100

64(10)
36(10)

100

-
-
-

75
25-

100

57
43
100

44
56

100

77
23
100

74
26

100

91(16)
9(16)

100

50
50

100

51
49

100

56
44

100

37 22
100 22

80
20

100

44(30)(16)

100

67
33

100

59
41

100

79
21

100

56
44
100

51(71)
49(11)
100

70
30

100

53
47

100

82
18
100

44
100

56

76
24

100

41(31)
59(31)

100

73
27

100

54
46

100

52
48

100

79(17)
21(17)

100

76
24

100

39(39
61(32

100

ffalsw See next page.
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Notes Table 37

(1) General secondary and technical education where the figures for the latter are available,

but not including short technical education: where a figure can be obtained including
the latter, it is indicated in the footnotes, except in the case of Germany where two

sets of figures are given in the table gee note (2) below7.

(2) This includes a full-time equivalent for part-time teachers but because of the
complexity of the German school system two sets of figures have been given for Germany,
their difference arising from the structure of secondary education. In the first figure

for secondary education only the general education offered by the "real" schools and the

"gymnasia" (not evening courses) is included; the second figure, given officially by
the German Federal Republic (Standice Konfoream der Kultuesintater) includes general and

professional training within secondary education.

(3) 1981.

(4) Hot including teachers of practical, aesthetic and religious subjects in primary

education.

(5) General secondary; if full-time technical teachers are included the percentages are:

1950 primary: 82 1960 primary: 74 secondary: 18 secondary: 26

1955 primary: 78 1965 primary: 74 secondary: 22 secondary: 26

(6) 1949-1950.

(7) Secondary education as a whole.

(8) Public
97
education only;1954 -1955 for 1955; 1959-1960 for 1960; 1964-1965 for 1965;

1-13 for 19 70.

(9) Rot including abort technical education; including technical lycdes, but excluding
teachers of practical technical subjects.

(10) If teachers in short technical education are included, the percentages are as follows:

1955 primary: 73 secondary: 27
1960 primary: 70 secondary: 30
1965 primary: 60 secondary: 40

(11) Including teachers of training colleges not included in previous years.

(12) Public education only.

(13) General secondary education only.

(14) Hot including technical and vocational education.

(15) Public education only; primary education includes continuation schools in 1970 and
1972; secondary education on these dates combines the preparatory cycle with general
secondary education; the figures for teachers used for these forecasts refer to the
normal growth trend.

(16) 1964-1965.

(17) 1972-1973.

(18) Including technical secondary but not further education.

(19) General secondary but not including further education.

(20) Excluding teachers of practical and aesthetic subjects not broken down the two levels.

(21) Including technical gymnasia and fackskola from 1965.

(22) The breakdown in 1965 would be as follows if vocational schools are included: primary 56,

secondary 44, total 100.

(23) Public education, not including home-economics teachers and assistant teachers.

(24) Including business schools at intermediate level and schools of administration.

(25) 1951-1952.

(26) 1956-1957.

(27) 1961-1962.

(28) General secondary education; if technical and vocational education is included the
percentages are as fellows:

1950 primary: 78 1965 primary: 74 secondary: 22 secondary: 26

1955 primary: 75 1970 primary: 72 secondary: 25 secondary: 28

1960 primary: 72 1975 primary: 73 secondary: 28 secondary: 27

(29) Primary education: first four years of eight-year school; secondary education: last four
years of eight-year school, amnesia, teacher training at secondary level, art schools,

technical schools not including schools for skilled workers; if these are added the per-

centages are as follows:

1965 primary; 42 secondary: 58

1970 primary: 38 secondary: 62

1975 primary: 36 secondary: 64

(30) For 1964-1965 combined subject teaching in the eight-year schools has been classified

under primary education; single-subject teaching is classified under secondary education.

(31) 1969-1970.

(32) 1974-1975.
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THE CHARACTERISTICS AND MEASUREMENT

OF SCARCITY
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Despite improvements in the traditional teacher supply and
a diversification of recruitment sources, at certain times O.E.C.D.
countries have been unable to meet demand. The number of teaching
hours provided by certificated teachers under the traditional sys-
tem (according to specific duties, i.e. time-tables and age of re-
tirement, for a given average size of class at the beginning of
the period) has been insufficient to meet requirements. Since
the primary objective of the responsible authorities was to prov-
ide the schools with the minimum number of teachers consistent
with the system's operation, as a rule it proved necessary to alter

standards of recruitment and of teacher utilization.

Since such changes can be evaluated within the often very
narrow range of available data, it was assumed possible to calcu-
late the deficit (or possible surplus) of certificated teachers.

The significance of this deficit, however, is always rel-
ative. It is true that the full-time certificated teacher equiv-
alent for overtime, and for hours of instruction by teachers who
have reached retirement age, or by uncertificated teachers, can
be computed. The factor required to assess the overall deficit
is however missing - the factor regarded by many as essential but
which can in fact be more flexibly handled by school authorities -
namely the pupil/classroom ratio and, more roughly, the indirect
result of this, the teacher/pupil ratio.

Deficitsin.,terms of the full-time certificated teacher
equivalent - without taking the teacher/pupil ratio into account -
are easy to calculate since the basis used consists of compulsory
rules (teaching duties and training standards) which can no longer
be complied with. But the pupil/classroom ratio is not officially

fixed once and for all, either to keep it from increasing or so
that it can be reduced over a given period until a new level is
reached on some particular-date. Usually educational authorities
either settle on a maximum size for classes, which normally means



that they will be split up as soon as the limit is exceeded or

fix an average target in terms of which they may decrease the

pupils/class ratio in the coming years.

This means that a forecast of the number of teachers re-

quired may show a deficit (or surplus) for a given pupil/classroom

ratio. If, however, a comparison between the forecast and the

results shows a deficit, taking into account the ratio: pupils/

class, its significance remains theoretical unless the authorities

are able to make use of the possibility offered to them of vary-

ing this ratio. An increase in the ratio noted on a given date

in comparison to an earlier position may then be interpreted as a

decrease in teacher demand in relation to a theoretical target.

Hence the notion of a deficit is a matter of definition.

If theaim is to introduce a normative value for the pupil/class

ratio, or more roughly for the pupil/teacher ratio, then it will

be extremely difficult to make any international comparison of

real teacher deficits. This comparison might, in fact, be based

on the practice in the countries, that is, on a comparison of the

desired pupil/class ratio with the situation achieved on a specif-

ic date. Even then the standards would have to be known and not

appear too idealistic (even if the target selected is that of the

most advanced countries), since thus measured the deficit would

no longer have much meaning. In this respect, the example of

Greece seems significant. In 1961, the teacher/pupil ratio in

general secondary public education was 1/40. The authors of the

Greek report written under the auspices of the Mediterranean Reg-

ional Project based the deficit on a 1/25 ratio. Hence in

theory the total deficit was about 42 per cent, 32 per cent

in arts subjects, 39 per cent in mathematics, 57 per cent in

physics and chemistry, 61 per cent in foreign languages, 65 per

cent in home economics, 60 per cent in music and 37 per cent in

physical education. The results of any a posteriori calculation

of a theoretical deficit of qualified teachers should also be able

to show the respective share of all the components making up the

deficit. Some countries, however, do not have the necessary in-

formation. In France, for example, in 1964-65 the percentage dif-

ferences between theoretical needs and staff actually teaching

were as follows:
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Primary education - 3.9%

"Colleges d'enseignement secondaire" + 10.8%

Classical, modern and technical lycees - 10.7%

of which: general and theoretical technical subjects - 10.8%

of which: science subjects - 2.3%

arts subjects - 2.5%

artistic and special subjects

theoretical technical subjects

(draughtsmanship, business)

-105.8%

- 37.9%

of which: practical subjects in technical lycees - 9.5%

Technical colleges - 18.1%

of which: general and theoretical technical subjects - 29.3%

of which: science subjects - 32.7%

arts subjects - 33.5%

theoretical technical subjects - 21.2%

of which: practical subjects - 9.1%

This (heoretical) figure seems to be too low, since it is

unable to account for overtime by full-time established teachers

(whether certificated or not) or for instruction provided by cert-

ain pvt -time teachers paid on an hourly basis.

Another possible method of international comparison would

be to fix an identical pupil/class ratio for all countries and

compute the deficit according to the value of this ratio. But

what value should be chosen? A theoretical value yet to be at-

tained by almost all countries, or one which nowprevails in the

most advanced countries, or a mean value for all the 0.E.C.D. coun-

tries, or mean values for a combination of countries according to

a typology to be drawn up? The mere listing of these alternatives

suggests the difficulties of such an undertaking, in which dif-

ferent national practices based on individual recruitment condi-

tions, cultural traditions and ideals might largely be disregarded.

. The struggle to overcome the shortage of teaching staff has

in fact taken many forms. While adopting whatever measures the

circumstances required, some countries have preferred one form of

action to another. Within the limits of the available data this
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will be apparent from a comparison of the situation in certain
countries, as shown by the following tables dealing with methods
of action. It will immediately be seen that, in order to put
teaching on a more individual basis in the comprehensive schools,
the Swedish authorities have preferred to reduce pupil/class ratios
by recruiting uncertificated teachers. The Danish authorities
have chosen to institutionalize,in

gymnasia, a process which dis-
criminates in favour of overtime by available certificated teachers,
while preference has been given by the Austrian authorities to the
longer retention of a high pupil/class ratio and increased over-
time rather than to the recruitment of uncertificated teachers.
This explains why lack of information, combined with greater em-
phasis on one particular line of policy, rather than on another,
has caused the idea of a deficit to be interpreted differently
according to country. In some it has been assimilated to the full-
time (certificated teacher) equivalent for overtime, in others to
the full-time equivalent for hours of instruction by uncertificated
teachers, etc., often by discounting possible reductions in pupil/
class ratios. The weight to be given to the two main components
(overtime and hours of instruction by uncertificated teachers)
moreover can seldom be determined. The only sort of information
available, for instance in Denmark during 1961, is that the 5,000
unit deficit in primary and lower secondary education was made
good as follows: three-fifths by overtime teaching, one-fifth by
student teachers during their training and one-fifth by uncertifi-
cated teachers (there were 25,097 established staff). Everrthe
notion of uncertificated teachers may be questioned. As will be
shown below, the shortage of staff in secondary education would
be greater if their real capacity to teach the subject(s) assigned
to them were considered. This specific example, or the fact that,
in calculating pupil/class (or more usually pupil/teacher) ratios
certificated as well as uncertificated teachers are included, re-
minds us that we are verging on the evaluative aspect of the prob-
lem.

The above arguments plead, in fact, for the very concept
of a deficit to be rejected in discussing the situation from 1950
to 1965. It seems preferable to try to group the data available
under the term of shortage, on the understanding that the various
elements used by the countries to correct deficits at a particular
time, and which may have served as yardsticks, will here be re-
garded as indicators of such a shortage. They will therefore also
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include measures which school authorities have reluctantly seen

fit to take so that pupils would not be turned away from school.

The shortage indicators which will successively be considered are:

teaching vacancies (a largely administrative concept); everything

coming under the heading of intensive utilization of teaching

staff (pupil/teacher ratios, use of overtime and retired teaching

staff); the extent to which uncertificated staff are used.

1. Teaching Vacancies

Recruitment difficulties may arise because a teacher meet-

ing all the requirements cannot be found for a permanent appoint-

ment. This does not mean that an existing or future post will

not "physically" be filled, however.

Throughout the expansion of education from 1950 to 1965,

there were few countries where classes could not be held because

a teacher, regardless of his qualifications, could not be ap-

pointed. In France it was estimated in October 1956 that 1.7 per

cent of primary school posts had not been filled owing to lack of

candidates, but premises were perhaps also lacking. In Portugal

it was reported that a relatively large number of schools were

still not operating because of the shortage of primary teachers

in certain rural areas., In some parts of the United States it

sometimes proved necessary, to shorten the school year owing to

the small number of teacher's. It would however be useful to know

how such a situation affected the slower development of certain

subjects and streams in secondary education. In Turkey, the MRP

Report points out, enrolments in schools of "social hygiene"

(lower secondary level) have thus risen more slowly than in other

types of education owing to lack of equipment and personnel.

The percentage of vacant posts may thus be an indication

of shortage, since alsmost all countries have an establishment of

permanent teacher posts. Actually this purely legal notion is

far too limited, and as a rule applies only to public education.

In private education contracts defining a legal relationship be-

tween individual parties extending over a prescribed period are

more usual. The private sector makes greater use of part-time

staff, with qualifications of a much more mixed kind than in the

public sector. Thus, in Portugal, private institutions may be

authorized each year by the Ministry of National Education to ad-

mit temporary uncertificated staff up to one-fourth of the total
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number, provided they show evidence that no qualified personnel

can be recruited. In Portugal and in Spain it so happens, how-

ever, that teachers in private education account for nearly half

all general secondary staff. Moreover statistics on private eduo-

ation are in general scanty, and fail to show the number of posts

vacant when figures for posts are given. In the public sector

vacancies do not always match the number of teachers actually re-

cruited to operate the school system. When appointment is subject

to recruitment by competitive examination for available posts,

failure to create sufficient established posts may conceal the

real number of vacancies. Established posts in most countries

are assigned to full-time teachers, and an examination simply of

vacancy percentages then fails to take the growth of part-time

posts into account, just as overtime by established teachers is

apt to be discounted. These few examples fit logically with the

arguments concerning the measurement of real teacher shortages.

Notwithstanding these reservations, percentages of vacant

posts in public education alone are a prime indicator of recruit-

ment difficulties for the school authorities. From a specifically

administrative standpoint the few data available illustrate the

earlier conclusions regarding teacher supply trends, and highlight

an aspect of the challenge to the educational system. Table 33

lists a few figures for general education. In some teacher cate-

gories about one-third of established posts remain unfilled

(Sweden, Portugal). In France, Austria (both in upper primary

and general secondary education) and Sweden, the posts left un-

filled are mainly those of teachers of science subjects. In tech-

nical education the situation seems to have been even worse. A

comparison of Tables 38 and 39 suggests that it deteriorated in

France from 1957 to 1960, and that the improvement noted in

Portugal from 1960 to 1965 still leaves a high percentage of

vacancies.

The difficulty of filling posts varies not only with the

subject but with the size of the school, and in certain specific

cases, with the sex of the teacher. Table 40 illustrates this

situation in the United States during 1961; it will be noted that

secondary schools numbering from 1,000 to 2,500 pupils have less

trouble there than others in recruiting teachers.

The largely administrative concept of what is a vacant

post hence prevents this from being a favourable indicator of

teacher shortages. Nevertheless, it gives some initial idea of

recruitment difficulties.
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TABLE 38

Percentage of posts vacant in general education in

selected OECD Countries (1957-65)

1957 1961 1962 1963 1965

Upper primary education

Austria 11

Secondary education

Austria (general secondary) 7

Spain (general) 30(1)

France (long general)

Science subjects 10

Arts subjects 8

Portugal (general secondary)

Efectivos 14(1) 14

Auxiliares 31(1) 34

Contratados 16(1) 18

Sweden (general)(2)

Theoretical subjects 37 37 30

Practical subjects: fine
arts, special subjects, etc. 4 4 3

(1) 1960-61.

(2) Including upper section of comprehensive schools.

Source: Mediterranean Regional Project - Country Reports: Spain,
Portugal, Table 52.
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TABLE 39

Some percentages of vacant posts in technical education

(Austria - France - Portugal)

. 1957 1960 1965

Austria (technical secondary) - - 5

France (technical lycoes)

General subjects

Mathematics, science 21 23

Arts 22

Foreign languages 11 13

Theoretical technical subjects

Mechanical and engineering
draughtsmanship 24 43

Freehand drawing and applied arts 21 24

, Business and economics 15 30

Practical subjects

Technical teachers of single subjects 21 24

Technical teachers supervizing
practical work 12 17

Assistant technical teachers (men) 11 19

Assistant technical teachers (women) 6 18

Business 11 24

Home economics 28 27

Social subjects 8 11

Portugal (technical secondary)

Efectivos - 23 20

Adjuntos - 58 44

Auxiliares - 80 68

Contratados - - 18

Mestres - - 16

Source: I'RP Country Reports: Portugal, 1966, Table 60.
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TABLE 40

Unfilled positions as percentages of currently available posts

in selected teaching fields in secondary schools in the

United States (1961)

Physical
Sciences

Social
Studies English Mathe-

matics

Physical
Education

Men Women

School enrolment

100 - 199 1 2 1 3 1 11

200 - 999 1 0 1 0 0 2

1,000 - 1,499 0 0 0 0 0 3

1,500 - 2,499 0 0 0 0 0 0

+ 2,500 0 1 3 5 0 O.

Source: Teacher Shortages and Salary Schedules, J.A. Kershaw and
R. McKean, The :tend Corporation, California, February 1962.

2. Intensive Utilization of Teaching Staff

(a) Increase in overtime

One of the most frequently used remedies to overcome short-

age of staff is to make more intensive use of available teachers

by means of overtime. All countries have made use of this device,

but figures for such shortages measured in full-time equivalents

are rarely supplied. Time comparisons are difficult owing to the

lack of time series. The few examples appearing in Table 41 show

that overtime may account for as much as 30 per cent of total de-

mand (theoretical demand, i.e. the number of established teachers

plus the full-time equivalent for overtime). The 30 per cent

quoted for Denmark in 1966-67 for single-subject teachers in

upper secondary education should be interpreted with reservation.

The scheme introduced by the Danish authorities (see Part Two,

Chapter III, paragraph 3(d)) indirectly to-raise the pay of cer-

tain teachers results in a large amount of overtime. The extent

of the latter is above all a measure of the effort made to attract

and maintain part of the teaching body in education.

In the absence of more detailed information, proof of the

extent of overtime is found in the percentage this represents in
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teachers' remuneration, as shown in Table 42. Overtime has in-

creased in primary and upper primary education in Austria. More-

over, even in Greece, where very little overtime is worked, the

largest number of hours is worked by science teachers. But in

Sweden and Denmark, the next in line are teachers of foreign lan-

guages and of the mother tongue.

TABLE 42

Percentage of total salary representing overtime

in Austrian and Danish general education

Denmark(1) Austria

1966-1967 1962 1965 4

Primary and upper primary education

General secondary education

Teachers:

University graduates

27.1

31.0

44.5

40.4

35.3

33.3

32.2

31.5

31.0

28.7

26.5

25.6

24.8

23.8

22.8

18.4

26.6

15.6

4.8

0.2

2.5

.

4.8

8.0

of which:

Chemistry

Physics

Mathematics

German

English

Danish

Geography

Greek

History

Latin

Archeology

Music and singing

French

Religious subjects

Other graduates from higher

education

Graduates from teacher-training

colleges

Uncertificated teachers (trained

other than in higher education)

(1) In gymnasia only (upper secondary education).
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(b) Utilization of retired teachers

Information concerning the retention or re-employment of

teachers of retirement age is also hard to come by. The figures

available seem to indicate that the proportion of such teachers

is seldom more than 2 per cent of the total active establishment.

TABLE 43

Teachers who have reached retirement age

as a percentage of total establishment (public)

1955 1960 1962 1966

Sweden

-

1

-

-

1.3

-

1.6

-

-

-

-

2

(Intermediate and upper

departments of-comprehensive

schools; gymnasia)

Switzerland

(Primary education)

Denmark

(Gymnasia)

In the Netherlands, statistics of teacher flows show that

retired teachers accounted for about one per cent of teachers

newly recruited into the long general secondary course in 1959.

In primary education the proportion of these teachers was as fol-

lows: 1952: 3 per cent; 1954: 1.1 per cent; 1955: 1.6 per cent;

1956: 1.7 per cent; 1958: 1.6 per cent; 1939: 1.8 per cent;

1962: 1.3 per cent.

But the concept of retired teachers is not always clearly

defined. In this category may be included retired people from

other sectors of activity who have not the qualifications required

for teaching. Thus in the Netherlands one-fourth of the teachers

recruited in 1959 were considered as not being qualified.

Private schools, where recruitment conditions are far more

flexible, as a rule make greater use than public schools of re-

tired personnel. Thus in Greece, where no recourse is had to
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retired persons in public secondary education, in 1963 4.5 per

cent of the teaching staff in private secondary education were

retired persons. These represented 6 per cent of those teaching

science, 5 per cent arts, 3 per cent religion and 2 per cent other

subjects.

(c) Trend in pupil/teacher ratios

As education is now organised one teacher is responsible

for one class. Teacher demand will therefore largely be determined

by the standards fixing the size of the class.

Pupil/class ratio

Changes in the pupil/class ratio which may not seem import-

ant, do in fact have considerable impact on demand. To give a

simple example, for an enrolment of 100 pupils, three teachers

are needed if the rumber of pupils per class is 33.5, four if 25

and five if 20. The number of pupils per teacher is but an in-

direct measure of the relation between the number enrolled and

requirements, and it has been pointed out earlier that changes in

pupil/class ratios have been used by many school authorities in

an effort to gear the number of teachers to that of pupils. A

reduction in pupil/class ratios may sometimes be hampered by the

number or size of classrooms on hand, or by the financial imposs-
ibility of recruiting more teachers even if these were available.

Subject to these reservations, it should also be added that the

utilization of pupil/class ratios, in view of teacher requirements,

takes on a different meaning according to the country.

Although the 1962 Act on educational reform in Austria

provides for smaller classes, an amendment of 1965 allows existing

standards to be maintained, denoting the desire of the authorities

to refrain froM increasing the number of uncortificated teachers

despite persistent shortages. In the Netherlands the pupil /class

ratio in'traditional secondary education has increased; the aver-

age number of pupils per class rose from 20.0 in 1951 to 22.6 in

1960, and while a slight improvement occurred from 1960 to 1965

(22.0) the 1951 ratio has yet to be reattained. In Germany, from

1961 to 1965, the ratio in primary and upper primary education

fell from 37.1 to 35.1. But during this same period it remained

unchanged in the middle schools (Realschulen), as well as in the

gymnasia, apart from a slight reduction midway between these dates

which could not be maintained.
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Sweden, however, considered that the success of the reform

setting up comprehensive schools depended on more individual

teaching, and the average class size decreased considerably from

1960 to 1965 in all three departments, as shown in Graph 2, i.e.

from 23 to 20.5 for the lower department, 28 to 23.7 in the inter-

mediate department and 28 to 25 in the upper department. It will

be seen later that this policy could not be implemented without a

fall in the level of teachers' qualifications.

Moreover, the mean figures may hide wide divergences in

real size. Thus in German primary education, for an average class-

room size of 35 pupils, 65 per cent of the entire enrolment was in

classes which were larger than 35. Large differences also occur

in a given level of education from one year to another. Thus in

Germany in 1964, the average number of pupils per class in gym-

nasia was 27, but 60 per cent were in classes of more than 28.

In England and Wales it proved possible to reduce the percentage

of classes which were too large from 1955 to 1965.

TABLE 44

Decrease in oversize classes(1) as a_percentage

of all classes as registered in England and Wales

from 1955 to 1965

Primary

1955

1960

1965

29.4

16.0

12.4

Secondary

49.4

53.5

39.8

(1) The prescribed standard is 40 pupils in primary schools and
30 in secondary schools.

Pupil/teacher ratio

In the absence of more detailed information on the trend

of pupil/class ratios, pupil/teacher ratios have been calculated

as a substitute. Although of less significance than the former,

this should at least provide an order of magnitude. Unfortunately

the information is seldom detailed enough to allow the true values
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I

Graph 2

DECREASING CLASS SIZES, FROM 1960 TO 1965,
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for this ratio to be calculated. It is of greatest significance

in primary education since at international level primary teachers

are employed full time. Nevertheless, an international comparison

must be considered with caution, for the duties of teachers and

the total number of teaching hours offered to the pupils, which

are among the main factors determining teacher demand, vary ac-

cording to national regulations.

Table 45 shows that an increase occurred in the ratio in

nearly half the countries between 1950 and 1955 in primary public

education. The population bulge moving into primary education

during this period led to a shortage of personnel. By 1960 some

ten countries had reduced their pupil/teacher ratio over the 1950

figure, and by 1965 only France, Ireland and Turkey had not got

back to the ratio of 15 years earlier. Apart from such rare ex-

ceptions as Luxembourg and Ireland the improvement recorded from

1955 to 1960 continued from 1960 to 1965.

In secondary education the use of pupil/teacher ratios

requires still greater care than in primary education since the

full-time equivalent for actual services performed by teacher per-

sonnel is not known. In some statistics the numbers of full-time

and part-time teachers are added together (Italy); the count may

show too many if teachers hold classes in more than one school

(Spain); some staff regarded as full-time actually teach part.

time (Portugal), etc. Moreover, because technical education is

organised in several streams, in which courses are taught by dif-

ferent types of teachers with varying duties, it does not lend it-

self to this type of calculation. An examination of data for un-

certificated teachers gives a more accurate picture of the exist-

ing shortage. Table 46 therefore simply contains a few details

on pupil/teacher ratios in general secondary education. These

confirm earlier information on recruitment difficulties encountered

by the education authorities when enrolments in secondary education

vastly increased. Between 1955 and 1960 pupil/teacher ratios in-

creased, and by 1965 some had yet to get back to their earlier

level. But all these figures, except those for England and Wales,

must be approached cautiously so long as total teaching times can-

not be correctly assessed from the available statistics. The few

data covering pupil/teacher ratios relate to public education.

Tables 45 and 46 show differences between public and private educ-

ation. In primary schools (Table 45), for roughly one-half of

the countries where it has been possible to break down the two
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TABLE 45

Trends of pupil/teacher ratios in primary education

1950 1955 1960 1 965

Ratio rising
between 1§-50 and 1955

Belgium (public and private) 23.7 25.2 24.5 22.9

Spain(1) (public) 34.4(2) 40.0(3) 36.7 -
(private) 33.5(2) 36.1(3) 41.3 -

Ireland (public) 33.7 35.1 33.7 33.7

Iceland(4) (public) 27.0 29.4 28.9 27.4

Norway(4) (public) 28.7 31.2 29.8 26.5

Netherlands (public + private) 35.0 35.6(5) 34.7(6) 31.1

United Kingdom:

England + Valos(7) (public) 30.0 31.4 29.2 28.3

(8) (private) - 12.6 12.5 12.6

Northern Ireland (public) 32.5 32.6 30.6 29.4

Turkey (public) 45.0 47.7 47.6 46.9

(private)

between 1950 and 1960

- 17.9 19.2 19.5

France (public)

between 1960 and 1965

25.2 29.4 29.5 26.5(9)

Luxembourg (public)(10) 27.8 26.6 26.2 26.7

Ratio falling

Germany (public + private)(11) 48.0 36.0 36.0 33.0

Austria(12) (public + private) 30.0 27.7 27.6 27.4

Denmark (public)(13) 32.0(2) 31.0 26.0 21.0

(private)(13) 36.0(2) 31.0 32.0 26.0

United States (public)(14) 32.8(15) 30.2 28.4 27.5

(private)(14) 35.6(15) 40.4 38.1 34.8

Greece (public) - 51.0 40.0 38.5(16

(priv4) - 31.0 30.0 28.0(16

Italy (public) 28.6 26.1 22.9 21.4

(private) 29.0 25.4 21.0 23.0

Japan(4) (public + private) 36.5 36.0 34.9 28.3

Portugal (public) 40.6 37.7 34.7 32.6

(private) - - 23.4 25.7

Sweden (public) - 23.6 22.2 19.0

Switzerland (public) 31.0(2) 31.0(3) 29.0(17) -

Yugoslavia (public) - - 36.0(10) 31.0(9)

1

2
Source: LRP.Country Reports. Spain, Table 22.

...$ 1956.
4 Not including part-time
5 1954.
6 1959.
7 Full-time teachers only in 1950, then full-time teachers plus full-time equivalent

for part-time teachers.
(8) Independent schools recognized as "efficient"; the trend for such schools combining

primary with secondary courses is as follows: 1955: 14.4; 1960: 14.5; 1965: 13.8.
(9) 1964. (10) Primary and upper primary.
(11) Source: Federal Bureau of Statistics; full-time teachers only in 1950 and 1956,

then full-time teachora plus full-time equivalent for part-time teachers.
(12) Primary and upper primary, not including teachers of arts and crafts or religious

subjects.
(13) Primary and first cycle of secondary education, number of pupils per certificated

(from teacher training colleges) teacher: 1966 for 1965.
(14) Aources: ProAectipna pf Educational Statistics to t975-76 , United States

Jenartmont of Health, Education and helfare - Office of Education, for 1955 to 1965.
(15) 1949/1950. (16) 1963. (17) 1961. (18) 1950.

teachers.

155

4 A.

148



TABLE 4b

'frond of pupil/teacher ratios(1) in Public and private

general secondsry education in various OECD Member countries

1950 1955 1960 1965

United States(2)

public - 20.9 21.7 21.4

private - 15.7 18.3 17.5

France

short modern (public) 18.5 - - 21.4

Greece

public 34.0 40.0 34.0(3)

private - 20.0(4) -

Netherlands

short modern (public an.

.i

private) 25.6 27.4 28.6 26.5

Portugal

public - 22.2 23.0(5)

private - - 18.1 19.9(5)

England and Wales

publicly maintained - 20.6 20.8 18.7

non-maintained schools(6) - 18.1 18.0 16.9(7)

independent schools(8) - 11.9 12.0 11.3

Northern Ireland (public)

intermediate schools 20.6 24.8 24.0 20.4

grammar schools 1P,'.. 18.5 19.1 18.7

(1) Except in England and Wales, where 11..% re':a takes into account the full-time
equivalent for part-time teachers; th, `sackers concerned are full-time.

(2) Secondary education as a whole.

Source: "Protections of Educational Statistics to 1975 -7(" United States Deportment
1775ilth, Education and Welfare. Office of Education.

(3) 1963.

(4) Evaluation: 111W, Country Reports. Greece.

(5) 1964.

(6) Direct Grant Grammar Schools.

(7) Lower secondary: 21.2; upper secondary: 16.3.

(8) Recognized as efficient.



sectors, the situation in private education appears to be less

favourable than that in public education (although statistical

questions may have some effect). In secondary general education,

on the other hand, conditions seem better in the private sector

(Table 46), even if a similar deterioration has been noted. But

as will later be shown, the more flexible recruitment in the priv-

ate sector does not always mean that the best qualified teachers

can be engaged. And, in General, the approach to pupil/class or

more briefly to pupil/teacher ratios is purely quantitative, that

is, almost always it is all the teachers, regardless of their

qualifications, who at a given moment are on active duty, who are

taken into account. The use by countries of a change in pupil/

class ratios as a regulating mechanism may thus at a given time

indicate a shortage. But such ratios are now difficult to measure

and cannot be separated from other shortage indicators, particu-

larly those concerning the qualifications of the teachers re-

cruited.

3. Uncertificated Teachers

It is mainly by calling on uncertificated teachers (accord-

ing to the current administrative appointment rules) that school

authorities have been able to keep a great number of classes go-

ing at the peak of recruitment difficulties. The concept of cert-

ificated and uncertificated is based on purely national criteria,

and it would be rash to make any systematic comparison. In coun-

tries where a federal structure prevails the definition of uncert-

ificated teachers may vary from state to state. Thus in the

United States, in some of the States, the so-called substandard

certificate may cover any certificate issued for three years,

i.e. one corresponding to a probationary period. When there is

a close link between establishment and qualification, as in

Portugal, posts which do not entitle the holder to establishment

are generally regarded as held by uncertificated staff. As the

following tables show, teachers then considered to be uncertifi-

cated have successively or simultaneously been assigned to various

levels and types of education.
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(a) Trend in the proportion of teachers considered

as uncertificated

Primary Education

In primary education (Table 47) the countries for which

data are available can be divided into two major categories. The

first has a fairly high percentage of uncertificated teachers from

1950 to 1960, with a subsequent fall in this percentage (Portugal,

Ireland, the United States and France). The second category con-

sists of countries with a smaller percentage of uncertificated

staff than the first. The percentage of uncertificated teachers

may however remain fairly constant (England, Wales, Scotland) or

tend to increase (Sweden, Denmark). Educational reforms, result-

ing in the transfer of staff with relatively all-round training

from primary to lower secondary schools, may have made the use of

uncertificated teachers absolutely necessary. Since the propor-

tion of women teachers in primary education is usually extremely

high, it may also have been difficult to replace certificated

staff temporarily or permanently leaving their posts. The per-

centage of uncertificated staff is also seen to vary according to

level of education or type of teacher considered. Thus in Sweden

the percentage of uncertificated teachers was smaller in the lower

than the middle department of the comprehensive school, both de-

partments corresponding to the primary level in other Member coun-

tries (Table 48).

In Ireland, the State pays no grant for the group known as

supernumerary teachers; this group is largely composed of women

members of religious orders andhas a lower standard of qualifi-

cation than have other teachers (Table 49).

In all, nearly half (6 out of 13) of the countries listed

in Table 47 were faced with a fairly serious teacher shortage in

1965 for primary (or primary and lower secondary) education, since

the proportion of uncertificated teachers fluctuated between 10

and 15 per cent.

Secondary Education

Generally speaking there has been greater difficulty in

secondary than in primary education in recruiting the qualified

personnel deemed necessary by the system. Insofar as possible a

distinction has been made between general and technical secondary

education.
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TABLE 48

Trends in the percentage of uncertificated teachers

in Swedish primary education

(1955-1965)

1955 1960 1965

Primary education 2 3 10

- Lower department .1 1' 8

- Middle department 3 4 11

TABLE 49

Trends in the percentage of uncertificated primary

teachers according to category in Ireland

(1955-1965)

1955 1960 1965

Total teachers 25 20 14

- Ordinary 23 18 13

- Supernumerary 70 68 67

Percentage of supernumerary

teachers of total teachers 4 3 2

Apart from Ireland, the United States and Norway, in 1965,

the number of uncertificated staff was greater in general secon-

dary (Table 50) than in primary education. Except for France and

perhaps Scotland, the situation, however, improved between 1960

and 1965. In some countries where lower secondary education can

be distinguished from upper - whether this lower secondary level

is in the form of comprehensive schools or of short modern second-

ary parallel with long traditional secondary education (with or

without transfer possibilities to the traditional long course) -

the recruitment of certificated teachers at this level appears to

have been difficult (Table 51). This may be because lower second-

ary became part of compulsory education and teachers of single

subjects were needed, who are usually more highly trained than
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primary teachers. The shortage seems to affect far more than

those countries where all lower secondary education is given in

comprehensive schools (Italy, Yugoslavia and Sweden).

TABLE 51

Percentages of uncertificated teachers in lower secondary

education or in the short modern course at this

level in four OECD Member countries

1955 1960 1965

MF F MF F MF F

Italy(1) - - - - 17 -

Netherlands(2) - - 6 - 4 -

United Kingdom

Northern Ireland(3) 1 2 2 2 1 1

Yugoslavia(4) - - - - 41 -

(1) No specific certificate.

(2) Modern secondary course; percentage of lessons by uncertifi-
cated staff.

(3) Intermediate secondary education.

(4) Upper primary education; teachers not holding a certificate
in the subjects taught.

Thus in Sweden the shortage of university graduates in

lower secondary education is 80 per cent, whereas demand for

schools at this level amounts to but 60 per cent of total demand
(not including vocational schools). In Turkey, the MRP Report

states the proportion of auxiliary and part-time teachers in the

middle schools has increased in recent years. In Austria the
shortage is especially marked in upper primary education, where

single-subject teachers are employed. These data are indirect

evidence of the need to employ imuertificated teachers at this

level.

Other indicators of shortage sometimes point to an exten-
sive use of uncertificated personnel. Thus in Portugal a majority

of so-called "eventuais" teachers have received no thorough
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TABLE 52

Percentage of uncertificated staff in technical secondary

education in five OECD Member countries

1950 1955 1960 1965

MF MF MF MF

Francq (public)

Technical lycees - 20 12 (1)

Colleges Wenseignement
technique - 14 2b 34

1121x(2) (public)
(as a whole)

11

Technical education 6

of which: agricultural schools 9

industrial schools 8

navigational schools 10

business schools 4

land surveying schools 5

tourism schools 18

girls, schools 7

7ocational education 20

Vaxxax(3) - - - 48

Netherlands(4) 26(5) 25(6) 2b -

Yugoslavia (public)
67(7)as a whole)

Technical schools 56(7)

Agricultural schools 49(7)

Medical schools . 88(7)

Applied art schools 34(7)

Skilled workers, schools 69(7)

(1) Included in general education.

(2) Full-time and part-time: teachers with no "specific certificate" are regarded
as uncertificated; technical teachers (except practical subjects).

(3) Full-time and pert -time.

(4) Full-time and part-time; uncertificated and partly certificated estimates.

(5) 1952.

(6) 1957.

(7) Full-time only 1964-65.
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pedagogical training, yet in 1960-61 this group represented 54 per
cent of the teaching body in public general secondary education.

When it is possible to compare general and technical second-
ary education (Tables 50 and 52) it is noted that the staff needed
for an expansion of technical education has been harder to come
by. Caution however should be exercised in analysing the figures,
since in engaging the services of staff in technical schools the
criteria sometimes differ from those used in general secondary
education. It is well to remember that particular emphasis is
laid on the teacher's occupational experience, and that part-time
staff is often used.

Hence the percentages in Table 52 do not always give an
accurate picture, to the extent that full-time and part-time
teachers were not always able to be separated, and the number of
lessons required varies according to subject. In the Netherlands,
although one - fourth of the teachers in all categories are con-
sidered to be uncertificated, the percentage of lessons given by
uncertificated staff has changed (Table 53):

TABLE 53

Percentage of lessons given by uncertificated staff
in technical education (Netherlands)

Type of technical education 1952 1957 1961 1967

Boys' lower technical schools 29 32 33 30

Girls' lower home economics

schools - 17 16 -

Boys' senior technical schools - - 14 -

Girls' medium-level home

economics schools - 22 26 -

Despite any reservations which may be made, it is clear
that the percentages in Table 52 indicate an acute shortage of
technical teachers up to 1965. Among the examples mentioned
(except in Italian technical schools) the percentage of uncertif-
icated staff ranges from one-fifth to more than one half of the
teaching body. The information in this table and in Table 54
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showing the position by subject also seems to show that the short

vocational type of education (the training of skilled industrial

or clerical workers) is in a less favourable position than the

more theoretical technical courses. This, of course, applies only

to the countries where such a distinction is possible (Italy,

France, Yugoslavia, the Netherlands).

The situation for the various subjects

Specialized teachers in one or more subjects are employed

in secondary education. Various figures are available which show

the subject or subjects apparently most seriously affected by lack

of certificated teachers. Table 54 covers subjects taught in

general secondary education. The figures for Italy support the

earlier indications given concerning the higher percentage of un-

certificated teachers in lower than in higher secondary education.

Mathematics and other sciences have been acutely affected by re-

cruitment difficulties, roughly 40 per cent for mathematics in

France in 1965 and thereabouts, 15 per cent in middle schools in

Italy and 25 per cent in traditional secondary education in the

Netherlands, while the figure for other science subjects ranges

from one-fifth to one-third). At the same time, however, non-

scientific subjects were sometimes hit even harder, e.g. foreign

languages and mother tongue in the Netherlands (long course) and

Italy (middle schools). Art and special subjects have often been

taught by uncertificated staff (music in Netherlands traditional

secondary education and manual training in France - recently more

than 50 per cent, etc.). Table 54 also shows that some percentages

of uncertificated staff remain steady over a fairly long period -

ten years in the Netherlands, and, for those teaching art or spec-

ial subjects,in France. While the situation in the Netherlands

and France still appears unsatisfactory, the worst seems to be

over.

In technical secondary education, apart from one exception

(boys' senior technical schools in the Netherlands), the recruit-

ment of certificated staff according to subject or group of sub-

jects appears to have given more trouble than in general education.

This is true of the general subjects taught in both types of school

as well as of subjects taught only in technical schools. Tables 55

and 56 suggest that in arts and sciences (except in boys' senior

technical schools in the Netherlands) the percentage of uncertifi-

cated staff is higher than in general education. The French
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example in Table 57 shows evidence of the greater difficulty in

recruiting teachers of practical subjects taught only in technical

secondary schools.

TAEltEll

7.ecent trends in the perceutage of uncertificated,staff

in classical modern and.technical lycees for general

and technical s,;plects us.practical subjects (France)

1_1963

General and technical subjects . ;13.7

Practical subjects 23.8

All subjects 23.7

1965

26.8

31.8

27.2

1966

25.4

32.7

26,0

The situation WRS hardly bet6er for certain themetical

subjects .lso taught in French technical lycees. Although fOr

many suFzjects the situaticn in 1966 showsd somt inprovemeot over

1963, for practiCal subject,' (Table 57) and engineering drawing

(Table 58) the position ctmlnued to deterilrate.

TABIJP;

Recent trends in the percentage of certain categories of

uncertificated staff employed in French technical lycees

1963 1965 1966

Engineering drawing 31.9 34.4 37.5

Technical teachers of

special subjects 19.0 36.3 28.7

Freehand drawing 32.7 34.0 29.9

Home economics 28.4 24.6 22.0

Discussions held at 0.E.C.D. during confrontation meetings

on the training and functions of technicians showed that all the

countries which were reviewed met with considerable difficulties,

both qualitatively and quantitatively, when recruiting personnel.
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Moreover, for groups of subjects, the evidence confirmed that

institutes training skilled industrial and clerical workers had

the greatest difficulty. A comparison of Tables 55 and 56 shows

that the position is worse for all groups of subjects in these

establishments than in technical schools in all three countries.

If the supply of teachers dealing with technical (theoreti-

cal and/or practical) subjects is more difficult to adjust to de-

mand owing to economic factors, the high percentage of uncertifi-

cated staff teaching general subjects in technical education brings

out a specific problem of recruitment, perhaps related to the posi-

tion itself of technical education (social status, working condi-

tions) in the school systems.

Situation in private education

As a rule the percentages of uncertificated staff listed

above apply to public education only. In general, the private

Sector is less exacting than the public sector in the matter of

qualification. The authorities may require minimum standards to

recognize the schools (Portugal, Spain), or to provide grants

(France), but these may be far lower than in public edutation.

This is the situation in Portugal(1). For the few countries for

which information is available, Table 59 shows percentages of un-

certificated staff in private education together with those of

private teachers in relation to the total teaching body. A com-

parison with previous tables shows that uncertificated staff is

more numerous in private education, allowing for the definitions

adopted and the statistics available.

The situation concerning uncertificated teachers

Finally, there are more women than men who are considered

as uncertificated. This is true for both primary education

(Table 47) - except Ireland - and general secondary education

(Table 50), and also for technical education in France (Tables 55

and 56), although perhaps not for all subjects. for example, for

art and special subjects in general education (from 1950 to 1960),

and for science and "other subjects" in technical lycdes in 1960,

the standard of qualification for women was higher than that for

the total teaching body.

(1) See: MRP. Country Reports, Portugal.
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TABLE 59

Percentage of uncertificated staff in private education and

percentage of teachers in private education in relation to

total teaching body

1950 1955 1960 1965

Denmark(1) primary and lower 45

10

34

10

48

10

61(2)

9(2)

secondary

(private teachers as % of total)

SPain(3) general secondary 50 48 46 -

(private teachers as % of total) 80 79 76 -

France(4) primary - - - 82(5)

(private teachers as % of total) - - - 14(5)

short generalsbcondarY - - - 36

(private teachers as % of total) - - - 20

long general secondary - - - 40

(private teachers as % of total) - - - 31

long technical secondary - - - 54

(private teachers as % of total) - - - -

short technical secondary - - - 82

(private teachers as % of total) - - - 42

Italy(6) lower secondary - - - 16

(private teachers as % of total) - - - 7

general secondary - - - 11

(private teachers as % of total) - - - 24

long technical secondary - - - 7

(private teachers as % of total) - - - 15

short technical secondary - - - 16

(private teachers as % of total) - - - 6

(1) Teb.
certa..

(2) 1966.

(3) Not university graduates; may thus include certificated staff
in special and religious subjects and physical education.

(4) Teachers regarded as uncertificated are those not under
government contract.

(5) 1964-65.

(6) Teachers with no specific certificate.

42 no training college diploma; this percentage
.ncreases the percentage for uncertificated staff.
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The heavier percentage of uncertificated women teachers

may be attributed to the greater number of women substitutes or

supply teachers recruited by the national authorities during peak
shortage periods. Women were more easily available to meet re-
quirements, even though their qualifications sometimes fell below
the standards in force.

Student teachers

Part of the uncertificated staff recruited consists of
student teachers, usually helped by the other staff. The concept
of "non- certificated" may here also be regarded as over-strict,
in view of the knowledge already acquired and the regular super-
vision involved. A distinction should however be made between

student teachers from independent training colleges (who are to
teach in primary and lower secondary education) and undergraduates
in universities. The work of the former is followed much more
closely, whereas the latter are usually specializing and some will
not necessarily enter the profession. Little information is avail-
able. In Denmark and Italy the following percentages in relation
to stocks (total stock and uncertificated staff) have been recorded
(Table 60).

For 1959, in the Netherlands, a breakdown by previous activ-
ity exists showing flows of those entering the profession as
teachers of the long general secondary course. Students or student
teachers accounted for 40 per cent of newly appointed teachers and
for 49 per cent of uncertificated staff. Many other countries
have made use of students or student teachers but few figures are
available.

(b) Teachers who are not certificated in the subject taught

In many countries the concept of certificate holder is

closely connected with that of educational level, taking into
account conditions of appointment. Much more rarely do statistics

include among uncertificated staff those holding the diploma norm-
ally required for teaching at their level but who in fact take
subjects outside their speciality. If secondary teachers are con-
sidered to need a university (or higher) degree in the subjects
they teach, this type of information would show the extent of
their competence in each subject, and thus indirectly allow dif-
ficulties of recruiting and utilizing certain categories to be
measured. Except for lower general secondary education in Italy
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TABLE 60.

Student teachers employed in Italian and

Danish education (1961 and 1966)

1961 1966

% of
total

number of
teachers

% of
uncertificated

staff

% of
total

number of
teachers

Denmark

Primary and lower secondary

education 4 50

Upper general secondary

education 1.5

Italy

Lower general secondary

education 9(1) 48(1)

- Arts 10 63

- Foreign languages 7 23

- Mathematics and science 7 38

(1) This percentage applies only to the total of the three groups
of subjects, which represented about 60 per cent of the teach-
ing body.

(in 1961) and boys' senior technical schools in the Netherlands

in 1959, data on this aspect of non - certification have not yet

been included in the percentage of uncertificated staff shown

above. They are based on special sample surveys (as in Ireland

and the United States) and hence could be only tentatively aggre-

gated with the earlier percentages for uncertificated staff.

The few examples available for general education (Table 61)

and technical education (Table 62) tend to confirm the trends for

staff considered as uncertificated. Even though substantial, the

percentage of science and mathematics teachers in general educa-

tion (Italy, Ireland) is exceeded by that for teachers of certain

arts subjects (foreign languages, history, geography).
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TABLE 62

Percentage of teachers in technical secondary

education not certificated in the subjects taught,

in the Netherlands (1959) and in Portugal (19611

Netherlanda(1)

Portugal(2)'0; of all
uncertificated

staff

Total 10 40 16.9

General education 49 47
Vocational education 12 30

Practical subjects 3 14

Theoretical subjects 15 52

Exact sciences 24 67

(1) Lower technical secondary education for boys as a %%hole; in terms of lessons
given by teachers certificated in a subject they do not teach.

(2) Public technical education.

Source: For Portugal, IMP Country Reports: Portugal.

TABLE 63

Percentage of lessons given in boys, lower technical

schools by teachers not certificated in the subject

they teach. Netherlands (1959)

% of all
uncertificated

staff

Car repairing 2 50

Fine metalcarving 11 79

Metal 4 21

Agricultural machines 2 5

Shipbuilding 3 6

Technical drawing 20 56

Knowledge of materials 3 18

Construction theory 18 53

Projection theory 21 43

Arithmetic 6 35

Physics and mechanics 30 65

batch 2 22

Fusic 23 53

Theology 11 85

Foreign languages 40 87
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In technical education, on the other hand, the Netherlands

figures for boys' lower technical schools show that the exact

sciences are most affected (24 per cent of total teaching staff),

followed by theoretical technical subjects (15 per cent). At this

same level, if individual subjects rather than groups are con-

sidered (Table 63), foreign languages again head the list and some

theoretical courses (technical drawing, construction theory, pro-

jection theory) are given by teachers of whom one-fifth are not

qualified in the subject taught; in physics and mechanics the

figure is nearly one-third.

The use of staff qualified in one subject who teach another

varies according to the sex of teachers and the size of the school,

as shown in Table 64 for the United States. Generally speaking

the smaller schools have a higher percentage of teachers taking

other than their own subjects, since they are asked to teach

several classes. The teacher shortage seems to be acute not only

in mathematics and the physical sciences but in English and social

studies. In some subjects (mathematics, physical education) the

shortage of women teachers is also considerable.

These initial examples show that regional imbalances exist.

Table 65 for the United States as a whole indicates that, while

the big cities have less trouble in recruiting qualified staff,

they experience difficulty in finding men to teach mathematics

and, to a less extent, the physical sciences. Certificated women

teachers of mathematics and physical education are also hard to

recruit in some regions and according to the size of school.

Differences between public and private education depend on

the latter's characteristics. When private education corresponds

to the needs of a homogeneous community demanding teaching of a

high quality and willing to spend the money to achieve it, then

the recruitment of staff teaching the subjects they are trained

in tends to be easier than in public education. This occurs in

the United States, as shown in Table 66 for men teachers (a simi-

lar trend is also noted for women teachers). On the other hand,

when private education caters to a much broader, less uniform

type of consumer the situation is worse than in public education.

Thus in Portugal in 1961-62, 34 per cent of the staff in private

general secondary education taught subjects in which they were

not certificated(1).

(1) Source: MRP Country Reports. Portugal.
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TABLE 67

Percentage of teachers who have neither majored

nor minored in the subject taught, in two States

and a big town (United States, late 50's)

California
(1)

Los Angeles Ohio

Mathematics 35 42 -
Physics 8(2) 67
Chemistry 35
Commercial course 13

Foreign language 13

Social studies 12

Language arts 11

Industrial arts 10

Vocational arts 8
Art 7
Physical education 6

Music 1

(1) Percentage of pupils taught by teachers without major or
minor in the subject.

(2) Science.

Source: Teacher Shortages and Salary Schedules, op. cit.

The trend brought out by the percentages in Table 65 for
the whole of the United States concerning mathematics and science
teachers is borne out by figures received from various individual
States. At the end of the Second World War, in 1946-47, 40 per
cent of mathematics teachers in Colorado were teaching outside
their major or minor fields, a situation which is confirmed in
the late fifties for two States and a major city (Table 67). More-
over some staff had never taken a single course during their higher
education in the subject they taught. This is true for 7 per cent
of physics teachers in Wisconsin, 7 per cent of mathematics teach-
ers in Maryland, New Jersey, Virginia and at Los Angeles, and 2 per
cent of mathematics teachers in Kansas. In Ohio some 8 per cent
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of physics teachers, 3.5 per cent of chemistry teachers and 3 per

cent of biology teachers had never obtained credits in the subjects

taught(1).

(1) This information has been taken from Teacher Shortages and
Salary Schedules, op. cit.

181

174



CHAPTER IV

SOME SPECIFIC CONSEQUENCES OF RECRUITMENT DIFFICULTIES
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The various shortage factors discussed above have been

dealt with only at a national level. This situation conceals

considerable disparities between regions. Countries with a

federal structure where education is controlled by the individual

states are not the only ones where such disparities occur; eoun-

tries with a more centralized structure have tried, at an early

stage, to devise a policy for the spreading over of shortages

(see Part Two). Another consequence of the rapidly developing

need for various categories of teachers is the stiff competition

among various types of education to attract the best staff, and

some levels of education have suffered greater loss than others.

Finally, without being able to draw definite conclusions, in addi

tion to the data above on percentages of uncertificated teachers,

it would be advisable to examine any influence this period might

have had on the duration and level of teacher training. Lack of

statistics of a qualitative nature here, as elsewhere in this re

port, radically limits analysis of these three points.

1. Regional Inequalities in the Allocation of Qualified Staff

Thesueven distribution of qualified staff over the various

types of establishments throughout the country can be measured by

the same shortage indicators as those considered above. Certifi

cated teachers in some regions can be used more intensively (over

time, changes in nupil/classroom ratios). The number of uncertifi

cated teachers it is possible to use depends on the establishment.

(a) Overtime

Little is known about the breakdown of overtime by region

since each establishment enjoys a fair amount of freedom of de

cision in this field. In Greece, in 1962-63, in general secondary

State education the fulltime equivalent for overtime for Greater
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Athens represented 35.4 per cent of total overtime although enrol-

ments in this part of Greece are only 29 per cent of the'total.

(b) Pupil/Teacher ratios

The differences in the pupil/teacher ratios are better

known (in the absence of more detailed data on pupil/classroom

ratios). Table 68, concerning Greece, is given as an example.

The imbalance is found both in public and private education and

at primary and secondary levels.

TABLE 68

Pupil/teacher ratios by region in Greece in 1962-1963

Geographical regions

Primary
education

General
secondary
education

Public Private Public Private

Total for Greece

Greater Athens

Rest of Central Greece and

Euboea

Peloponnesus

Ionian Islands

Epirus

Thessaly

Macedonia

Thrace

Aegean Islands

Crete

38.5

44.0

39.2

36.9

36.7

35.5

41.6

39.9

39.2

32.0

33.7

28.4

29.6

29.3

30.4

23.8

19.5

24.0

25.6

26.7

24.7

20.3

34.0

37.0

31.0

32.0

32.0

41.0

36.0

34.0

29.0

28.0

36.0

21.0

19.0

The following tables make an attempt to bring out the

trend of such regional inequalities by supplying additional data

for selected years before and after 1960.

A simple enumeration of the various regions would not be

meaningful without some account of their characteristics. The

so-called "rural" or "urban" regions generally have eery different

pupil/teacher ratios, but these differences do not always follow

the ssoe pattern, While pupil/teacher ratios in some developed

countries are better in .rural than urban areas (because of (1

186

177



) 7

migration), the ratio may be unsatisfactory in the rural areas of

developing countries as shown by Table 69 concerning primary

education in Portugal (except 1950) and Turkey.

TABLE 69

Pupil /teacher ratios: differences between

urban and rural areas

Type of Education and Country
Years

1950 1956 1960 1965

Primary education

Portugal

Rural areas(1) 43.3 34.5 32.4

Urban areas(2) 65.6 30.0 30.9

Turkey

Rural areas 667Cr' 54.0(3)

Urban areas 26.0 42 42.0(3)

General secondary education

Portugal

Rural areas(1) 14.0 15.27

Urban areas(2) 51.6 48.07

(1) Rural and urban areas of fewer than 50,000 inhabitants.

(2) Urban areas of more than 50,000 inhabitants.

(3) In 1962 the ratios were respectively 48 and 44.

These comparisons are still too general, and more precise

figures are needed on the situation in smaller areas according to

population density, accessibility, level of income, etc.

Pupil/classroom or pupil/teacher ratios are not a sufficient

indication fo disparities. Thus some apparently satisfactory

pupil/teacher ratios in rural areas take in the entire teaching

force, including uncertificated teachers, some isolated commun-

ilies having difficulty in attracting and keeping qualified teach-

ers. Unfortunately a table combining both statistics cannot be

given owing to the limited documentation available.
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(c) Percentage of non- qualified teachers

Here two examples showing regional situations in relation

to the entire country are given (Tables 70 and 71). In the first,

for Italy in 1939-60, the percentage of teachers in secondary educ-

ation who had not passed the teacher examination called "Abilita-

zione" is calculated for the two biggest regions, one of which
(the South) is being systematically developed to make up the short-
comings in each type of establishment.

TABLE 70

Percentage of teachers without the "Abilitazione" degree

(Italy, 1959-1960)

Establishments
Regions

North-
Central South All

Italy

Intermediate schools 41.4 50.1 44.6
Classical "licei" and gymnasia 20.7 33.0 26.3
Science licei 23.2 29.2 24.8
Primary teacher training colleges 31.9 42.3 36.4
Technical institutes 36.1 42.2 38.2
Vocational institutes 48.2 56.0 50.4
Total 33.4 40.6 36:1

The second example relates to Sweden in 1966, where stocks

by county differ according to type of education (Table 71).

With two exceptions in the middle department of comprehen-

sive education the distribution of teachers seems satisfactory at

primary and upper-secondary levels. In lower secondary education,
however, it is very uneven. The considerable decentralization of

primary teacher training colleges and the urban location of upper
secondary schools may help explain the situation. As in many

other countries the greater the distance from university cities

the poorer the situation becomes. A more detailed analysis carried

out in 1961 (Diagram 1) shows that a fundamental factor in the dis-

tribution of the certificated staff available was the size of the

community; as the community gained in size the number of uncerti-

ficated teachers fell.
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TABLE 71

Breakdown of stocks of certificated teachers(1)

in Sweden by county (Autumn 1966)

Level and type
of education

Primary education
(Comprehensive

schools)

General secondary
education

Lower Upper

Upper

Lower Middle depart- Lower
depart- depart- ment of secon- "Gym-

Certificated
(in percentage)

ment ment compre-
hensive
schools

dary
schools

nasia"

46-50 1

51-55 1

56-60 3 1

61-65 1 6 1

66-70 1 5 5
71-75 2 2
76-80 1 8
81-85 1 5 3 3 2

86-90 14 9 2 4 4

91-95 9 9 16

96-100 1 3

Average for all

counties 90.8 87.2 68.5 78.5 92.4

(1) Full-time teachers in primary schools (not including special
education); instruction by certificated teachers for other
types of education.

.../(d) Situation by subject

In secondary education the uneven distribution of certif-

icated staff throughout the entire country is also true for each

subject, for example the competence of non-established teachers

in Italy at middle-school level in 1960 (Table 72). Although the

statistics are incomplete and fail to show the exact weight of

these teachers in relation to the total teaching body, the greater

recruitment difficulties in four teaching fields encountered in

the developing southern region are evident.
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TABLE 72

Percentage of non-established teachers with no

specific certificate in lower secondary

education (Italy, 1960-1961)

Mathematics Technical
Foreign and andArts languages scientific

subjects
industrial
subjects

North-Central 19 22 22 9

South 26 42 24 16

Italy 22 30 23 13

Within each of these large regions very considerable in-

equalities of course exist. Regional inequalities of distribu-

tion do not always follow the same pattern for all subjects, as

shown by the Table 71.for a developing region. Thus, in France,

for example in 1963, when the nation-wide percentage of uncerti-

ficated teachers was practically the same for general as for prac-

tical subjects taught in secondary schools, it will be seen

(Table 73) that the differences between districts do not follow

the same trends for the two groups of subjects. For the same

year the situation for general and for theoretical technical sub-

jects varied considerably. The percentage of uncertificated aux-

iliary mathematics teachers in each of the 19 school districts

ranged from 27.8 per cent for the most satisfactory case to 59.7

per cent for the least, and a national average of 37.8 per cent.

In arts, where the national average was 20.3 per cent, the propor-

tion of uncertificated auxiliaries went from 15.9 per cent to

33.2 per cent. It must be remembered that the French system of

education is highly centralized. In a federal structure such as

that of Germany, the breakdown of subjects in terms of recruitment

difficulty also reveals differences as between Lender. A break-

down under "very difficult" and "difficult" groups the "Lender"

under these headings plus a third "easy" but does not allow the

exact position of each Land to be shown. From 1961 to 1966 the

recruitment of mathematics teachers in gymnasia was graded "very

difficult" in eight Lender and "difficult" in two (for ten Lender

surveyed). For Germany, recruitment was "very difficult" in three

Lender, "difficult" in five others, and hence "easy" in the last

two.
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TABLE 73

Teaching staff in classical, modern and technical

lycees: percentage of non-certificated auxiliary

teachers: deviations from mean national percentage

by academic district

France (1963)

Academic district General and
theoretical
technical
subjects

Practical
subjects

All
subjects

Aix - 4.8 + 0.7 - 4.4

Besancon + 0.9 - 3.1 + 0.4

Bordeaux 0.0 - 0.9 0.0

Caen + 2.0 + 0.8 + 1.9

Clermont-Ferrand - 0.8 + 1.1 - 0.6

Dijon + 1.4 - 0.1 + 1.2

Grenoble + 1.3 - 0.6 + 1.1

Lille + 7.8 - 0.5 + 6.8

Lyon - 3.3 - 1.6 - 3.1

Montpellier + 0.8 0.0 + 0.7

Nancy + 2.6 - 6.9 + 2.0

Nantes - 1.3 - 2.4 - 1.4

Orleans + 2.4 - 1.9 + 2.0

Paris - 4.0 - 7.0 - 4.3

Poitiers + 2.9 + 7.4 + 3.2

Reims + 9.4 + 4.1 + 8.9

Rennes + 0.4 + 2.1 + 0.5

Strasbourg - 0.1 + 10.9 + 0.7

Toulouse + 0.4 + 11.4 + 1 . 3

National percentage 23.7 23.8 23.7
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TABLL

Trends in pupil /teacher ratios(1) in primary

education by province (Yuronlavia. 1952, 1056. 1460)

Regions 1952 1956 19o0

Lerbia (as n whole)

of which: Serbia (without Vojvodina
and Kosmet)

45.3

43.4

29.3

29.05

50.1

30.7

Vojvodina 39.4 27.6 28.5

Kosovo and 1.etohijn 50.2 33.8 34.2

Croatia
44.2 33.55 32.8

Slovenin 39.05 33.3 27.0

,Bonnie - Herzegovina
64.5 47.05 44.5

racedonin
43.6 35.2 31.9

..ontenerro
58.5 29.5 20.3

Yugo:a:win os a whole 45.0 53.0
55.0

(1) Vull-time rind part-time tenchern.

Source: MRP Country Reports: Yugoslavia (Table 1).

TABLE 75

Trends in percentages of fully certificated

teacherr(1). Breaknown by sex in 9 provinces

(Canada) 1990 -59 to 1964-65

Frovincen

Primary education secondary education

1958 -59 196/ -65 1956-59 1964-65

14 F F 14 F F

Newfoundland 18.2 9.4 25.4 15.2 46.8 24.9 50.3 34.7

Prince Edward blond 12.9 7.3 55.4 20.3 30.5 25.0 59.1 36.9

::0V3 Zactia 78.7 50.7 88.5 69.5 82.8 61.3 81.0 65.2

New Brunswick 39.8 20.1 67.1 42.6 67.2 50.2 59.9

Ontsrio 88.2 80.7 95.7 )9.7 88.3 81.6 69.1 71.3

Fznitonn 67.1 69.2 60.1 84.2 57.3 63.2 69.6 62.2

Saskatchewan 96.5 93.7 90.2 97.5 63.5 56.0 68.1 47..5

Alberta 91.5 85.7 94.5 89.7 64.9 46.1 71.9

British Columbia 08.9 02.4 96.0 92.3 87.9 73.3 87.1 73.1

(1) Fully certificated primary teachers are those who have continued their

training beyond Junior intriculation for one or two yenra and those

who have had one or two years, vocational training beyond senior

iatriculation. Fully certicated secondary tenchers nre those ::ho

have continued their studies during four yearn or more beyond Junior

::ntriculotion or for three yenrs or more beyond Senior Entriculdtion,

including one year of vocational training.
All teachers in itle'iec are

considered fully certificated after two years of study beyond Junior

Latriculation. The stotintics for Quebec cannot therefore be compared

with those in the Table 75.

Source: Canada Year Boot, 1960-1967.
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Another indicator is the proportion of staff teaching out-

side their own field. The differences liable to exist for a coun-

try with a federal structure, such as the United States, have al-

ready been shown in Table 65 for very large regions and according

to enrolment.

(e) Trends in distribution of teachers by region

Very often the interaction of the factors causing differences

in the distribution of certificated staff over the whole country

is not fully explained. Knowledge of them, at a given moment, will

be useful only if it promotes measures to reduce the most glaring

differences. Here too, detailed studies are needed over a fairly

long period to determine whether or not inequalities show any sign

of decreasing. The few indications that can be given for some

countries show that disparities tend to be corrected mainly in

primary education. If differences between extreme values for the

regions of two countries with a federal structure are very roughly

compared (Yugoslavia and Canada) (Tables 74 and 75), an overall

reduction of differences in primary education can be noted (from

26.0 to 17.5(1) in Yugoslavia, from 83.6 - men - and 86.4 - women -

to respectively 72.8 and 77.1(2) in Canada.

A different calculation based on the trends of pupil/teacher

ratios in primary education by region in Italy from 1957-58 to

1962-63 shows a reduction in the gap between the outside values

from 16 to 11.

In a period of shortage a fairly general reduction of the

differences may be accompanied in some regions by a deterioration

of the factor taken into account. Thus in Yugoslavia between 1956

and 1960 the Serbian pupil/teacher ratio rose while it continued

to fall elsewhere. In Canada, in secondary education only, while

the gap between the two outside values contracted, the percentage

of certificated staff of both.sexes fell in three provinces, of

men teachers in one and of women teachers in two.

The few indications above do not mean that even in a period

when teacher supply and demand balance, some regions may not have

recruitment difficulties, due either to distance or recruitment

(1) The indicator used is the pupil/teacher ratio (Table 74).

(2) The indicator used is the percentage of full-time certificated
teachers (Table 75).
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regulations. The co-existence of a surplus of teachers in one

region and of a shortage in another is quite possible, as is now

true of Austrian primary education, where there is a surplus of

teachers in Vienna while Upper Austria, with only 19 per cent of

total enrolments, represents one-third of the shortage. But it

was only to be expected, during the shortage experienced by many

countries from 1950 to 1965, that such differences should be felt

more strongly. The overall statistics naturally conceal a phe-

nomenon which should at least be pointed out, if it cannot be

examined more closely.

2. Transfers of Teachers from one Educational Level to Another

Teacher mobility within a school system, either voluntary

or resulting from systematic action on the part of the authorities

to try to make up the deficits simultaneously or successively af-

fecting some types of education, may at times deprive some levels

or types of education of the teachers they need.

.If the total number of people wishing to take up a teaching

career is considered, it will be observed that demand for posts

has varied considerably over the past 15 years.

Pre-primary education tends increasingly to expand, for it

ran play a fundamental role in reducing certain social handicaps.

Special education must also cater for children unable to follow

normal schooling and who are apt to hamper the latter's effective-

ness when they are consciously retained there. The growth!in en-

rolments in secondary education has resultedrat the top of the

pyramid, in the expanilon and diversification of higher education.

In secondary education, covered by this study, at the end of

primary education the countries concerned have instituted either

a lower general secondary course or a short modern general course

alongside the traditional secondary course. In the upper general

and technical course, a wider choice of subjects-is being offered

to the pupil, and in some countries technical education is tending

to break away from its isolation and to become closely involved

in the growth of the system as a whole.

The mobility of teachers is generally helped by initial

training and by that more specifically called for by promotion

policies. A given form of training followed by supplementary

examinations makes it possible to teach in other types of educa-

tion. Thus, the primary teacher's certificate opens the door not
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only to primary education but to pre-primary, upper primary or
short modern secondary, lower secondary, special education, and
general subjects in vocational education. Training received in a
university or one of the specialized institutes or colleges can
lead to teaching in general, technical secondary, or higher educa-
tion, as shown by Table 76, covering various types of education
at primary and secondary level in Germany.

TABLE 76

Size of teacher flows from one type of education to another
as a percentage of total entries and departures (for each

type of education): average over 4 years (from 1961 to 1964)

An Germany

Primary
and

upper
primary
educa-
tion

i

Special
educe-
tion

Inter-
mediate
schools
(Real-
schulen)

Gym-.--nasia

Voca-
tional
educa-
tion

Tech-
nical
educa-
tion

Colleges
of en-

gineering

Entries

Depar-

tures

1.3

12.1

45.5

22.7

45.8

10.7

2.3

6.8

6.1

15.6

28.6

11.5

2.8

2.6

In the Netherlands where supplementary training makes it
fairly easy to obtain promotion into other types of education than
that of the initial assignment, the transfer rates from primary
education may achieve a certain stability. Table 77 covers a num-
ber of years in this country. Table 78, for England and Wales,

seems to confirm the conclusions drawn from the Tables 76 and 77

for primary education (Netherlands and Germany) and long secondary
(Germany): the proportion of teacher transfers to other types of

education (in relation to total turnover) appears to be heavier

than teacher "entries" from other levels (in relation to total
entrance rates). In England and Wales,-and,the Netherlands, the

proportion of women teachers in these transfers who enter is higher
than that of those who leave.
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TABLE 78

Teacher transfers from maintained primary and secondary education

to other types of education, expressed as a percentage of the

total number of teachers eni ring or leaving maintained primary

or secondary schools (Eng:sr- and Wales, 1962/63 - 1965/66)

1962-1963 1963-1964 1964-1965 1965-1966

MW
W as %
of

Transfers
MW

W as %
of

Transfers
MW

W as %
of

Transfers
MW

W as %
of

Transfers

Entries

Departures

3

13

53

37

2

10

55

39

3

10

56

36

3

11

54

35

Source: Statistics of Education Teachers, Volume 4, 1966.

In the Netherlands, the assignment of women nursery-school

teachers to the first two years of primary education has been

possible; certificated headmistresses were able to take a special

one-year course. A similar policy hag been followed in Belgium

where, for specific years (1959, 1962 for example), a special

effort was made to train nursery-school staff to teach at lower

primary level.

In some countries there is still keen competition between

secondary and higher education to get university graduates. Grad-

uates can be employed in higher education after a very small amount

of tr ining or may be promoted from secondary education. The 1965

figures for the Netherlands (Table 79) show that teachers leaving

traditional secondary education go mainly to higher education.

Naturally, university graduates are the ones who take the most

advantage of this opportunity.

University and secondary education are in fact the main

employers of certain categories of university graduates, according

to a Danish survey on the breakdown of philosophy and mathematics

graduates in working life.

In theory when an increase in enrolments, after affecting

secondary education, attains higher education, the latter, in

order to maintain teaching standards and in particular to train



TABLE 79

Reassignment in education of certificated teachers leaving

traditional secondary education, as a percenta e of

total known reassignments (Netherlands, 1959 and 1965)

All types of
certification

All types of
certification

Of which
University
Graduates

1959 1965

Higher education

Other types of

education

13

12

15

9

22

5

TABLE 80

Percentage breakdown by age of philosophy and

mathematics graduates in Denmark in 1965

Ages

Gymnasia Higher ucation

Faculties
of

Philosophy

Faculties
of

Mathematics

Faculties
of

Philosophy

Faculties
of

Mathematics

34 and below 62 27 15 56

35-50 56 36 15 41

51 and over 56 51 11 20

---

future teachers for secondary education tends to hold on to the

most gifted students or to attract staff from secondary'Schools.

Owing tp the long training required for secondary teachers and

to the advantages of posts in higher education (from the material

as well as social-status standpoint), the danger was that second-

ary education might not withstand such strong competition. In

England and Wales, in recent years, the number of university grad-

uates going into primary and secondary schools has consequently

been lower than the growth in the number of'graduates would sug-

gest. Notwithstanding the lack of detailed statistics on teacher

flows for traditional secondary education in France, the drain
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into higher education from the 'agrege" teacher category, initially

intended for staffing secondary education, can indirectly be meas-

ured. Table 81 compares the number of successful candidates for

the "agregation" with the net growth of nagreges" teachers in

secondary education. Although unknown factors intrude (leaving

rates due to death or retirement, numbers returning, role of mili-

tary service, etc.), a comparison of the first two columns suggest

that the rate of transfer by nagreges" from their original destina-

tion is high. Their proportion in total staff in secondary educa-

tion, which was a little over one-fourth in 1950, dropped to less

than one-fifth in 1962.

TABLE 81

l'Agregation7 degrees in arts and sciences compared with

the growth of "a re es" teachers in secondar education

(France,. 1950-1962),

Numbers
passing the
"agregation
(1) (2)

Increase(or
decrease) in
secondary
education

% of
nagreges"

teachers in
secondary
education

1950-51 311 -209 26.5

1951-52 736 +99 25.9
)

1952-53 378 -831 26.2

1953-54 411 +1,190 26.7

1954-55 409 +158 26.3

1955-56 514 +219 26.2

1956-57 619 +341 25.8

1957-58 717 +271 25.0

1958-59 819 +294 24.1

1959-60 772 +216 23.0

1960-61 P01 +254 21.6

1961-62 932 +288 20.3

1962-63 1,010 +440 18.4

(1) Agregation: competitive examination for teaching posts in
lycees and universities. An nagrege is a teacher having
passed such an examination.

(2) 1950 compared with academic year 1950-51.
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This "escape" mainly into higher education, which has

occurred in recent years (with the arrival of the population bulge

since 1966-1967 into higher education), induced the French author-

ities to divide up the posts for new "agreges" between higher and

secondary education. The relative autonomy, research possibilities

and better working conditions of higher education have attracted

an increasing proportion of the graduates it trained.

The effort to find the optimum distribution of graduates

in view of the training priorities to be respected, has therefore

met with obstacles which are diffiCult to overcome, such as the

length of training required and the impossibility of immediately

increasing a given teacher category. Thus in Enb..and and Wales

the development of nursery schools necessary to attract or main-

tain women teachers in the profession has been hampered by the

lack of young women able to take up a career in these schools. A

shortage of women teachers in fact already exists in infant

schools, which must be granted priority when available teachers

are being assigned.

Nevertheless, the lack of organisation in higher education

may cause the latter to lose possibilities of recruiting from

among its students, to the benefit of secondary education. In

Switzerland, owing to the smallness of the grants and the paucity

of assistants' posts, students undergoing training give lessons

in secondary schools where there are vacancies. This work may

prevent them from completing their course in the normal time, or

they may not go beyond a certain level, or end up by taking a

teaching post in secondary education instead of aspiring towards

one in higher education. This has keen seen to occur mainly in

History and Languages. .

But, in some countries, even if such a policy of optimum

teacher allocation existed, it could not always be successful.

In qualitative terms, the training officially required for teachers

sometimes varies so much within very hierarchical educational lev-

els that the replacement of a secondary by a primary teacher, to

give but one example, tends to aggravate the problem at both sec-

ondary and primary levels since the best teachers, drawn by such

promotional advantages, do not hesitate to leave. This is parti-

cularly true in countries with a long traditional secondary course

taught by university graduates. Faced with a serious teacher

shortage the authorities concerned then had the choice of recruit-

ing uncertificated staff outside the teaching profession, a
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deteriorating pupil/teacher ratio and increased overtime, or of

recruiting teachers from another level or type of education whose

previous training could not be considered sufficient to qualify

them for the post in view of the current recruitment standards.

In Sweden, teachers trained for the lower department of

the comprehensive school have been appointed to the middle depart-

ment, of which until recently they represented about one-third of

the uncertificated staff (50 per cent in 1955, 24 per cent in 1965,

35 per cent in 1966). Forty per cent of posts in the upper depart-

ment have to be filled by teachers originally intended for the

middle department and who have had further training. Not only

has, the "drain" of teachers from the middle department been made

official, but also the assignment of teachers to this department

without further training. In 1966, 36 per cent of posts in the

upper department assigned to staff of the middle department were

filled by teachers without further training.

In 1959, in traditional general secondary education in the

Netherlands, 34 per cent of newly recruited teachers came from

other types of education, 61 per cent of these being considered

uncertificated. That same year, 27 per cent of teachers at this

level left for another type of assignment in the school system,

of whom 56 per cent were considered unqualified. Naturally, this

problem gave less cause for concern where the primary and second-

ary teachers had received fairly similar training, since .further

courses could then bring teachers up to the required level once

they had acquired substantial theoretical and practical knowledge.

An obvious corollary is the development of continued education

and teaching help for newly recruited teachers. Longer-term poli-

cies cannot however be confined to the spreading over of shortages.

It is precisely the development of an efficient educational system

which will make available greater numbers of teachers, properly

prepared for the duties they are to perform and less rigidly

assigned watertight categories than they are at present.

3. The Standard of Teacher Training

It was shown that recruitment difficulties have resulted

in the assignment of staff who, according to national standards,

are partly- or non-certificated. In the light of current legisla-

tion, particularly in countries where recruitment conditions are

flexible and where different qualifications may exist for each
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type of educationi the possible consequences of shortages for the

standard of teacher training should be examined.

Entrance examinations in the primary-teacher training col-

leges of some countries (in some cantons of Switzerland, certain

German Lander and in the Netherlands) have been eliminated, and

almost all'candidates are accepted.

In Switzerland (cantons of SolothUrn and St. Gall), the ex-

tension to primary teacher training has had to be postponed as has

that of lower secondary teachers. In Italy, the proposals of the

Parliamentary Commission of Enquiry on the State of Public Educa-

tion tending to establish a one- or two-year pedagogical course

after the first degree were not immediately adopted in the "guide-

lines of the five-year school plan", as the Italian Minister was

afraid of discouraging candidates and of delaying their entry into

the teaching body during the next five years. Nor in Turkey was

it possible for the extension of primary teacher training to be

implemented.

At times the length of the teacher training course has

been reduced: in Switzerland, from 4 to 3i years in Berne for

primary school teachers; and from 2 to 1i years in St. Gall for

lower secondary teachers, where future teachers have been called

upon to give many more hours of instruction during their training

than the practical teacher-training course made provision for.

This is true in primary and secondary education (Denmark, France

and also Switzerland where, in Geneva and Lausanne, an attempt .

has been made to combine training in pedagogics and psychology

with a part-time teaching post). The second part of this study

also discusses policies of accelerated training put (Chapter I,

(2) b) into operation at certain periods, and those for a tempo-

rary lowering of recruitment standards (Chapter II (1) b) which

have had to be adopted. It is only after the passing through of

the first population bulge that some countries have been able to

extend the period of primary teacher training (and of secondary,

in some cases, e.g., Luxembourg, England and Wales, Yugoslavia).

Similar decisions have only just now been implemented in Belgium,

Austria, Denmark and Sweden. Some Mediterranean countries, faced

with an adequate or even abundant supply of primary teachers, have

been able to extend the training period (Greece, Spain) or to plan

on doing so in the near future (Italy).



Statistics showing trends in the standard of teacher train-

ing are unfortunately few and far between. These figures are

especially significant in countries where the educational system

does not automatically call for one (or two) strictly defined

level(s) of training. In countries where this does apply, in

particular those where the assignment of a post depends on the

passing of a competitive examination, the standard of preparation

is defined by the regulations in force, and the staff regarded as

uncertificated are mainly those who have not had the advantage of

pedagogical training in higher education to round off their spec-
ialized training.

In countries such as the United States, Canada and Japan,

the standard of training for primary and secondary teaching staff

has improved, and Japan (see Table 82) seems to have made the most

rapid progress during the period 1956-1965. The remarkable ad-

vances noted in the three types of education considered must nat-

urally be related to the small increase, if not decrease, in enrol-

ments as a result of the falling birthrate. The improvement in

the training standard (for the category spending four years or

more in higher education) is due to the greater number attending

specialized departments of education.

In Yugoslavia,(Table 83), which has had, and is still having,

recruitment difficulties, there was a slight improvement at prim-

ary level between 1958 and 1962. But the percentage of teachers

who reached higher education. (23.6 per cent in 1962) was still

much too low in view of the fact that the upper department of the

comprehensive 8-year school, corresponding to lower secondary

education, is included at primary level.

For Canada, Table 75 shows that for nine provinces, apart

from a few exceptions in secondary education, from 1958-59 to

1964-65 there was some improvement in the standards acquired for

both sexes. A more detailed analysis shows (Table 84) that the

proportion of university graduates in primary education increased

during the same period in these provinces, apart from three of

the 18 cases (two for men, one for women). In secondary education

improvement appears to have been more difficult, since in seven

of the 18 cases (three for men and four for women) the percentage

of university graduates diminished.
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TABLE 84

Percentage of university graduates (by sex)

teaching in nine Canadian provinces

(1958/59 - 1964/65)

Provinces(1)

Primary education Secondary education

1958-59 1964-65 1958-59 1964-65

14 F F lm F M F

Newfoundland 6.9 2.1 8.5 3.2 51.1 29.6 49.3 35.9

Prince Edward
Island 7.1 0.6 12.9 1.0 46.2 31.3 53.5 29.9

Nova Scotia 38.4 9.5 32.5 11.4 73.2 55.6 67.3 55.7

New Brunswick 22.1 2.9 26.0 3.7 49.9 33.9 53.0 37.1

Ontario 19.7 4.6 22.7 6.3 81.7 85.6 80.6 85.2

Manitoba 22.1 6.9 14.4 6.5 60.3 65.3 72.1 64.3

Saskatchewan 8.8 2.4 14.9 56.7 60.5 57.1 66.5 47.2

Alberta 35.0 6.6 41.1 10.8 69.0 52.7 73.5 53.5

British Colombia 34.1 10:9 36.4 12.6 74.7 66.8 75.1 67.2

(1) No data for Quebec.

Source: Canada Year Book, 1960-67.

The Tables 82 and 83 show the wide differences in training

standards for the various teacher categories. The weight of prim-

ary teachers in the teaching body is thus immediately felt when

examining the level of overall training for the entire teaching

body, as borne out by the example of Canada:



TABLE 85,

Training standards of the teaching force in Canada(1)

in 1964-65

(percentages)

Higher education
(beyond "Junior Matriculation")

1 year or
under

2 years
More than
2 years

Total

Primary teachers 16 64 20 100

Secondary teachers 14 11 75 100

Total 15 47 38 100

(1) Except Quebec.

Source: Teachers in Canada, Supply and Demand, Dr. N. France,
(mimeographed), January 1967.

Within secondary education, the level of teacher training

is not only disparate but appears to be relatively unsatisfactory

for technical teachers. Moreover, technical education in the

strict sense of the word, except in Greece, seems to fare better

than vocational training. Table 86, covering three Mediterranean

countries, cross checks the information given above on possible

indicators of teacher shortage.

Table 86 confirms, in the example of Pc7tugal, that the

standard of teacher training is lower in the private than in the

public sector.

The standard may also vary according to the subject taught;

the shortage seems to have been greatest for science teachers in

secondary education. Surveys have been conducted in the United

States in a number of States. They show that many teachers had

not majored in the subject they were teaching. In Kansas, in

1955-56, the proportion of those who had majored was only 10 per

cent in physics, 45 per cent in social studies and, in 1957-58,

33 per cent in mathematics. In Ohio in 1957-58 the proportion was

8 per cent in physics and 18 per cent in chemistry. In this State,

40 per cent of physics teachers, 23 per cent of chemistry teachers,

10 per cent of biology teachers had ten or fewer semester hours of
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credit in the subject taught; in Wisconsin in 1957-58, physics

teachers had an average 13.5 semester hours in physics. This

amount of training appears to be less than that normally required

for a minor in the subject. A more detailed enquiry in the State

of New York for some disciplines, broken down by size of school

and sex of teacher, confirms (Table 87) the other shortage data

mentioned. Teachers of mathematics, physics and chemistry seem

less well trained; a large percentage have not received even the

training required to minor in these subjects. Manifestly amall

schools are more affacted by this shortage, and men more than

women(1).

A more detailed study of the actual training standards

attained cannot be undertaken at present owing to lack of data.

Surveys of this type however will become increasingly necessary

so that specific action to provide refresher training or permanent

education for the teaching profession can be planned. These few

statistics, given more as an illustration than as evidence, are

so all embracing as to be somewhat ambiguous. While it is import-

ant that the training of all teachers should be prolonged at ad-

vanced level, the exact importance given to general, specialized

and pedagogical training respectively should be known. Instances

have been given above showing the standard of specialized training

in the United States, but is the position of pedagogical prepara-

tion known? The example of France is symptomatic in this respect.

From 1950 to 1962 the proportion of "agrees" (very advanced level

"specialization" certificate), dropped from 26.5 per cent to 18.4

per cent of staff in the lycees, Should there be cause for alarm

since it is known that up to now these teachers to be have received

little or no teacher training? Perhaps it is the composition of

the "stock of certificates held" by teaching staff which should

be known in greater detail.

Although data Are scarce, the improvement in teacher stan-

dards was apparently slowed down when recruitment was most diffi-

cult.

(1) Figures for the United States are taken from Teacher Shortages
and Salary Schedules, J.A. Kershaw and R.N. McKean, February
1962.

210



T
A
B
L
E
 
8
7

F
r
e
q
u
e
n
c
y
 
d
i
s
t
r
i
b
u
t
i
o
n
s
 
o
f
 
s
e
m
e
s
t
e
r
 
h
o
u
r
s
'
 
p
r
e
p
a
r
a
t
i
o
n
 
i
n

s
u
b
j
e
c
t
s
 
t
a
u
g
h
t
.
 
p
u
b
l
i
c
 
s
c
h
o
o
l
s
 
i
n
 
N
e
w
 
Y
o
r
k
 
S
t
a
t
e

(
p
e
r
c
e
n
t
a
g
e
s
 
o
f
 
t
e
a
c
h
e
r
s
 
f
o
r
 
e
a
c
h
 
l
e
%
3
1
 
o
f
 
D
r
e
p
a
r
a
t
i
o
n
)
(
1
)

S
m
a
l
l
 
s
c
h
o
o
l
s

M
e
d
i
u
m
 
s
c
h
o
o
l
s

L
a
r
g
e
 
s
c
h
o
o
l
s

0
-
1
5

1
6
-
3
0

3
1
 
+

0
-
1
5

1
6
-
3
0

3
1
 
+

0
-
1
5

1
6
-
3
0

3
1
 
+

M
W

N
w

M
W

h
N

m
w

m
W

N
W

h
N

M

B
i
o
l
o
g
y

3
5

1
4

3
5

3
o

1
3
0

5
0

4
0

2
9

1
0

6
7

9
0

0
0

6
7

1
0
0

3
3

0

C
h
e
m
i
s
t
r
y

4
2

3
3

2
6

3
3

3
2

3
4

1
1

0
4
7

1
0
0

4
2

0
0

0
1
0
0

P
h
y
s
i
c
s

7
1

7
5

1
5

1
4

2
5

3
2

0
4
8

1
0
0

2
0

0
8
0

0
2
0

M
a
t
h
e
m
a
t
i
c
s

5
4

3
0

3
3

4
4

1
3

2
0

4
7

5
0

3
o

4
2

1
7

8
2
0

7
5

2
0

2
5

6
0

0

H
i
s
t
o
r
y

1
5

2
3

4
3

3
5

4
2

4
2

8
1
3

3
6

4
4

5
b

I
4
i

1
1

0
2
2

5
0

6
7

5
0

S
o
c
i
a
l
 
S
t
u
d
i
e
s

4
5

2
3

2
8

7
3

6
7

2
5

1
1

1
8

8
7

7
7

0
0

0
0

1
0
0

1
0
0

(
1
)
 
0
-
1
5

S
e
m
e
s
t
e
r
 
h
o
u
r
s
:

s
h
o
r
t
e
r
 
t
h
a
n
 
n
o
r
m
a
l
 
t
r
a
i
n
i
n
g
 
p
e
r
i
o
d
 
r
e
q
u
i
r
e
d
 
f
o
r
 
a
 
m
i
n
o
r
 
i
n
 
t
h
e
 
s
u
b
j
e
c
t
.

l
o
-
3
0

S
e
m
e
s
t
e
r
 
h
o
u
r
s
:

r
o
u
g
h
l
y
 
r
e
p
r
e
s
e
n
t
s
 
p
e
r
i
o
d
 
o
f
 
t
r
a
i
n
i
n
g
 
r
e
q
u
i
r
e
d
 
f
o
r
 
a
 
m
i
n
o
r
 
i
n
 
t
h
e
 
s
u
b
j
e
c
t
.

3
1
 
+

S
e
m
e
s
t
e
r
 
h
o
u
r
s
:

r
e
p
r
e
s
e
n
t
s
 
m
o
r
e
 
t
h
a
n
 
p
e
r
i
o
d
 
o
f
 
t
r
a
i
n
i
n
g
 
r
e
q
u
i
r
e
d
 
f
o
r
 
a
 
m
i
n
o
r
.

S
o
u
r
c
e
:

T
e
a
c
h
e
r
 
S
h
o
r
t
a
g
e
s
 
a
n
d
 
S
a
l
a
r
y
 
S
c
h
e
d
u
l
e
s
,
 
J
.
A
.
 
K
e
r
s
h
a
w
 
a
n
d
 
R
.
N
.
 
M
c
K
e
a
n
,
 
T
h
e
 
R
a
n
d
 
C
o
r
p
o
r
a
t
i
o
n
,
 
F
e
b
r
u
a
r
y
.
 
1
9
0
2
.



4. Conclusion

It is scarcely possible to go more deeply into the effects

of teacher shortage recorded from 1950 to 1965 for.the various

categories. In the context of traditional educational systems no

study has in fact been made of how pupil training and teaching

efficiency are actually affected by the over-use of certificated

staff or by the wider recruitment of uncertificated staff. Earlier

recommendations by O.E.C.D. and other bodies concerning the train-

ing,recruitment'and utilization of science and technical teachers

were not apparently having any effect(1) while at the same time

shortages were occurring in arts communication subjects (mother

tongue or foreign languages) and the fine arts.

(1) For example:

- Supply. Recruitment and Trainin of Science and Mathematics
Teachers. Science and Education for the Future, O.E.C.D.,
1961

- Training of Teachers for Vocational Education. International
aral'e for Information and Research on Vocational Training,
ILO, Geneva, September 1964.

212



CHAPTER V

FORESEEABLE DEVELOPMENTS IN VARIOUS COUNTRIES

213

204



Some countries have been trying for a number of years to

calculate their teacher requirements and the means of satisfying

demand. Faced with the growing complexity of recruitment, govern-

ments who previously undertook only sectoral or regional studies

have been developing more systematic types of investigation. This

is true of countries with a highly decentralized educational sys-

tem, particularly those with a federal structure. These surveys

have the advantage of "clearing the ground" for decisions regard-

ing the training, recruitment and use of staff at various levels

of educatiional administration.

The complexity of the educational reforms which are now

being put into effect in several countries makes it difficult to

assess teacher supply and demand at some levels and for some types,

particularly in secondary (general and technical) education. In

the Netherlands the general reform of secondary education makes

it impossible to say exactly how many pupils will be enrolled in

a particular type of secondary education after primary school, or

after the first year of observation and guidance instituted in

the different secondary establishments. In France, the restruc-

turing of short-term technical education .(for directly vocational

purposes) prevented the authorities of the Fifth Social and Eco-

nomic Development Plan from forecasting teacher demand, since the

final curriculum choices had not been settled at the time the pre-

paration of the Plan occurred. Similarly, the creation or expan-

sion of continued or upper primary education (Portugal, Spain) at

the same level as that of lower long secondary education makes it

difficult to foresee the pattern of enrolment after the primary

course.

After having nevertheless assessed staff requirements, some

authorities have made no attempt to estimate the supply which

would make it possible to meet them, or any differences (plus or

minus). The demand thus assessed should give the educational
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authorities some general idea of recruitment needs. The real

teacher supply is of course difficult to assess when the structure

and content of higher education is changing, when innovations are

introduced into the actual level, duration and content of teacher

training, when the participation rate of certificated teachers in

education largely depends, according to type of training, on offers

of employment outside the system and, finally, when married women,

whose children have grown up, want to re-enter the teaching pro-

fession. Moreover, the competition among different levels of eduo-

ation to attract teachers with a specific type of training seems

unlikely to slacken in the next ten years, in view of the increased

enrolments in upper secondary and higher education.

By showing the increase in enrolments, in the absence of

any assessment of teacher demand or mention of it, although not

possible to make a comparison with the expected supply, at least

the effort needed over Lhe next ten years can be measured. When

supply and demand can be compared, unlike the procedure for the

previous period, a forward estimate of overall imbalance in terms

of "shortages" or "surpluses" can be made. Whatever former ex-

perience has shown, there is thus no way of knowing what methods

of adjustment (described as "shortage indicators" for the previous

period) will be used by the authorities responsible (improvement

of pupil/classroom ratios, overtime, use of staff not certificated

according to national regulations).

1. Trends in Teacher Demand

(a) The increase in enrolments

- The population factor: difficulties of assessment

Migrations

Lack of precise statistics makes impossible any discus-

sion of the effect of migratory factors. International manpower

exchanges depend on the economic conditions in the countries of

emigration and immigration. On the other hand, it may reasonably

be supposed that the internal migration observed in many countries

during the preceding period will continue, if not increase, where

urbanization associated with economic growth is far from complete.

These internal movements will increase teacher demand, since new

classrooms will not automatically be offset by the closuring of

others.
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The school-age population

Forecasts are made, however, of trends for the school-age

population, although it must be remembered that the use of an age-

group corresponding in theory to a given level of education is

subject to many limitations, as mentioned at the beginning of this

Part.

Where it is possible to calculate the real enrolment rate

of a given age-group during compulsory education, enrolments from

other age-groups may be important, as in Table 88 showing real

and theoretical rates of enrolment.

In what follows, only theoretical rates can be given. The

objective in some countries may be to achieve a better correlation

between the age-group figure and enrolments at the level concerned.

In French primary education (public and private) the proportion

of primary enrolments compared with the corresponding theoretical

age-group (6-10) would thus decline from 119.4 per cent in 1965

to 111.8 per cent in 1975. The proportion in Greece would fall

from 109.6 per cent to 104 per cent. In Sweden where the final

figures for pupils of the former terminal classes in primary educ-

ation appear in 1955 to have been aggregated with enrolments in

primary education, as newly defined under the reform, this pro-

portion would decline from 104.7 per cent in 1965 to 100.3 per

cent in 1970.

At the same time as an effort is made to reduce the number

of repeats during compulsory education, some countries apply a

policy of earlier schooling for pupils in primary education and

the stricter enforcement of compulsory education. In Yugoslavia,

the eight-year single school combines three objectives: the admis-

sion of children of seven years of age as part of growing urban-

ization; the raising of the transfer rate between the first four-

year period to the second from 82.2 per cent in 1964 to 91.6 per

cent in 1965-66, and to 96 per cent in 1969-70; an improvement in

pupil intake during compulsory education. In Italy, this latter

objective and the proportion of repeats suggest a theoretical pro-

portion of 115.7 per cent in 1975 as against 110.6 per cent in

1968. These few examples have been given to show that for the

period of compulsory education the simple examination of age-group

trends is not sufficient to obtain an accurate picture of teacher

requirements. It does however provide some idea of the efforts

still to be made.
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TABLE 88

Real and theoretical enrolment rates

during compulsory education

1965 1970 1975

Great Britain:

Northern Ireland (5-11)

real 93.1 91.2 91.7

theoretical 101.1 96.9 97.3

Scotland (5-11)

real 96.0 - -

theoretical 99.0 -

Yugoslavia (7-14)

real(1) 92.5 94.4 -

theoretical 96.7 100.8

(1) Source: "The Development of Education in Yugoslavia in the
Period 1966-1970 and its Adaptation to the Needs of
the Economy and Society".

Tables 90 and 91 dealing with primary and general secondary

education are difficult to compare because of the lack of suffi-

cient information on the growth of theoretical age-groups at both

levels for each of the countries. All one can say is that the

ten countries or so where comparable statistics exist fall into

two equal categories, one in which the increase in the population

able theoretically to follow primary education seems higher than

that theoretically able to follow secondary education, and another

group where the reverse is true.

If both levels are examined individually it will be observed

that, by 1975, the age-group for primary education in the nine

cases considered will rise from 0 to about 10 per cent for five

countries, to roughly 15 per cent for two countries and 30 to 35

per cent for two countries. Two other countries with figures

given for 1970 (Sweden) and 1972-73 (France) would fall into the

first category should the recorded rate of increase continue until

1975.
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TABLE 89

Ratio of enrolments in Yugoslavian compulsory education

to corresponding theoretical age-group

8-Year school
(7-14)

Primary cycle
(first 4 years

7-10)

Cycle equiva],nt
to 1st secondary

cycle
(last 4 yrs 1114)

1965 1970 1975 1965 1970 1975 1965 1970 1975

Theoretical

Ratio in

per cent 96.7 100.8 107.2 108.1 112.3 114.6 85.5 89.3 99.8

Source: "The Development of Education in Yugoslavia in the Period
1966-1970 and its Adaptation to the Needs of the Economy
and Society".

Growth of the age-group for general secondary education by

1975, in the twelve cases considered, would rise from 0 to about

10 per cent for seven countries, from 15 to about 25 per cent for

three countries, and from 30 to 40 per cent for two countries.

Three other countries whose statistics deal with years prior to

1975 would fall into the first category provided the rate of in-

crease continues until 1975. Table 92, comparing the foreseeable

situation in lower and upper general secondary education, indic-

ates that by 1975 in four of the five cases considered the age-

group theoretically corresponding to the upper school will have

grown more than the other.

An attempt has been WE hove to show the real meaning of

the trend in the increase in age- groups and which may explain the

differences recorded between this increase and that of actual en-

rolments during compulsory education. It should be added that

special education, although tending to develop, is not as a rule

included in the statistics and that, in some countries which have

created a comprehensive system of compulsory education following

primary education, previous enrolments primary (basic or term-

inal) education are absorbed by the new rower secondary compuls-

ory education (see Tables 91 and 92). Institutional factors

will hence continue to have a considerable impact in years to

come.

219



T
A
B
L
E
 
9
1

C
o
m
p
e
r
e
d
 
g
r
o
w
t
h
 
i
n
 
p
u
p
i
l
 
e
n
r
o
l
m
e
n
t
s
 
i
n
 
t
h
e
 
p
o
p
u
l
a
t
i
o
n
 
o
f
 
t
h
e

c
o
r
r
e
s
p
o
n
d
i
n
g
 
a
g
e
g
r
o
u
p

a
n
d
 
i
n
 
t
h
e
 
d
e
m
a
n
d
 
f
o
r
 
f
u
l
l
t
i
m
e
 
g
e
n
e
r
a
l
 
s
e
c
o
n
d
a
r
y
 
t
e
a
c
h
e
r
s
 
o
v
e
r
 
t
h
e
 
n
e
x
t

f
e
w
 
y
e
a
r
s

(
1
9
6
5
 
=
 
1
0
0
)

1
9
7
0

1
9
7
5

1
9
8
0

P
u
p
i
l
s
 
a
n
d
 
t
e
a
c
h
e
r
s

G
e
r
m
a
n
y

P
u
p
i
l
s

1
3
2

T
e
a
c
h
e
r
s

1
6
4

A
u
s
t
r
i
a

A
g
e
g
r
o
u
p
 
1
0
-
1
7

1
2
1

1
3
9

P
u
p
i
l
s

1
2
1

1
4
9

T
e
a
c
h
e
r
s

1
3
7

1
9
5

U
n
i
t
e
d
 
S
t
n
t
e
s
(
1
)

A
g
e
g
r
o
u
p
 
1
4
-
1
7

1
1
2

1
1
9

P
u
p
i
l
s

1
1
8

1
3
0

T
e
a
c
h
e
r
s

1
2
1

1
3
2

F
r
a
n
c
e
(
2
)

A
g
e
g
r
o
u
p
 
1
1
-
1
7

9
8

P
u
p
i
l
s

1
6
7

T
e
a
c
h
e
r
s

1
6
u

G
r
e
e
c
e
(
3
)

A
g
e
g
r
o
u
p
 
1
2
-
1
8

1
0
2

1
0
9

1
0
9

P
u
p
i
l
s

1
4
9

1
8
2

1
8
5

T
e
a
c
h
e
r
s

1
4
8

.

I
c
e
l
a
n
d

A
g
e
g
r
o
u
p
 
1
3
-
1
9

1
1
4

1
2
3

P
u
p
i
l
s

1
2
7

1
3
5

T
e
a
c
h
e
r
s

1
2
u

1
3
3

S
w
e
d
e
n
(
4
)

A
g
e
g
r
o
u
p
 
1
3
-
1
8

9
2

P
u
p
i
l
s

1
1
6

-

T
e
a
c
h
e
r
s

1
2
3

S
w
i
t
z
e
r
l
a
n
d
(
5
)

A
g
e
g
r
o
u
p
 
1
5
-
1
9

9
4

1
0
5

P
u
p
i
l
s

1
2
8

1
5
4

T
e
a
c
h
e
r
s

1
2
7

1
5
2

T
u
r
k
e
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A
g
e
g
r
o
u
p
 
1
2
-
1
7

1
1
7

1
3
0

P
u
p
i
l
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1
7
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1
9
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9
7
n

'
A
A
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i
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p
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T
e
a
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h
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u
p
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o
n
l
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1
0
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9
6

1
1
2

5
6

C
a
n
a
d
a
(
1
)

P
u
p
i
l
s

1
2
1

1
3
9

V
e
n
m
a
r
k
(
7
)

P
u
p
i
l
s

1
5
1

1
8
6

S
p
a
i
n

A
g
e
g
r
o
u
p
 
1
1
-
1
7

1
0
6

1
1
0

P
u
p
i
l
s

1
4
/

1
8
0

I
r
e
l
a
n
d
(
6
)

P
u
p
i
l
s

1
1
3

I
t
a
l
y
(
9
)

A
g
e
g
r
o
u
p
 
1
2
-
1
9

9
8

1
0
.
5

P
u
p
i
l
s

1
2
8

1
4
4

N
e
t
h
e
r
l
a
n
d
s

A
g
e
g
r
o
u
p
 
1
2
-
1
8

9
5

P
u
p
i
l
s

1
1
2

U
n
i
t
e
d
 
K
i
n
g
d
o
m
:

E
n
g
l
a
n
d
 
a
n
d
 
:
:
a
l
e
s
(
1
0
)

A
g
e
g
r
o
u
p
 
1
1
-
1
7

9
u

1
0
9

12
3

P
u
p
i
l
s

1
0
7

1
4
0

16
0

S
c
o
t
l
a
n
d

A
g
e
g
r
o
u
p
 
1
2
-
1
8

9
4

1
0
5

P
u
p
i
l
s

1
1
4

1
4
0

N
o
r
t
h
e
r
n
 
I
r
e
l
a
n
d
(
1
1
)

A
g
e
g
r
o
u
p
 
1
1
-
1
8

1
0
4

1
1
5

P
u
p
i
l
s

1
2
4

1
5
1

(
1
)
 
G
e
n
e
r
a
l
 
a
n
d
 
t
e
c
h
n
i
c
a
l
 
s
e
c
o
n
d
a
r
y
 
e
d
u
c
a
t
i
o
n
.

(
2
)
 
e
x
c
l
u
d
i
n
g
 
p
r
a
c
t
i
c
a
l
 
s
u
b
j
e
c
t
s
,
 
1
9
6
4
-
6
5
 
a
n
d
 
1
9
7
2
-
7
3
;

c
o
v
e
r
s
 
t
e
c
h
n
i
c
a
l
 
u
p
p
e
r

s
e
c
o
n
d
a
r
y
 
s
c
h
o
o
l
s
,
 
t
h
e
 
c
o
n
t
i
n
u
e
d
 
p
r
e
s
e
n
t
 
p
e
r
c
e
n
t
a
g
e
 
o
f

n
a
g
r
o
g
e
"
 
t
e
a
c
h
e
r
s
 
i
n

t
h
e
 
p
r
o
f
e
s
s
i
o
n
 
i
s
 
a
s
s
u
m
e
d
.

(
3
)
 
1
9
6
3

1
0
0
.

(
4
)
 
E
x
c
l
u
d
i
n
g
 
p
r
a
c
t
i
c
a
l
 
a
n
d
 
a
r
t
i
s
t
i
c
 
s
u
b
j
e
c
t
s
;
 
c
o
v
e
r
s
 
t
e
c
h
n
i
c
a
l
 
s
e
c
t
i
o
n
s

i
n

g
y
m
n
a
s
i
a
 
a
n
d
 
"
F
a
c
k
s
k
o
l
a
*
 
(
F
o
l
k
 
s
c
h
o
o
l
s
)
.

(
5
)
 
U
p
p
e
r
s
e
c
o
n
d
a
r
y
 
e
s
t
a
b
l
i
s
h
m
e
n
t
s
:

g
y
m
n
a
s
i
a
,
 
t
e
a
c
h
e
r
s
'
 
a
n
d
 
b
u
s
i
n
e
s
s
 
c
o
l
l
e
g
e
s
.

(
6
)
 
E
s
t
i
m
a
t
e
s
 
f
o
r
 
1
9
6
5
;

i
n
c
l
u
d
i
n
g
 
a
r
t
 
s
c
h
o
o
l
s
 
a
n
d
 
t
e
a
c
h
e
r
s
'
 
c
o
l
l
e
g
e
s
 
(
w
i
t
h

g
y
m
n
a
s
i
a
)
 
a
t
 
u
p
p
e
r
 
s
e
c
o
n
d
a
r
y
 
l
e
v
e
l
.

(
7
)
 
G
y
m
n
a
s
i
a
 
o
n
l
y
 
(
u
p
p
e
r
s
e
c
o
n
d
a
r
y
 
l
e
v
e
l
)
.

(
8
)
 
I
n
c
l
u
d
i
n
g
 
p
u
p
i
l
s
 
o
f
 
f
u
t
u
r
e
 
c
o
m
p
r
e
h
e
n
s
i
v
e
 
s
c
h
o
o
l
s
.

(
9
)
 
I
n
c
l
u
d
i
n
g
 
t
e
a
c
h
e
r
s
'
 
c
o
l
l
e
g
e
s
 
(
w
i
t
h
 
"
l
i
c
e
i
"
)
 
a
t
 
u
p
p
e
r
s
e
c
o
n
d
a
r
y
l
e
v
e
l
.

(
1
0
)
 
P
u
b
l
i
c
 
o
n
l
y
 
(
m
a
i
n
t
a
i
n
e
d
 
s
c
h
o
o
l
s
)
.

(
1
1
)
 
I
n
c
l
u
d
i
n
g
 
i
n
t
e
r
m
e
d
i
a
t
e
 
t
e
c
h
n
i
c
a
l
 
e
d
u
c
a
t
i
o
n
.
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i
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f
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1
9
6
5
 
=
 
1
0
C
)

1
9
7
0

1
9
7
5

P
u
p
i
l
s
 
a
n
d
 
t
e
a
c
h
e
r
s

G
e
r
m
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y
(
1
)

R
e
a
l
s
c
h
u
l
e
n
.

A
g
e
-
g
r
o
u
p
 
1
1
-
1
7

1
0
4

P
u
p
i
l
s

1
3
2

T
e
a
c
h
e
r
s

1
5
5

G
y
m
n
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s
i
a
.

A
g
e
-
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o
u
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1
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-
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0

1
0
5
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u
p
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c
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p
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1
1
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U
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p
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9
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p
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4
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d
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u
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p
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0
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U
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p
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p
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u
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p
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P
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p
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/
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p
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p
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A
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5
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1
8

1
0
8

1
0
2
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p
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s

1
0
4

1
0
8

T
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a
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e
r
s

1
0
5

1
1
2

P
u
p
i
l
s
 
o
n
l
y

D
e
n
m
a
r
k

L
o
w
e
r
.

P
u
p
i
l
s

1
0
1

1
0
9

U
p
p
e
r
.

P
u
p
i
l
s

1
5
1

1
8
6

F
r
a
n
c
e
(
4
)

L
o
w
e
r
.

A
g
e
-
g
r
o
u
p
 
1
1
-
1
4

9
9

9
9

P
u
p
i
l
s

1
5
4

1
8
9

U
p
p
e
r
.

A
g
e
-
g
r
o
u
p
 
1
5
-
1
7

9
5

9
6

P
u
p
i
l
s

1
2
5

1
5
0

G
r
e
e
c
e
(
5
)

L
o
w
e
r
.

P
u
p
i
l
s

1
0
0

1
1
1

U
p
p
e
r
.

P
u
p
i
l
s

1
0
0

1
5
9

I
t
a
l
y

L
o
w
e
r
.

A
g
e
-
g
r
o
u
p
 
1
2
-
1
4

1
0
0

9
5

P
u
p
i
l
s

1
2
3

1
3
6

U
p
p
e
r
.

A
g
e
-
g
r
o
u
p
 
1
5
-
1
9

9
7

1
0
0

P
u
p
i
l
s

1
4
8

1
7
4

S
w
i
t
z
e
r
l
a
n
d

L
o
w
e
r
.

P
u
p
i
l
s

1
1
0

1
2
0

U
p
p
e
r
.

P
u
p
i
l
s

1
2
8

1
5
4

(
1
)
 
T
h
e
 
d
i
s
t
i
n
c
t
i
o
n
 
h
e
r
e
 
i
s
 
b
e
t
w
e
e
n
 
s
h
o
r
t
 
(
R
e
a
l
s
c
h
u
l
e
n
)
 
a
n
d
 
l
o
n
g
 
s
e
c
o
n
d
a
r
y

e
d
u
c
a
t
i
o
n
 
(
g
y
m
n
a
s
i
a
)
.

(
2
)
 
E
x
c
l
u
d
i
a
;
;
 
p
r
a
c
t
i
c
a
l
 
a
n
d
 
a
r
t
i
s
t
i
c
 
s
u
b
j
e
c
t
s
;
 
c
o
v
e
r
s
 
t
e
c
h
n
i
c
a
l
 
s
e
c
t
i
o
n
s
 
i
n

g
y
m
n
a
s
i
a
 
a
n
d
 
"
f
a
c
k
s
k
o
l
a
"
.

(
3
)
 
L
o
w
e
r
:

l
a
s
t
 
f
o
u
r
 
y
e
a
r
s
 
o
f
 
e
i
g
h
t
-
y
e
a
r
 
s
c
h
o
o
l
;

U
p
p
e
r
:

g
y
m
n
a
s
i
a
,
 
t
e
a
c
h
e
r
s
'

c
o
l
l
e
g
e
s
,
 
a
r
t
 
s
c
h
o
o
l
s
 
(
e
s
t
i
m
a
t
e
s
 
f
o
r
 
1
9
6
5
)
.

(
4
)
 
1
9
6
4
-
6
5
 
=
 
1
0
0
,
 
1
9
7
0
,
 
1
9
6
9
-
7
0
,
 
1
9
7
5
,
 
1
9
7
4
-
7
5
,
 
i
n
c
l
u
d
i
n
g
 
u
p
p
e
r
-
s
e
c
o
n
d
a
r
y

t
e
c
h
n
i
c
a
l
 
s
c
h
o
o
l
s
.

(
5
)
 
T
h
e
 
d
i
s
t
i
n
c
t
i
o
n
 
b
e
t
w
e
e
n
 
l
o
w
e
r
 
a
n
d
 
u
p
p
e
r
 
c
a
n
n
o
t
 
b
e
 
m
a
d
e
 
b
e
f
o
r
e
 
1
9
7
0
.



- Institutional factors

A typical feature of the 1965-1975 decade will be the con-

solidating of the basic reforms to primary and secondary education

introduced by some countries during the period 1950 to 1965. This

does not preclude further reforms to those already made when

changes are made to existing structures as results are analysed

in depth. But the time for such adjustments to be made will vary

according to country, since it will depend on the capacity for

"self-reform" in each system. Countries that have yet to start

basic reforms will naturally come up against new quantitative and

qualitative problems, whose main characteristics have been dealt

with in the analysis of the preceding period.

An increase in enrolments will naturally result from de-

cisknsto extend compulsory education, but such extension which

often simply confirms a spontaneous growth in enrolments will also

encourage them. The social demand for upper secondary education

will be greater the more the structure, content and style of educ-

ation are geared to pupils' aptitudes and social needs. A more

diversified educational system and measures for direct or indirect

student aid are other features of reform which might reduce the

number of repeats and drop-outs, and hence increase that of pupils

and, consequently, of teachers.

- Enrolments

When enrolments only are considered (Tables 90 and 91), in

all countries where forecasts have been made, the growth rate in

secondary education is shown to be higher than that in primary

education up to 1970-75. The difference would be even more marked

if the various types of technical education could have been in-

cluded. For the nine countries for which figures are available

(Table 92), in sewn the growth of enrolments is shown to be

higher in upper than in lower general secondary education (France,

Yugoslavia). The difference would be also more marked if all

upper technical and general education had been included. Some

supplementary data concerning enrolments in technical schools not

included in general upper education (Tables 91 and 92) are given

in Table 93. Table 94, prepared from the figures in Tables 90

and 91, shows, in 15 cases, for both primary and general secondary

education, the growth rate for enrolments up to 1975 to be highest

in general secondary education.
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'
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p
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p
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p
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p
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u
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.
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i
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o
n
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P
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i
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e
 
v
o
c
a
t
i
o
n
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c
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TABLE 94

Breakdown of the enrolment growth rate between 1965 and 1975

Percentage growth 1965-1975
Primary
education
(15 cases)

General secondary
education
(15 cases)

0-10

11-20

21-30

31-40

41-50

51-60

61-70

71-80

81-90

91-100

1

1

1

4

2

2

2

1

2

Taking into account the more favourable pupil/classroom

ratios in secondary than in primary education, a considerable

growth in teacher demand can therefore be expected over the next

few years. A fair number of estimates in fact show a more than

proportional increase in teaching staff than in enrolments to pro-

mote the application of reforms.

(b) The demand for teachers

The demand for teachers will not depend simply on the in-

crease in enrolments, the main causes of which are analysed pre -

cedently.

- Pupil/teacher ratios

The idea that the lower pupil/class (or more roughly the

pupil/teacher) ratio the more effective the education provided,

is the basis for almost all forecasts of teacher demand (except

where the ratio is considered adequate or even perhaps too low).

The forecasting methods are not always known in sufficient detail

for a comparison of present pupil/teacher ratios with those it is

hoped to reach in the next ten years. Current pupil/teacher

ratios (in the absence of pupil/class ratios) are difficult to

establish since it is impossible to give the full-time equivalent

218
228



for part-time teachers. Moreover demand forecasts are sometimes

made for a type of education (e.g. primary) without any breakdown

into components (e.g. basic and upper) whereas pupil/teacher ratios

are lower in the newer upper sections.

In Portugal, new continuation schools are to be developed

using one teacher for 25 pupils (as against 1 to 33 in basic prim-

ary education). In Austria, the one-year supplementary "poly-

technic" course, established as an extension of compulsory educa-

tion for pupils finishing upper primary school, will have a ratio

of 1/20, as against 1/30 in basic primary schools. A few signif-

icant examples can however be given where pupil/teacher ratios can

be broken down fora given stage of education. In Turkish primary

schools, the demand for 1975 has been put at one teacher for 40

pupils (against approximately 1/45 in 1965). In Greece the ratio

is 1/28 for 1965 against 1/38.5 in 1963. In Germany, the number

of pupils per class for calculating the 1970 teacher demand is 35

(as against 33 in 1965) for primary eduCation, 24 (against 28 in

1965) for gymnasia, and 22.(against 24 in 1965) for part-time tech-

nical education. A mean value is used since a target value of 30,

20 and 20 pupils per class in 1970 would have meant an increase

in teachers incompatible with the recruitmtnt potential.

In the United Shatess.the Graph 3 shows the natural and

projected development of the pupil/teacher ratio (in public educa-

tion) from 1965 following the "Primary and Secondary Education

Act". This decision is reflected by growth differences in enrol-

ments and teaching staff, as shown in Tables 90 and 91.

Conversely, the more rapid growth in enrolments than in the

number of teachers in primary Swedish education is explained by

the need to raise the pupil/class ratio which in 1965 fell below

the recommended level (see Graph 3).

For primary and general secondary education (Tables 90 and

91) the desire for improvement has meant a more rapid increase in

the number of teachers, except in Swedish primary education for

the reason given above, in Yugoslavia (except in upper secondary

school) because of longer teaching duties, (arid to a smaller degree

perhaps for similar reasons in Icelandic and Swiss upper general

secondary education). In France the slightly higher increase in

enrolments than in teaching staff in general secondary education

between 1964 and 1972-73 can be explained by the overtime that

teachers are legally obliged to accept to cover half the require-

ments due to classes which are split up.
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Table 92 shows that in four countries for which information

is available the increase in the number of teachers will be larger

in upper than in lower secondary education; needs in some technical

establishments, which have not been included owing to lack of fig-

ures, would tend to strengthen this tendency (Table 93).

To sum up, since for a theoretically equal number of pupils,

teacher requirements are higher in secondary than primary educa-

tion, the change in internal composition from 1950 to 1965 (Table

37) expressed as an increase in the percentage of secondary teach-

ers, should continue until 1975. It must however be remembered

that the figures for teachers considered at both levels are in

terms of requirements. The real situation compared with that in

1970 and/or 1975, as shown in Table 37, will perhaps be different.

This is because the present demand figures used in calculating

percentages are in general underestimated owing to the shortage

of statistics about all or part of technical education. Converse-

ly, as will later be shown, there is nothing to show that teacher

demand will be effectively covered since estimated shortages seem

to affect secondary much more than primary education. The lack

of information precludes any further comparative analysis. Growth

indices of teaching strength for 1970-1975 (1965 = 100) as prepared

are certainly higher than they actually will be owing to the lack

of full-time equivalents and overtime hours for,the base year.

The data for 1970 and 1975 concern stocks and give no indication

as to the real extent of recruitment needed for the period 1965-

1975.

- Other growth factors in teacher demand

The extent of recruitment for various categories of staff

depends not only on the number of enrolments expected but also on

the replacement of teachers permanently or temporarily leaving

the teaching profession for various reasons and at various ages.

An international comparison would have little meaning since the

breakdown of teachers by age and sex, and pension schemes, vary

not only from one country to another but within a country, accord-

ing to the category of teacher concerned. The information avail-

able rarely distinguishes between "natural" and "qualitative" re-

placement, whereas improved educational efficiency, which is the

objective of all countries, does not mean improved pupil/class

ratios only.
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a

In preceding sections the extensive use made of uncertifi-

cated si.T.Sf to teach certain subjects in various countries was

discussed. The objective of these countries is to eliminate such

uncertificated teachers in the near future. Graph 4 shows the

rate at which uncertificated primary teachers are being replaced

in Portugal (the aim being their complete replacement by 1973).

In Yugoslavia, the period from 1965 to 1970 will be mainly con-

cerned with the replacement of unqualified staff, of whome none.

should remain by 1975. The same goal is being sought in Swedish

primary education by the early '70s. In Sweden, roughly 43 per

cent of the teachers of theoretical subjects, consisting of uni-

versity graduates recruited between 1965 and 1970, will be needed

to replace uncertificated staff. Two methods are open to the nat-

ional authorities either the replacement or the retraining of

uncertificated teachers. In both cases additional recruitment

will be necessary.

The recruitment of additional established or non-established

staff will be correspondingly greater in countries where the re-

cruitment of women is still increasing and where they are offered

lighter duties to keep them in the profession.

Quite apart from the temporary replacement of less quali-

fied teachers while undergoing supplementary training, teachers

should be recruited to facilitate the continued education of estab-

lished teachers, thus promoting a more effective introduction of

teaching reforms. Again, for the sake of increased educational

efficiency, the proposed greater length of teacher training (see

Diagram 2 and Part Three) will require new temporary recruitment

sources to be found to offset the theoretical loss of a graduating

class. Thus in Yugoslavia from 1970 to 1975, there will be no

further recruitment of primary teachers trained at secondary level,

although they represented one-third of all staff recruited from

1965 to 1970.

The transfer of some activities from pri.vate to public

education will create an additional demand for certificated staff,

since teachers in private education, par+';:ularly in the Mediter-

ranean countries, are not so well qualified. In Portugal, if the

private sector were to take a smaller part in general secondary

education an increase of 61 per cent would be required for teachers

in public education between 1967-68 and 1972-73 whereas an increase

of 41 per cent only would be needed were the present trend to con-

tinue. In Greece, changes in the enrolment breakdown in general
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secondary education would mean that the index for teaching staff

would ,- .e from 100 (1963) to 167 (1970) in public education and

drop to 46 in private education. In Greece, it is estim..Ited that

teaching improvements in the public sector (such as in the pupil/

class ratio) would attract more nipils from th, private sector.

Another factor which woula increase requirements is the

appointment of staff, mainly from among established teachers, to

fill the posts being created for heads and educational advisers.

While this will help to improve the efficiency of the school sys-

tem it will al .I release - either wholly or in pLit - staff from
teaching duties. Thus in the Netherlands' primary ichools with

more than twelve classes an additional teacher is appointed to

free the headmaster from teaching commitments.

Some countries have decided to strengthen the full-time

staff because too large a proportion of part-time teachers cur-

tails efficiency, and prevents any control over the real qualifi

cations of the staff. Greece, thanks to the setting up of an

advanced college for technical teachers, is to train a real full-

time teaching staff during ttl next few yen's. In Yugoslavia,

wtereas the number of full-time teachers throughout tbn school

system is to increase by about one-th:1,-a from 1968 to 1975, full-

time teachers of vocational and %echnical subjects will increase

threefold. Spain hopes to achieve a chealge of this kind in general

secondary education by 1975. Lastly, teachers of retiring age who

have agreed to continue because of shortages will, of course, hire

to be replaced.

In all, for many countries it is unfortunately impossible

to show the respective weights of the different growth factors.

Some factors, such as the replacement of unqualified teachers or

the immediate consequences of instituting a systematic programme

of continued education, have thus not been taken into account

when planning recruitment. Nor are possible -Aductions in teach-
ing duties often mentioned. It is very difficult to assess organ-

isational improvements to the educational systems or the effic-
iency of teacher utilization in the forecasts that have been
made. Such factors as the concentration of schools and classes,

school transport facilities, the lightening of extra-curricula

teaching duties, the development of two subject. teachers or the

use of new methods and techniques seem capable of offsetting only

very slightly, although it is impossible tie say how much, the

effects of the various factors promoting a greater demand for
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the different (....,Lagories of staff described above. Hence it is

necessary to determine whether teacher supply can adequately meet

the demand as estimated by the countries.

2. Comparison of Teacher Supply and !itmand

Before noting any disparities between supply and demand,

it should be borne in mind that the number of teachers employed

will ultimately depend not only on the number of certificated

teachers actual.y available but on the financial resources avail-

.tae to educaticl,f.A. a maximum stock of certificated staff of

types can be remunerated at any given time. In the dis-

ion which follows thi.= latter constraint cannot of course be

taken into consideration.

(a) Primary education

The period 1965-1970 (1975) will presumably enable many

ca entries to correct the former shortage of primary teacters. As

Table 95 shows, a pockets will persist, to some considerable

extent in Turkey (owing to the present rapacity of teachers' col-

leges) and to r. smaller degree in Austria. In Sweden, uncertifi-

set teach-rs sh..Ild have disappeared by 1970 in the

lowex :?partment of the comprehensive schools and during the early

'70s in the inter...ediate department.

TABLE 95

Primary teacher shortages up to 1970-1975

in Austria, lermany and Turkey

(in per cent)

1965 1970 1975

Germany

Austria

Turkey
-L

13.4

42.0

9.6

15/16

40.0

10/13

35.0

Source: MRP, Country Reports, Turkey.
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Some countries even anticipate a surplus of certificated
.ffimary teachers. In Italy, such a surplus already exists, and
is linked to the general secondary training which primary teacher
colleges provide, where incidentally the course is one year shorter
than in general secondary and technical schools. In Sweden, a
surplus of primary teachers intended for the lower departments of
the comprehensive school may emerge during the '70s. In
Yugoslavia, no further primary teachers from secondary training
colleges will be recruited (although in 1968-1970 50 per cent of
the graduates from these colleges may still enter the profession).

Situations showing a balance or relative surplus could be
changed by a combination of the various measures which the auth-
orities might adopt. In Greece, the slight surplus which now
exists could be wiped out by training primary teachers for an ex-
tra year, as planned by the authorities, and by further improving
the pupil/teacher ratio by 1970, as recommended by the planning
services (i.e. 130 instead of 132).

Part of the certificated primary-teacher supply could also
be deployed so as to develop pre-primary, special or even lower
secondary education, with the help of additional training. In
Germany, a 22 per cent shortage of teachers intended for special
education is expected in 1970 (as against 25 per cent in 1965).
In the United States, the demand for pre-primary education, if it
is desired to maintain pupil/teacher ratios at the 1965 level,
may result (for pre-primary and primary education combined) in a
slight shortage in 1970. Theoretical balance could be attained
in 1975 only by failing to improve the pupil/teacher ratio. In
Yugoslavia, graduates from teacher colleges at secondary level
can either enter pre-primary education or continue their studies
in advanced training colleges, which they must complete in order
to teach in primary education.

To sum up', the size of the gap between the supply and
demand of primary school teachers will depend not only on financ-
ial resources, as mentioned above, but on decisions concerning
changes in the length and level of training, which are a part of
more far-reaching reforcp in upper secondary and higher education.
In particular, the fact that the more comprehensive general train-
ing of primary teachers will offer wider employment prospects
means that recruitment problems will be re-set in new terms, simi-
lar in some ways to those already used to attract secondary
teachers.
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TABLE 96

Shortage of teachers in general secondary education

by 1970-1975

(in per, cent)

Countries - level of education
Years

1965 1970 1975

Overall

Germany (gymnasia) 21.1 26.5

Austria 16.0 32.0

Spain(1) 44.0 40.0 26.0

Lower

Germany (Realschulen) 15.2 14.0

Italy 7.0 5.0

Turkey 62.0 48.0 37.0

Yugoslavia(2) (3) 30.0 18.0 0.0

Upper

Italy(4) 12.0 11.0(5)

Switzerland(6) 23.0 29.0 26.0

Turkey 43.0 43.0 28.0

Yugoslavia(2) (7) 17.0 9.0 0.0

(1) Non-graduates.

(2) Uncertificated.

(3) Last four years of eight-year single school.

(4) Primary teacher colleges, "licei", technical and vocational
institutes.

(5) The teacher surplus in arts subjects has not been taken into
consideration so as to offset the teacher shortage in science
and technical subjects; no indication is given concerning the
replacement of present uncertificated teachers or concerning
those who might be recruited in 1969-70 to correct the short-
age; under this assumption accumulated shortages for 1974-75
might be greater than those given here.

(6) Primary teacher colleges, lycees and business colleges.

(7) Gymnasia, teacher colleges, art colleges.

Source: MRP Country Reports: Spain. Turkey.



(b) Secondary education

The pressure of teacher requirements at secondary level is

such that there is a risk that the scarcity noted in 1965 may con-

tinue, if not become, more acute in some countries.

- Overall shortage

The shortages already observed, on the whole will be much

higher in general secondary than in primary education, as shown

in Table 96.

In Sweden a slight shortage is considered likely in 1970.

In Denmark, in the absence of detailed estimates of the teacher

demand for gymnasia, the growth in enrolments (1965 = 100;

1970 = 151; 1975 = 186) when compared with the foreseeable teacher

supply (1965 = 100; 1970 = 132; 1975 = 209) indicates that the

current acute shortage will continue for some years to come.

In the United States the number of available teachers would

still be ton high in 1970 and 1975 even if the pupil/teacher ratio

were to be improved from 1:21.4 (1965) to 1:18.0 in ten years

(i.e. by 1975). These informations concerning the United States

and Sweden, or Italy (see Table 96) are also true of technical

education. More precise information on this type of education

is given in Table 97 for Germany, Turkey and Yugoslavia.

TABLE 97

Teacher shortages from now until 1970 and 1975

in German, Turkish and Yugoslavian technical education

(in per cent)

1965 1970 1975

Germany

Part-time vocational training 33.8 29.5 -

Full -time vocational training 26.5 21.4 -.

Technical schools 14.0 11.8 -

Turkey

Technical education 55.0 38.0 20.0

Vocational training 6.0 23.0 23.0

Yugoslavia 15.0 6.0 0.0

Source: MRP Country RePorts. Turku.
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These figures do not of course include possible shortages

by subject.

- Shortages by subject

The few existing forecasts on recruitment difficulties by

subject or group of subjects are Insufficient for any general con-

clusions to be drawn. No detailed analysis of trends for various

categories of graduates from higher education or of the rate of

their participation in secondary-teacher staff has been systematic-

ally undertaken, except in a few countries. Table 98 shows the

figures available for general secondary education.

TABLE 98

Shortages by subject groups in general secondary

education(1) in 1970 and 1975, (Italy,

Switzerland and Yugoslavia)

1965 1970 1975

Science subjects

Italy lower - 16 19

upper - 28 29

Switzerland upper 27 35 32

Yugoslavia upper 20 10 0

Arts subjects

Italy upper - 4 1

lower - 2 gurplui7
Switzerland upper 23 29 25

Yugoslavia upper 8 4 0

Other subjects

Italy upper(2) - 17 14

Switzerland upper(3) 12 11 8

Yugoslavia upper 27 14

(1) The composition of each type of education is the same as in
Table 96.

(2) Technical and vocational subjects only.

(3) Business subjects only.

239

229



In Germany, subjects have been 711..assified according to

recruitment difficulties. The reauTh are given in Table 99 (sub-

jects being ranked at the same "recruitment difficulty" level).

TABLE 99

Classificaiton of subjects according to difficulty of

teacher recruitment in general secondary education

(Germany: 1961-1966 - 1967-1970)

Gymnasia Realschulen

1961-1966 1967-1970 1961-1966 1967-1970

Mathematics 1 1 1 1

Physics 1 1 3 1

Chemistry 6 . 5 3 1

Biology 6 7 2 2

German 5 4 10 3

English 5 4 11 4

Music 2 2 5 5

Other statistics concerning Sweden, Austria and Denmark

show that the recruitment of staff teaching science subjects will

continue to be difficult during the next few years, and that sup-

ply will not easily meet demand, which will be all the greater

because previous deficiencies (the use of uncertificated teachers

and overtime for example) ought to be corrected.

Nor do recruitment difficulties in various "communication"

subjects (mother tongue, foreign languages) or in others designed

to develop creativity (art education) seem likely to disappear

very rapidly in Germany.

Although in technical secondary education Yugoslavia plans

to have overcome its teacher shortage in all subjects by 1975,

Ge-rmany fears there may well be considered shortage about 1970 in

the industrial and technical sectors (excluding branches of engin-

eering). Of the ten Lander considered, four thus anticipate a

considerable shortage in metals and metal-working (two think the

shortage will be light) and six in electricity (two believe it

may be slight). In engineering science, the same ten Lander ex.

pect shortages in civil engineering (four serious shortages, three
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.slight), electrical engineering (five serious, three slight) and

mechanical engineering (five serious, three slight). Teachers of

home economics, hygiene or social welfare will also be difficult

to find. However, many technical options are offered in reformed

secondary education, the increase in enrolments, the demand for

graduates, the need to compensate for the considerable earlier

shortages and their consequences, and the improvement in the length

and standard of training for certain categories teaching theoret-

icaand practical subjects will mean a high level of demand in the

next ten years.

In a changing educational system it is difficult to determ-

ine the threshold of balance (or imbalance) between teacher sup-

ply and demand. In general, the planning services submit minimum

and maximum assumptions which include a set of alternative policies

to the authorities responsible for recruitment. In the United

States a rapid reduction in the size of primary classes thus ap-

pears to be incompatible with any substantial increase in pre-

primary education, unless the present surplus of students gray,-

itating towards secondary-school teaching can be channelled into

primary school teaching. In Portugal the emphasis might at first

be placed on better teacher training rather than on lower pupil/

class ratios. When the majority of the teachers intended for prim-

ary and secondary education are trained in the same establishment,

the distribution of such staff in the school system and their de-

ployment in one which is largely decentralized does not always

meet the initial overall forecasts. During the past few years in

England and Wales, for example, teachers who, according to the

forecasts should theoretically have been used for reducing the

size of classes(1) have in fact served not only for this purpose

but also for others (still smaller classes for'backward pupils,

a broader choice of curricula, etc.). The time when balance can

be attained thus depends not only on a combination of certain ob-

jectives and the priority granted to some of these, but also on

specific factors affecting supply. In the United States the dis-

crepancies observed in forecasts of supply are due to different

assessments concerning the number of women who will return to the

(1) By determining during the forecasts a pupil/teacher ratio
which would do away with over-crowded classrooms.

Source: "The Supply of Teachers", Report on Education,
December 1968, No. 51.
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teaching profession (in the '70s)(1) when their children are grown
up. Conversely, the fact of teachers leaving the profession may

call for several assumptions concerning the total stock available

and the date when supply will be able to match demand. In England

and Wales, where more people have left the profession in recent

years than was estimated, supply should balance overall demand by

about 1978, if the rate of wastage remains constant after 1970,

and by about 1980 if the rate does not become constant until after

1974. In view of the standards adopted when drawing up the fore-

casts a surplus of teachers would then begin to emerge.

To sum up, primary and secondary education (general and

technical) are going to demand, in addition to teaching staff, an

increasing number of professional staff, drawn from both inside

and outside the teaching body (school psychologists, administra-

tors, etc.). The courses and types of education not included in

this report (pre-primary, special, higher and adult education) may

deplete the stocks available for primary and secondary education.

Finally, other sectors of activity will also required highly

skilled manpower. It is with this in mind that the analysis of

the growth in teacher demand and supply must be concluded.

(1) Projections of the Supply of Elementary apd Secondary School
gihers in the United States. by Age and Sex for 1970 and

, by H.L. Vincent, Office of Program Planning and Evalua-
tion. U.S. Department of Health, Education and Welfare, Office
of Education, December 1966.

242

232



CONCLUSION

ROLE OF THE TEACHING PROFESSION IN THE DEVELOPMENT

AND UTILIZATION OF HIGHLY SKILLED MANPOWER



As noted, teacher requirements will continue to increase

and in some of the countries where forecasts of supply and demand

have been made, a number of recruiting difficulties have been

brought to light.

In the period 1950 to 1965 some of these difficulties must

be ascribed in a number of countries to the attraction which open-

ings in industry, re'earch and certain services hold for the more

brilliant graduates - these jobs proved to be more attractive and

better paid, and working conditions were easier than in teaching

(apart from higher education). More generally, as education for

a select few was made available to the masses, it was not always

able to retain sufficient graduates in its ranks because the career

opportunities it offered had not been revised.

Education has therefore been in sharp competition with

other branches of activity, not only for new graduates but also

for others in various outside occupations and even for retired

staff. This situation, which appears to have adversely affected

the educational sector in the past, has at least the advantage of

bringing cut the status of the teaching profession in relation to

that of all highly skilled personnel.

Thus while education was designed for a small minority,

teacher supply and demand were dealt with independently outside

the more general context of events affecting skilled personnel as

a whole. The educational system retained the teachers it needed,

not without affecting education's impact on other branches of

activity.

The position occu ied b the teachin: rofession in the hi hl

skilled labour force

The nature of the problem has been affected by its change

in size. The continuation of the teaching profession on the
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TABLE 100

Percentage of highly qualified manpower(1)

in educational services

Percentage
total
HQM(2)

Percentage
total
HQM(2)

in services

Percentage
teachers of
total HQM(2)
in educational

services

Belgium (1961) 33.4 51.4 94.5

Canada (1961) 19.8 35.3

Denmark (1960) 23.3 30.8 92.8

United States (1960) 18.3 38.0 78.6

France (1962) 20.3 36.6

Great Britain (1961) 19.8 33.7 92.7

Ireland (1961) 29.3 36.7

Japan (1960) 25.7 41.0 97.1

Norway (1960) 20.9 33.3 96.4

Netherlands (1960) 22.7 36.9

Sweden (1960) 18.0 35.2 94.2

(1) Occupational
workers) and
workers).

(2) HON = Highly

group 0 (professional, technical and related
1 (administrative, executive and managerial

qualified manpower.

Source: Statistics of the Occupational and Educational
Structure of the Labour Force in 53 countries,
OECD, Paris, 1969.
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basis of a closed corporation was no longer possible when many

student teachers and established staff left education for other

sectors, and personnel has to be found outside the traditional

sources of recruitment (that is, originally, within education).

The inclusion of educational staff in the highly qualified labour

force can be amply justified on the grounds that teachers and

administrators represent a large proportion of all highly skilled

personnel and also of those in services. Table 100, compiled

from the latest census material shows, according to the classifi-

cations used by each country, that staff in educational services

still represent from one-fifth to one-third of all highly quali-

fied manpower. The proportion in services is of course consider-

able: 30 to 40 per cent. Except in two countries (Germany and

the United States), 90 per cent of educational staff consists of

teachers. Lack of comparable data prevents trends, since the pre-

vious census, from being analysed, with the exception of the United

States where, in the ten years from 1950 to 1960, the proportion

of educational staff in all highly qualified manpower rose from

15.4 to 18.3 per cent, and of that in service occupations from

34.7 to 38 per cent. A final interesting point is that changes

due to the growth of education in the United States have resulted

in an increase in the number of non-teaching staff. The propor-

tion of teachers in educational services thus declined from 81.6

per cent in 1950 to 78.6 per cent in 1960. Other countries might

do well to check up on this greater diversification in the per-

sonnel employed.

Need for including teachers in overall highly-qualified manpower

requirements

One of the traditional theories in economics is that an

increase in wages causes an improvement in the supply of graduates

employed in the various sectors. One difference, however, is that

education is handicapped in comparison to the private or semi-

public sectors by the lack of flexibility in the salary system -

and which in some countries affects the civil service as a whole -

and by the inadequate funds appropriated for education.

Assuming that educational wage policy had been able to

adjust more easily to changes in the market of skills, the danger

in an expanding economy, still chronically subject to shortages of

highly skilled manpower; would be continuous tension in the wage

situation without any hope of a prompt increase in supply. It
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may in fact take some time for the educational system to respond,

depending on its structure, content and style. The traditional

syllabuses of the different types of education do not cover a suf-

ficiently wide range of subjects to allow any rapid adjustment to

wage trends by re-deploying the person receiving the training. A

special form of training, subject to certain conditions of admis-

sion and length of study, is needed to become a teacher. Thus

the wholesale recruitment of teachers known to be uncertificated -

in the sense understood by each national authority - has done

little. to improve the immage of the teacher, whose inadequate

professional standards were a cause for regret.

Wages are not the only incentive; other equally important

factors are: career prospects, working conditions, education's

dynamic qualities, and environment. Women are apt to pay greater

attention to the duties and their flexibility than to the amount

of money they receive.

These various arguments seem therefore to support a better

'tssimilation of teacher supply and demand to those of other highly

qualified personnel (trained beyond secondary education). A study

of this type could determine the variouvrequirements, the possi-

bility of meeting them either by means ors the different types of

initial education or of continued trainini\or vocational mobility.

Possible measures of substitution can then be considered, in the

light of any inconsistencies which might appear and the order of

priority adopted among the three major groups of highly qualified

manpower: teaching staff - since they must first be trained before

they can train the manpower required; research staff - since scien-

tific research is a basic requisite for twentieth-century techno-

logical growth; and other skilled manpower responsible for apply-

ing and developing innovations, activities which require even

greater numbers and increasingly better training. Certainly

studies describing the overall growth in the supply and demand of

highly skilled manpower do not yet give entire satisfaction(1) but

during the initial stage they may make it possible for the impor-

tance of the problem to be grasped. The Mediterranean Regional

Project report for Italy provides an example. Changes due to in-

dustrialization have widened the gap between the community's

(1) See: Manpower Forecasting in Educational Planning, Document
Series, uirectorate for Scientific Affairs, O.E.C.D., 1967.
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graduate requirements and the present output of training institu-

tions. Although this example is specific to Italy, it brings out

the major difficulties a country may have to face when planning

its training and recruiting strategy for skilled manpower.

Traditional operation of the educational system and availabilit

of highly skilled manpower

The Mediterranean Regional Project on Italy tcovering the

period 1960-1975) found that, if teacher requirements were to be

met in full, on the basis of the number of those graduating from

higher education (holder's of higher education diplomas or degrees)

then 83.5 per cent of these graduates would be absorbed by educa-

tion. Thor assumes that all technical and vocational subject

teachers as well as primary and practical teachers would have at

least a diploma from higher education. If, however, as is now

planned by the Ministry of Education, training for primary and

practical teachers at higher level is postponed, and if it is

also assumed that a degree or higher diploma must be held by all

teachers in lower and upper secondary and in higher education,

and by three-fourths of those in technical schools, than 50 per

cent of those graduating (taking into account the rate of entry

into the labour force) would be needed.

If first preference is given to increasing the length and

level of training of the entire teaching profession, the assump-

tions considered in the MRP Report may pose a well-nigh insoluble

problem (since 83.5 per cent of graduates would be needed). Re-

course to some form of "extra-mural" training, to promotion and

more moderate reforms (such as a one- or two-year course for prim-

ary teachers, instead of a higher education diploma) thus seem

to be necessary for teachers and other highly skilled manpower.

Italy is not an isolated example. Yugoslavia, from 1965-66

to 1969-70, would have had to recruit 80.7 per cent of the gradu-

ates from faculties of natural sciences and technology for its

secondary schools. When this high rate is compared with that

forecast for the second period (1970-71 to 1974-75), i.e. 35.2 per

cent, it can reasonably be argued that recruitment should be spread

over both periods.

Some countries have felt the need to bring o ir various

recruitment requirements and the possibilities of r ing them.

France may be used as an example. When the Third and Fourth Eco-

nomic and Social Development Plans were prepared, the commissions
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dealing with manpower and school facilities worked separately.

The former commission tried to find a quantitative balance for

employment during the period covered, while the second, for teach-

ers, proposed average annual recruitments. It was not until the

Fifth Plan (1966-1970) that a joint "occupational training and up-

grading" group set about analysing manpower supply and demand by

level of training.

rl he basis of the figures obtained it was estimated that
the recr nt of teaching staff (except in higher education)

would P ''. for some 40 per cent of all graduates from higher

education r'reparatiol %e Sixth Development Plan will permit
the previous .Alculatioi be refined and improved.

In England, for is .ce, the last report of the National

Advisory Council dealing with teacher training and recruitment

states that by the eighties the educational system (including

higher education) will have to drain some 50 per cent of the

yearly flow of those receiving any type of higher education, if

it is to function prope.'ly. A special report on highly qualified

manpower in general has been drawn up, while a working party has

been created to study supply and demand relating more particularly

to scientific and technical personnel, where competition is keen.

It was thus recently noticed that the drain by higher education

of its own graduates had increased the difficulty of recruiting

specialists for industry and of teachers for secondary education.

In Sweden various commissions have also analysed long-term pro-
spectsfbr highly skilled manpower. Despite any reservations their

initial work may call for, it is significant to note that in this

country the responsible commission pointed out apparent inconsis-

tencies of recruitment as between sectors, including education..

It even suggested that the growth rate for the educational system

be reduced.

In Austria it has been estimated that the proportion of

general and technical secondary teachers in all university (or

university-level) graduates would rise from 13 per cent in 1965

to 20 per cent in 1975 (the proportion was 10 per cent in 1951).

This would have the effect of draining some 26 per cent of grad-

uMnz between 1965 and 1975 (21 per cent from 1965 to 1970 and

29 per cent from 1970 to 1975). This percentage would of course

have been. htgher had teachers in higher education been taken into

consideration.
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The growing importance in higher education of student-

teacher recruitment and training for assignment to primary schools

also implies that the utilization of all holders of certificates

above secondary level should be considered. In most cases the

type of training they now receive, unlike teacher candidates for

secondary and higher education, affords only a narrow range of

job opportunities. The present tendency in training future teach-

ers and many other categories of highly skilled manpower is towards

a broader range of common subjects in the initial stage so as to

make adjustment to the market for skills more flexible, and to

facilitate movement from one sector of activity to another. Such

a, trend will itself require that the training and recruitment of

highly qualified manpower - including those assigned to education

be increasingly studied at national level.

The initial findings concerning the continued growth of

teacher demand in an economy where there is a heavy demand for

highly skilled manpower were, however, based on standards which

govern the present educational system. In the most advanced coun-

tries it would thus be difficult to claim that the recruitment of

highly skilled manpower, particularly scientific and technical

personnel, into education and other sectors is becoming struc-

turally unbalanced when the output of many educational systems

is so small. The considerable wastage encountered in both second-

ary(1) and higher(2) education - wastage whose different roots

can be traced to the screening and guidance process, and to the

content of curricula and style of teaching, calls in question the

efficiency of training patterns. The actual growth in student

numbers in the various types of higher education has already made

it possible - for the period 1965 to 1970 - to improve the recruit-

ment of certain types of teachers, contrary to the forecasts which

had been made. In the short- and medium-term, recourse is had

mainly to makeshift measures which try to reconcile scarce re-

sources with heavy requirements, in line with priority needs. But

at the same time, since the delayed response of the educational

(1) See section entitled "Efficiency, Wastage, Failures and Drop-

outs", Chapter I, Development in Secondary Education: Trends
and Implications, 0.E.C.D., Paris, 1969.

(2) See: "Statistical Aspects of the Development of Higher Educa-
tion", Development of Higher Education-Analytical Report,
Chapter VI, 1950-1967, 0.E.C.D. (to be published in 19711.
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system must be taken into account, countries are increasingly

adopting long-term policies based on radical changes of structure,

content and dimension(1).

The steady growth of the teaching body to comply with a

given pupil/class ratio, and the ensuing cost, also raise the

question of teacher utilization. New teaching methods may well

destroy the traditional class concept, and it may be argued that

a better division of labour would promote a more effective deploy-

ment of a skill potential considered to be scarce.

In view of what is expected of education during the next

twenty dr thirty years - as outlined in Part III of this survey -

should not the content and style of the training now being given

to the different groups of teachers be re-appraised? The role

proposed for the teacher requires that recruitment of a high stand-

ard be maintained, which implies and hence promotes a more 'rat-

ional use of personnel in education, as has already taken place

in various ways in other activities. Such a change, designed to

develop the teacher's dynamic qualities and receptiveness to in-

novation can but enhance his professional capacities and hence

his status as a member of the highly skilled labour force.

(1) Reference may be made to the various case-studies on innova-
tion in higher education published by the O.E.C.D.



PART TWO

TEACHER RECRUITMENT AND UTILIZATION POLICY
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To meet the challenge of the continually growing demand

for teachers, the educational authorities in most countries have

been obliged to define and systematically apply a veritable teach-

er recruitment and utilization policy.

As we have seen, the results obtained have in most cases

made it possible to meet needs, although not always to maintain

the usual recruitment standards, or to improve them - an often

desirable element in view of the reforms being carried out.

Some of the difficulties encountered while applying these

policies have been noted, but it was often difficult to judge the

actual consequences of the decisions taken for the growth of educ-

ation and each of the levels concerned, for the simple reason

that very little research has been done on the subject. Up to

now, no serious study or accurate assessment has been made of the

different policies for recruiting and utilizing teachers, although

it is true that the overlapping or superimposing of the different

measures - generally adopted under pressure of events - does not

allow us to isolate any specific action from the various factors.

The recruitment of teachers is a very complicated operation:

any change, however slight, to the statute of teachers has conse-

quences which go far beyond its immediate purpose. These compli-

cations have naturally been taken into consideration when examining

the effect of individual decisions which, in practice, have been

associated with a great number of others. In addition, it was

decided to apply certain short-term measures, and this explains

why the results have not yet been assessed. This does not affect

their usefulness, for no country can be certain of avoiding a sit-

uation in which it would itself be forced to apply urgent measures

or exceptional procedures.

The objective of the policies examined in this report was

first to provide a teacher for each class under legal appointment
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conditions. But, as the educational systems grew, the role of

teaching changed, and the measures adopted often take this into

account.

In the years to come, it will be necessary to find not only

teachers in sufficient numbers, but with the necessary qualifica-

tions to meet the requirements laid down in Part III of this re-

port, dealing with training problems. Some aspects of the policy

described, in particular those concerning changes in the teachers'

statute, already try to meet the new qualitative conditions which,

in the near future, will govern. staff recruitment in many coun-

tries.

The second part of this report will deal first with the

special efforts made to attract as many student teachers as pos-

sible to teaching while training, or on leaving school. As this

first source of recruitment proved insufficient, other means were

resorted to - either a temporary lowering of the level for cert-

ificate holders, or the more systematic use of the potential exist-

ing at national level. The various series of measures taken will

be listed when the socio-economic aspect of the teachers' statute

is examined - measures which are intended not only to attract as

many candidates as possible to teaching but to dissuade those al-

ready teaching from leaving in mid-career. Finally, whether at

national level or within each school, the most efficient use must

be made of the qualified staff available by so utilizing them as

to create conditions that will provide maximum working efficiency.
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CHAPTER I

THE RECRUITMENT OF STUDENT TEACHERS
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However varied the sources may be from which teachers are

recruited, most of the beginners who enter the teaching profession

are young diploma-holders from the training colleges. The dual

need to facilitate their recruitment and accelerate their train-

ing has made necessary the adoption of various measures by the

States. These policies were to meet the two following needs:

first, to attract the maximum number of secondary school students

or university graduates into teacher training colleges and second-

ly to increase the number of available places at these colleges

and consequently the number of trained teachers they produce.

1. Policies to Intensify the Recruitment of Student Teachers

The decision of a secondary school pupil or university

student to train for teaching depends on his conception (true or

false) of the importance of the profession. Consequently, among

the general factors likely to influence recruitment are found:

the socio-economic status which is offered to them, personal moti-

vations, and attitudes towards the present trends in education.

The development of a recruitment policy therefore depends on a

knowledge of the intentions of students and the conception they

have of a career in the profession. Individual surveys may be

conducted to ascertain the most appropriate type of information

best suited to the particular situation in each country. The ex-

periment carried out in England and Wales is of interest when con-

sidering the choice of a career in teaching. The results of a

survey carried out among all university students in their final

year were published in 1965. They showed that the teaching pro-

fession continued to be very attractive to women, whereas most

men who had not yet settled on a career tended to reject teaching.

Three reasons were given: salary level, opportunities of promotion

and the actual interest of the work. Such detailed investigations

are important as they focus attention on demands which may subse-

quently have implications for recruitment. The recruitment of
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student teachers may therefore be promoted by information campaigns

and effective financial assistance.

(a) Information regarding the teaching profession

The above-mentioned survey among students showed their

ignorance of the real facts of the teaching profession. Students

were ill-informed as to salary scales, opportunities of promotion

and the value of any changes likely to occur in the functions and

responsibilities of teachers. This was taken into account in the

information campaigns, which may take various forms; they may be

intended directly for secondary school or university students, or

take the form of national campaigns detailing the advantages of a

teaching career, and in the latter case are intended as much for

families as for young people.

Information for potential student teachers

At the outset information may be circulated to students in

the form of brochures. For example, in the Netherlands brochures

have been distributed to pupils in secondary schools under the

title "Your future for their future". This procedure has also

been used in Germany, the United Kingdom, Sweden and Canada, not

to mention other Member countries. In Sweden, films have also

been projected for pupils in grammar schools.

Briefing sessions may also be organised both inside and

outside schools, and universities. For example, in many of the

provinces of Canada, pupils in their two final years of secondary

school can discuss the teaching profession with a recruiting of-

ficial. In some provinces pupils can obtain information on the

advantages of the teaching profession from their school career

branch. In Sweden, briefing sessions are given at the University.

Pupils approaching the end of their secondary schooling

may have their interest aroused by the work they are set as part

of a civics or sociology course. For example, in Germany, working

parties have been set up In certain Lander to study pedagogics.

In Bavaria, visits to primary schools are organised for pupils

in their two final years at classical secondary schools.

Contacts may be developed between students and young grad-

upteteachers. This procedure has been adopted in England and

Wales to enable young teachers to give potential student teachers

information on the main features of a teacher's job.
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General publicity

Information campaigns designed for the public at large may

also be organised in the press and on the radio and television.

Their scale and objectives will vary according to the standards

set for the training, appointment and assignment of teachers or

the degree of decentralization of the educational system.

Whereas in other sectors advertising and the diffusion of

information are used to gain the public's attention, there is

often reluctance to "contaminate" education by such practices.

But if education needs specialists and has to compete for highly

skilled manpower with other sectors of activity there is noea

son to refrain from publicizing the advantages of work in als

profession. Campaigns launched in the United Kingdom, Austria

and the United States, with the help of modern publicity methods,

have yielded good results. This policy.has often received the

active support of teachers' associations and other civic groups.

It is important that such recruiting campaigns should be organised

in close consultation with the teachers' unions. Teaching should

be presented in its most favourable light, as are other profes

sions: the qualifications required, the material advantages and

status it offers, and the position it occupies in society.

The frequency and scale of information on teaching careers

may be promoted by the establishment of a special agency for this

purpose. In Sweden, there has been a regular supply of funds

since June 1964 for the organisation of recruiting campaigns.

Apart from the merits of these schemes, the teacher himself

can be an excellent source of propaganda; by his attitude and be

haviour he may indirectly encourage his pupils.to take up the same

profession he is exercising with interest and enthusiasm.

(b) Aid to student teachers and the recruitment of teachers

Aid to student teachers may be used as an incentive either

to increase overall teacher recruitment or to promote recruitment

in certain groups of the community.

(i) Paucity of data

Financial aid to those training for teaching may be a way

of attracting more candidates to the profession. As it is clearly

not possible at the present time to make a detailed quantified

study, we shall confine ourselves to a description of the various
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policies. The scarcity and complexity of available data as well

as their lack of uniformity and their fragmentary character make

international comparison almost impossible(1). Before embarking

on such comparisons thorough surveys would have to be carried out

concerning the composition of a student teacher's budget, clearly

showing its various items (enrolment fees and maintenance costs

on the one hand and direct or indirect aid on the other)(2). In-

formation about aid is incomplete as the only figures available

are those of the principal public or semi-governmental bodies re-

sponsible for granting aid. But very often the latter is supple-

mented by aid from other public bodies (municipalities - regional

authorities) or private sources (foundations, business or indus-

trial concerns).

Indirect aid can and must be taken into consideration.

Many training colleges are organised as boarding schools. The

policy of the responsible authorities may be to provide board and

lodging at less than its real cost. For example, in Turkey, train-

ing colleges for primary teachers have introduced free board and

lodging. Training colleges, as in Yugoslavia, may be located in

the smaller towns where the cost of living is lower in order to

attract more students. The real saving resulting from some advan-

tages is difficult to assesme.g.,exemptions from enrolment fees.

In training colleges for primary teachers in Portugal during the

period 1960-61, 3.04 per cent of student teachers had scholarships

and 8.3 per cent were excused fees (in 1964-65, 3.97 per cent were

scholarship holders and 7.44 per cent were excused fees).

Certain advantages affecting the student teacher's family

may also be taken into account. For example, Table 101 shows the

percentage of student teachers in Yugoslavia entitled to family

allowances.

(1) See P. Laderri4re; "Policy Problems arising from Aid to
Students" in Some Problems of the Development of Higher Educa-
tion in Europe. Conference papers and report of sessions at
the Seminar organised jointly by the Belgian Ministry of Educ-
ation and Cultural Affairs and the Directorate of Scientific
Affairs, 0.E.C.D., at the Centre Universitaire, Antwerp, from
19th to 30th September, 1966.

(2) Direct aid may be given in the form of actual grants to the
student or his family (scholarships, loans, pre-salaries).
Indirect aid takes the form of tax relief, higher family
allowances, and covers the various cheap or low-cost services
available to the student apart from the education he receives
(restaurants, lodging, medical attention, etc.).
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TABLE 101

Percentage of student teachers receiving

family allowances in Yugoslavia

Type of training college 1955-56 1960-61 1964-65

Advanced training colleges

(two years) 22.3 16.7 21.1

Universities, colleges and

art schools training teachers 44.4 35.6 42.5

As it is impossible to obtain figures showing the numbers

eligible for the various types of aid, attention will be concen-

trated on the proportion of gtudent teachers drawing direct aid

(scholarship, loan, pre-salary).

To consider whether current legislation favours student

teachers it would have to be compared with legislation affecting

students who have not shown any intention of training for the

teaching profession. Here comparisons are difficult, for the

available statistics do not always differentiate between students

in receipt of aid. Nor is a breakdown of beneficiaries always

possible as future teachers have the same syllabus as other stud-

ents before they specialize. In some countries, under the legis-

lation in force, all students whatever their subject, are eligible

for aid according to different criteria (examination results,

family resources, place of residence, etc.). For example, in

Sweden it is felt that student aid should not be an instrument

for channelling students into one or other type of training. At

the end of the secondary course, all would-be students, whether

going on to the Wiiversity or to a non-university course of higher

education (training colleges for primary teachers) may receive a

loan the amount of which does not vary according to the course

selected, and does not have to be repaid in full. Although this

was not intended, the new Act has improved the terms of direct

aid to future primary teachers; previously these were awarded

scholarships (based on their family resources) which were smaller

than those offered to university students (S.Kr.960 as compared

with an average of S.Kr.2,800, although these S.Kr.960 were sup-

plemented by more indirect aid in the case of autonomous teacher
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training colleges). From now on, all students, including student

teachers at all levels, may obtain a loan (exceeding the value of

the scholarships which used to be awarded). The legislative change

in 1964 has therefore had a positive effect, which was not initial-

ly sought, and which has indirectly helped students to decide to

take up teaching in primary schools.

(ii) Additional aid for student teachers

Direct aid for student teachers may be increased in order

to promote and maintain the recruitment of teachers from the poorer

sectors of the community. As no data are available regarding the

social origins of beneficiaries (or the volume of aid granted)

considerable caution has to be exercised in drawing conclusions,

as shown in the Table 102.

For example, in Japan (see Table 102) student teachers seem

to be favoured as compared with other students. In 1964, a dif-

ferent, special system of aid was introduced in order to attract

the more gifted students into the university teacher-training

courses(1).

TABLE 102

Percentage of students receiving direct aid in Japan

University Advanced training
colleges for

technical teachersTeacher
training

Other
faculties

1956 69.8 19.3

. 1960 46.4 15.0

1961 45.9 14.8

1962 40.2 14.3

1963 45.5 18.0 56.4

1964 48.3 16.3 60.5

1965 34.8 14.0 62.5

Source: "Education in 1960, 1961 ...on, Annual Report of the
Ministry of Education, Government of Japan.

(1) Educational Standards in Japan 1964, Ministry of Education.
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Although no exact figures are available in Greece future

teachers apparently obtain proportionately more scholarships than

other students. Thus, 1/ 1965-66 the percrntage of aid to students

at advanced colleges for training primary school teachers (9.35 per

cent) was higher than that to university students (2.8 per cent).

In Portugal student teachers apparently obtain more ale,

since the Ministry of Education provides only 300 scholarships

for university study (there were 26,284 students in 1964-65)

whereas 19.3 per cent of graduates taking a teacher training

course obtained a scholar lip in 1964. In general secondary

schools the maximum number of scholarships is 50 (144,567 pupils

in 1964) and in the technical secondary 60 (100,323 pupils in

1964) whereas in 1964-65 scholarships were awarded to 3.97 per

cent of the students attending training colleges for primary

teachers.

In Yugoslavia a considerable effort has also been made in

favour of direct aid to student teachers. Table 103 shows a de-

cline in the volume of aid provided in the form of scholarships.

This is due to the fact that scholarships are gradually being re-

placed by interest-free loan, which are considered more effective.

In view of recruitment difficulties, priority for these loans is

given to student teachers. In some republics, up to 40 per cent

of student loan funds are awarded to student teachers. The per-

centage of student teachers in receipt of direct aid was about

double that for 3ther students in 1955 and 1960, and more than

double in 1964.

These two examples, in spite of the vagueness of the figures

available,seem to show that some countries tend to favour student

teachers. This trend is still clearer in countries where the leg-

islation systematically offers direct aid to all future teachers.

An examination of the policies adopted in this respect supplements

these few quantitative data.

(iii) Incentives without statutory obligations

In addition to the incentive in the form of direct aid to

student teachers there are various advantages designed to encourage

students, whose subjects concern education, definitely to enter

the profession.
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Exemption from repayment of educational loans

When direct aid takes the form of a loan, teachers are
exempted from repayment during their reriod of training. For
example, in Japan, graduates entering the teaching profession are
exempted from the repayment of the whole or part of the sum they
owe according to the number of years service they complete(1).

TABLE 103

Direct aid to student teachers and other
students in Yugoslavia

1955-1956 1960-1961 1964-1965

Training colleges for primary

teachers (secondary level) 17.5 36.5 22.1

Advanced training colleges

(scholarships) 21.4 29.0 18.0

Advanced training colleges

(salary) - 4.1 2.2

Faculties, colleges, and art

schools training teachers

(scholarships) 13.5 21.0 17.3

(Salary) - 2.9 3.7

All training colleges 16.3 30.7 15.8

Other types of schools 8.3 15.5 7.8

At the beginning of the 1950's the Netherlands decided, in
view of the difficulty do recruiting teachers, that graduates who
had received loans during their studies should have 20 per cent
of their debt remitted for each year spent in teaching.

Specific aids

A pre-salary is frequently awarded to graduates in their
final year(s) of training which generally consist of teaching

(1) Education in Ja an, Ministry of Education, (A graphic presenta-1==Talie n April 1967).
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practice. It is paid to graduates doing part-time supervised

teaching and has an indirect influence on recruitment since the

student can finish his training under easier conditions. For

example, in the canton of Geneva, in Switzerland, this type of

training is spread over two years during which students are al-

lowed, under supervision, to replace absent teachers and are paid

for their services.

In Sweden the final year is also considered as a year of

teaching and is remunerated accordingly. In Italy the parlia-

mentary commission set up to inquire into the state educational

system has also proposed. as part of the teacher training reform,

that the final year or training should be considered as a year of

teaching paid at a s]*..gt lower rate than the starting salary.

In Portugal it is smvis_**4 that in future payment will be

made to primary and secc,:ary school student teachers doing their

school practice. As a first stage it is suggested that scholar-

ships should be granted on examination results. At the present

time the number of scholarships is fixed and that of the benefi-

ciaries consequently limited.

The possibility of offering systematic direct aid to all

students taking a specific teacher training course also exists.

In Luxembourg student teachers at the Institut P4dagogique receive

a pre-salary. In Italy a proportion of the direct aid in tech-

nical schools is designed as an indirect incentive to certain

pupils b take up teaching. Scholarships are awarded to pupils

with a secondary school certificate to enable them to take a

year'S course to qualify them for posts as instructors in tech-

nical institutes. Six-month scholarships are also available for

the training of teachers of "practical subjects".

As the award of a scholarship does not entail a legal obli-

gation to teach, student teachers who have received this type of

scholarship do not always enter the profession. To avoid this,

some countries have made it a statutory obligation for students

accepting direct aid to serve as teachers for a fixed period.

(iv) Direct aid entailing an obligation to teach

Obligation to teach is not necessarily confined to the ac-

ceptation of direct aid. The mere fact that a student enrols in

a training college and avails himself of its courses may entail a

commitment on his part.
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Enrolment for te, training and obligation to teach

For example in Ireland, when a student teacher enters a

training college for primary teachers he is required to sign an

undertaking, endorsed by his parents or guardian, to teach for at

least five years; if he fails to teach for this period he is re-

quired to refund the cost of his training. In the Netherlands

the same applies to full-time students at training colleges for

technical teachers if they do not subsequently teach.

In Greece the Act on the organisation and administration

of general education(1) states that students attending accelerated

university teacher training courses in certain subjects in which

there is a shortage of teachers must teach for at least five years

in a state school. In Turkey student teachers at advanced train-

ing colleges for technical teachers undertake to serve for at

least six years in education in exchange for the free board and

lodging they receive.

The practice of obliging students to teach on completion

of training may well be explained by the cost of the additional

staff required, the more elaborate equipment and the low enrolment

fees. But this obligation is justified in particular by the sub-

stantial aid received during their period of training.

Direct aid and obligation to teach

The obligations which trained teachers who have accepted

aid are required to accept may cover sev-ral types of training,

and their implications may vary according to the practices which

govern recruitment in the civil service of the country concerned.

Example:3

The salaries of serving teachers who attend a training

course are paid in full. In Greece a residence allowance is also

paid to those attending the training college for technical and

vocational teachers. On the completion of the course the teacher

goes back to his post. In one particular case,i.e. supernumerary

students admitted to Greek universities (i.e. pupils who leave

classical secondary schools with a first class honours certifi-

cate but do nut hold the academic certificate),a state scholarship

(1) Article 15 (decree 4379/1964).
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may be obtained for the period of the course, but recipients are

required to teach in a state school for at least five years.

As the training colleges for technical teachers often re-

cruit trainees who are already occupationally qualified, fairly

substantial direct aid must be offered them since they are giving

up their employment. The total cost of their training may require

some obligations to be accepted. For example, in Ireland student

teachers at technical training colleges all receive a scholarship

and a weekly maintenance allowance. They undertake to teach at

least five years or to refund the cost of their training. When

their training requires them to do a good deal of practical teach-

ing in schools, part of their allowance may be considered as some

kind of remuneration for their (supervised) teaching.

In training colleges for primary teachers in the canton of

Geneva in Switzerland, a pre-salary is offered during the three-

year course on condition that trainees undertake to teach for five

years in state schools. it

For a considerable time now France has been applying legis-

lation in respect of some of its future teachers whereby all eduo-

ational fees and maintenance costs for certain categories of

civil servam.s are borne by the community. Students receiving a

pre-salary undertake to enter government service on completing

their education. Primary and secondary school teachers at inde-

pendent training colleges, to which they are admitted by competi-

tive examination, are eligible for this scheme. Although the

state can vary the number of posts offered in line with the esti-

mates of teacher supply and demand, successful students whatever

their social origin obtain a much larger amount of direct aid than

they would in the form of a scholarship or loan. In fact, the

future teacher receives, after passing the baccalaureat examina-

tion, a real pre-salary which entails an obligation to work for

the Ministry of Education after training (supply teacher) for ten

years and, for secondary school teachers for ten years including

the training period.

In France, the possibility of using a "parallel channel"

exists for the lower section of short modern general secondary

school pupils from modest homes to obtain access to training col-

leges for primary teachers. This justifies the allocation of main-

tenance allowances designed to cover each pupil's expenses while

preparing for the baccalaureat.
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The pre-salary offered to student teachers in specialized

training colleges (of which few exist) and to graduates who do a

year's educational training has not been sufficient to accelerate

the recruitment of teachers for secondary schools. After 1956

the French authorities set up IPES (training institutes for secon-

dary school teachers) in their universities and it was decided to

"pre-recruit" a number of future teachers by organising a competi-

tive examination for students who had completed their first year.

Although IPES are not intended to provide teacher training, the

teaching staff has been increased to enable students to pass their

degree examinations more easily. They receive a pre-salary which

corresponds to twice the amount of the highest scholarship.

In Luxembourg, legislation is being prepared to change the

present situation, since the pre-salary does not entail any legal

undertaking to teach. In Portugal it has also been suggested, as

a project for the third development plan, that scholarships should

be offered to students in higher education and pupils at secondary

and middle schools who are prepared to teach in state schools for

some years on completion of their training.

(v) Difficulty of assessing results

The absence of any detailed surveys on the effects of aid

to students makes it impossible to give any exact results of these

experiments. Other factors besides aid to student teachers may

have come into play and.in present circumstances it is difficult

to separate them. In Japan and Yugoslavia, the higher amount of

direct aid given to student teachers than to other types of stu-

dents seems to have improved recruitment. In the Netherlands the

authorities consider that the legislation whereby students who

take up teaching have their educational loans remitted has served

its purpose and w iscontinued as from 1967. In France the un-

dertaking by at is to teach enabled the authorities to maintain

a minimum flow of recruits to the profession for about ten years.

The IPES experiment in particular managed to provide secondary

schools with adequately qualified teachers at a period when highly

qualified manpower was fully employed and even over-employed. As

the demand for science graduates was very strong, it was not pos-

sible to fill all vacancies advertised at the beginning of the ex-

periment, but these institutes seem generally to have contributed

to an increase in the number of graduates obtaining teaching quali-

fications.
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The respective merits of the various types of aid to stu-

dera teachers should be closely investigated, with special refer-

etwp to two points which have aroused controversy.

The first concerns their respective costs. This problem

is often considered La the more general context of aid to students

as a whole. For example, a recent report by a commission set up

to enquire into state aid to students in France(1) recalled that,

of the Frs.280 million granted in 1966-1967 to 100,000 scholarship-

holders (on the baSis of social background and educational perfor-

!i4ace), Frs.195 million went to about 13,000 students at .1PES es-

tablishments and advanced training colleges (on the basis of eduo-

ational performance only) or about 70 per cent of total scholar-.

ship appropriations. It is possible that such large allocations

act as an indirect brake on rci ought `to be available

for needy 4tudents irrespective of thet 6ourse of study. The

future will shpts Ovether this prove to be a temporary measure.

wade necessari by circumstances, or whether the stioulant provided

by IPES will be definitel7 institutionalised.

The second point concerns the discussion between h-,A# who

support neutrality in granting aid and those wh* have chosen selec-

tive nid admittedly becauso in most cases they had no option -

to encourage the recruitment fiAture teachers. The former con-

sider that thoya atuecmts with f'.nancial difficulties are tempted

to go in for the better-financed types of training with the result

et the career followed is not the one the student would have

chosen. The discussion still continues where no exhaustive survey

has been made on the social origins of students who ecide to take

up teaching.

(vi) Social originsof teachers and recruitment

possibilities

In view of the problems raised by the increasing demand for

teachers, the question might be raised as to thit possibility of the

existence of "reserves of talent" in certain groups of the commun-

ity. The proportion of secondary school teachers already coming

from the tcp socio-economic groups would be difilclt to increase

in the future. But apart from the quantitative aspect there *re

(1) Called the"Airgrain Report; after the Chairann of the Committee
which prepared it.
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other arguments in favour of recruiting teachers from new socio-

economic groups. The raisingof the school-leaving age might be a

justification for ensuring that the gap between the social origin

of teachers and of their pupils is not too great. The observation

and guidance of school children calls for close contact between

the different categories of teachers, particularly in primary and

secondary schools. The lack of understanding sometimes noted

among the different categories of teachers is thought to be due

in part to substantial differences in social origin, reinforced

by completely different types of training. As each level of educ-

ation becomes increasingly dependent on a preceding or subsequent

level the task of keeping communications open between the various

categories of teachers may be facilitated by increasing the number

of teachers from social strata which are now insufficiently repre-

sented, particularly in secondary education. Contact with the

pupils' families may also be encouraged by such a trend. This

objective can be achieved only as part of the action taken to

democratize access to the highest levels of the profession. Direct

or indirect aid can be only one of the aspects of an overall pol-

igfcertain features of which should be recalled.

Recruitment of teachers and democratization of access to education

As there are very few data on the social origin of new

recruits to the profession or of teachers already serving, refer-

ence is sometimes made to general information concerning the so-

'cial origin of students or graduates from whom teachers may be

recruited.

Although the few available statistics must be treated with

reserve (Tables 105 to 107), the recruiting of teachers apparently

varies according to their socio-economic category, and this is

logical. As the educational system trains its own teachers, the

latter depend on the democratization of access to the higher teach-

ing levels. It seems therefore that to use available "reserves of

talent" from the least favoured social strata to increase the num-

ber of teachers calls for the application of a systematic policy

for democratizing access to education. This policy would be main-

ly concerned in changing the content and style of education once

the structure had been adopted (raising the school-leaving age,

fostering closer contacts between primary and secondary education,

diversifying courses at the highest levels, etc.). Students from

the more modest social strata might be encouraged to remain longer
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at school by providing the more individual attention which is a

distinctive feature of the new systems, including the filling of

any gaps in the student's education.

When the pupils' work has been followed more closely it

has proved possible to recruit students from the more modest

socio-economic groups. For example, Table 104 shows that primary

school teachers o.tten come from more modest social strata than

secondary school teachers. They used to be (and still occasionally

are) trained at colleges of upper secondary or post-secondary

level. In fact the recruitment channels mentioned above met the

case sufficiently to attract and retain students from modest

homes. The job of primary school teacher has in fact provided

some of them with more rapid promotion possibilities (in one or

two generations) than other jobs would have done. This also made

it possible, when educating the new layers of population, to use

teachers many of whom come from the same class as the children

who are just starting school. This tendency will probably not be

encouraged by the present trend - for the reasons given in Part

Three - for students for teacher training (including primary)col-

leges to be increasingly recruited at the final secondary leaving

certificate stage rather than at the end of lower secondary school.

It has been noted in Sweden for example, that drop-outs

due to social causes occur mainly at the end of the lower second-

ary course rather than at subsequent levels(1).

In France (Table 107) there is now a difference in the soo

ial origin of students entering training colleges depending on

whether they are recruited at the end of the lower secondary

course (1st competitive examination) or after the baccalaureat

(2nd competitive examination).

It may therefore be wondered, particularly in the present

transitional period, whether access to upper secondary education

(and perhaps lower secondary) will be sufficiently democratized

to enable enough teachers of modest origin to be recruited at the

end of their secondary schooling. Where former teacher training

courses have been converted into secondary schools it is not cert-

ain that the pupils they recruit, particularly in rural areas,

will continue to flow into the new teacher training colleges which

(1) Educational Policy and Planning, Sweden, 0.E.C.D., Paris,
1967.
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operate at university level. In Austria, the conversion of teacher

training colleges into secondary schools should be carefully

studied from this point of view.

Changes now occurring in training methods at the higher

level may also encourage the recruitment of teachers from the

more modest social strata.

It has, in fact, been noted that children from a more modest
background who are able to complete their secondary schooling tend

to take up advanced courses in either technical subjects or in

those which offer the chance of more immediate employment. Allow-
ances should be made for this attitude which, in view of present-
day trends, is in line with the new tendency in the training of

teachers,i.e.,a thorough but not over-lengthy vocational training,

in view of the need to combine the initial vocational training

with subsequent refresher courses. This might explain why certain

countries whose universities have as yet made no changes in the

length, much less the content, of their specialized syllabuses

for teachers have preferred to maintain autonomous institutes

which train teachers for primary schools and sometimes for lower

secondary schools. Incidentally, these institutions are increas-
ing their contacts with the universities.

The question then arises as to whether aid to student teach-

era should not therefore be Siena as part of a general policy to

prevent wastage among students from the poorer sections of the

community.

The role of aid to student teachers

We have seen how difficult it was to estimate the specific

support which aid can give to extending the recruitment of teachers

to new social groups. Aid granted directly certainly acts as an

incentive, but it is other factors which incite pupils to take up
teaching: the teaching staff, length of course, impression of be-

ing able to play an active part, etc.

Nevertheless, it has been stated in Ireland that the high

proportion of loans granted to student teachers at training col-

leges for primary teachers has influenced the social composition

of those attending these colleges (Table 106).

In 1961-62, about 47 per cent of student teachers were in

receipt of these loans. Conversely, the low proportion of aid to

students at training colleges for domestic science teachers (8 to
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10 scholarships annually, there were 171 students in 1965-66) and

at universities (less than 10 per cent of students in the past

few years) may be one of the causes of the failure to democratize

access to these institutions. In France the possibility of train-

ing free of charge for primary school posts hes certainly done

much to induce students to enter the profession, On leaving prim-

ary school, pupils from the more modest homes used not to enter

the conventional types of secondary school particularly in rural

areas where few of these schools were available. The short modern

course which followed primary school was free of charge and the

maintenance allowance obtained after admission to the training

college, plus the pre-salary paid during the teacher-training year

(after the baccalaureat) made it possible for the poorer families

to keep their children at school and to orient them towards teach-

ing. This may be seen from Table 104 rving teachers) and in

Table 107 (students admitted to the tra ng school for primary

teachers). But Table 104 (serving teachers) seems to show that

in the absence of a specific channel, for example for future teach-

ers in conventional types of secondary school, the award of scholar-

ships at secondary and university levels has not enabled new teach-

er resources to be tapped in the less favoured sector of the com-

munity. The democratizing of the recruitment of teachers for both

secondary and primary schools therefore seems to depend on much

more sweeping reforms than a simple increase or improvement in aid

to student teachers.

2. Re-organisation of Training Colleges

Independently of the incentives described precedently, the

number of places offered at training colleges may be an indirect

factor in increasing the flow of candidates. Part One of this

Survey showed that most countries have increased the number of

places in training colleges to meet the growing demand for teach-

ers (Table 10). In order to do so, optimum use had to be made of

existing colleges and other types of training provided.

(a) Optimum use of equipment

The more effective use of training colleges cannot be

limited simply to internal reorganisation. The initial step must

be to consider the context in which the available resources are

to be used.
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Changes in training colleges

The next part of this Survey shows in detail that changes

in standards of teacher training tend to facilitate a more effec-

tive use of training colleges. In effect, there is a tendency in

many countries to recruit future primary - and sometimes lower

secondary - school teachers at the conclusion of their secondary

schooling. Previously, training colleges were required to provide

a complete or partial secondary schooling and this is still true

in a number of countries. They provide a complete secondary course

when their diploma is equivalent to that awarded by other types of

secondary education and when certain students, sometimes for mater-

ial reasons, prefer to attend them without always intending to

teach. They provide a partial secondary course when their students

are "pre-recruited" early and when their teacher syllabus includes

part of a general education equivalent to that available at upper

secondary level. As a large number of teachers had to be recruited,

these colleges were largely decentralized, but with the increase

in the duration of the course for primary teachers the problems of

organising training colleges proved more difficult. In effect,

these colleges had to offer general education of secondary school

level overlapping higher education, and also theoretical and prac-

tical teacher training which was much more complete than before.

A more efficient use of these training colleges therefore seemed

inevitable. This is being achieved by using available resources

for wider advanced training.

Changes in levels of training. and characteristics of training

colleges

The rational use of the new equipment which training col-

leges should be able to offer their students in order to familiar-

ize them with new educational techniques and methods may also bring

about changes in the optimum number of students at training col-

leges and, consequently, their geographical distribution. Their

advantage, when they are highly scattered, is that they are able

to recruit more student teachers but they may be unable to benefit

from the concentration of equipment which is sometimes expensive,

and from the proximity of institutions with which contacts are

increasingly necessary (universities, pedagogical institutes).

For example, in Yugoslavia the authorities had considered that a

wide dissemination of advanced training colleges (2-year course)

was advisable but the efficient use of equipment and staff put a
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limit on the extent to which colleges could be dispersed. As the

average number of students was no more than 34C, plans to set up

these training colleges had to be revised and the original prin-

ciple of a restricted number was returned to.

Colleges may vary in size although, in view of the exigen-

cies of recruitment and local circumstances, a minimum size must

be fixed. For example, in Austria the smallest college might have

150 students, an average college 250 and the biggest 400 or more.

In England and Wales the student body at training colleges ranges

from 250 to 1,000.

There is a further factor in favour of the concentration

of colleges and of their location in important centres, namely

the number of classes available for teaching practice. For exam-

ple, in Austria it has been calculated that the smallest training

college would require at least 20 primary school classes, and the

largest 50 to 60. However, the need to integrate theoretical and

practical aspects of teacher training call for a new kind of

training college(1). It therefore seems that tl% trend in teacher

training curricula at independent training c. .ges is likely to

have increasing influence on decisions concerning the size and

location of these specialized schools.

As far as operating costs and even capital expenditure are

concerned there is a danger that the gain in discontinuing general

secondary education may be very substantially offset by the cost

of reorganising and even rebuilding colleges which no longer cor-

respond to previous standards, to the age of the new categories

of student teachers and to the type of activities,they will pursue

(1) The above remarks apply mainly to colleges preparing teachers
for primary schools and those preparing teachers for both prim-
ary and secondary schools. The desirability of ensuring that
training colleges should not be compelled to provide a general
secondary education also applies to certain categories of
training colleges for technical schools. Some of these col-
lg.ges devote part of their staff and resources either to train-
ing teachers of general subjects for secondary, technical and
vocational schools or to providing a general secondary educa-
tion for certain categories of teachers. But certain general
subjects can be studied at the university, and a background
of general education may be acquired in specialized schools
(evening classes, correspondence courses, etc.). If at some
particular time technical and vocational courses need to be
given a more specialized slant, the period of teacher train-
ing which follows normal education might be used for this purp-
ose
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during their training i.e. detailed study of one or two subjects,

introduction to or contact with research, initiation into new

teaching techniques, e.g. language laboratories or other audio-

visual media.

Student teachers and their instructors

The quantitative and qualitative demand for instructors

for the student teachers in training colleges will also raise

problems. For example, initiation into new teaching techniques

and methods and to personal research will change the number of

staff; those who teach in the colleges will perhaps not all be

required to teach in the new colleges recruiting at the end of

secondary school. This is particularly true of teachers taking

classes which complete general culture in secondary education.

The syllabus changes and the new style of training will also per-

haps make it necessary for the other more specialized teachers

to take one of the regular refresher courses before they resume

their teaching. In addition, in view of their new objectives,

these schools will have to secure the services of university spec-

ialists as part of the desirable association between pedagogical

research institutes, universities and training colleges. The pre-

sence of these teachers would, moreover, be a guarantee of the

level of training offered by the colleges.

Few surveys and little documentation exist concerning the

training of trainers. Nevertheless, the priority allocation of

first-rate teachers to the new training colleges appears to be

one of the conditions for obtaining properly trained staff capable

of meeting the objectives of educational reform and conversant

with the new techniques of communication.

A comparison between school and university results in in-

dependent training colleges and those in otter types of education

(universities or upper general secondary schools, for example)

Lows that the quality of the teachers and the teacher/student

ratio at training colleges for primary or secondary teachers is

a factor of success.

Moreover, these "trainers" will be increasingly required

to supervise the refresher courses for teachers. It is in fact,

increasingly necessary to bring together initial training, regular

refresher courses and educational research. The premises, equip-

ment and a large proportion of the teaching staff of the different

types of training schools will also be used for these regular
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vocational training refresher courses. But even if the pedagogical

methods used in refresher courses must differ from those used with

student teachers, the contacts between training college staff and

serving teachers at these short refresher courses will be partic-

ularly beneficial. Training staff have an opportunity of spotting

any deficiencies in the vocational training they give and indirect-

ly of learning of the difficulties their students will have to face

in the near future. Steps should also be considered to allow the

staff of the various training colleges, during their refresher

courses, to have regular contact with schools, apart from those

connected with the training colleges, so that ;they can be more dir-

ectly in touch with the constantly changing atmosphere in the

teaching world.

In conclusion, training needs in the next few decades will

call for a body of first-rate teachers constantly abreast of the

latest educational research and trends throughout the world, con-

scious of the objec,tives which the responsible authorities have

assigned to education, and specially prepared for the tasks which

lie ahead. This new challenge will perhaps be one of the most

difficult which governments will have to meet in the coming years.

Indeed, teacher training will not be the only branch of higher

education to require a considerable number of high-grade staff.

Research on the various relevant strategies might therefore be

undertaken immediately so that the new principles of teacher train-

ing can be effectively laid down(1). Recent experiments in re-

organising training colleges tend to prove that an improvement in

efficiency and output is possible straight away.

Increase in available places and new training procedures

Excessive freedom of choice given to candidates for train-

ing colleges and over-rigid arrangements for the regional

(1) The above remarks relate mainly to the independent colleges
which generally train teachers for primary and occasionally
for secondary schools, and provide graduates with a training
in education. The arguments may also apply to the specialized,
or even to the pedagogical, training given in the traditional
universities. In view of the need to bring students into con-
tact with research and give them a more effective training,
it does not seem that the arrangements at universities in some
countries are adequate to handle all the teachers required to
staff the primary schools, which have now become compulsory,
and the secondary schools which will consequently be rapidly
expanding.
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recruiting of student teachers may lead to a situation in which

there is a shortage of teachers but incomplete occupation of the

room available at training colleges.

Allocation of available places

For example, there was a considerable increase in the num-

ber of places at training colleges for secondary school teachers

in Sweden in 1965-66 (Table 9), but some of these places were not

filled as graduates had applied to several training colleges at

the same time. To avoid such a situation, a system should be in-

stalled which allows all the available places to be occupied. In

this connection, an interesting scheme operates in England and

Wales. Although the selection of candidates for training colleges

is the responsibility of the colleges themselves, a "Central Regis-

ter and Clearing House" exists to ensure that applications are not

sent simultaneously to several training schools and to see that

all the available places are offered to the best candidates. The

latter send in their applications to the central register and

clearing house stating the training college they prefer, followed

by the name of a second college in the event of a refusal by the

first and adding a list of four colleges in case their second

choice is not accepted. The clearing house is responsible for

successively forwarding the applications to the different training

colleges concerned. Finally, the places which are still available

are offered to those whose choice war not able to be taken into

consideration. A roughly similar but more flexible scheme - in

view of the number of candidates concerned - exists to place uni-

versity graduates wishing to undergo a year's teacher training.

Development of day colleges

Independent training colleges are normally residential but

a number of day colleges have gradually been created. For example,

in England and Wales, where 14 per cent of student teachers are

aged 25 or over, there were 14 day training colleges in 1965 out

of a total of about 160 colleges. Two others were scheduled for

1967. These colleges are naturally located in big urban centres.

In England and Wales the authorities are beginning to develop an-

nexes for older students who live too far from a training college

to commute every day. In 1965 there were five such annexes and

twelve others were opened in September 1966. Another solution is

to admit a number of day students to the residential colleges.
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This method was adopted in England and Waits and also in ,'Iance

in training colleges for primary teachers located in big cities.

Improved organisation of courses

Other action can be taken to increase the capacity and

efficiency of training centres. For example, in England and Wales,

as the result of a request by the Secretary of State i4 106J, the

training colleges proposed that the number of student teachers

should be increased either by reorganising courses to give part

of the students theoretical courses in college while the other::

were having practical training in outside schools or by lengthen-

ing the working day or working week. These few enamples were in-

tended to show that, apart from new inveements which continue to

be a fundamental need, a better distribution of available resources

is possible. Furthermore, an increase in the number of teachers

trained may also be achieved as a result of new permanent or tempo-

rary training techniques employed as part of a rational policy for

the utilization of existing staff and equipmnnt.

(b) New training methods

In recent years the educational authorities have thought

up new training techniques in order to meet the demand for teachers

as rapidly as possible. First, a new form of shorter training was

offered to students with a secondary school leaving certificate so

that a teaching certificate could be obtained more quickly

(Table 11) and then part-time and accelerated training was ex-

panded.

Part-time training

Part-time training has already been used to some extent,

generally limited to teachers for technical and vocational schools.

Courses of this type were developed either to train teachers on a

full-or part-time basis or to provide a refresher course (which

was really training) for teachers who''had not received an adequate

initial training. For example, in Yugoslavia the number of stud-

ents attending part-time courses at university level almost

trebled in ten years (1955-56 = 100; 1965-66 = 283). The organi-

sation of initial teacher training courses for primary and general

secondary schools apparently requires considerable planning if

these are to be effective. Courses of this type are to be tried

out experimentally in England and Wales in three area training
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organisations. In the Netherlands the education authorities have
also given their financial support, as from 1950, to the organisa-
tion of evening classes to train teachers.

Accelerated training

In some countries the increase in the number of candidates
for teacher training and the expansion of these new training pro-
cedures were not sufficient to meet requirements. Accelerated
training schemes were therefore started on a temporary basis. The
certificates candidates received did not always lead to their ac-
ceptation as established teachers and they had subsequently to
complete their training under conditions which took into account
the experience already acquired in teaching.

For example, holders of secondary school certificates wish-
ing to qualify for primarr teaching were allowed, in Belgium in
1959, to take a six-week course followed by a year's supervised
practical teaching with theoretical courses at weekends. Seventy
per cent of these candidates passed the final examination. In
Switzerland, accelerated training ranges from six months to one
year, according to canton, for candidates who have their full
secondary school certificate (maturite) and from two to two-and-
a-half years sometimes followed by compulsory refresher courses,
for other certificate holders (apprenticeship, commercial certi-
ficates). In Turkey holders of the lower secondary school certi-
ficate, who after six-weeks of practical training have taught
satisfactorily for two years, may be awarded established status.
In Canada candidates with a secondary school certificate were al-
lowed to take a six-week summer course in Manitoba in 1958. After
two years' teaching they were assumed to have acquired normal
qualifications. In the United States the emergency certificate

enables candidates to teach for one year in certain states, and
generally opportunities for further training are subsequently open
to all new teachers: the local inspectorate and universities help
them to secure their final training and their service during this
period is taken into account when the step in the salary grade is
fixed. In Germany (I,ower Saxony) accelerated training for auxil-
iary primary school teachers has taken the form of a year's emerg-
ency training reserved for women who hold the secondary school
leaving certificate and ha i experience of infant teaching and
child care. The posts of_ered are therefore temporary.
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In conventional secondary schools there have been fewer

experiments with accelerated training. Nevertheless, in Greece

it is possible to create special temporary departments for acceler-

ated training in universities to train teachers for subjects, in

which there is a shortage of staff. A third term is then added

during the summer months. In Canada (Province of Ontario) univer-

sity graduates may take a pedagogical course of eight weeks to

allow them to teach for a year. If their teaching proves satis-

factory a further eight-week practical course is offered and suc-

cessful candidates are then eligible for the same advantages as

students who have taken a regular course of a year.

'These experiments are for a limited period. They are de-

signed to cope with difficult situations and have much in common

with certain procedures for the allocation and establishment of

teachers. These procedures have been organised as part of the

policy of temporarily lowering qualification standards and are

described in the following chapter. In both cases it is clear

that the supervision and support given to teachers who have taken

this kind of accelerated training is one of the main factors in

the success of an admittedly exceptional policy. In addition, it

must be expected that the demand for part-time training will in-

crease in order to attract to the profession people who have left

it, or who, although attracted to teaching, have taken up other

work.
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CHAPTER II

NEW SOURCES FOR THE RECRUITMENT OF TEACHERS
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As shown, the regular flow of young certificated teachers

into the educational system has not, in itself, been sufficient

in many countries to balance teacher supply and demand. The in-

adequacy of the number of teachers trained or the refusal of some

of them to take up teaching first compelled the authorities to

call on future graduates. At a later stage many countries at-

tempted to bring back teachers who had left the profession or to

retain teachers who were to leave it. Finally an effort was also

made to recruit from people who had not previously been in the

profession. These measures led to special legislation making it

possible to offer this new type of staff an attractive status.

1. More Rapid Use of Certificated and Non-certificated Teachers

When the teacher shortage became very acute the authorities

attempted to allocate., those who intended to become teachers as

rapidly as possible to posts in education. In many countries men

obtaining teacher's certificate have to do their military training

before entering the profession (and sometimes before starting

their training). A preliminary series of measures was adopted

to eliminate or postpone military training. In view of the mini-

mum teacher-training students acquired during their course a fur-

ther measure was passed to lower recruitment standards temporarily

and use the future teachers available before the end of their

training.

(a) Exemption from or postponement of military training

In countries where military training is compulsory some

amendments were made to the regulations. In some cases, teachers

were fully exempt, exceptionally, from military service. A measure

of this kind was taken in the Netherlands in the '50s when the

presence of certain primary teachers was considered absolutely

essential.
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In other cases, young teachers may be called 'to the colours
for only part of their normal service. For example, in France in
1962 primary school teachers were released before the end of their
service. Military service has also been divided into periods to
facilitate the employment of young teachers.

During their period of military service some graduates may
also be allocated to teaching duties. In Turkey young officers
with upper secondary level education may be posted as teachers at
rural schools for two years. Table 108 shows that this source of
recruitment is not negligible.

TABLE 108

Officers used as primary school teachers in Turkey

Recruited Total in service

1960 9,900 9,900
1961 5,000 12,900
1962 5,000 8,000
1963 4,000 9,000

Source: MRP, Country Reports, Turkey.

In Greece, it was possible up to 1969 to allocate graduates
doing their teacher training at universities to vacant posts in
secondary schools before they were called up for military service.
These measures are exceptional, as they are a deviation from the
law of the land, but help temporarily to overcome severe teacher
shortages. None the less, they have never been adequate. Other
procedures have had to be adopted to enable vacant posts to be
filled rapidly.

(b) Temporary lowering of recruitment standards

Many national authorities have had to recruit staff who do
not fialfil all the conditions required for qualification and ap-
pointment. In most cases those concerned were student teachers
who had not completed their courses, or graduates in certain sub-
jects who had not yet received their teacher training. Practical
procedures for this type of recruitment have, however, varied from
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one country to another. Some countries have immediately given

established status to the young graduates available. Others pre-

fer to test their teaching ability at examinations, the full re-

quirements for which have been relaxed in view of the candidate's

teaching service. Finally, some countries which have had to re-

cruit teachers in the course of their training have generally

given them temporary appointments with subsequent opportunities

for completing their training and acquiring established status.

Award of immediate established status

In view of recruitment difficulties, mainly in the second-

ary schools, certain countries have immediately given young un-

trained graduates established status. This type of action has

been taken, for example, by several cantons in Switzerland. In

view of the inadequacy of training facilities in Sweden up to 1964,

graduates without teacher training were appointed to "extra-

permanent" posts. In 1961, over 2,000 such posts were thus as-

signed. Although a minimum of two years' service is required

before a teacher can be appointed to a "permanent post" this re-

quirement was also suspended in order to fill vacancies more

rapidly. In Iceland, school councils have been allowed to appoint

teachers simply on the basis of their qualifications. This policy

naturally remains exceptional.

Award of established status after relaxation of examination

requirements

Countries which require their teachers to have pedagogical

training before granting established status usually arrange for

training schemes and reduce the number of tests theoretically re-

quired for final appointment.

In the primary sector, certificate holders who have no

pedagogical training have had the support of the inspectorate in

their work and have had seminars organised for them. In France,

a corps of supply-teachers was created who had passed the bacca-

laureat and were subsequently able to obtain established status

under certain conditions. In particular, they had to attend

courses in theory and practice organised by training colleges,

and teach classes under supervision. Where it was necessary to

recruit teachers without the baccalaurdat, they were given an

opportunity either of working for that examination or for advanced

certificate of aptitude which gave them established status only if
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they were prepared to go and teach in areas suffering from a
teacher shortage. A large number of teaching seminars have natur
ally been organised for these teachers. In Canada, in the pro
vince of Manitoba, teachers recruited with the secondary school
certificate were required to take correspondence courses and were
closely supervised by the inspectors. In Turkey, students with a
secondary school certificate who pass the teachers' examination
attend seminars during the holidays and are awarded established

status after one year's training, like the other teachers.

In secondary schools, teachers appointed before the end of
their studies have generally been expected to acquire further

theoretical or practical proficiency before receiving established
status. In Yugoslavia, in the upper classes of schools providing

compulsory education (equivalent to lower secondary schools) hold
ers of secondary school certificates who are under 30 receive

training while they are teaching and are incorporated into the
profession when they pass the teachers' training examination. In
France, as a result of the shortage of science teachers, the Min
istry of Education temporarily lowered the requirements for the
competitive examination for recruitment. For example, in 1957,
the examination for the "Certificat d'aptitude aux professorats
des enseignements du second degre" (CAPES) required no written
tests, and established status was granted at the end of a year's
teaching provided the practical test was satisfactory. In 1958,

assistant secondary school teachers and graduates who had taught
for three years could be appointed to a post and had only to pass
the practical CAPES examination after a year's service in order
to receive established status. In 1959, graduates who did not
hold the set of certificates required for a teaching degree were

recruited to teach mathematics and chemistry and could acquire

established status by passing the practical part of the CAPES(1)
examination. In 1961, candidates taking the theory papers in

science at the CAPES examination were allowed to sit for a subject
different from that in which they had graduated. A similar policy
of exemption from tests and of relaxation in the requirements for
competitive recruiting examinations was adopted for teachers at
the colleges d'enseignement general (shorter lower secondary

course) and for teachers in technical secondary schools to enable

(1) Certificat d'aptitude au professorat de l'enseignement secon
daire.
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the maximum number of teachers to acquire established status as

soon as possible. This policy enabled France, during a period of

full employment for highly skilled scientific manpower, to avoid

being short of the teachers it required. Other countries, however,

although appointing teachers who were not fully qualified, pre-

ferred not to make any changes to their requirements for recruit-

ment and established status.

Permanent appointment after normal examinations for the teaching

diploma

Vacancies have also been filled by students who have not

completed their specialized courses or their teacher training.

But although their service was taken into account (for seniority

and training facilities, for example) they were not exempt from

obtaining their diploma if they wished to take up permanent ap-

pointments.

For example, in Denmark, university students who have

passed finals in their main subject only are appointed to clas-

sical secondary schools. After 4 to 8 years' service, the young

teacher may return to the university in order to terminate his

degree. If he has done four years' teaching he receives two

years' salary. In the Netherlands, the temporary appointment of

students who hold the "candidat exam" is officially permitted. In

1959, out of 1,048 uncertificated teachers, 511 were still attend-

ing courses. In Austria, a few secondary school posts have been

filled in the same way. In certain provinces of Canada, students

who have reached a certain level of training are allowed to teach

but have to complete their diploma course. In the United Kingdom,

special courses have been arranged for uncertificated teachers in

Northern Ireland to allow them to complete their training.

The same policy has been adopted for primary schools, the

teachers thus recruited being considered as supply teachersor

assistants. In Denmark, students at teacher training colleges

have been appointed to vacancies for a limited period (five

months). In Norway, supply teachers in primary schools have been

able to attend short local courses, after which they may go to a

training college. In Portugal, "regentes escolares" may pass an

examination for appointment to small schools and subsequently

enter teacher training colleges without examination, drawing their

salaries during their training period.
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Thus, the policy followed has the effect either of modify-

ing recruitment standards for so-called "supply" or "assistant"

teachers, or of temporarily lowering the recruitment standards of

established staff.

2. Return to Teaching and the Retention of Certificated Teachers

If the training received does not carry a legal obligation

to teach, or if a diploma covers sufficient subjects to qualify

the holder for work outside teaching, all certificate holders do

not necessarily go into the teaching profession. Some may leave

the profession during their active life either to take up another

profession or, in the case of women, when they marry or have child-

ren.

As teaching is increasingly becoming a woman's profession,

solutions have had to be sought to retain women teachers or to

get them to return. The educational authorities have also tried

to recall or retain another group of exceptionally qualified teach-

ers, i.e. those who have retired.

(a) Policy for female teacher recruitment

Married women may leave the teaching profession in the

first place because they are prevented by law from continuing

their career after marriage. Such legislation has been abolished

in countries in which it has been seen to handicap teacher re-

cruitment. Thus, in the Netherlands married women were made elig-

ible for a permanent appointment in 1959, and the percentage of

married women among primary school teachers increased immediately.

Following a similar measure in Ireland in 1958, 84 per cent of

married women teachers in primary schools remained in service

after their marriage and others resumed teaching. Some cantons

in Switzerland, such as NeOchatel, have amended their legislation

and allow women teachers in primary schools to keep their estab-

lished status. In an initial phase, married women returning to

primary teaching are usually offered the same conditions of serv-

ice as unmarried established staff (salary, insurance).

As in the recruitment of young student teachers, studies

have been found necessary to ascertain the factors which keep

married women in the teaching profession, or the conditions which

encourage them to return to it. A survey carried out by Professor

Kellsall in England in 1963 under the title "Women and Teaching"
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showed that more than half the women who had left teaching would

like to go back if they could find part-time jobs and nursery

facilities for their young children. Other surveys might be car-

ried out by using the data collected in population censuses. If

these censuses include sufficiently detailed questions on the

certificates held and on the individual's present and past activi-

ties, the number of certificated inactive women can be ascertained.

Specification of the qualifications held and earlier professional

experience can also be used to determine the type of further train-

ing to be offered to women interested in returning to the teaching

profession and to those who hold a certificate but have never prev-

iously taught.

In addition, regular, detailed statistical surveys based

on individualized data would make it possible to record the reas-

ons why teachers leave the profession and these data may be

broken down according to sex, age and educational level (for ex-

ample see Table 34).

Keeping in touch with former teachers

In Germany, schools remain in contact with teachers who

prematurely leave the profession. In England and Wales the pos-

sibility of establishing local associations of former teachers

has been examined, so that the latter may keep in touch with their

profession and may be more readily prevailed upon to return when-

ever they wish.

Recruitment campaigns

The results of surveys and studies therefore facilitate

the launching of recruitment campaigns, and may be based on con-

tacts with former teachers, where these exist. The education

authorities in some German Lander and some Canadian provinces, in

Sweden, and England and Wales, inter alia, have encouraged the

return of former women teachers, or taken steps to prevent an un-

duly large exodus from the profession.

Even before the Kellsall Report was published a national

campaign to attract more married women into teaching was launched

in 1961. New campaigns of course followed the publication of the

conclusion of this Report. Television and radio were also used

and the campaigns had the support of the local education authori-

ties. The results were as follows: in 1961, 4,600 married women
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returned to teaching (full-time or part-time); the number rose to

5,500 in each of the next two years, to 6,400 in 1964 and 7,200

in 1965 (see Table 20).

Some consequences of encouraging married women to remain in or

return to the teaching profession

Some of the factors likely to encourage married women to

return to the teaching profession also concern any other indivi-

dual wishing to take up teaching for the first time or return to

it; for example, the arranging of part-time jobs, refresher

courses, new salary scales, expansion of nursery schools, etc.

Married women will not accept posts far from home, thus

causing surpluses or shortagta.c.tilappear, however flexible the

legislation may be.

Another result of the increased proportion of women in

teaching must not be overlooked. As the leaving rates in certain

age-groups are much higher than for men, staff training services

must make provision for a surplus of women teachers so that suf-

ficient numbers will be available for both permanent appointments

and the lists of supply or substitute teachers.

(b) Re- employment of retired teachers

Retired teachers are another category of qualified staff

on which national authorities may call. In some countries where

private education plays an important part, it is not unusual for

teachers in retirement from state schools to take a post in priv-

ate schools. Flexibility in the salary system in private schools

(hourly rates for courses) makes it possible to employ specialists

in various fields. The policies adopted vary according to country.

Generally speaking, either teachers in retirement have been inivted

to return, or those in the profession who were about to retire have

been encouraged to continue teaching.

Retirement age

Very few changes have been made to the legal retirement

age. In Italy, secondary school teachers retire at 70, whereas

other'civil servants retire at 65. In Norway, the retirement age

for primary school teachers has been raised from 65 (or after

30 years service) to 70 years old. Other countries have preferred

to give teachers the option of retiring at a later age. In Belgium
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for example, secondary school teachers may retire between 60 and

65. In Scotland, secondary school teachers may retire between 60

and 70, while English and Welsh teachers may do so at 60 although

there is no compulsory retirement age. The teacher remaining in

service beyond the possible retirement age can therefore continue

to earn a higher income than that provided by a pension. However,

in Ireland, these extra-years in service may not be taken into

account in calculating the amount of the pension, whereas in

England and Wales, they are taken partly into consideration - up

to a given limit - in calculating the pension.

Pension and salary combined

The main problem for authorities who have decided to recall

or keep on teachers of retirement age is to determine whether they

are to be paid both the pension and the salary for hours taught.

This combination is not allowed under the regulations in some coun-

tries, since the salary paid for a full-time job is an incentive

in any case, because the amount is always higher than the pension.

This policy has been adopted throughout the United Kingdom, al-

though payment of the pension and salary may be authorized if the

combined amount is lower than the salary received before retire -

ment. Many countries have adopted this method and fixed a maximum

amount for total income, which has immediately entailed an increase

in part-time teaching. The arrangements to be made with a view to

using the available retired teachers are thus similar to those

designed to attract more married women to the profession.

The limit on pension and salary combined varies according

to country. In Sweden, no more than 65 per cent of the previous

salary can usually be paid in addition to the pension. However,

in view of the shortage of science teachers, the latter are en-

titled to earn up to 90 per cent of their previous salary in addi-

tion to the pension. In France, in 1958, teachers over retirement

age were entitled to a salary and pension combined of up to 150

per cent of their previous salary to offset shortages of teachers

in the sciences (mathematics, physics). In the Netherlands, such

teachers may be paid 70 per cent of the maximum salary in addition

to the pension.

The limit on the combined remuneration varies according to

country; in Germany, it is equivalent to that paid to temporary

staff; in Austria, to the starting salary of a contractual teacher;

and in Norway, to the basic salary. In Denmark, under previous
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regulations such teachers were paid as supply teachers if the

number of hours taught fell within a given range. The new regula-

tions now in force stipulate, with a view to keeping teachers in

the profession after retirement age, that the salary paid should

be equal to that received at the time they retire.

Thus, while the advantages offered vary, many countries

have had recourse to teachers in retirement or those about to

retire. Although such teachers have sometimes accounted for only

a marginal percentage of new entrants (see Table 43), they have

nevertheless made it possible to avoid leaving some posts unfilled

or precluded the assignment of personnel considered to be uncerti-

ficated.

3. Recourse to Specialists in other Occupations

The flexibility of recruitment methods in private education

and in technical/vocational education has made it possible for

some time now to recruit staff employed outside education. This

type of recruitment can be of interest to individuals with speci-

fic qualifications who are either employed in another occupation

or in retirement. They may be offered either part-time or full-

time jobs. As for married women returning to the profession after

a relatively long absence, pedagogic refresher courses may be nec-

essary. Since the main activities of these specialists may be

outside the education system or the regulations concerning com-

bined persons and salaries, it has been necessary to lay down new

rules of remuneration which also affect other categories of staff.

For example, more opportunities have been provided for the employ-

ment of staff on an hourly basis. In Sweden, the salaries, of

staff recruited on an hourly basis to teach chemistry, physiCs,

mathematics and technical theory are now equal to those of teachers

with the same level of training who have had two years teaching

experience. In France, full-time and part-time contracts were

also offered for mathematics and physics teaching in 1957-58 and

1959-60 and were renewable annually. In 1961, the same arrange-

ment was extended to classical and modern language teachers. In

Austria, staff who are not fully certificated are also employed

under contract to the education authorities. In such countries

as the Netherlands, Sweden and France it has mainly been certain

categories of officer (usually in retirement) and engineers who

have been called upon.
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From the standpoint of developing the cross-relationships

between education and the other sectors of society, such

personnel have the advantage of being able to contribute their

own experience to educational activities with valuable cross-

fertilization effects.

4. Come Preliminary Considerations for Implementing Recruitment

PolLicies

The various sources of recruitment mentioned have given

rise to legal amendments or to the setting up of new regulations

concerning the assignment and remuneration of such staff. Thus,

as pointed out in the arguments above, a number of preliminary

measures may be applied to all these personnel.

(a) Changes in the age limit for appointments

First, if the age limit for appointment to teaching posts

hinders the appointment of teachers with different backgrounds,

it may be raised or abolished. Thus, in Greece, following a

Decree laid down in 1966, some graduates in mathematics, physics,

chemistry and foreign languages may be appointed to a post for a

five year period - even if they are over the legal age limit for

appointment - provided they have taught for at least three years

(including teaching on a temporary basis). These changes are

particularly important in the case of married women returning to

teaching. For instance, in Canada, when a school board has re-

quested teachers to return, they may resume teaching on exactly

the same terms as before.

(b) Taking previous service into account when fixing

salaries

To encourage former teachers to return to the profession,

and to attract others to enter it for the first time, many

countries have in fact drawn up salary scales which take into

account previous service either in teaching or in another occup-

ation (for example, the United Kingdom, the United States,

Canada, Japan and Denmark). Of course, this advantage may vary

according to the different regulations. Thus, in Japan, the

past service of teachers is more favourably assessed than that
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"f other public servanta. In Denmark, those who transfer to

teaching from another occupation have the considerable advantage

of having their past service, including part-time work,

calculated as from the date their certificates were awarded.

(c) Creation of part-time posts

The principle of part-time teaching had already gained

acceptance in technical and vocational training. Part-time
teachers have always been highly appreciated, for, through their

main occupation, they keep in contact with technological practice
and development. In particular, the creation of p rt-time jobs

was one of the conditions for the return of marrieiwomen to

teaching. It is, in fact, the sector which, in viyw of the way
in which schools now function, best lends itself to part-time

work. In Iceland, for instance, married women ,45, continue to

teach two-thirds of the normal hours for a proportional salary.

In Germany, it is possible to return to teaching with a reduced
working week. Since 1961, teachers in Lower Saxony with heavy

family responsibilities may work half-time with a proportional

reduction in salary. This regulation covers women teachers with

one child aged eight or over, two children aged 14 or over, or a

child in ill-health, and will be applicable up to 1970. In the

Land of Bad-WUrtemberg, married civil servants have been-eligible

since 1962, for part-time employment for a maximum of 15 years.

In Denmark, women teachers with children under 18 years old may

be granted a reduction in working hours, not exceeding half the

regu]ar compulsory hours, with a proportional cut in salary.

Whenever recruitment rules are fairly flexible, as in the

United Kingdom, local authorities have been encouraged to engage

teachers, mainly women, on a part-time basis. First, the central

authorities carried out a survey of the policies and practices

adopted by local authorities already making use of part-time

staff. The results were published, and a circular encouraged an

increass in the recruitment of part-time teachers, up to 5 per
cent of their teaching force. In Sweden, campaigns were launched

on the advantages of part-time teaching for both married women

and retired teachers. The expansion of part-time teaching

obviously raises problems of adjusting the statute of the teacher
concerned. In Sweden, this policy was implemented by systemati-

cally increasing employment on an hourly basis, and in 1963
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40 per cent of the 7,000 teachers thus employed were women. In

the United Kingdom, the circular addressed to local authorities

in England and Wales recommended that the conditions of service

offered to such teachers should be brought as closely e,!

possible into line with those for full-time staff.

At the time the English contribution to this report was

received, a working party of the Burnham Committee was studying

the question of what data should be considered in fixing part-

time teachers' pay, and another, set up by the Secretary of

State, whether part-time service could be made pensionable.

The results of this policy, on the whole, are considered

encouraging. It is in fact estimated that four-fifths of part-

time teachers are married women, while the total of such teachers

has doubled since the recruitment campaigns began five years ago,

and in regard to certain specific items many local authorities

have offered advantages similar to those enjoyed by full-time

teachers. To the social and economic features of the conditions

of service should be added those of a professional order.

(d) Refresher courses

In their circular to local authorities, the central

authorities in Britain stated that full-time or part-time

refresher courses should be considered. In France, persons who

have never taught before, but wish to sign a full- or part-time

contract, have to take a preparatory training course at the

beginning of the school year. In one Canadian province

refresher courses must be taken during the summer before

returning to teaching. In the United States, re-training

courses are sometimes organised for those returning to teaching

or entering the profession for the first time. The development

of these full- or part-time courses therefore depends to a .large

extent on the degree of flexibility with which the human and

material resources of the various types of training institute

are used.

To sum up, prospecting for new sources of teachers varies

according to the recruitment crises experienced in the different

countries at various times. The elimination or postponement of

military service and the temporary lowering of recruitment

standards appear to be measures to meet the circumstances, where-

as the return of married women teachers or the retention of staff
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for a period after retirement age can be much more than a

"temporary lifesaver" over quite a long period. Allowing for

the essential adjustments to the conditions of service, the

return of married women to the profession, for example, already

appears to be a systematic process in some Member countries and

is incorporated in their general policy for the recruitment of

teachers.

The annual leaving rate from the teaching profession,

particularly in the case of women teachers, may be reduced by

some of the above-mentioned measures. In some cases, the leaving

rate may be quite high for male staff drawn towards more

remunerative or attractive occupations. This is the reason

why many countries have had to decide to take into consideration

the social and economic aspects of the teacher's status to

attract, or retain, more teachers in the profession.
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CHAPTER III

TEACHERS - STATUS AND RECRUI TMENT
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A teaching post is a job in a given economic structure;

training, recruitment and career prospects fall within the

general context of the utilization of a capital of skilled man-

power on a national scale.

Depending on the types of certificates obtained, there

are a multitude of possibilities for employment outside

education. Generally speaking, far more job opportunities are

open to future teachers at secondary than at primary school

level. However; employment prospects for primary school teachers

may be broadened over the next few years by the development of

youth and cultural movements. If education is to be dynamic and

effective, the recruits attracted must meet not only quantitative

but also qualitative requirements. It has been seen that,

confronted with a growing demand for teachers, in almost every

case a teacher has been provided for each class. But the new

role demanded of teachers in view of the reforms being

introduced requires that an adequate proportion of highly

qualified graduates accept this difficult job. The decision

to become student teachers, to enter the teaching profession

definitively and remain in it, will depend on the social and

professional status - taken in the widest sense - that is

offered to the teacher. The teacher's image (for himself and

for others) will result from the interaction of the various

aspects of this status throughout his career. This is why the

importance must be recognised of the "Statement on the

Conditions of Tlaching Staff" prepared by ILO.and UNESCO, and

adopted in 1966 by 75 countries spread over all the geographical

and cultural regions of the world and with very varying levels

of economic development.
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1. The Notion of a Teaching C.4reer for Men _and for Women

All other factors being equal, men lonsider their future
career mainly in terms of conventional economic forces (for
example, cost of training, salaries according to occupation,
etc.), whereas the trend of ideas concerning wone:m's careers is
mainly influenced by cultural standards. Society has a certain
idea of woman's position in the labour force, her role and the
types of occupation most suitable for her. One might say, as
things stand at present, that men must work and that women may
work, and this situation is reflected in the body of teachers.
Women teachers are less amL.itious and less concerned with career
possibilities(1) than their male colleagues who, because of this,
occupy relatively more important positions than women do.

This difference in attitudes may become evident as from
the period of training. Let us consider, for example, basic
training at two levels, the second enabling teachers to assume
greater responsibility or promotion to a higher educational
level. In the Netherlands, almost all male student teachers
training for the primary level continue beyond the first
certificate with a view to acquiring a second qualifying them
to become headmasters, whereas only 30 per cent of the women
continue after the first certificate. A similar pattern is
found in the training which leads to the further certificates
required for teaching in secondary modern schools (short course)
following primary education. This pattern is, of course,
confirmed during the teachers' careers: in England and Wales
for example, on 31st March, 1963, the proportion of teachers
receiving responsibility allowances (headmasters, assistant
headmasters, heads of departments, graded posts), after seven
years' service was 50 per cent for men, and 25 per cent for
women; for teachers aged 50 and over the respective proportions
were 82 and 55 per cent.

In Denmark, in primary and lower secondary schools, only
2.8 per cent of headships and 16.4 per cent of assistant head-
ships are occupied by women.

(1) The granting of certain posts of responsibility depends on
some degree of seniority which women teachers cannot acquire
very easily, due to interrupted service (marriage, child-
birth).
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Even the question of remaining in the profession is

presented in different terms. When women teachers marry or have

children, and either temporarily or definitively leave the

profession, it is a question of social factors outside the

context of the education system. A salary rise or p better

teacher/student ratio has little influence. Chapter II indicated

the principal conditions under which women might remain in or

return to teaching. However, the main reasons why most male

teachers remain in the profession concern the terms of promotion,

salary levels and working conditions.

It is of course advisable to add some nuances to this

simple dichotomy. The salary may be a factor in attracting

women if equal salaries for men and women is not practised in

other occupations. Thus, -this type of inequality, which exists

in some industrial and commercial sectors in Germany, is not

without an indirect and favourable influence on the supply of

teachers. Conversely, an explanation of the slow rise in the

proportion of women in the Swiss teaching body from 1950 to 1960

cannot fail to consider the inequality in the salaries of men and

women teachers in some cantons, apart from such particular

reasons as theidolation of some rural schools and the low per-

centage of girls taking secondary school courses leading to

higher education(1).

(1) On 1st October, 1965, women teachers in primary education
were receiving a salary equal to that of men in some eight
cantons only. So far as the salary of unmarried women
primary-school teachers (without allowances) are concerned,
five cantons out of about 13 maintain the initial difference
between men's and women's salaries throughout the whole
career, and in the other eight cantons the gap increases.

In the 13 cases of differences in salaries considered,
the starting salary of women was less than 85 per cent of the
men's in one case, 86 to 90 per cent in two, 91 to 95 per
cent in eight and over 95 per cent in two.

In six instances of unequal salaries in higher
secondary education, the women's salaries were 85 per cent
of the men's in one case, between 86 and 90 per cent in two,
and between 91 and 95 per cent in three.

In one case the absolute difference remained the same
between the minimum and maximum salary; in one it diminished,
and in the other four it increased.
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Working conditions may also be factor in keeping women in
the teaching profession. Due allowance being made, a teacher

who has her own children will scarcely be encouraged to remain

in a school with very large classes and a great deed of work

after school on preparation and correction. This sSmple example

tends to prove that an occupation's power of attraction is also

related to its organisation and effectiveness. In this

connection, no matter what motives are advanced by either sex
to justify their entering the teaching profession, several

factors concerning recruitment may be studied together.

Before discussing certain specific aspects of the

teacher's social and economic status, it is advisable to consider

the influence which the image held by society of the teacher may
have on recruitment.

2. The Image held of the Teacher and Recruitment

At the time when the primary teacher was the only

"lettered" person in the village, and the small number of

secondary teachers were busy training the future "elite" of the

nation, the prestige of teaching was at its height. This

prestige was mainly "intellectual" since, economically speaking,

the teacher's status might be far from flourishing (e.g.

salaries). As society evolved, teachers ceased to be the sole
custodians of knowledge. By providing a basic education to an

ever-increasing number of pupils, they have indirectly helped to

reduce their own role as indispensable individuals in the adult

community. Adults and young pupils themselves are more and more
influenced by mass communication media. This "parallel

school"(1) increasingly tends to challenge the monopoly of
education to which the school and its agent, the teacher,

aspired. Owing to inadequate preparation, the teacher himself

is initially inclined to refuse to incorporate these new

techniques - carrying images and ideas - into his system of
teaching.

Helped by the industrial expansion experienced by society

other occupations have been developed and their social prestige

has risen steadily.

(1) Georges Friedman, "L'ocole parallele", Journal Le Monde, 7th,
8th, 11th and 12th January, 1966.
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(a) Development of other occupation

Highly skilled workers, technicians, engineers, research

workers, etc., have acquired a place and become as important as,

or sometimes even more important than, the various categories of

teacher. In some countries teachers have themselves felt that

their social status has been falling, for, as is usual when one

social group rises, that immediately above has .k.he impression of

going down in the social scale.

This situation has of course entailes a comparison of some

aspects of the teacher's status with those of the new occupational

groups which many consider to be at the root of the rapid

expansion in industrial societies. More stress has been laid

on the "professional" aspect of the status (relationship to the

training received, dynamic attitude at work, and the overall

effectiveness of the institution) and on its social and economic

aspects (career prospects and level of income allied to the

"professional" nature of the status).

Social and economic aspects

The new occupations, some of which required more or less

the same qualifications as those of the various teacher

categories, sometimes offered salaries equal to or higher than

those of teachers. However, owing to the lack of any exhaustive,

detailed or impartial surveys, it is in fact virtually impossible

to verify assumptions of a relative rise or fall in teachers'

salaries(1).

In addition, the relative facility and in some cases

rapidity of promotion were undeniable advantages of the new,

expanding occupations. Until recently, however, the possibilities

of promotion at a given level in the teaching profession were

slight, except those offered to the smell number of candidates

for administrative duties.

(1) In a paper entitled: Teaching in a Modern Society, J. Vaizey
concluded that, in comparison with other groups, teachers (in
England) had improved their standing in both relative and
absolute terms over the past 40 years. Published by "The
College of Preceptors': 2 & 3 Bloomsbury Square, London W.C.1.
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Furthermore, the period of service required to reach the

top of the scale sometimes appeared very long to young people

who might have been attracted by a career in teaching. Thus, as

previously pointed out, the increase in the proportion of women

on the teaching staff risks making this state of affairs more

pronounced, since the woman teacher's notion of a career differs

from that of the man's.

Finally, in many countries the number of pupils has

increased substantially over recent years and the working con-

ditions of teachers have become more difficult. They are

required to do more both inside and outside schrol. School

buildings have sometimes proved insufficient or unsuitable, and

it has often been necessary to increase the number of pupils per

class. It has not always been possible to provide special

education for those children who need it, thus incvmasing the

teacher's task, a ?.though the importance of these factors has

varied, of course, according to country, region or type of

education. Their effect has not however been less felt, whether

by teachers or public opinion to the detriment of the

profession's image.

While it may be difficult to determine in absolute value,

whether the teacher is less well-paid than before for the tasks

performed, it is nevertheless possible to discern how the trend

in the "professional" aspect of his status has been indirectly

able to affect his image in society.

Professional aspects:

- Length and content of training

In some countries the training period for a primary-school

teacher is shorter than that of a skilled or even of an ordinary

technician. Even full professional training for primary teachers

however, is likely to De superficial if the course is too short.

Many countries have long held the view that the lower the

educational level the smaller the need to extend the training

period, whereas, in fact, numerous studies have shown that the

period of a child's pre-primary and primary education is

decisive for his development. In some cases the delay in

deciding to lengthen the period of primary teacher training -

often due to the growing pressure of demand for teachers or to

budgetary priorities - has meant that some students who failed in

their advanced courses decided to become primary teachers as a

last resort.
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- Departure of the best:primary teachers

In countries where wide differences exist between the

status of the various teacher categories, the best primary

teachers have been tempted to go into secondary education, parti-

cularly at the lower level, during the recent recruitment crises.

As this promotion was not always organised rationally, i.e. by

providing the additional training corresponding to education's

new aims, these experiments have sometimes entailed a lowering

in the standards officially required at both the level the

teacher leaves and at that he enters, which has had a very

unfortunate effect on the various categories of education and

on public opinion.

- Attitudes of secondary teachers

The second teacher usually takes a specialized and some-

times very long course that is not always completed by sound

training in teaching methods. This may sometimes explain his

reticence towards teaching or administrative innovations intro-

duced into the educational system (see Part Three of this Report).

Some teachers, when faced with an increase in the number of

pupils in secondary education, continue to view the problems

. raised at this level in traditional terms of "selection". This

failure on the part of some secondary teachers to understand the

behaviour of a growing number of their pupils may go against the

effort to democratize access to the higher educational levels.

During the worst moments of the recruitment crisis this attitude

was emphasized by recourse to other parallel forms of recruitment

and sometimes entailed lowering the legally required standards.

(b) Status and social prestige

This situation has been able to persist moreover, because

some specialists still consider that training in teaching methods

becomes less essential as the level taught rises. This would

mean, for example, that an engineer cannot be easily replaced,

but that a teacher can be in his specialization without his

successor having to undergo any solid vocational training.



This lack of "professionalism" in education may be a

serious handicap in recruiting teachersor keeping them in the

profession at a time when the most highly developed countries

have an increasing need for engineers, scientists, etc. For

reasons which are not entirely economic, the best elements are
likely to turn towards industry, research, the faculties, etc.

It has been claimed, moreover, that if the teacher can thus be

easily replaced it would prove that he had not, in fact, any
real status.

However, if the teaching profession has lost prestige

because many people consider that the teacher's job is routine

and impervious to new methods and organisational techniques, it

is advisable to determine where the responsibility lies.

Teachers are in fact, no more than the product of the system

which trains and uses them. In view of the basic part they play,

however, public opinion tends to hold them responsible for the

teaching structure's failure to adapt itself either to present-

day conditions or to society's real needs.

However, teachers' working conditions tend to deteriorate

even further when the traditional structures cannot be made to

work and no longer meet existing needs. The dull image of class-

room work also handicaps the recruitment of high quality

personnel, although new techniques have been perfected which can

free teachers from the less impOrtant tasks, lighten their work,

improve their efficiency and allow them to judge the results.

On the premise that a person's enthusiasm and attitude towards

his job are commensurate with the personal satisfaction he

derives from it, steps should be taken alongside those concerned

in financially improving the teachers' status, to modify the

content and quality of teacher training. Developments in this

field are discussed in Part three of this report.

Few scientific studies have been made up to now to

determine trends in the teacher's social prestige(1). In

countries where differences between categories of teacher are

very marked, these differences should be taken into consideration.

(1)"La representation de la condition du maitre dans la societe -
L'image du maitre' Enfance, No. 2 -3,
Laboratoire de Psycho-biologie de ',enfant, 1966,
Surveys led by the French Commission for UNESCO.
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Wherever the primary teacher's status has hardly changed or

where the gap still remains between him and the secondary school

teacher, there has been a more or less marked lack of interest

in the profession. Although primary teachers seem to maintain

their prestige in rural areas, particularly inthe Mediterranean

countries, even here, as in the rural areas of Turkey or Portugal,

for example, their low salaries affect their social prestige and

are a handicap in recruiting teachers and keeping them in the

profession. In some countries a similar situation is also

jeopardizing the teaching profession at secondary level. Thus,

in a sample survey conducted in Turkey in 1961 among pupils in

boys institutes and general and commercial secondary schools, a

teaching career war not among the first three choices; these

fell, in fact, oh the professions and business careers(1).

Even though, as has been noted, (in the United States, for

example) boys generally opt later than girls for a teaching

career (after secondary education) the few indications

collected in some Member countries suggest that the recruitment

of highly qualified personnel into teaching may prove

increasingly difficult unless taeir status is improved,

particularly in its social and economic aspects.

3. Salaries Policy

Salary is not the sole factor which influences the choice

of a Jon, although, as new occupations have provided openings

for highly skilled manpower, the teacher's salary has assumed

increasing importance among the factors taken into consideration

during recruitment. This trend has been reinforced by the

compensatory role that, unfortunately, the salary has sometimes

played in view of the deterioration of working conditions or the

lack of dynamism in school organisation.

The main advantage of a salary policy is that it can be

manipulated with precision, and is also an incentive than can be

put into operation rapidly. To cope with growing competition

from other occupations, the authorities responsible have, of

(1) MRP. Country Reports: Turkey, OECD.
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course, worked out salary policies that will attract as many

certificated teachers as possible and retain those who might be

tempted to leave for more remunerative occupations.

However, an effective adjustment of salaries to the

labour market has been delayed by a number of curbing factors;

these originate either in the fact that teachers are governed

by the recruitment and salary regulations of the civil service

or by the existence of a salary scale that does not differentiate

between specialivations. Thus, some national authorities have

found it advisable to concentrate not only on the level of

salaries, but also on their structure.

The scarcity of the skills available has indirectly

entailed research into the best possible utilization of the

available stock and into salary incentives to increase the

effectiveness of education. However, the difficulty of accurate

measurement in this field will limit for some time the taking

into consideration of these still uncertain bases of calculation.

(a) Salary levels and recruitment

It is hardly necessary to stress the influence that

salary levels have on recruitment. The various OECD reports(1)

have adopted the basic assumption that the average salary of

teachers will not rise more slowly than the gross national

product per capita. Notwithstanding the difficulty in

determining this average salary - as a result of the various

elements comprising the teacher's income - a study should be

undertaken to ascertain whether this recommendation has been

effectively carried out in Member countries.

A first analysis shows that, where salaries were

appreciably increased, teachers have been easier to recruit.

A few examples may be given. In Spain, the increase in primary

teachers' salaries in recent years is considered to be one of

the determining factors in the change in the breakdown of

student teachers by sex entering primary teacher training

(1) For example, in the six reports of the Nediterranean
Regional Project or in Messrs. Svennilson, Edding and
Elvin's Study on "Educational Objectives in Europe for 1970",
in Policies for Economic Growth and Investment in Education,
OECD, January,19bb.
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colleges. Women accounted for 73 per cent of the total of future

teachers in 1950-51, but no more than 49 per cent in 1965-66.

The same pattern was observed in Portugal after the 1959 salary

adjustment: 86 per cent of the entrants in 1955 were women and

77 per cent in 1960.

When some categories of teachers are better paid than

others, the difference is reflected in the greater difficulty in

recruiting the less-favoured category. Thus, in Austria, the

fact that the teacher shortage in technical education is less

serious than in general education is certainly due to the

proportionately higher salaries paid to technical teachers.

The incomes of teachers in general education seem to have

increased from 10 to 20 per cent less than average incomes. In

Germany, the persistent shortage of teachers in gymnasia and in

special subjects at elementary school level (needlework, music,

sports, etc.), may also be explained by the different growth

rates in salaries according to category of teacher. In fact,

teachers' incomes would have had to rise by about 45 per cent

between 1961 and 1966 to keep pace with economic growth.

Assuming that starting salaries in 1961 = 100, the index in

1966 had reached only 129 for gymnasium teachers and 124 for

teachers of special subjects in elementary schools. It ranges

between 150 and 153 for teachers in compulsory primary, special

and middle-level schools.

In the United States, the influence of the salary offered

was measured by the percentage of teachers taking subjects other

than those in which they had received training. Surveys(1) have

shown that, whether for the large cities, the various large

regions or for schools of different sizes, a difference of one

or two thousand dollars had considerable influence on the

quality of the teachers recruited. Although the salary level

is not the sole factor to be considered in recruitment, the more

numerous the possibilities of employment outside education, the

more it appears essential to avoid too great a gulf between

salaries in teaching and those in other occupations.

(1) See J.A. Kershaw and R.N. McKean: Teacher Shortages and
Salary Schedules (Tables 22 and 23), The Rand Corporation
Memorandum: R14 3,009 - FF, February,1962.
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(b) The difficulties of making comparisons with other
occupations

In some countries, particularly those taking part in the

Mediterranean Regional Project, the hypothesis that the increase

in salaries should keep pace with that in gross national product

per capita was apparently not sufficient to attract teachers to,

or to remain in, the profession. It had in fact been considered

desirable to increase teachers' salaries more rapidly to make up

the leeway in relation to other occupations. However, only very

approximate comparisons can be made between teachers' incomes and

other types of income in either the public or private sectors,

owing to the different elements comprising the teachers' total

income and various other advantages relevant to their status.

Aside from the basic salary, there are different allowances

which may vary according to the category of teacher, the subject

taught, the type, size and location of the school, the specific

responsibilities within the school and classroom, etc.

The amount of these different allowances also varies

considerably according to country. In the Netherlands it is

about 6.5 per cent of the salary; in England and Wales about

15 per cent of the total salary bill is in respect of differen-

tial payments; in Greece, the allowances often total more than

the basic salary: between 49 and 54 per cent of the total salary

of primary teachers, and 40 to 50 per cent of that of secondary

teachers. The comparison becomes even more complicated under

regulations which authorize overtime with or without a maximum

number of hours. Overtime may sometimes be paid for at a

progressive rate. When it is not paid for by the authorities

responsible for paying the teacher's salary, but by the user of

his services, data are much more difficult to come by. A teacher

may work overtime not only in the school to which he is appointed

but in other public or private establishments or in extra-mural

education (for example, adult education). He may also increase

his income by giving individual private lessons to his pupils.

In some countries, indirect advantages may be obtained through

reductions in the cost of certain services; housing, transport,

children's education, etc. Other advantages, no matter how

specific, are difficult to evaluate, but it would be advisable

to take them into consideration, e.g. the number of days holiday.

the possibility of obtaining paid or partly paid leave for study
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purposes, and even the possibility of promotion through such

studies. Tnus, in England, Wales and Sweden, for example,

emphasis has been explicitly laid on the fact that at the present

stage of resfaarch it is virtually impossible to compare teachers'

salaries with those for other specialized occupations, particu-

larly in the civil service. However, some calculations have been

attempted in countries where inequalities between salaries

appeared to be too obvious. In the countries providing this

information(1) Oietherlands, Austria, Spain, Italy, Japan,

Luxembourg, Greece, Yugoslavia', the salaries of secondary

teachers - except in Greece and Yugoslavia - appear to be com-

parable or slightly higher than those paid to civil servants

with equivalent qualifications. However, these salaries may

develop differently, and the advantages a teacher may have at

the beginning of his career steadily disappear as a result of

the possibilities of more rapid promotion in some civil service

jobs. This situation has been noted in Austria and, to a less

extent, in the Netherlands.

Although such comparisons are even more problematical,

in view of recruitment difficulties,an attempt was made to study

the differences which exist between the teaching profession and

the private or semi-public sectors employing technicians or

specialists whose training might be compared with that of

teachers. In Spain, it was noted that the ratio between the

salary of an established secondary teacher and the gross domestic

product per worker in industry or the service sector, was 2.7 in

1961(2). This ratio was clearly less advantageous than that for

other occupations with equivalent standing. A primary school

teacher's salary was approximately equal to that of the average

worker in industry or the services. Generally speaking, a semi-

skilled worker in industry earned some 50 per cent more than a

(1) Apart from data provided in national monographs, use has been
made of the replies sent to the International Bureau of
Education concerning the.Shortage of Secondary_Echool
Teachers, (Publication No7-7517 Geneva, 1967) the
S1.-hoxof Primary Teachers, (Publication No. 255,
Geneva, 1963).

(2) MRP. Country Reports: Spain, OECD, Paris, 1965.
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primary teacher, and 60 per cent of a general secondary teacher's
salary. Notwithstanding the difficulties in making such

calculations or in taking into account any advantages attached
to teaching, these differences were seen as the main cause of
recruitment problems, and large salary increases have been
awarded over the past few years.

Despite slight improvements recently, teachers' salaries
in Yugoslavia are still lower than those of specialists with
similar qualifications, and the immediate aim is to eliminate
this difference as soon as possible. Other countries (France,
Greecc, the Netherlands, the United States) are unable to offer
salaries to teachers - particularly starting salaries -

equivalent to those in some private industries. However, it is
advisable to distinguish between the categories of teacher.
When other job opportunities are relatively limited because of
the more general training required for primary teaching, there
is little difference between the salaries offered. Conversely,
there are very large differences, especially as compared with
industry or research, for scientists (mathematicians, physicists,
chemists, biologists, etc.). This situation tends to become
general, as shown by the increasing difficulty in recruiting
specialized teachers. It raises the problem of adjusting salary
policies to developments on the labour market. It would at
present be dangerous, however, to draw immediate general
conclusions from comparisons that cannot easily be made in view
of the state of the quantitative data currently available. In
order to avoid any differences of opinion, the necessary
investigations in this connection could be assigned to research
institutes guaranteeing a fully objective approach.

Notwithstanding the limitations outlined above, mention
may be made of some points which might be an obstacle to an
improvement in the salary situation.

(c) Inflexibility of salary regulations

The financial regulations which have governed teachers'
salaries for the past 15 years appear to have been too rigid for
teachers as a whole, and still are for some categories, thus
making it practically impossible to adapt them to the changes
which occur on the skills market.
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Integration with the civil service

In countries where the teaching profession is integrated

with the civil service, it has not been possible to make full

use of the incentives provided by flexibility in fixing salaries.

With an administrative status assimilating them to other civil

servants, teachers have benefited from the same advantages (for

example, stability of employment). However, they are also

classified under the salary scales applicable to the civil

service as a whole and have similar recruitment conditions.

These conditions had entailed the adoption of recruitment

standards for teachers (competitive examinations) which sometimes

had little relationship with what was expected of them in the

teaching profession. Neither has it always been possible to

increase teachers' salaries in relation to the actual recruitment

problems since, as they were part of the civil service, the

responsible authorities would also have been obliged to raise

the salaries of other categories of civil servants. However,

we might ask whether balanced national development does not call

for a wage policy which is sufficiently flexible to prevent for

example a general wage increase, made necessary by shortages in

a specific category of staff from turning future job seekers

towards jobs for which demand is already met.

A similar problem arises in connection with the expansion

of part-time teaching. Thus, in Germany, in those LAnder which

have decided to apply a special policy in this field, it was the

general regulations affecting all civil servants which hut to be

drawn up. Without necessarily advocating a general separation

from the civil service, the States in which integration tends to

continue might advisably examine the possibility of machinery

allowing teachers to be offered a different administrative status

and an autonomous salary system which would permit them to be

better armed to meet temporary, or even structural, recruitment

difficulties. At international level, it would be valuable if

surveys could throw some light on the effects of the different

types of wage legislation - from the most rigid to the most

flexible - on the recruitment of teachers.
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Single salary scales

Another handicap in the adjustment of wage policies to

change in the demand for skills is the existence of single

salary scales for all teachers irrespective of their specializa-

tion. Generally speaking, a teacher's position on the salary

scale depends on the educational level attained and the length

of service; the extent to which teachers are put into categories

varies according to country, as does the proportion of salary due

to the person's efficiency in carrying out his professional

duties. Unlike the wage structure in other occupations, however,

this structure does not always permit adjustments when shortages

of qualified teachers prove to be both persistent and substantial.

As pointed out in the first part of this report, it is becoming

increasingly difficult to recruit certain types of teachers

(usually in scientific and technical subjects). The

inflexibility of some regulations, makes it necessary either

to postpone a wage increase which ought also to apply to

categories of teachers not affected by the persistent shortage,

or to grant it to all, which might possibly finish up by having

the opposite effect to that sought. The main argument advanced

in favour of a single salary scale is that it maintains a good

spirit among the teaching staff and so contributes to classroom

efficiency. However, following a survey carried out in the

United States about ten years ago, it was concluded that teacher

morale depends on a great many variables and that salary schemes

(depending for example, on individual results) were not in them-

selves sufficient to determine any marked change in staff

morale(1). Moreover, single salary scales may also have negative

effects on teacher morale; they nay create dissatisfaction among

enthusiastic and efficient teachers who have no possibility of

greater financial reward than their more pedestrian colleagues.

(1) B.J. Chandler and Cl. Mathis: "The Effect of School Salary
Policies on Teacher Morale", July 1967 (mimeographed) quoted
in Teacher Shortages and Salary Schedules by J.A. Kershaw
ad-. McKean. The Rand Corporation - Memorandum RI
3,009 F.F., February, 1962.
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The situation which might be created by a continuous

deterioration in the number of qualified teachers in specializa-

tiors seemingly fundamental to future social development and

affecting the whole teaching profession, might possibly have

more serious long-term consequences. It might affect the morale

of teachers and the standing society finds fit to allot them.

Some countries have therefore either revised their salary

regulations or attempted to amend them indirectly to improve

the possibility of recruiting certificated teachers.

(d) Increased flexibility in salary regulations

For a long time the system of a special post allowance

has been practised as an incentive to teachers to accept posts

in isolated areas. In all countries a special allowance is paid

to teachers in these areas, in addition to the normal salary.

This allowance is usually accompanied by other measures such as

the repayment of removal expenses or a far more advantageous

assessment of the service in isolated areas than elsewhere.

This incentive of course applies to all teachers, whether or

not their salary scale is closely linked with that .1.1 the civil

service. Some countries have gone much further.

GUoice between two types of statutes

In some cases teachers have been offered the possibility

of choosing between the normal statute and one on a contractual

basis carrying a higher salary.

In Sweden, for example, hourly salaries have proved

advantageous to part-time teachers, although the only other

teachers who would find it worthwhile to choose this type of

statute are those who are not fully certificated (probationary

training, practical training in pedagogics, etc.). In Denmark,

on the other hand, all "gymnasia" tenehers have the possibility

of opting for a contract carrying a higher salary than they

would receive with a permanent appointment under the civil

service regulations. They lose, in this case, advantages

323

307



reserved for civil servants(1) However, of those who could opt

between the two statutes in 196b, about 90 per cent of those

under 40 preferred a contract. The number of appointments under

contract will certainly increase still further in the coming

years, since a teacher under contract with five years service

can earn more than an "adjunct" teacher (the teacher's title in

the civil service during the first 15 years). These regulations,
which were drawn up in 1960 following an agreement between the

Union of Gymnasia, teachers, and the Ministries of Finance and

Education, had already been applied previously in other sections
of the civil service in accordance with an arrangement between
the various associations of senior officials and the authorities

concerned. The choice left to young graduate teachers serves to
attract them towards the profession and also fosters mobility of
employment. In 1966-67, teachers under contract represented
46 per cent of all university-graduate gymnasia teachers
employed on a full-time permanent basis. This example shows
that it is possible to introduce greater flexibility into

teachers' salary regulations when there is a shortage of highly
qualified graduates.

Wage policy and the recruitment of certain specialized teachers

Since some types of specialized teachers are more

difficult to recruit than others, it appeared necessary to

adjust existing regulations to ensure the recruitment of quali-

fied teachers, particularly for science subjects. The expansion
of part-time teaching on the basis of a particularly advantageous

hourly rate can cover only a limited percentage of hours. Thus,

one immediate solution is to increase the income of certain full-

time specialized teachers - while maintaining a stable basic

salary - by means of overtime at progressive rates.

(1) Thus, the period of notice for termination of employment
is quite short, whereas civil servants may receive com-
pensation for five years if they have not found equivalent
employment. Pension terms are also less advantageous which
explains why older teachers prefer the civil service statute.
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Indirect salary increases for teachers of certain subjects

Overtime can be used to offset shortages of specialized

teachers, either because teachers of some subjects are called

upon to work more overtime than the others - and at progressive

rates - or because the overtime rate for special subjects is

higher than that for the others. There is thus some degree of

differentiation in the supplementary pay received by specialized

teachers.

In Greece, since 1964 only teachers of physics, mathe-

matics, geography and foreign languages have been paid at a

higher rate for overtime than for their official hours. However,

as a maximum number of overtime hours has been fixed in Greece,

as in a number of other countries, this policy is limited and

does not call for the establishment of special machinery.

In Denmark, where no maximum has been set for overtime,

the salaries policy is closely linked to possibilities of working

many additional hours, particularly in the gymnasia. In 1961,

the Danish Ministry of Education had already established an over-

time commitment allowance if the majority of the university

graduate teachers were ready to work five hours overtime per

week. Furthermore, overtime hours are paid at a progressive

rate: assuming the first five hours per week = 100, the indices

for the sixth to eighth hours = 105, ninth to tenth = 110,

eleventh to twelfth = 120, thirteenth to fourteenth = 130 and

fifteen hours and over = 140. With a view to attracting more

teachers and getting them to accept overtime, reductions in

compulsory service were granted to teachers of all subjects in

the last year of the gymnasium(1) and of examination subjects at

the end of the second year(1). In addition, the time devoted to

correcting papers is counted as part of working hours. Generally

speaking, this policy has made it possible to rely on the mass of

certificated teachers to meet the growing demand for teaching

hours rather than to call on uncertificated personnel, at the

cost, however, of a fairly heavy weekly load (see Table 109).

As teachers of science subjects are able to count as compulsory

service more hours spent in correcting papers, their incomes

have been correspondingly higher. In addition, higher conversion

co-efficients have been attributed to science lessons. Since

1958, four physics lessons have been counted as five for salary

(1) And for similar evening classes.
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purposes. In 1961, in addition to the above-mentioned general

reductions in compulsory service, others were made for

mathematics, natural sciences and biology. Table 109 shows

that, owing to the time allowed for marking papers and for

teaching hours at a higher co-efficient (conversion hours),

science and mathematics teachers have the most overtime hours.

TABLE 109

Average weekly hours for certain subjects

(1966/67) in Danish gymnasia.

Major sub-

special-
ization

Classroom
(timetable)

hours

Marking
papers

Conversion
hours

Total = overtime
hours

Danish 23 7 1 32 8

English 24 7 1 32 8

German 23 8 1 32 8

French 25 2 1 28 4

History 26 2 1 28 4

Geography 23 4 2 29 5

Physics 24 9 4 37 13

Chemistry 25 8 4 37 13

Mathematics 24 9 2 34 10

Music
Singing

27 2 1 30 6

As the salary scales are fixed, the use of these various

methods makes it possible to pay some teachers at a higher rate

than these scales. Teachers of science subjects will benefit

from these methods. It is not the teachers with the most class-

room hours who are attributed the largest amount of overtime, but

those who have the most marking of papers to do and who are

granted a higher co-efficient for lessons. As they stand, the

regulations consider that it is mainly science teachers who

should receive higher incomes. These regulations, which have

been worked out by the Danish authorities, are particularly

interesting insofar as they retain the principle of a single

salary scale while in fact establishing a hierarchy as between

specialisations.
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Direct salary increases for certain teachers

Under the legislation covering grants to secondary schools

in Ireland, a special grant for teaching science was introduced

in 1964-65. The grant was available to schools employing science

graduates to enable these schools to offer them higher salaries.

Some experts(1) have advocated a similar policy for the United

States. Believing that very highly qualified science teachers

could no longer be recruited if salaries were based on length

of service and level of education attained, these experts

proposed that the salary scale offered should also take into

consideration the main or even the secondary subject qualifica-

tions. To sum up, the above-mentioned examples seem to indicate

that when shortages continue to exist, the regulations must be

flexible enough to be adapted to the new conditions on the labour

market.

(e) Structure of salary scales and recruitment

If educational systems are to maintain a dynamic approach

to the recruitment of young graduates of high quality, opportuni-

ties for rapid advancement within the salary scale must be

provided to make accelerated promotion possible. Ontthe one

hand, the young teacher has to meet specific expenses early in

his career (marriage, children, housing, etc.) and, on the other,

education must be able to compete with other sectors seeking to

attract young graduates by high salaries.

In some cases, the conditions governing final establish-

ment in a permanent post also add to these difficulties, either

because of the type of probationary per'od or because of the

delay between the award of a qualified teacher's certificate and

such establishment. National competitive examinations to recruit

teachers in Italy for example, may cause further delay unless the

conditions for these examinations and the aptitude tests ttken

after graduation are rigorously co-ordinated. Four to eight

years may sometimes elapse between graduation and establishment

in a post. The teacher's career really begins only when he

becomes established; moreover, a permanent appointment often

entails changing his residence when he is approaching middle age.

(1) J.A. Kershaw and R.N. McKean, Teacher Shorts es and Salary
Schedules, The Rand Corporation, Memorandum 3,009,
reTFUE157 1962.
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The inclusion of aptitude tests in a new type of vocational
training, and the speeding-up of competitive examination pro-
cedures, should improve the present situation.

The length of the probationary period presents a more
complex problem. It is usually fixed officially and places the
teacher lower in the salary scale than his established colleague.
However, as in Sweden, the teacher may move up the scale during
his probationary period, and usually advances two steps during
a three-year period.

The probationary period may be reduced if it appk.ars to

be too long; thus, for general secondary teachers in Italy, it
was cut from three to two years in 1958. In Portugal, it has
been proposed that the existing five-year period of provisional
appointment for primary teachers should be eliminated or, at any
rate shortened. The importance of the probationary period can
be examined only within the wider framework of the teacher's
theoretical and practical training. The differences noted
between one country and another may be explained by the fact
that in some, through those governing competitive examinations
and appointment, teachers are subject to the more general civil
service regulations. Comparative studies on the significance

and characteristics of probationary periods should therefore be
made in teaching and in other occupations.

TABLE 110

Examples of the length of probationary periods

Primary
Secon dary

General Technical

Belgium

Denmark

Greece

3 years

2 years

2 years
Italy 2 years
Ireland 2 years 1 year years
Luxembourg none 6 months none
Portugal 5 years
United Kingdom
(England and '"tales) 1 year 1 year variable
Sweden 2-3 years 2-3 years
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Comparative surveys might also throw more light on any

relationship which might exist between the time required to

reach the top of the salary scale and recruitment possibilities.

In fact, this time varies considerably according to the country

and may double from one to the other. Thus, in England and

Wales the maximum salary is reached after 15 years; in Fraxce,

this period, for teaching staff as a whole, may vary between 18

and 30 years; in Portugal, all teachers reach the third step

(the top) in their service after 20 years (the transition from

first to second, and from second to third, occurs every ten years);

in Austria, general secondary teachers must serve 34 years before

reaching the top of the salary scale, i.e. more or less at retire-

ment age.

Thus, in order to improve the career prospects offered to

teachers, some countries have in recent years attempted to adjust

their regulations, within the framework of existing scales, to

improve teachers' incomes. In primary education in France this

has entailed a tendency to speed-up promotion by means of a new

method of selective promotion by steps to avoid teachers staying

at the same level early in their careers. This method is, of

course, coupled with a syrtematic increase in the indices at the

beginning. In constant francs, the starting salaries of primary

teachers increased by 59.6 per cent from 1956 to 1963, compared

with an increase of 55.2 per cent for salaries at retirement age;

for graduate teachers the increases were 60.1 per cent and 58.8

per cent respectively.

Current policies are therefore tending to reduce the

difference between starting and maximum salaries, and it is

intended to continue this policy where the difference is still

large. This is true in Austria, for example, where the end-of-

career salary two-and-a-half times the starting salary in

1962, compared with three-and-a-half times in 1957.

Lack of data and research in this connection makes it

impossible to reply to the more general question of the influence

of the structure of salary scales on teachers' careers. The need

to offer teachers a far more competitive salary than before in

relation to other occupations therefore calls not only for a

revision of the general level of salaries, but also for the

setting up of new measures entailing more rapid increases in

salary during the early part of the teacher's career.
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(f) The teacher's income and the effectiveness of
his teaching

It is difficult to evade another problem of economic sig-

nificance: the fixing of teachers' salaries. However, as will

be seen in the Chapter IV, the special nature of the teacher's

work has made it extremely difficult to draw up objective

criteria for basing the whole or part of his real salary on

his own "productivity". Nevertheless, since the teacher's

dynamic qualities are a basic condition if an education system

is to be efficient, some school authorities would like to reward

the better teachers. Thus, the structural reforms considered

desirable in Portugal include the proposal "to set up a system

of progressive salary increases based partly on length of

service and partly on skills acquired". In Switzerland, the

commission which made a detailed examination of the recruitment

of general secondary teachers suggested that salaries "might be

adjusted to work performance".

Thus, in our view, the factors indirectly establishing a

link between the amount of salary and work performance are pro-

motion possibilities through the creation of new supervisory

posts, an improvement in working conditions, the possibility of

making changes to the initial teaching duties, and the systematic

development of regular teacher training refresher courses. How-

ever, the salary still largely depends on (i) the initial certi-

ficate, although the usefulness of the subjects taken and the

quality of the training institute are not always ascertained;

and (ii) seniority, although the experience gained during the

years of service is not evaluated qualitatively. When the

education system and teacher recruitment are decentralized,

institutionalized or voluntary collaboration is established among

training colleges in order to guarantee the qualitative level of

the certificates awarded. In countries with a centralized educa-

tional system, national competitive examinations for recruitment

purposes are supposed to eliminate any differences in the

standard of training institutes but, so far as secondary

education is concerned, these competitive examinations lay far

more stress on specialized knowledge than on teaching techniques.

The inspector's assessment of a teacher does not appear

to have noticeable effect on the fixing of part of his salary.

On the other hand, inspection reports are decisive in evaluating
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the abilities of a teacher seeking promotion to a supervisory

post. Research might be undertaken in this field with ,a view to

international comparisons. For example, Yugoslavia's experiment

might be examined very closely. A new system of individual pay-

ment-by-results is at present being developed for teachers, and

two methods are being used: the first takes into consideration

the tasks accomplished by the teacher and the degree of success

achieved; the second is based on both the quantity and quality

of collective and individual work. The funds received by the

school are distributed in salary form on the basis of the school

work accomplished and the results obtained; it is the teachers'

council which is called upon to evaluate achievements after

hearing the report of a special committee. Generally speaking,

the factors taken into consideration are each teacher's

initiative (promotion of new techniques and methods; co-operation

with other teachers, with bodies outside the school and with the

pupil's parents; the attention paid to the achievements and

progress of pupils), the preparation of his work and the results

achieved by his pupils. These results are assessed by means of

oral examinations, tests, interviews, competitive examinations,

the results his pupils obtain in the top classes, their ability

to apply their knowledge in practice, etc. Thus, by basing all

or part of the teacher's salary on the quality of the education

he dispenses, the Yugoslav school authorities have considered it

possible to use a financial incentive to improve methods and make

education more efficient. The initial results are considered

encouraging, although the experiment remains an isolated case.

4. Opportunities for Promotion

The strength of the teaching profession's attraction also

depends on possibilities for improving salaries independently of

promotion on the basis of seniority. Education has always

offered a variety of possibilities, in addition to teaching

itself: headmasterships, inspectorships, general administrative

duties, etc. Although promotion to these responsibilities may

be subject to a series of conditions (such as a minimum number

of years of satisfactory service, further certificates, or even

a competitive examination), there is an ever-increasing number

of candidates for these posts. Thus, recently in Italy, there

has been an average of ten to twelve candidates for each vacant
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post of primary school headmaster, notwithstanding the fact that

the number of headmasterships increased from 2,871 in 1961 to

3,621 in 1966.

(a) False ideas of what constitutes promotion

Despite the efforts made to increase the number of mainly

administrative posts, it has not been possible to meet the demand

which, over the past ten or fifteen years, has virtually amounted

in some countries to a "drain" of certificated teachers towards

betterpaid posts with lighter duties. In the periods of

shortage that some countries have experienced and are still

likely to salary scales and working conditions must be so

arranged that some of the purely administrative jobs will not be

considered as being clearly better than teaching.

Another "anomaly" in the notion of what constitutes pro

motion was noted in the recent periods of recruitment

difficulties: it consists in encouraging the transfer from

a lower to a higher level school.

To overcome recruiting difficulties, the authorities have

indirectly encouraged the drain of the best teachers by offering

them a job at the level above if they acquire some minor

additional certificate.

Thus, in many countries, a large number of primary

teachers have been able to teach either in secondary schools

(vocational training, modern shorter secondary education), or

in upper primary schools.

When the teacher training system is well organised from

the point of view of encouraging internal promotion, shortages

at some levels do not have a serious effect on balancing

standards, and are even an incentive for teachers to take

further examinations. Thus, 29 per cent of the teachers in

higher secondary schools in the Netherlands began their career

in primary teaching.

A situation where shortages actually require a transfer

of teachers from one level to another for example, as a

population "bulge" reachei the transfer stage may also reveal

a lack of flexibility due to a very marked hierarchy in the

training of the various teacher categories. As already pointed

out, the need to have a teacher for each class may result, for
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a traditional system designed to train an "elite", in lowering

the official standards. In any case, unduly wide differences in

training limit opportunities for promotion, since advancement in

a strongly hierarchical system depends far more on a high level

of specialized knowledge than on acquired teaching experience

which, in the form of equivalent qualifications, may replace

part of the certificate required for teaching at an advanced

level. Hence, in countries where training for primary teachers

is much shorter than that for secondary teachers, the result is

to limit primary teachers' opportunities for promotion to upper

primary, shorter modern secondary or special schools. When the

general training of primary teachers is equivalent to that of

secondary teachers and can give access to the university, we may

then find, as in France, that there is an immediate exodus

(without a period of teaching at primary level) on the part of

the best students, to the types of training preparing for posts

in secondary education. Other student teachers "escape" at the

same time from secondary teaching to appointments in higher

education. This promotion takes place even before the teacher's

career has begun, and deprives the original level of education

of some good elements. The shortages experienced in many

countries in recent years have thus been able to reveal the

"false ideas" of promotion which have come to light inside the

education system.

(b) New opportunities for promotion

Genuine possibilities for promotion should in future

change the form of the various teaching careers. A person's

promotion should be inside rather than outside his particular

level of education.

Expansion of the education system and the creation of new

functions

The considerable expansion taking place in the various

types of schooling will certainly provide new types of posts out-

side the educational level at which the teacher holds his initial

appointment. Thus, in Sweden, more opportunities for promotion,

and therefore higher salaries than before, will be provided by

the development of training institutes (for both basic teacher,

training and refresher courses), the expansion of special
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education, and the establishment of organisations for the study

and production of various kinds of teaching aids. Some teachers,

working as advisors in teaching methods, for example, may continue

to teach in their original posts but with shorter hours. Addi-

tional opportunities will also be provided in Austria and France

by the creation of posts for specialists in educational

psychology.

Organisation of promotion to a higher level of education

As will be seen in Part three of this report, the trend

towards a more uniform pattern of training for the various cate-

gories of teacher will also foster a justifiable development of

opportunities for promotion from one level to the next. The

teacher, in fact, by making a personal effort through refresher

courses should have the opportunity of being appointed to a

higher level of education if that is his ambition. Several con-

ditions are necessary, however, if this is to be carried out

properly: courses must be available to it in with the teacher's

timetable and duties; sabbatical leave must be possible, etc.(1)

The disappearance of a graded organisation of training and cate-

gories of teachers can foster a smooth and balanced system of

promotion based on the experience acquired, as exists in other

occupations. In this connection, specific studies describing

the policy adopted in each country would be extremely valuable.

New opportunities for promotion at the educational level to

which the teacher has been assigned

Although limited in number, essentially administrative

posts are oeing developed as far as possible at a similar

educational level to that to which the teacher has been assigned.

In Germany, assistant headmasterships have been established in

secondary schools in recent years. In Sweden, the trend is to

appoint a director of studies, a kind of assistant headmaster,

(1) Furthermore, as for other categories of highly skilled
manpower, the teacher should have the opportunity during
his career of preparing himself for an occupation outside
the education system; since he increasingly tends to have
the same basic training as other specialists, this should
present no difficulties inherent in the training itself.
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who is more specifically responsible for dealing with teaching

problems in the school. Such directors of studies usually have

few teaching duties.

The re-organisation of schools and the need to make educa-

tion more effective - by making it more individual and by using

each teacher's individual possibilities - leads to the creation

of new posts in the schools. It is intended that these more res-

ponsible posts should go to the most dynamic and experienced

teachers; they will make it possible to improve career prospects

and increase emoluments, and will make education more effective

as a result of the incentive provided by prospects of promotion

to these new posts. The most frequently quoted example is the

establishment of specialized departments in schools.

Some such decisions have been taken in Sweden, where

department heads can be appointed in comprehensive schools and

in those at upper. secondary level. The post of head of a

department covering one or more subjects may be created when

the total number of weekly teaching hours is over 35 (in

gymnasia - fackskola) or over 40 (in other schools). As many

as 10,000 to 12,000 of these posts might be provided, which

would mean that about one-seventh of the 80,000 teachers could

qualify for appointment.

In schools in England and Wales, alongside those of heads

of departments are other "graded" posts, which also entitle the

teacher to a special allowance.

Generally speaking, appointment to these new posts carries

with it lighter teaching duties, and the interest for the dynamic

teacher is not solely financial. It thus seems possible to com-

bine measures that will both make teaching more effective and

improve promotion prospects.

5. Conditions of Service

Good conditions of service obtaining in a profession are

one of its factors of attractions; if these are progressively

improved persons may be persuaded to stay who would otherwise

be tempted to leave.

In education, however, many premises are inappropriate

and equipment is often inadequate. Budgetary contingencies and

the rapid growth in enrolment have often meant that first
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priority was given to teacher recruitment rather than to new
building and, secondly, to new building rather than to the
modernization of old premises.

The example of Yugoslavia is very revealing here: half
the school buildings date from the postwar period, 16 per cent
are 65 years old and 22 per cent were not originally school

premises. This meant that "combined" classes have had to be

held in elementary schools where pupils in different years are
taught together. The French Commission on the Improvement of

Teaching Conditions meeting in June 1964 expressed the hope that
school buildings would be improved. The same Commission wanted

teachers to have suitable accommodation for their own work and
for group work. Similarly, in Switzerland, the Report of the
Federal Commission set up to study replacement problems as
regards the "sciences morales" (ecclesiastics, social workers)

the medical profession and middle level school teachers (1963)(1)
recommended that the latter be offered better working conditions,

especially libraries.

This Commission also endorsed recommendations which we
find in many other countries, but which are expressed through a
systematic policy to improve school efficiency. They apply to

abolishing routine duties and to reducing the number of pupils

per class and per teacher.

The question of reducing extra-curricular duties, as the
next Chapter will try to show, should be approached and a solu-
tion gradually found, by making an exhaustive analysis of a

teacher's duties in the framework of a policy for the optimum
utilization of each person's particular qualifications. Both
human and material aids properly employed could pave the way for
the division of labour which is often non-existent in schools.

At the same time, the use of new teaching methods and
techniques has resulted in increasing doubt being cast on the
value of pupil/classroom and pupil/teacher ratios; we have already

(1) Rapport de la Commission federale pour l'etude des problemes
de releve dens le domaine des sciences morales, des profes-
sions medicales et des maitres dlecoles moyennes (1963).
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noted their characteristics in the first part of this report.

What, in fact, do these concepts cover when teaching is being

organised for small groups, for example? In Denmark, the use of

this form of teaching is beginning to spread in the first four

years of primary education. In 1963, it accounted for 3 per

cent of teaching hours in all schools in Copenhagen. Teaching

in half-sized classes was introduced in France, for certain

subjects in the first two years of secondary schooling in

October 1968. Teaching by means of television for a large

number of pupils in the same building, town or region, by a

highly qualified teacher or team, or the supervising and

directing of individual work of a very small group of pupils may

also in future transform the concepts and ratios of a style of

teaching that has become much too traditional. While it is

normal that the situation should improve as quickly as possible

in this field, it should be emphasized that an overall solution

to this problem must be found in very new terms associated with

improved teaching efficiency.

Lastly, a reduction in the number of hours of duty, as in

other sectors, should be indirectly facilitated by the improve-

ment in the teacher's working conditions mentioned above. But

comparison with other professions is ve7y difficult and the
establishment of a policy to attract more teachers - policy

which is based solely on reduced hours - would require exhaustive

enquiries into the teacher's various duties, into the time spent

on each of them, into the importance of school holidays and so

on. A reduction in weekly hours is therefore sometimes accom-

panied by a more intensive and more rational utilization of the

qualification potential available. Whereas in recent years

hours of duty in Denmark fell from 3b to 32 hours for teachers

at the compulsory education level, and from 27 to 24 hours for

those at secondary level, the latter in particular have been

obliged to work overtime in subjects where teachers were in

short supply. In Norway (in 1965), the weekly hours of teachers

in upper secondary education fell from 24 to 22, while in

Luxembourg (in 1966) hours of duty in general secondary education

went down from 22 hours to 21 hours.

In France and Switzerland, the two Commissions mentioned

above are also in favour of a reduction in teachers' weekly

hours.
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Hours of duty should also be discussed in relation to the

teacher's career. Promotion to posts of responsibility at the

same educational level is generally accompanied not only by a

higher salary but also by a reduction in actual teaching hours

where these have not been abolished completely. It has sometimes

been difficult to reduce teaching hours in times of shortage.

The teacher's efficiency, whether in the classroom or in his

post of special responsibility (headmaster, assistant headmaster,

form master, librarian, social activities connected with

education, etc.), may therefore have suffered as a result. Many

countries are trying to solve this problem as and when their

teacher recruitment crises subside. The real advantages of a

teaching career are therefore not only financial. In several

countries (e.g. Denmark, Luxembourg), fewer teaching hours are

required of teachers taking the top classes where lessons have

a higher co-efficient.

If, during their career, teachers are required to teach

in senior classes - perhaps following further examinations -

they benefit from a reduction.in teaching responsibilities.

Such a reduction may also be automatic as from a certain age.

In Denmark, the hours of duty of primary and lower secondary

teachers who have reached the age of 60 are reduced from 32 to

27; the weekly hours of "gymnasium" teachers are reduced from 24

to 20. In Portugal, hours of duty decrease with length of

service in secondary education, as shown by Table 111.

Lastly, the above-mentioned Swiss Commission of Enquiry

has recommended that teachers' duties be gradually reduced as

their career advances.
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TABLE 111

Trends in teachers' legal weekly hours, according to

length of service, in Portugal

Teacher category No
seniority

2nd level
of

seniority

3rd level
of

seniority

Technical teachers:

1. Established teachers
and auxiliary and
temporary teachers
at the upper secondary
level 22 20 18

2. Assistant teachers and
auxiliary and temporary
teachers at lower
secondary level 24 22 20

3. Industrial and prepara
tory instructors 36 33 30

4. Commercial teachers 30 27 24

General teachers 22 20 18



In order to attract more teachers to subjects for which

recruitment is particularly difficult, it may be necessary as

from the beginning of the career to offer fewer hours than the

minimum required for other specializations. This policy has

been adopted in Denmark to attract university graduates to

teaching science subjects. The example of this latter country

tends to prove that, so far as recruitment and the retention of

teachers in the profession are concerned, wage policy as well as

the improvement in working conditions must be kept very flexible

and adjusted to labour market conditions.

It would not be natural, as was noted above, to separate

the professional from the social and economic aspects of the

teacher's status. Developments observed in the teacher's status

show in fact that there is a close interaction between his

qualifications, his duties, his promotion opportunities and his

salary. The whole series of problems arising from this situation

can be solved satisfactorily only by a thorough re-organisation

of the working of the school system. The British authorities

have therefore suggested that the opinion held of the teacher in

modern society will depend on the work he does and the way in

which he does it. Instead of merely being a cog in a general

'I:" process, the teacher will be able, thanks to the new techniques

gradually put at his disposal, to take over control of that

process. Provided he has been properly prepared for this, there

is no reason why his standing in society should be a handicap to

quality recruitment.
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CHAPTER IV

UTILIZATION OF TEACHERS AND IMPROVEMENT IN TEACHING EFFICIENCY
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The first three chapters of this section of the report

dealing with policies of teacher recruitment and utilization,

have concentrated mainly on the various measures likely to,

attract to and retain in, the profession the maximum number of

qualified teachers. It is not enough, however, to provide the

school system with a reserve of qualified staff. A more national

deployment of the teaching staff is essential in view of the

quantitative and qualitative difficulties of recruitment, some

of which may continue over the next few years. The subject may

be approached from two angles. In general, one might examine the

question of how many hours' work a teacher actually does. Para-

doxically, this problem is very difficult to tackle at present,

due to lack of exhaustive research based on international

comparisons. National regulations vary far too much, and the

present state of available information hardly permits conclusions

to be drawn. However, as a result of imbalanced distribution of

staff - disequilibrium which might permanently affect some areas

- various measures have been taken. These have proved fairly

effective on the whole and have permitted the optimum distribution

of teachers. The other angle would consider how to make the most

rational use possible of the teacher in his school and his class-

room. This action is part of the more general policy to improve

teaching efficiency and appears still to be in its early stages

to the extent that it is tied to the considerations and changes

affecting the actual working of the whole of the organisation of

school life.

1. Optimum Utilization of Certificated Teacher Potential

(a) Number of teaching hours

When a category of highly skilled manpower becomes scarce

the situation is examined to see not only whether rational use
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is being made of this manpower, on the basis of the legally

established working week, but also whether additional hours

should not be worked for a more or less lengthy period. The

legal number of teaching hours required means little, for the

teacher's other duties should also be taken into consideration,

such as lesson preparation and marking. The time devoted to the

latter may vary in the light of the concept and organisation of

school life.

Some educational systems lay down the number of weekly

hours of service for teachers according to the level of education

taught or the category of teacher. International comparisons of

the weekly hours worked reveal fairly wide differences from one

country to another. It should then be verified whether these

differences still exist if the comparison is based on the annual

number of hours legally required. Lack of information on this

problem prevents us from drawing any conclusions from Table 112,

which gives a few examples of weekly working hours in general

education.
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TABLE 112

Examples of weekly service obligations

(hours or lessons)

Country

Educational
level Primary

education

Secondary education

Upper primary
or lower
secondary

Long or upper
secondary

Austria

Denmark

Spain

France

Greece

Luxembourg

Norway

Netherlands

Portugal

Sweden

Yugoslavia

25

32

30

28-32

27

21-24

32

24

18-21

24

18

18 (certifies
-EFFETE=
cated)

15 (agreges)

22-26

21

22

26-29 26-29

22 (newcomers)

30 24 21

20-24
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The hours worked by permanent teaching staff in technical

education generally differ from those of staff in general

education. For example, in Sweden 36 hours are worked, and in

Luxembourg 22 hours for primary and secondary teachers, and

20 hours for workshop supervisors and instructors. In France,

in long technical courses, teachers on the theoretical side must

teach 32 hours and the assistant technical teachers 36 hours;

in short technical courses, teachers of both general and

technical subjects work 25 hours, and the assistant technical

teacher 40 hours. In Portugal, teachers work 24 or 22 hours per

week (unless they have seniority, for which a reduction in duties

may be made), and commercial instruction supervisors 30 hours

(newcomers). Instructors in charge of industrial and preparatory

courses work 36 hours (newcomers), and assistant instructors

42 hours.

Other countries, such as England and Wales, do not have a

fixed number of working hours for the full-time teacher; he is

engaged to carry out all activities which take place at the

school; and is therefore at the school's disposal throughout

the time it is open, which is generally seven hours a day. This

means, particularly in primary and State general secondary

education, that the time needed for preparing lessons and marking

is included in the general timetable. But it is precisely this

latter point which is usually disputed in countries where the

law fixes the number of hours for the various types of school

when an attempt is made to calculate the work actually required

of the teacher. For example, in Yugoslavia, actual teaching

time is between 20 and 24 hours per week, with 10 to 12 hours

for preparation and 4 to 6 hours for extra-curricular activities

(supervision, administration). The teacher therefore has an

average working week of 42 hours.

A survey recently carried out in France showed that the

number of hours spent on preparation and marking varies according

to teacher:
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TABLE 115

Percentage breakdown of teachers by time spent

per week on preparation and marking in France

Number of hours

9h 10h-19h 20h-24h +30h Total

Primary school
teachers

Secondary school
teachers

Total

13

6

9.5

63

32

47.5

20

43

31.5

4

19

11 .5

100

100

100

Source: "Representation de la condition du maitre dans la
society" (The condition of the teacher in society),
Enfance, Nos. 2-3, April - September, 1966.

However, as part of a systematic policy for the utilization

of certificated teachers, the Danish educational authorities,

thanks to overtime, incltide the time spent on marking in the

legal working hours. The graph mentioned in the previous

chapter on educational policy brings out the time spent on such

marking. This legislation, which is closely related to salary

policy, necessitates a careful examination of the organisation

of the teacher's work. Progress in research in this field will

make it possible to determine the teacher's duties and hours of

work more accurately. The Swedish survey referred to in Table

114 provides an example of the kind of survey required.

Some countries, particularly those where teachers'

working hours do not correspond to those worked in other

professions, have revised or are thinking of revising their

hours of work. Thus, in Spain, the weekly hours in State

secondary schools have been raised from 15 to 18 as part of a

re-organisation of duties and salary scales. Previously, these



teachers made up their hours by combining duties in several
schools, particularly private schools. In view of the shortage
of certificated staff, the authors of the Spanish report
prepared under the Mediterranean Regional Project thought that
24 weekly teaching hours shbuld be laid down. The difference
might then be covered by overtime.

In Italy, the authorities have suggested that it may be
necessary to amend the working hours and require more class hours
of teachers(1).

Faced with the shortage of teachers, the educational
authorities have naturally had the chcice between intensive
utilization of available certificated staff and recourse to less
qualified staff. Although many countries at once opted for the
first method, some did so by setting up regulations under which,
if necessary, the teacher is expected to put in several hours
beyond the normal working week. For example, in France, new
posts could not be created in schools during the period of acute
shortage until all the possibilities of overtime had been
exhausted. As observed in Part I of this report, many countries
have had recourse to such a policy. In general, teachers did
not refuse, as they were thus able to increase their revenue.
In Denmark, extra hours have been introduced on a virtually
permanent basis as part of salary policy, and, as in Sweden,
there is theoretically no ceiling to overtime. This policy is
based on a careful study of the teacher's timetable (e.g. in-
clusion of the time spent on marking) and on the reduction in
working hours, these being compensated for in the form of over-
time. Otherwise there would be a danger of exceeding the optimum
compatible with an evenly balanced teaching timetable. Thus, the
French survey referred to(Table 113)has shown that teachers with
the largest number of classroom hours do not spend the most time
in preparatory work. Although authorizing or encouraging over-
time we have seen that some countries (e.g. Austria, Greece and
Luxembourg) have fixed a ceiling which varies according to\,
country and category of teacher. In primary education, the
maximum is 8 hours a week in Greece and 4 in Luxembourg, and in
general secondary education, 12 and 3 hours respectively.

(1) v w of National Policies for Education, Italy, OECD, Paris,19 9.
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The optimum utilization of teachers and the fixing at

national level of their working hours are still based on very

little knowledge of their real duties. The absence of data thus

makes international comparison very doubtful.

A number of States have made surveys on teachers! real

weekly hours in view of the shortage of certificated staff over

the past few years. For instance, it was found in Portugal (in

1961-1962) that the hours of 41 per cent of academic teachers

and 33 per cent of technical teachers were fewer than as fixed

by law(1). Although some teachers, who are relieved of part of

their work because they carry out special duties, may not have

been included in the survey, these findings show that to the

problem mentioned above of fixing the number of working hours

must be added that of the effective utilization of available

certificated staff whether throughout the country or within the

school.

(b) Optimum distribution of teachers throughout the

country

Regardless of the extent to which recruitment is decentra-

lized, teachers refrain from applying for posts in what they

consider to be the less attractive regions or, if compelled to

accept an assignment, apply for transfer at the earliest possible

moment.

Distribution of available posts

When there is a dangerous increase in the shortage of

teachers, local authorities bid against one another to attract

the best teachers. Examples can be given of measures taken by

national authorities to counter this development, whether in the

framework of a decentralized recruitment and staff administration

system, or in that of a fairly centralized one.

(1) MRP, Country Reports, Portugal, OECD, Paris, 1966
(Tables 55 and 65).

349

332



In England and Wales, following a period in which local
authorities had had no recruitment restrictions, thus causing
serious disequilibrium as between regions, a new system called
the "quota" scheme was introduced from 1956 onwards. The idea
was to restrict the number of posts created in areas where there
was little or no difficulty of recruitment so that other areas
would have their share of available teachers. In this way, it
was hoped that areas where supply was scarce would gradually be
brought up to the level of the more favoured ones and that an

abrupt geographical redistribution of teachers would be avoided.

After the system had been working for ten years, this aim
appeared to have been achieved; the available "qualifications"

are pretty much the same for all regions apart from a few which
had exceptionally high standards when the scheme started. The
Department of Education and Science announces the local authori-
ties' quotas a year in advance in order to give them time to
adjust the scale of recruitment and allow for impending retire-
ments and resignations. This scheme, although not legally

enforceable, has been accepted by Local Education Authorities.
Any Authority exceeding its allocation is asked to take steps to
remedy the situation.

Similar measures have been taken in Denmark, where a
teacher rationing scheme has been introduced which in practice
regulates the creation of new posts. The number of posts created
must be approved and is related to the length of the courses and
the number of classes and streams in each school. In addition,
teachers applying for a post are obliged to choose those offered
particularly in rural areas which they would otherwise have
neglected.

In France, where the teacher recruitment system is fairly
centralized, it was decided to establish a national co-efficient
for shortages by subject in secondary education in order to
reduce inequalities noted between academic districts. The
mechanism works so as to block certain posts on the basis of a
yearly weighted allocation which is decided on the basis of the
optimum utilisation of staff, and to distribute established

posts as evenly as possible among the various schools. Non-
established substitute teachers are assigned to the established
posts that have been blocked. This is done when staff movements
occur, the idea being to spread the shortage out evenly on the
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basis of the national average. This measure was effective for

some subjects but for others it was difficult to achieve the

anticipated result because of persistent recruitment difficulties.

This type of conservative measure can be revoked when the

situation becomes normal again. Nevertheless, more or leas ex-

tensive decentralisation of the educational system can impede

such policies. In particular, countries with a federal structure

have to introduce harmonization measures if they wish to

encourage mobility among teachers in order to overcome part of

the existing shortage. In Germany teachers have no automatic

right to a post in a school in another Land. It would be very

useful if countries with a federal structure could compare

policies in this field.

Special improvements in the statute

The refusal of some teachers to be posted to isolated

areas may also have something to do with the mediocrity of the

terms they are oft'ered. It seems, for example, that some

countries, particularly those in the Mediterranean region which

have to deal with this problem, have not yet taken all the

necessary measures. The salary differential is inadequate,

transport and accommodation are badly organised and the young

teacher does not receive adequate assistance from the

Inspectorate. IX a teacher wished to take advantage of his

period of isolation to do personal work, he often lacks a small

library. It is understandable that young teachers should have

to accept assignment to isolated areas as a form of "national

service", but they should be given assurance of transfer to

another post after a certain period and, in the meantime, be

able to rely on their administration to look after their

material and intellectual well-being. These problems are now

being examined. The structural reforms considered desirable in

Portugal include the setting up of a scheme on behalf of teachers

in areas where housing and cultural facilities leave much to be

desired. In addition to a special salary increment, free

transport is proposed during the holidays to enable them to see

their families. It was also considered essential to suggest

that the credit for the teacher's period of service in such

areas be increased within legally prescribed limits.



It is not only in the rural areas of developing countries

that are found such particular problems as teachers' housing.

Some large urban areas in Europe have been affected by the

housing shortage, and teacher appointment has sometimes suffered

as a result. For example, in Sweden, the low level of the

qualifications of primary school teachers in the city of

Stockholm is perhaps after all due to the difficulties

experienced by teachers in finding accommodation. Thus in

some of the less attractive areas it has been possible to over-

come the scarcity of certificated teachers by offering them

excellent housing conditions. In the Netherlands, the same

phenomenon was noted in Amsterdam, where facilities for finding

housing no longer existed, and teachers (especially the younger,

recently married among them) preferred to settle in smaller towns
or in the suburbs. Strictly speaking the solution to the problem

in this particular case lies outside the organisation of

education.

In Sweden, the idea of "shortage posts" has been adopted.

Teachers who agree to take up such posts may be exempt from

pedagogical training and from two years' probation. Furthermore,

a teacher qualified as "assistant master" may be appointed to a

shortage post as "lektor" or senior master even though he has
only the "theory" part of the certificates required.

Location of training colleges

Another factor likely to make an equitable geographical

distribution easier is the well-balanced location of training

institutes. All other things being equal, there is more chance

of keeping young graduate teachers in the area from which they

come if training corteges can be decentralised there. This

generally means that the appointment of primary school teachers

raises fewer problems than that of specialist secondary teachers.

For instance, in Sweden, specialist secondary school teachers are
not so scarce in areas near the Universities. The University

decentralization at present under way in many countries might

therefore help indirectly during the next few years to establish

a certain balance in the regional distribution of teachers.

However, there are limits to such decentralization and it is per-

haps greater urbanization which might in the long term reduce to

a strict minimum the inequalities in the regional and local

distribution of certificated staff.
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(c) Amalgamation of small schools and teacher utilization

The optimum utilization of teachers may prove impossible

when natural, legal or institutional obstacles prevent the

formation of sufficiently large educational units(1).

Action against natural obstacles

The natural obstacles are often created by the wide

scatter of population and the difficult geographical relief of

certain areas. For example, in Greece, where 42 per cent of all

primary schools are one-teacher schools, concentration is not

practicable for the moment as some small communities are too far

apart. It is sometimes necessary therefore to wait for the

movement away from the land to speed up before being able either

to close down the schools or get rid of some of the classes;

this is what has happened in rural areas in developed countries

such as France, where, according to region, one-teacher schools

are on the increase or larger educational units have been

established by extending the use of school buses. Obviously,

the migration noted from town centres to their outskirts does

not entail as much difficulty for the amalgamation of classes.

Thus, in Sweden, before 1962, the maximum class size was

applicable to the entire area covered by the municipality, so

that, in order to avoid creating a new class when this maximum

was exceeded, the overflow could be transferred to another

school where the maximum had not yet been reached. On the other

hand, it is not entirely possible to eliminate small or one-

teacher schools in certain rural or mountain areas, as school

bus services are either impossible or too tiring for the pupils;

some schools must be kept on in order to prevent the village or

region from dying out.

In Denmark, educational legislation, especially the Act

of 1958, encourages the creation of larger educational units in

rural areas. The educational authorities had been able to pay

(1) The cost of small schools is higher; they always require
a minimum amount of equipment, but too many small schools
may have the effect of preventing them from acquiring even
this minimum.



for a pupil to go to a private school instead of creating a new

class, for example, for the period of compulsory school

attendance. They could also bring about school concentration

by merging several small educational districts. In 1965 -196b,

only 6 per cent of all pupils (excluding those receiving special

education) attended schools which were not organised on the

basis of a class for each age-group. In 1966-1967, this

proportion had fallen to 5 per cent. The proportion of teachers

in one-teacher schools (as compared with all teachers) fell from

5.4 per cent in 1951 to 0.2 in 1965. Lastly, in 1951, the

typical rural school had an average of only 58 pupils, as

against 183 in 1966.

In France, it was only as from 1961, under migration

conditions, that the posts abolished and created compensated

each other to some extent. Thus, it is planned to close down

8,000 under-occupied classes between1966 and 1972. This would

represent an economy of about 10.8 per cent in recryitment over

the whole period.

Action to overcome legal obstacles

Legal obstacles arising from the teacher's statute may

slow down a policy of this sort. The regulations concerning in

particular the ways by which central authorities subsidize local

authorities might possibly be amended to facilitate the concen-

tration of schools. Thus, in Denmark, the responsible

authorities are considering in what way an increase in the

proportion paid by the Central Government towards school

transport and building, or the contribution made by the local

authorities towards meeting teachers' salaries (at present

15 per cent) might indirectly help improve teacher utilization.

There might also be some tie-up between the place where

the teacher was trained and his posting at the end of the

course. Legal or tacit rules establishing a firm link between

the place of training and the place of work could help the

teacher to find a post in the area where he was trained. A

shortage might exist in one area without its being filled by an

excess of teachers in another. When estimating the number of

posts to be abolished each year in primary education, the French

IVth Plan Commission noted that the "departemental" unit for

teachers was an obstacle to full compensation (as regards the
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abolition and creation of posts). It is in fact increasingly

difficult tc enclose the future teacher within narrow geo-

graphical bounds when rural areas are being affected by

considerable population movements as a result of economic

development. The teacher's horizon itself will be widened in

most countries as a result of greater flexibility in the location

of new teacher training colleges.

Action to overcome institutional obstacles

Sometimes the amalgamation of schools may be held up as a

result of duplication due to denominational reasons, and a

refusal to have mixed denominational schools. For example, in

the Metherlands, schools are amalgamated on a denominational

basis and, although because of the high population density they

are not necessarily smaller than elsewhere, they are neverthe-

less smaller than the optimum required solely on the grounds of

possibility of access (distance, or organisation of school

transport). This situation meant, in 1964, that fewer than

20 lessons a week corresponded to 42 per cent of requirements in

general secondary schools (pre-university and middle schools).

In Germany, the sub-division of primary schools for denominational

reasons has resulted in a large number of small schools. Any

improvement in the situation in such countries will finally

depend on the trend of factors outside the educational system.

Recent agreements envisage more schools catering for children

of diff.:rent denominations.

The refusal to have schools of mixed denominations is

another cause of the partial utilization of the certificated

staff available. In Ireland, the mobility of teachers,

especially for science and mathematics teaching, is hampered

to a large extent by the fact that teachers normally teach only

pupils of their own sex (for some religious Orders, this is

obligatory)(1). In Spain, the Mediterranean Regional Project

report shows that segregation by sex is the main obstacle to the

creation of a larger number of centralised multiple-class

schools. The authors of the report therefore conclude that

(1) Investment in Education, Ireland, OECD, Paris 1966; the
survey referred to in this report shows that 56 per cent of
the male and 62 per cent of the female science and
mathematics graduates are in holy Orders.
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much simpler regulations should be introduced, as an increase .

in the number of centralized schools is essential to the coherent

development of primary education.

Steps have long since been taken in this direction by

many countries. In fact, on the whole, the policies intended

either to amalgamate schools or extend multi-denominational

classes have not simply the better utilization of teachers in

view. Pedagogical arguments have also been put forward:

optimum school size allows teaching to be organised more

rationally and makes it more effective for the pupils. It is

therefore interesting to note that, in Sweden, to avoid a steady

fall in the size of classes in comprehensive schools below what

was fixed in 1962, the National Council on Education has

recently recommended local education authorities to keep them

up to the proper size. The setting up of larger school units

may be envisaged if necessary.

(d) Possibility of using teachers in more than one school

Teaching in several schools

Some of the difficulties which prevent amalgamation into

one building on a larger scale may also arise when using one

teacher in several schools. Distance and transport difficulties

may in fact restrict the using of teachers in this way - which

would have the great advantage of bringing the teachers' hours

up to the legal minimum and also of putting a highly specialized

and particularly competent teacher at the disponal of several

schools. The splitting up of pupils into denominational schools

also prevents this policy from being applied. For example, in

Ireland, members of religious Orders can in general teach only

in schools belonging to their own Order and, in certain cases,

only those schools in their particular diocese (in particular,

the nuns belonging to the two Orders which are mainly

responsible for girls' schools, are subject to this rule)(1).

In addition to these difficulties is that of adjusting the time-

tables of the various schools concerned. Where the teachers are

(1) Investment in Education. Ireland, OECD, Paris,1966.
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specialized, a combination of these factors might result in the

inefficient use of the teachers' time. In the Netherlands a few

years ago, only 2 per cent of elementary technical teachers

taught in more than one school. Assuming that the religious

obstacles can be removed, itinerant teachers would be used

mainly in the large cities and their suburbs. Thus, in Greece,

secondary school teachers will be expected to teach in other

schools than their own, in the same town, to make up the full

number of working hours. A similar regulation may apply to over-

time, which could be worked in other schools in the town or its

immediate vicinity.

Teaching two or more subjects

Secondary school teachers can be fully employed more

easily if they are trained in two or more subjects. As we shall

see in Part three (Chapter III), of this report there is a trend

away, particularly at lower secondary level, from training which

favours a single, highly specialized subject - a trend which is

all the more pronounced at lower secondary level where, as geo-

graphical inequalities in enrolment tend to disappear, a fairly

wide dispersion of schools becomes necessary. For example, in

Yugoslavia, few subjects are taught for more than two periods

a week in the upper part of the single school so that, in order

fully to employ a teacher specializing in a single subject there

would have to be 16 classes in the upper part or 32 in all if

the lower is included. The number of classes, however, is much

lower than this in most regions, and sometimes there is only

one class for each year in the upper part (four-year course).

Training colleges are therefore studying the best method for

extending two-subject training. In Greece, certain chronic

shortages have led to specialist teachers being asked to teach

a second subject, e.g. the mathematics teacher to take physics

as well.

Since technical school pupils are now being given a much

wider training than hitherto, including a longer period of

general education, a similar trend is also taking place in what

is still the very specialized training of some categories of

technical teachers.
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2. Improving Teaching Efficiency

The way in which schools and classes are organised often

hinders the application of policies for providing education with
the teachers it needs. The demand for teachers depends on many

variables, the most important of which are: the size of the
class; the number of teaching hours offered to the pupils; the

teacher's school duties, and the number of optional subjects in

the same class (technical education), etc.

(a) Present prospects for the use of new teaching methods

As, in a good many countries, the value and interaction

of these variables are not yet known, often nothing more is done
than to divide the number of pupils by that of teachers in
service. This ratio is therefore generally regarded as a very
rudimentary quantitative indicator. The concept of the pupil/
teacher ratio as at present used for forecasting purposes is
still criticised, since it does not take into consideration the

new teaching methods and techniques which are beginning to

spread and which should gather considerable momentum in )the

next 20 or 30 years. It should therefore be accepted that, if

such notions as the pupil/teacher ratio or the pupil/classroom

ratio continue to play a privileged part in the elaboration of
educational and teacher recruitment policies, it is beceuse they
still belong to the arsenal of concepts which govern educational
systems lLs the same way as they define the role of the teacher.

taample of Sweden is apposite here. When the compre-

hensive school was introduced in 1962, the size of classes was

reduced in the three parts of the school (lower, middle and
upper). Since the reform aimed at more individual teaching, it

was considered that the best way of going about this was to

reduce the class size.

It was thus noted over a fairly long period that the

number of teachers increased proportionally faster than the
number of pupils. The experts(1) consider there arc not only

INGI

(1) Svennilson, Edding, .tivin: "Educational Objectives in
Europe for 1970o, Policies for Economic Growth and
lavestment in Education, OECD, Paris, 1966.
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social but pedagogical reasons for this. The number of hours

worked by teaching staff is tending to fall as is also, on the

whole, the number of pupils per class, finally, the greater

importance attached to advanced studies is an incentive to

increase the proportion of small classes. These two latter

trends originate in the axiom that pupils' results improve as

the number of pupils per teacher falls and classes become

smaller. It was no doubt concluded that the concept of

productivity as used in industry does not apply to education.

For example, contrary to what happens in most other professions,

it has practically never been assumed that labour productivity

in education should rise at more or less the same rate as real

salaries. The productivity of the teacher is difficult to

define; it cannot be isolated from that of the system of which

it is part and is therefore not measurable as such. Theoreti-

cally, one might say that the teacher increases his productivity

when, all other factors remaining constant, either the number

and/or the quality of the pupils taught increases. As things

stand at present one should therefore avoid using the term

productivity and use "efficiency" which seems to give a better

idea of what is at present being done in many countries. There

is, in fact, a marked attempt during the present period to use

teachers in service more rationally.

New methods have sometimes been used, as have also new

technical aids likely to economise teacher/hours by substituting

capital for work without however, sufficient care being taken -

except in rare cases - to see that these are fully integrated.

The new technical devices, used mainly to help the teacher, are

sometimes still at the experimental stage. A great deal of re-

search is still necessary therefore before they can be put into

general use.

(b) Elimination of routine duties

In addition to his teaching and lesson preparation,

periodic meetings with his colleagues and the school authorities,

and perhaps supervision of schoolchildren during after-school

activities, the teacher is also obliged to carry out duties

which have no direct bearing on his teaching. These are various

and range from deciding the term end position of pupils, to the

preparation of equipment for scientific experiments, and may also

include supervisory tasks.

359

342 4



For example, in Luxembourg, technical teachers are

employed for one or two hours per week on such jobs as:

- co-ordination of the various branches in a section;

- upkeep of laboratories, and seeing that equipment is

returned;

- preparation of the "raw material" for workshop

exercises.

They can, however, obtain compensation in the form of a
reduction in their normal weekly teaching hours.

Although the disadvantages of this situation are

recognised, no possibility of changing it is envisaged in the
near future. This was stressed particularly in Portugal and
Greece. In the latter, the teacher in rural areas acts as
secretary to the community and to the local agricultural co-
operative; he is also chairman of various committees (e.g.

distribution of assistance). Since 1965, school meals have been
introduced, and are now served to 400,000 schoolchildren, and the
teachers concerned spend ten to twelve hours a week on this duty.

In general, no precise information is available on the
number of hours spent by teachers on other than teaching activi-
ties. It is increasingly believed that an improvement in

teaching efficiency depends on a reduction in secondary duties.
This process, which as we have seen will improve the teacher's
status, can be developed only if a detailed survey is made for
each level and type of edUzation of his various tasks.

A detailed survey project of this kind exists in Sweden.
In the course of discussions with teachers' associations when
comprehensive schools were being made general, a Commission of
Enquiry on Teachers' Conditions of Service was created in
April 1964. The argument put forward by the teachers'

representatives that the reforms would increase the teachers'

workload could be neither accepted nor rejected for lack of
information on the present or future situation. The Commission
of Enquiry has therefore to make exhaustive investigations intc
teachers' activities - both inside and outside the classroom -
and propose measures to improve teachers' efficiency by

rationalizing some of their duties and by entrusting the more
routine to less qualified personnel. An example of the kind of

questionnaire to be completed for this survey is shown below
(Table 114).
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TABLE 114

Example of how a teacher's time is spent during half a day: Swedish survey

Tasks connected with teaching

0,00 0,55

9,45

1. Teaching, preparation and
similar tasks
... English A 13

2. ... English A 113
3. ... German R 13

9. ...
10.
11. Written exercises (prepa-

ration and correction)
12. Supervision of written

exercises (see 11)

Germany R 13 10,30

13. Supervision during reere-
atiOn, meals, eta.

14. Staff meeting
15. Emitting with pupils and

parents about school
work

16. Excursions for pupils and
one or more day schools
for teachers

17. Syllabus for the academic
year, the term or part
of the term

10. Contacts with other
teachers concerning
educational problems

19. Hours of work in other
schools, including pre-
paration and similar
tasks

20. Responsibilities of the
senior master, adminis-
trative and social,
within the school

21. Responsibilities of the
Senior master: super-
vision of pupils out-
side class time

22. ;kirk of the senior master
in various subjects

23. Work carried out by a
head of department
(chemistry, geography)

24. Work of the Deputy Head,
Librarian, etc., entit-
ling him to a special
allowance (specify

Personal work

25. Attendance at refresher
courses

26. Preparation for examina-
tions and courses in
special subjects

Spot and leisure

27. Pest, sleep. personal
hygiene 00,00

28. reels 7,10 12,10

29. Personal activities 7,25 12,40

30. Time lett tree for
leisure 12,55

31. Extra-mural activities
(specify)

Travel and free time

32. Travel between hone
and school 7,40 11,55 13,35

33. Time to go to or from
the various school
buildings

34. Time free of classuork
during the day 0,45 9,60

35. Other activities
connected with teaching
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The main questions have the advantage of not being limited

simply to the teacher's work inside the school but of stressing,

for example, time spent on refresher courses.

In England and Wales recommendations concerning the use

of auxiliary staff in primary education have been made by the

Central Advisory Council for Education; in its report, "Children

in their Primary Schools" (the Plowden Report).

Some experts in Austria think that from 6 to 8 hours per

week could be gained by a better division of duties in secondary

schools. "Assistant teachers" (Emieher) have been introduced

into Austrian boarding schools providing pre-primary, primary

and in some cases secondary education. They will release

teachers from the chore of helping pupils with their personal

work and from giving music, physical education and drawing

lessons, etc. Two special colleges have been established to

train this new staff. The wider use of auxiliary staff to take

over administrative and supervisory duties seems to be a

fundamental factor in establishing the professional value of

teaching. This could be given further impetus if some of the

duties for which the teacher is still responsible could be done

if
by "new mechanical slaves". The range of what are considered

/,ii as "routine duties" could be widened if part of the teacher's

work (testing pupils, giving detailed explanations in the course

of a lesson, etc.) could be done by new technical devices.

Eowever, not all teachers could be released immediately. Some

small schools may not have the financial means to acquire these

innovations or their small size may not justify such a change.

In Yugoslavia, for instance, it is mainly by increasing the size

of secondary schools that teachers have been released from

certain duties and their work rationalised.

(c) New teaching methods and techniques

For some time now, various teaching techniques have been

the subject of research and pilot experiments. In addition to

equipment which is easy to use, such as film projectors, record

players or tape recorders, it is mainly radio and television

which are being introduced.
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Audio-visual aids

School radio has long existed in some countries. In

Yugoslavia, regular broadcasts began in 1947-1948, although

school television began only in 1960-1961. Programmes had in-

creased from 90 minutes per week to 160 minutes per day for five

days a week, five years later. Surveys have shown that many

schools watched these programmes, which were mainly intended for

general primary and secondary schools.

In Portugal, school television is attached to the

institute for Audio-Visual Teaching aids and began only in

1965-1966. Although a reduction in the number of teaching hours

is expected, the experiment is too recent for the results to be

known. School television is at present confined to "supplement-

ary" lessons for primary schools, courses for adults and

standard courses for lower secondary schools. School television

has not yet begun in Greece. In Austria, it really began only

in 1959. In the Netherlands, the School Television Foundation

cane into operation experimentally in 1963. About 3 per cent

of the schools were affected by this eXperiment. Courses range

from the two top classes in primary schools up to the top class
,

in secondary schools.

Generally speaking, audio-visual aids are being

increasingly used in all schools. In Luxembourg, for example,

new aids (especially audio-visual) are under study for all levels

of education; It is planned to use such aids for language

teaching in all primary schools. In Enaland and ,,ales and

Sweden, the authorities concerned have noted a rise in the use

of audio-visual aids.

Table 115 shows the proportion of State schools in France

which have audio-visual equipment:

TABLE 115

Proportion of schools with radio or television

eeuicment in France (1965)

LAucational level
Type of equipment

Radio Telev:: .3ion

Elementary

Secondary

27.5

53.4

5.7
4b.5
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In spite of the shortage of certificated teachers for

certain subjects in France between 1950 and 1960, it was insisted

that school radio and television should be considered only as a

complement to teaching. It was not wished "to replace the

existing teacher ... and there was no intention of replacing the

absent or inexperienced teacher". However, during the subsequent

period, the full force of audio-visual aids was concentrated on a

few greatly felt and urgent needs, such as science and language

teaching. This period was therefore marked by the wish to

provide teaching support at lower secondary level. This

consisted, within the existing school structure, of taking over

the most difficult parts of the course, bearing in mind the

large proportion of teaching posts that had been filled by un-

certificated staff.

Outside Europe, a survey in Japan (1961) showed that audio-

visual equipment was already being widely used in schools.

In view of the cost of some of this equipment and of the

priority which must be given to the various educational require-

ments it is becoming necessary to plan these aids. When equip-

ment is supplementary to teaching - such as films and projectors -

a situation where there are too few films, as in Yugoslavia, or

projectors, as in Austria should be avoided. Some countries have

therefore set up specific plans for some of their equipment. In

Sweden, for instance, an equipment plan has been drawn up for the

TABLE 116

Proportion of schools with audio-visual

equipment in Japan (1961)

Type of equipment

Educational level Radio
set

Tele-
vision

Film
projec-

Tape
record-

Sound
films

set tors ers and pro-
jectors

Primary 100 61.5 81.4 71.8 22.9

Lower secondary 100 49.0 75.3 72.8 19.0

Upper secondary 100 28.0 60.0 57.9 15.2

Source: Education in Asia, Ministry of Education, Japan, 1964,
(Table b1).
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next five years for upper secondary schools to obtain similar

audio-visual aids to those already available in a large number

of comprehensive schools. In France, it was a veritable school

radio and television expansion plan which, as from 1963, made it

possible to equip schools in line with the priority to be given

to aid for teaching. However, in almost every case, there has

never been any serious evaluation made of the use to which this

equipment is put.

Obstacles to extending the use of audio-visual aids

The obstacles to extending the use of audio-visual aids

are of various sorts, and may be due to material factors

(financing cost or premises' problems) or to human factors

(resistance to innovation).

The problem of appropriate premises arose in Yugoslavia,

where lack of space has proved an obstacle to increasing equip-

ment. School buildings were obviously designed at a time when

much of this equipment did not exist, or had not yet been .

distributed. This raises the wider problem of the multi-purpose

utilization of new school building; for example, it is no longer

sufficient to provide storage space or rooms specially equipped

with modern material. It should be possible for new discoveries

in the field of audio-visual aids and their utilization to be

introduced quite rationally into new school buildings.

The size of the school is also an important factor in

closed-circuit television. In the Netherlands, where every

effort is being made to make up for the shortage of specialist

teachers, experience has shown that for an installation of this

kind to be worthwhile, the school has to be a big one with a

number of classes at the same level. The "cost" aspect then

becomes very important. Thus, the fact that few secondary

schools in France are equipped with television sets is due,

according to some, to the fact that broadcasts are still too few

and far between to justify buying equipment. A sort of vicious

circle is created by the initial conditions of the experiment.

For television, for example, school broadcasts have always been

launched on the normal channels; if school programmes develop

any further, their timetable will be in competition with that

of the ordinary programmes. The extension of school broadcasts

therefore depends on the technical and financial possibility of

introducing and developing a specialized channel.
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Lack of funds for making this type of investment at class

level (television set) is also a handicap in many countries.

The possibility of reducing the cost of equipment should there-
fore be examined. The authorities in Austria hope to develop

school television thanks to a cheaper set for school use
designed in association with the industry.

On the whole, very little information exists on the
actual cost of using the various audio-visual aids. Few studies
have been carried out as it is not possible to separate the cost
of installation and operation from the actual use made of these
aids in schools. In particular, the effectiveness of this type
of teaching should be assessed. The position in the Netherlands
is instructive in this respect: of all the schools in a position

to use teaching films, roughly only one-third do in fact do so.

Neither is any information available on the use made of school
radio. It is therefore important that more surveys be conducted

on how equipment is actually used,sucb as those carried out in
France on the percentage use made of school radio and television

and on their effectiveness. This percentage (see Table 117) is

obtained by dividing the number of schools which follow the

broadcasts by the numberber of schools equipped: the average

audience per broadcast can be used to find thv national per-
centage.

The success or failure of programmes, their timing and so
on are checked through sample surveys. For instance, in 19b4,

there was a television-mathematics survey (bottom form), a radio-
latin survey and a radio-mathematics survey. In 1965 it was
mainly on English broadcasts that systematic checks were carried
out.

The above example shows that this question goes far beyond
purely financial considerations. An examination of the effective-

ness of broadcasts also requires that the need for introducing

new techniques into the teaching process and the possibility of
doing so, be considered.
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TABLE 117

Percentage use made of school radio and

television in France. by type of school (1965)

Level and type of school
Equi pment

Radio Television

Primary schools 34 38.1

Technical schools 54 40.8

General schools 20 11.6

Secondary schools 22 22.0

Grammar schools 12 12.2

Technical grammar schools 19.8

One of the major obstacles is,in fact, resistance to

innovation on the part of teachers, headmasters or governing

bodies; this attitude is mainly the result of the failure to

instruct staff in the use and development of this new equipment.

Teachers have more readily accepted techniques which helped them

with their teaching without entailing a virtual "technological

revolution" in the school. The same problem arises as regards

the other methods likely to modify or transform completely the

teacher's role.

(d) Research into other teaching techniques and methods

Whereas audiovisual aids are in more or less general use

according to country and level of education, other techniques are

still the subject of research and experiment and their use is for

the most part limited to a small number of pilot schools. The

new media are being studied in connection with research on new

teaching methods concerned with individualized teaching, where

some of the teaching time is devoted to the individual pupil or

to small groups instead of to the class as a whole. Investment

should therefore be increased to allow this to be done.
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Programmed teaching holds an important position in this respect.

In Sweden, for example, experiments have recently been carried

out on the individualised teaching of mathematics in the upper

part of the comprehensive school, and on the advantages to be

obtained by dividing pupils into small or into large groups

("Trump Experiment"), the teachers being grouped in a team and

using the various technical media available. Several other

research projects are in hand. In France, there is an experi-

mental secondary school in the Paris area which is run along the

same ines.

Current views on teaching efficiency and teacher demand

The general impression gained from a survey of conditions

in most countries is that so far little use is being made of new

teaching methods or techniques and in many cases these are either

still at the experimental stage, or are used in addition to the

ordinary methods. Some aids that are easy to handle and in-

expensive are widely used.

In England and Wales, it is the local authorities who are

responsible for deciding whether new teaching aids will be

introduced; the use of aids is too restricted and experimental

to have any noticeable effect on the demand for teachers, thus,

as was specified in the Swedish case, the main aim of research

on the use of new teaching techniques and methods is to improve

quality and give pupils a better education but without necessarily

using fewer teachers. Nevertheless, it is not denied that this

research work may bring out opportunities for economizing

teacher/hours.

It is interesting to note that in line with a policy to

rationalise work in education, some research on new techniques

which are intended to supplement teaching is regarded as possibly

likely to result in being a substitute for teachers.

The problems which might arise in the next 20 or 30 years

in teacher 'ecruitment seem to indicate that it would be unreason-

able for current research to stress only the supplementary quali-

ties of new teaching methods and techniques. As pointed out in

the conclusion to Part One of the present report, problems may

arise concerning the distribution of highly qualified manpower
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between teaching and other sectors(1). Current experiments in

individualized teaching, together with the extension of school

attendance at all levels and the creation'of new types of

teaching, will still further increase the demand for teachers.

The new openings available in the tertiary sector - vocational

guidance, leisure activities and cultural leadership, etc. - can

be filled only if educators or individuals who might have gone

into teaching are capable of discovering the importance and

interest of these new sectors.

The conclusions of a methodological study of Ilorway(2)

indicate that the only solution is "to look for means of

improving the quality of education other than just recruiting

more and more teachers... (since) it is extremely difficult to

see what other means the educational sector can use to break

this vicious circle than those used in other sectors, that is,

by increasing other inputs as a substitute for human labour".

Empirical research has shown that the theory that teaching

improves when there is a fall in the number of pupils per

teacher is not always true. Some highly qualified teachers can

obtain excellent results with very large classes, although it

has been noted that an average teacher no longer obtains the

best possible results when he has more than 25 to 30 pupils in

his class(3).

It is also interesting to note that some experiments in

adult education, outside the traditional system, have enabled

(1) One possible argument in favour of substituting capital for
labour must be disregarded for the time being: namely in view
of the large share of teachers' salaries in total educational
expenditure, substitution measures may have a beneficial ef-
fect on the budget. It is still too early to tell whether
research and development in this sphere and the manufacture,
distribution and large-scale use of the various types of equip-
ment (thanks to a new type of auxiliary staff introduced into
a new teaching hierarchy) would make it possible to reduce
educational expenditure. Even supposing that current expend-
iture on staff could be reduced, would there not be a corres-
ponding increase in current expenditure on maintenance and in
capital expenditure on equipment?

(2) A Case Study in the Application of Teacher Demand and Supply
i.odels in tic:may, in "Statistical data" - Study on teachers -
OECD, Paris,1969.

(3) Svennilson, Edding and Elvin: "Educational Objectives in
Europe for 1970", Policy Conference on Economic Growth and
Investment in Education, OECD, Paris 1962.
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progress to be made in the use of new teaching techniques and

methods. Perhaps the progress made in this field could be

suitably adapted and applied to formal education.

It is still uncertain what the real results of using new

methods and techniques will be as some of these (projectors,

radio, television, records, films, etc.) have either been

inserted into teaching, whose content and style have not
changed, or have simply been tacked on. Experience, for example,

of the complete integration of the action of highly qualified

teachers, of less qualified assistants, of new techniques and of

various groups of pupils is still limited. It is even doubtful

whether any economy of teacher/hours will really be possible.

In other sectors, such as medicine, where the role of highly

skilled manpower is fundamental, the demand for doctors has

hardly fallen at all. The rationalisation of work through a

better division of labour and the use of increasingly elaborate

techniques has in fact meant en increase in each person's tasks

as progress continues. Problems such as these may perhaps be

solved, after more thorough investigation, as research develops

in the future.

Research and development in education and dissemination of the

results

Since it is necessary to make the educational system more

effective and also possibly to slow down the growing rate of

teacher demand to meet that of specialists needed in other

branches of activity, the educational system may be said to be

facing much the same problems as the various sectors faced when

industrial civilisation was developing. Industry and agriculture

had constantly to improve their productivity and were able to do

so only by promoting fundamental and applied research. This
assumes a field of action and new methods for the wide dissemina-

tion and application of results.

Research and development facilities

In view of its essential part in the development of

society, the growth of education can no longer be left to chance.

In the different nations an increasing number of planning devices

are being used to forecast and influence educational trends.
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So fv; however, planning has been largely quantitative, in that

attention has been paid to the number and kind of educational

intutions required, And to the material and human resources

they need to functim. luantitatie planning of this type should

norcelly be supported by research into the qualitative aspects of

education. Actually, this sort of research depends to a large

extent on the amount Of information available.

So long as individualized data cannot be supplied concern-

the main characteristics of the flow of teachers, the

:twthorities will find it difficult to devise any clear cut policy

or to engage in any exhaustive research. An even more delicate

problem for the teacher is that he now finds himself at the

poil*; where quantitative and qualitative problems converge.

For this re' son, his greater effiGlency depend on

qualitati e, planting and the ptterdant type of renesrch. While

vantitative planning and research nave prnressed during recent

years, this is not true for quali-tztive planning and research.

In many countries pedagogial research is still in the form of

isolated small-scO.e projetts.

As pointed out in the AERA(1) (United States information

bulletin of October 1965) eduvAtion "remains one of the few

areas where the velue .f reseulb is still debated between

administrators c,.f:4. practiioners". Thus, in comparison to other

uectors, education lags behind in development matters and con-

tinues to make use of obsoleti. and conventional methods,

techniques and rules.

In order to portray the situation accurately, we have

been compelled to show: quantitative planning, quantitative

research, qualitative planning and qualitative research as four

separate points, whereas the actual trend is towards planning

and research which combine the quantitative and qualitatile

factors. Some structural reforms have failed to yield the

results expected because either the quantitative or qua.1.tative

aspect was given particular attention in educaticul expansion.

If an increase in the number of pupils enrolled requires

a parallel increase in the number of teachers, then the type

teacher needed for this greater number of pupils must be decided.

This is also true for curricula and teaching meths or techniques.

(1) American Educational Research Association.
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No longer can "the quantitative and qualitative aspects of

educational planning be divorced from each other "(l). Planning
must be based on both the aim of the education being provided

and on the research and development findings. Although the

quantitative and qualitative aspects can be dealt with in

separate units, their inter-relationship must be examined at
the highest level. Furthermore, if research and development

are to be effective, more sophisticated planning methods are
needed for quality-oriented research.

Assuming that countries will steadily increase their
appropriations for research, a bottleneck is bound to occur as
regards human resources. Countries such as Sweden and the
United States, which are trying systematically to promote

educational research, come up against a shortage of research
personnel. This does not mean that such staff is employed else-
where, but rather that very few have been trained owing to the
small number of educational science faculties and educational
research institutes and the almost total lack of contact between
teachers and research during their training.

The scarcity of research personnel means that research
projects must be planned; they should provide answers to the

most urgent problems raised by the various reforms introduced
with a view either to modifying the aims of education or to
educating more children and supplying them with the type of
training best suited to their abilities. As pointed out earlier,

research to rationalize class work should be undertaken with both
pedagogical and more quantitative ends in view, since this may
provide an opportunity for finding out how savings in staff can
be achieved. Whatever the purpose of the research, directly or
indirectly, the teacher should feel that he is concerned and the
way in which he understands the results obtained will determine
how innovations are disseminated throughout the educational
system.

Channels for disseminating research findings

It was noted in some countries that, despite the existence
of research institutes studying new teaching methods aad

techniques, progress in schools has remained slight. The

(1) odernizing our schools: Curriculum Improvement and
IducationaI Development, 012.Cb, Paris,196b.
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problem of the channels to be used for disseminating research

findings and that of the actual adoption of new methods and

techniques still remain. The way in which the dissemination of

research findings should be organised will depend on the educ-

ational system's structure and on the degree to which it is

decentralized, for example.

Regional centres might, however, feasibly co-ordinate the

activities of research institutes (whether or not located in

science faculties) and also of the various establishments

providing ordinary teacher training and refresher courses while

themselves devoting part of their time to research. These

Centres might serve as the connecting agency for the

institutions in a particular academic district. A national

planning agency would instigate and co-ordinate any projects

undertaken, and arrange for the various regional centres to

compare their experiences regularly, and for the findings

obtained to be diffused.

A better diffusion of research findings can be achieved

through a system of information; this requires the participation

of teachers and headmasters and also considerable initiative on

the part of school inspectors.

The teacher's part in introducing innovation is very

important. It isainally, he who will have the task of co-

ordinating and implementing new methods and techniques. lie may

discover their value during either his initial training or his

subsequent refresher courses either by being shown how to use

them or by carrying out research himself. This will make him

all the more willing to apply them in the classroom. In England

and Wales, for example, teachers work in association with such

bodies as the Council for Education, the Nuffield Foundation or

the Reading Research Unit of the London Institute of Education.

They test newcurricula and new methods and techniques resulting

from research actually being carried out, and also any work being

done on educational expansion. Some teachers, as members of the

National Committee for the Employment of Audio-Visual Aids in

Teaching, are advisers on subjects to be tackled, and on their

content. Others take an active part in preparing and producing

programmes for school radio and television. Teachers inform the

programme preparation committees of the results obtained in the

classrooms. Although this is not an isolated example, there is
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still a long way to go in many countries before a structure is

set up to make possible the testing, diffusing and utilizing of

the new techniques and methods of teaching as rapidly as the

latter make their appearance. It seems, then, that the teacher's

statute, and the image society has of him, could not fail to

benefit if his work, which has been termed "artisanal" were to

be changed. In the words of the British Secretary of State in

1966, the teacher should become a real manager responsible for

a team capable of mastering the technical revolution overtaking

education. It should be emphasized that this new socio-economic

statute of the teacher, which may ensue from a radical reform of

his role and functions in society, is closely linked with his pur

purely professional status. For you can master only what you

knot: and, in this respect, great changes will occur at the level

of teacher training, the main lines of which are described in

Part Three of this Report.
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PART THREE

THE CHANGE IN TEACHER TRAINING STANDARDS
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Variations between the demand for and the supply of

teachers are not due simply to quantitative causes but, to a far

greater extent than in other occupations, to qualitative causes:

- the image which society forms of education is a very

important factor whether it is the teacher or his professional

life which is being considered;

- the effectiveness and drive of the educational system

depend both on the method and content of training, and on the

ability of teachers to accept innovation.

The various studies on which this work is based show that

the effect of qualitative factors should be given greater consid-

eration in the study of recruitment problems.

In most countries the changes resulting from educational

reforms have modified the objectives and the very nature of the

traditional organisation of schools. The teacher's role becomes

changed, without he himself always being conscious of this, so

that it is his training which mist be oriented in line with the

new duties and responsibilities awaiting him under an educational

system which leans towards individualization and under which the

organisation of the work inside the schools will be considerably

changed.

The components of teacher training will change in line

with the reforms and will affect general culture, specialized

courses, pedagogical training and, if necessary, practical expeP-

ience.

The-Object of this report is not simply to make a detailed

examination of the'Wucture and curriculum of each different

type of training. Solutions which appear to be best in one count-

ry are rarely transferable "en bloc" to another. Considerable

prudence must therefore be shown when drawing a comparison between

national systems of teacher training.
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Since the problems to be solved are very similar, however,

and as many countries react to them in the same way, the points

of similarity have been noted:

primarily, these concern the new principles on which

training curricula will be based;

secondly, they concern the means used to improve the

expansion and harmonisation of the various components of the basic

training of each broad category of teachers;

thirdly, they concern the expansion of the teacher's

further education which appears to be one of the essential aims

of any future school organisation.
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CHAPTER I

NEW PRINCIPLES GUIDING THE TRAINING PROGRAMMES
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The broad lines of the teaching reforms recently introdu-

ced in OECD Member countries have been outlined in the first part

of this report. The changes introduced have generally altered the

aims and nature of the traditional system of education. It is

logical that the role of the teacher should change and, in line

with what the Swedes are asking for, the teacher should be given

training suitable for the new tasks and aims laid down in the

reform. In many countries this reform is based on the individual-

ization of education. Teacher training will therefore also

change.

1. The Teacher's New Role

(a) At school: he will be a group leader

The changes taking place derive from the realization that

schools are no longer able to provide pupils with more than part

of the knowledge they will need during their working lives. The

schools must therefore teach them methods and techniques that will

enable them to acquire knowledge for themselves, to sift the mass

of information available, and to continue their education after they

leave school. The pupil must therefore learn to think and act

independently. This trend will have repercussions on the teacher's

work, which will be less concerned with imparting his own knowledge

than with explaining to his pupils how to get information, to

observe, to express themselves and to acquire method.

Mnder'Idonventional systems the teacher instructs all the

pupils of a class in the same subject-matter at the same time and

in the same way. The Swedes are convinced that the teacher will

need to "create the best possible conditions for effective action

on the part of the pupils, watch over and guide them for the whole

period they are at school".
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"His task will be that of a group leader. He must create

the sort of situation for his pupils in which they will be stimu-

lated to learn; he must give them advice. In collaboration with

other teachers, he must see that all the pupils, as far as their

avility permits, attain the aims set by education."(1) In fact

he will have to "teach how to learn". Classes should accordingly

be organised to "take into consideration the wide variety in the

ability and interest of the pupils".

In France, the Minister of Education, when expressing his

ideas on the role of the teacher, said: "Above all we should

like him to be, and want to be, an initiator, a group leader and

a trainer".(2) The style and attitudes which the teacher train-

ing system is to develop are of special importance, as stressed by

the Swedish teacher training commission. This training should

develop an interest in the individual pupil and his development

but, to ensure that he is able to receive an education which is

constantly adapted to his needs, teacher training should be fre-

quently examlned and adjusted, and train teachers who are anxious

periodically to review their role in the educational process. It

is therefore considered, in Sweden, that teacher training should

ultimately be one of the factors which help to change school

structures and syllabuses.

(b) Outside the school: as group leader for refresher
courses

Paradoxically, for certain categories of teachers, this

role of group leader which is now expected of him in the class

is already assumed by a number of teachers outside school.

One of the main differences between primary and secondary

school teachers is the latter's limited social leadership in the

development of some communities. In the industrialized count-

ries during the nineteenth and early twentieth centuries, just

as in the developing countries today, primary teachers did not

confine their activities to the classroom; this has not always

been true for teachers at secondary level.

(1) The Research Planning Bureau in the Swedish National Board qt'
Education, Nils-Eric Svensen and Eskil Bjorklund, (mimeogra-
phed), OECD, Paris, 1966.

(2) Le Monde, 31st March-1st April, 1968.
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Even today, it is impressive to note how much is expected

of rural primary teachers in Greece or Turkey, not to mention the

task awaiting such people in Asia, Africa and Latin America. For

many years the primary teacher was apt to be the only "educated"

person in his community, and it was he who set up and ran co-

operatives, led youth movements, organised literacy campaigns, and

sometimes assumed all sorts of other responsibilities, such as that

of Town Clerk. In the more highly developed countries, the pro-

gress made in school enrolment and in "informal education" has

caused some of these tasks to disappear.(1)

Does this mean, just as secondary school teachers have been

living for a long time in a "closed world", that almost all prim-

ary school teachers, except those in the most inaccessible rural

areas, will be condemned because of the expansion of education to

play a smaller part in the development of the community?

Does this however mean that educational development has

relegated primary teachers, with the possible exception of those

in the most backward rural areas, to a less significant role in

the development of the community outside the classroom, and to the

sort of isolation that has long been the lot of secondary teachers?

Current trends in the most highly developed societies indicate

that, in addition to "teaching pupils to learn" in a new context

and with the aid of new materials, teachers at whatever level will

find their role of group leader outside the school considerably

strengthened.

The development of continuing education demanded from all

sides and the need for a greater number of "cultural leaders" in

a society where leisure activities will be increasingly important,

to cite only two examples, will cause new appeals to be made to

teachers. Persons who leave school should therefore have been

given a less encyclo aedic but more formative education, to pre-

pare them, in particular. to cope with the vast flow of cultural

and non-cultural information with which they will be faced. Some

years later a teacher may thus meet his pupils again, participating

in outside activities of which he is a leader, on a part-time basis

outside his school work or on a full -time basis after transferring

(1)9,16cole parallelel G. Friedman, Le Monde 7, 8, 11, 12
janvier 1966.

383

364



with the benefit of his teaching experience, to this sector in

full development. These new activities may also be developed

within the school itself, for it provides the local community with

particularly valuable material and human resources suitable for

the setting up of a permanent centre of culture and development.

2. Development of Teacher Training Curricula

(a) Initiation into the teacher's new work plan - explana-
ETon of fEi77Tform

An attempt has already been made, following surveys which

unfortunately have been too few in number, to analyse the reactions

of teachers to projected transformations. Receptiveness to innov-

ation appears to vary according to the category of teacher. In

the.Netherlands(1) in particular, it was apparently the associa-

tions of secondary teachers which were found to have the most con-

servative attitude towards reform.

These teachers, it seems, fear that innovations will result

in a "lowering of the standard" of education and thus cause their

own status to decline. For the same reason they also oppose the

promotion of less-qualified teachers to their own level. As a

rule primary teachers are more receptive to reforms, although it

is true that these usually affect secondary education.

These scattered impressions are borne out by a Swedish

survey(2) on the attitudes of prospective teachers at the end of

their training. On the premise that a favourable attitude toward

reform and an understanding of its implications would help tea-

chers considerably in their work, the survey showed that those who

would be teaching specialized subjects at upper comprehensive

school level (lower secondary education) were much more opposed to

reform than those planning to teach subjects in the middle section

(primary education).

(1) "The Attitudes of Teachers Towards their Profession in the
Netherlands", H.W.F. Stellwag, The Year Book of Education
1963.

(2) "The Attitudes of Intending Teachers to School Reform in
Sweden", S. Marklund, The Education and Training of Teachers,
The Year Book of Education, 1963.
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Although the replies of the first group indirectly reflect

changes which will closely affect its own working conditions

(whereas few changes will occur for the second group), there is

a definite correlation between information and attitude, partic

ularly noticeable for teachers of specialised subjeCts.

The results of the survey show that the prospective teach
ers who are best informed concerning the reform are the ones

most inclined to support it. The Swedish survey brought out that

graduates from the new training institutes, set v.p under the re

form, had a better knowledge of the new aims of education than

graduates of traditional institutions. Thus, the Commission on

the reform of teacher training, in Sweden, has decided that one

of the aims of training should be to explain the ideological signiS-

icance of the reform, the meaning behind the work done at school,

and the principles which should guide the educational process.

(b) Development of sociology courses and introduction
to the planning of educational growth

Various strata of pupils, with backgrounds different from

those normally attending secondary school, are being increasingly

admitted to the latter. Even if we leave out the supposition of

a complete reform of the school system, and consider only the con

sequences of broadening access to traditional secondary education,

we find there is some uneasiness among teachers.

Until quite recently, teachers and pupils in secondary

schools shared a common language and common cultural values,

because the teachers came from much the same social groups as

their pupils. Even assuming that some teachers of more modest

origin managed to get promoted to posts in secondary schools,

they were cast in a mould which made them adopt the attitudes

prevailing in this professional environment. The discrepancy,

now widening from year to year, between the attitudes and motiva

tions of the teachers and those of pupils from social strata not

formerly represented in secondary education means that the teach

ers begin to feel that they are not properly adapted. This

sort of feeling is due to the lack of preparation for social

change.

In Italy, for example, at middle level, with the increas

ingly wide social range, it is found that some pupils still speak

a local dialect, or Italian were different from that taught in

school, and that some are unfamiliar with the written word. But,
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as stated in a recent report(1) "many teachers (whose professional

training is based on tradition and their personal experience) con-

tinue to regard schooling in terms of selection.."

It appears increasingly necessary therefore that the

teacher's training should be in line with the type of pupil he

will have to teach. Up to now, he has been very little informed

of the school's role in the development of the community or of

the consequences this will have for his teaching. At times, the

reaction of some teachers has been hostile when the question of

the relationship between development - in particular economic deve-

lopment - and the school is broached. They fear their teaching

may have to be directed towards utilitarian ends. Educational

reforms, however, lay increasing stress on a knowledge of the

pupils' backgrounds and of day-to-day life. This is also a means

of revealing the aptitudes of certain pupils. A training in socio-

logy is, in fact, required including practical and research work

on the school and its environment, possibly completed by training

courses in different organisations, firms or social institutes.

Thus, in France, in the training of teachers for transit-

ional and practical terminal classes (lower secondary education),

considerable stress is laid on sociology; this is an important

innovation in teacher training in this country. It is thought

that teachers will become more aware of their role and of the

importance of teaching in society and, as a result, will be in a

position to accept all the consequences this may have for them if

they know something about the planning of educational growth.

Such courses are now given in some United States universi-

ties. At present, they primarily concern future administrators

of education. Their extension, at first on an optional basis,

to future teachers would also have the advantage of making tea-

chers familiar with the problems raised by administering the

means made available to education.

(c) Control of new methods of Job organisation

A preliminary condition: further emphasis on psychology studies

Within the new framework of his activities, the teacher will

find himself closer to his pupil than before. Thus in Yugoslavia

(1) Reviews of National Policies for Education: Italy, OECD,
Paris, 1969.

36/

386



stress has been laid on the need for a thorough knowledge of the

process of acquiring knowledge. The Commission on teacher train-

ing in Sweden has recalled that training should emphasize personal-

ity and the psychological aspects in the development of the indiv-

idual, so that the teacher will be able to discern the different

capacities of the pupil for school work. Psychology studies will

therefore be of major importance in the curriculum for student

teachers, particularly in the form of research and experiments

concerning the different psychological factors which influence the

process of acquiring knowledge. Thus, the teacher will be able

to assess his pupil's progress, and results and surveys concern-

ing the level of their aptitudes will become more frequent. An

introduction to these special techniques should be included in

training courses. It is pointed out in Yugoslavia that, in order

to follow the pupil's progress, the teacher should be able to pre-

pare and conduct tests and questionnaires. He is then in a better

position to know what are the most appropriate teaching methods

and techniques to use in view of his pupils' abilities.

Knowledge of new teaching_aids

It has been observed that the teaching profession, taken

as a group, is among those least capable of using modern material.

Some technical aids directly meet essential needs - whether to

bring out a pupil's aptitudes so as to encourage him in his

school work, or to help him find his own pace for acquiring cer-

tain types of knowledge. In Yugoslavia, reference is made to the

example of programmed learning: the ix:ogress made in cybernetics

makes the principle of individualised teaching easier to apply.

The primary teacher, as well as the secondary teacher, still 'pas

no clear idea of the important part he himself will have to play

in the extensive application of the new techniques available

(audio-visual methods, programmed learning, etc...).

Some types of technical aids, however, e.g. films, slides,

records and tape recordings, have been more easily adopted in

schools than others such as language laboratories, closed circuit

television or programmed learning.

There are various reasons for this: technical equipment

is more acceptable to the teachers when they regard it as supple-

menting their own teaching. This happens if, during their train-

ing, they are taught how to handle it. Thus, in Austria, the

teachers have to pass a compulsory examination on the utilisation

of educational films.
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Surveys in the Netherlands(1) have shown the interest felt

by some teachers in the development of methods for teaching spec-
ialisations. Teachers of mathematics and the natural sciences

seem more aware of the need to adapt these subjects to the new

demands of society, for they realise that stagnation in this area

can indirectly and adversely affect their own status.

This is not true of the other set of teaching aids, which

are more technologically complex and for which teachers have

received little training. Teachers who have not been taught how

to handle these new techniques are afraid of competition from

them, and that their authority will suffer as a result. They

consider them more in the light of substitutes than of supplements.

In the Netherlands, some resistance on the part of the teachers

has been observed to the introduction of school television. They

think their position, both in the class-room and on the labour

market, is threatened. They are afraid that they may be reduced

to the state of mere "educational technicians".

The contradictions contained in these attitudes, and the

ignorance of the real situation facing the teacher, must be

pointed out. The reforms needed, particularly in secondary edu-

cation, can be successful only if accompanied by changes in teach-

ing methods and techniques adapted according to each subject.

But the aim of such innovations is more than just to

improve the teaching of some subjects for its own sake; they are

part of a wider effort to introduce techniques that may be more

meaningful to new pupils from other cultural backgrounds. Lacking

any broad explanation of the need or significance of the reforms

to be carried out, some types of teachers apparently fail to see

the mlationship between these reforms and various basic means

for umplementing them. The number of teaching aids is growing

consid?rably; these are no longer considered as a supplement,

but are being associated to an increasing extent with the educa-

tional process. If the teacher is to use and choose them discern-

ingly, he must be taught how to handle them during his training

in such a way that it will be possible for teams of teachers to

use them in the future.

.(1) "The Attitudes of Teac.ters Towards their Profession in the
Netherlands", H.W.F. Stellwag, The Year Book of Education,
1963.
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Introduction to team work

Traditional school organisation encourages the isolation

of the teacher; the latter is not naturally close to the pupil

and there is no co-ordination of work among the various catego-

ries of teachers. The need to organise an efficient educational

system, using all the techniques and methods available, should

lead to educational team work where the different functions will

appear which will modify the traditional profile of the teacher.

The teacher's relations with the other members of the school will

start to develop. The division of responsibilities, having regard

to interest, aptitudes and individual training will lead the teach-

er to develop horizontal or vertical relations with his coll-

eagua4for instance in the distribution of work in a specialised

department. He.will have close working relations with the auxil-

iary personnel who will relieve him of certain administrative

tasks (for instance rating) or preparatory work for teaching

(practical work of all kinds). He will also be in constant touch

with other specialized workers (educational psychologists, librar-

ians, documentalists, etc...). Finally, he mutt be in constant

communication with the pupil's family. One cannot become a "co-

operative" member of a group without being accustomed as from the

period of training to co-operate and discuss as members of a team.

A necessity: the Preparation of a plan of work

Teachers will therefore have a very important part to play

in the application of the new teaching techniques. To an increas-

ing extent it will be the teacher's job to co-ordinate the re-

sources assigned to education. Discussions will take place - far

more often than they used to - between pupils and teachers on

subjects prepared by the teacher or by a team of teachers. The

most favourable working conditions possible should be created for

the pupils. The teacher will therefore spend more time than form-

erly on preparing and planning his work. Part of the time he now

works in the classroom will be freed, thanks Ao,the new techniques

and to the improved organisation of the work; he will therefore

have to learn to prepare his teaching rationally during his train-

ing with the new means at his disposal. For instance he will be

able to arrange, according to the objective in view, either for a

course for a large number of pupils with the help of audio-visual

media, a seminar for discussion for about ten pupils, work in a
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small group (2 to 5 pupils) or individual work for the pupils.

It is above all in practical training courses that the student

teacher can judge the importance of this preparatory work and

become familiar with it.

3. Other Special Training Features

In teacher training, the various factors analysed above

concern educational training. Other factors will tend to orient

the teacher towards his new role while encouraging the pedagogic

development of training. Thus, the desire expressed in many count-

ries for future teachers to be recruited only after secondary

school, and for specialised courses to be offered to more students,

may encourage the study of educational problems in greater detail.

The selection of student-teachers may be improved if, while still

in secondary school (and also later), pupils become familiar with

subjects or activities to which they might be attracted and in

line with their aptitudes. Acceptance of innovations is facili-

tated for these better selected student teachers if they are in

contact with applied research during their training. Finally,

these changes cannot be applied or the success of the reforms

ensured unless training for the various categories of teachers

is made more uniform and vocational training extended throughout

the whole of working life.

(a) New ossibilities for the selection of student
Teac ers

Student teacher training may be favourably influenced by

the content, spirit and teaching methods at both secondary and

higher levels, and also by various extra mural activities -

factors which may also bring out the student teacher's aptitudes.

In Belgium, it is planned to set up a section of human sciences

at secondary level where subjects such as economics, sociology,

the history of science and techniques, and group dynamics will be

studied.

In view of the growing importance of the fine arts as an

indicator of the aptitudes of students, the development of these

courses might also be a factor which would encourage students to

take up teaching. Thus Austria has converted its former teacher

training colleges (secondary level) into secondary schools where

artistic and manual work play a major part. In France an "arts"
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option has recently been created in upper general secondary educ-

ation. The actual working methods in secondary and higher eduo-

ation may also encourage the recruitment and training of new teadl-

ers. Thus the more team work has been developed while he was at

school the less difficulty the student-teacher will have to get

to know, and then to become interested in group teaching and the

collective formulation of tasks within the school.

Finally, the attributes of leadership which can be brought

out by this group work may also find expression in organised

youth activities, either inside, or in conjunction with the school

(e.g. youth movements and holiday camps). This implies that the

school does not confine its activities to educational work, that

it becomes a pole of attraction for extra mural activc ies of in-

terest to the community, and provides an opportunity f he stud-

ents to learn to shoulder responsibility.

(b) Receptiveness to innovation and contact with
applied research

The teacher's reticence towards change is sometime due to

the new methods of organising class work required by education's

new aims. He fears that, from a psychological point of view, the

balance he has managed to achieve between the class and himself

may be upset. The innovations mean freedom for the students, and

the teacher has to become increasingly a part of the team. He

finds it hard to determine the new balance which can be achieved',

in the changed circumstances.

In the past, the teacher-to-be has rarely had an introduc-

tion to educational research and development work. If teachers

are to take an interest, for example in improving the curricula

and to take an active part in arranging them, some research work

during their training should supplement the information supplied

concerning the place, content and spirit of the school curricula

in the educational system. Thus, in the United States, the

"Panel on Educational Research and Development", in its March 1964

Report, recommended the setting up of "special curriculum units

in practice-teaching sessions ... (to get) ... prospective tea-

chers themselves involved in the process of curriculum develop-

ment". The Report stressed that "in the in-service education of
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teachers, reliance upon research and development is doubly neces-
sary(1).

This trend implies that in an creasingly important place is
being given to educational research. An introduction to research
in other fields (environment, structures, educational planning,

new educational methods and techniques, analysis of pupil attain-

ment and psychological variables likely to influence them, etc.)

might lead the teacher to participate in studies and surveys on
either a full-time basis (seconded or during a refresher course),
or as correspondent of a research centre. If the gap were to be

bridged between training and research, these teachers would find
it easier to assemble "on the spot" data, to realize their impli-

cations and if necessary to apply the results by relating them to
every-day practice. This contact with research during the train-

ing period should help teachers towards a better understanding of
what is expected of them under the new reforms. It is on these
lines that one of the aims of the present training reform in
Sweden mught be attained: to establish close contact between

scientific development and training which would lead the teacher
not only to want but to be able to make a constant reassessment

of education, to correct and improve himself, and to judge the
value of certain innovations. The training received by the tea-

cher should therefore enable him to analyse his own situation for
experimental purposes; if he is able to master the situation in

which he finds himself and in which he acts it is thought he will
agree more easily to be an innovator.

(c) Greater uniformity of training; relations
existimg among teachers

The teacher's new role will call for continuing discussion

and confrontation among the teachers of the various levels and
subjects; this will be of benefit both to the pupil, as he
advances through the school, and to the efficiency and continued
improvement of education.

(1)Quotations taken from the OECD publication: Curriculum
Improvement and Educational Development - ModerniZaiour

T'aris, 1966.
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Up to now contact between the various categories of teach-

ers has sometimes been difficult as a result of the differences

in recruiting conditions. Greater uniformity of training stan-

dards might help to break down the barriers between the various

categories of teachers as would also their closer integration into

group teaching. If we consider the three broad components of

teacher training (general education, specialised subjects, peda-

gogics) we find that many countries will adopt (or are adopting)

the following principles:

- recruitment of all student-teachers on termination

of secondary training;

- development of specialised courses for all categories

of teachers;

- broadening of pedagogical training.

It is logical that specialised subjects and their teaching,

coming within the scope of pedagogical training, should be distin-

guished according to the standard of the pupils concerned. Never-

theless, it seems increasingly desirable that the various elements

of training considered in the above paragraphs should be available

to all teachers whatever their specialisation. This common basic

training might help to strengthen co-ordination among the different

teachers and therefore ensure that the various educational levels

are better integrated into primary and secondary education.

(d) Harmonization of initial vocational training and,
TFEgeraliariTairEitning

If, in view of the changes taking place in the subject

matter, the teacher's new role consists in teaching how to learn

rather than details of the subject, it would seem that his own

training should be less factual than in the past. Even if the

future teacher undergoes a university training over a long period,

in the course of his career he will have to keep his knowledge up

to date. Thus, as pointed out, in Sweden the (initial) training

of teachers is the first stage of a professional career, i.e.

this training will have to spread to an increasing extent over

his entire working life. Training curricula will therefore have

to be so planned as to encourage the development of further
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education. It would also be an advantage to re-assess the
essence and content of excessively long training.

The number of new teachers to become available each year
might be increased to make it easier for some of their colleagues
to take sabbatial leave in the way of further education. In
future, the teacher's status and prestige will not be assessed so
much in terms of the indefinite extension of his training, but
rather of the balancing of the length and subject-matter of his
initial and subsequent training in such a way that the teacher
can keep his knowledge up to date and be aware of the latest
innovations and promote their use. This aspect has not been very
thoroughly, and detailed research should be undertaken.

(e) New organisation of the work in training institutes

Teacher training will affect even the organisation of the
student teacher's work in the Institute. This work should be
carried out in an atmosphere similar to that which the future
teacher will subsequently have to create, with his colleagues, in
the school to which he is appointed. The relations between stu-
dent teachers and their professors will be a foretaste of the
future relations between those teaching and those taught, and the
observance and progressive guidance of the pupils, taken individ-
ually, will be of fundamental importance. Apprenticeship in --,-

accepting responsibility and participation inside the training
establishment may encourage the training of teachers capable of
coming to a decision on their own, or jointly with their colleagues,
when faced with changed circumstances at school.

The student teacher, along with his companions, ihould also
be given the opportunity of considering the structure and organi-
sation of the training institute, the timetable curricula, know-
ledge tests, discipline, etc., and to participate in setting them
up and improving them.

In addition, the student teacher's training curriculum will
increasingly depend on the plans he personally has decided on for
his work and activities. This implies that individual work will
be very important and that the supervision provided for the small
groups will allow a check to be kept on their progress, advice to
be given, and group work and reflection to be encouraged.
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The student teacher may progressi,ely be introduced to

actual teaching in schools. As his theoretical and practical

knowledge increases, he should gradually take over until he

becomes entirely responsible for his teaching.

It seems therefore that the organisation and functf.oning

of the training institutes should be such as to create a real

"need to teach" among stlents - the first condition of a full

professional competence.

(f) Innovations and status of teachers

"Education is capable of progressing indefinitely, each

improvement being the point of departure for the next. The most

difficult obstacles to overcome are perhaps our habits, our cus-

toms and our faithfulness to things which are familiar to us."(1)

lf the teacher continues to feel that the change is against

his interests in matters of promotion, security and freedom in

his profession, few changes can be introduced into the educational

system. "Educators in all the Member countries must uninterrup-

tedly study the methods, the efficiency and the results of teach-

ing, so as to improve both the curriculum content and the quality

of instruction."(1) Initial and further training will provide a

golden opportunity to attain the above-mentioned objective and to

show in a practical way that if teaching becomes more profession-

alized it cannot fail to raise the prestige of the teacher's job.

Need for a study of the trend in training standards by broad
category of teacher

The few major principles for teacher training which seem

to emerge from the teacher's new role have led to a far-reaching

change in the training standards of the various teacher catego-

ries. There would have been some mental satisfaction in being

able to present these changes, in studying how each of the compon-

ents of teacher training (general education, specialised subjects

and pedagogical training) has developed in order to satisfy the

new requirements of school organisation. In reality, the three

(1) Curriculum Improvement and Educational Development, OECD,
Paris, 1966.
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broad teacher categories under consideration (future teachers in
primary, general secondary, and technical secondary education)

covered training standards which were originally so varied that

it has not been possible to leave them out of consideration.
Each one of them, in order to get closer to the training ideal
required by the changes taking place in education, has had to
take'different action in relation to various initial training
factors. is by examining in turn the changes in each of these
categories that policies seeking to bring training standards into
line with the broad principles which will henceforth govern tea-
cher training, will emerge. For each of the categories of teach-
ers, two elements have been retained:

- the development and harmonization of the various compon-
ents of training;

- the framework, i.e. the length and level of training.

The development of this framework is apparent in many countries,
not only as the first condition of.any changes but also as a
factor influencing the conditions of recruitment: it determines
society's image of the teacher as much as the actual content of
his initial training. This is why the different trends recorded

in this sector will be carefully analyzed

4'0
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CHAPTER II

TRENDS IN STANDARDS OF INITIAL TRAINING

FOR PRIMARY TEACHERS
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In many countries primary teacher training courses no

longer correspondto the new role now assigned to the entire

teaching body. The existing heterogeneous character of training

and recruitment has been recognised as a handicap which must be

overcome.

There is a keener awareness of the fact that the general

education acquired by the teacher is a component part of his voca-

tional training and that specialized courses can help or increase

his efficiency. Only by changing the length of training could

greater stress be given to some components of training, those

which were lacking be introduced, and harmonization be achieved.

This overall extension of the period of training courses has

raised the problem of the level for recruiting future teachers

into specialized training institutions. The role and status of

the latter in the educational system has thus had to undergo a

change. For, this reason before examining the question of harmo-

nizing the various components of training it would be better to

describe the framework in which it can be done.

1. Changes in Length and Level of Training

Recent or proposed changes in the length of primary-teacher

training are shown in Diagrams 2 and 3. In any comparison of

trends, differences in the age forpeginning or the length of

secondary education must be taken.1nto account. The trends re-

corded for the different countriestwill provide this information.

(a) Extension of training parallel to general
secondary education

Two Mediterranean Regional Project countries (Italy and

Turkey) propose to extend the training of primary teachers by one
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year. These plans are now being examined by the national author-

ities. In both instances the type of training parallels that of

secondary education.

In Italy the training college for primary teachers may be

regarded as a branch of upper secondary education. The primary-

teacher training course would thus be increased from 4 to 5 years

(following lower secondary school), and be brought into line with

the classical modern and technical courses in upper-secondary

schools. As the first two years of upper secondary school would

be more or less the same in all four types of secondary education,

it may be hoped that student-teachers admitted at the age of 14

would be joined by those who enter teacher training at 16.

In Turkey, the proposed extension of one year to train-

ing applies to the two types of course which now exist: 6 years

in rural areas - admission on completion of primary school -

3 years in urban areas - admission on completion of lower second-

ary school. The increase in the length of the course should

bring future primary teachers up to about the same level of gen-

emiLeducation as that of the general secondary schools (lower

secondary: 3 years; upper secondary: 3 years).

ThiS is in fact, no more than an extension of the course

in line with secondary education(1).

(b) Extension of training and recruitment at two levels

In some countries it has proved difficult to eliminate

immediately the advance recruitment of student teachers on leaving

lower secondary or short modern secondary school, although there

was a desire that the basic part of the future primary teacher's

Professional training should be at advanced (non-university)

level. The teachers' college is therefore. split up into a lower

(1) In Switzerland, student teachers, in some usually rural can-
tons, on completing lower secondary school (at 15 or 16) tete
a four-year course parallel to upper secondary school; there
is a tendency to introduce a fifth year. In Portugal, after
completing upper secondary education at age 16, at least,
student teachers enter the training college for a two-year
course, that is, the same length as the advanced secondary
school course.
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Diagram 2

RECENT OR PROPOSED CHANGES

IN THE LENGTH OF THE PRIMARY TEACHER'S TRAINING

IN FIVE MEDITERRANEAN REGIONAL PROJECT COUNTRIES

Country
A94 11 12 13 14 15 16 17 18 19 20 21 22

Spain

old system

1new system

r

Greece

old system

new system

Italy

present system

proposed system

Turkey

present system

2

3

proposed system

Yugoslavia

system now disappearing

6

5

gradually being introduced
7

1. Including on 8month practical course.
2. Rural zones.
3. Urban zones.
4. Serbia, Slovenia, Croatia, Montenegro.
5. Macedonia, Bosnia, Herzegovino.
6. " Pedogogicol Academies" !raining nonspecialized and specialized teachers for eightyear compulsory schools.
7. Montenegro only; the curriculum for the first four yeas is the some as that for secondary schools; and for the

two final years the same as for the twoyear course in the advanced leacher training college; secondary school
leaving certificate holders may directly enter the 5th yea.
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Oiagtam 3

RECENT OR PROPOSED CHANGES IN THE LENGTH

OF THE PRIMARY TEACHER'S TRAINING IN SEVEN EUROPEAN COUNTRIES

Country Age
11 17 13 14 15 16 17 18 19 70 71 77 73

Austtia

old system _

nex system

Belgium

old system t

2nen system ..... ....

Denman,

old system

5

4

new system

Funce

old system 6

1

4

new system 6

a

geland

plesent system 9

recommended system 10

Lutembouig

old system

Peseta system

United Kingdom:

England

old system It

11pesent system

Satden

old system
13

14

nen system
14

7.

There used to be en experimental one.year course for secondary school leaving certificate holders.
The teachertobe may either tote o lirsl threeyeor course offering subjects to develop the means ol expression,
to obtain the secondary school loosing certificate, or, if he olreody holds the dory school leoving
cettificole, enter directly the second two-year course.

3. Holders of the secondary school leaving certificate.
4. Candidates aged of least 18, who pass an entrance examination. .

5. Foe the most port, holders ol the secondary school loosing certificate, as lot 3 and 4 above, the ',others tate
both upper cl in primary school and cl in the middle (real) school.

6. Candidates admitted at the end of lower secondary school.
7. Candidates admitted of the end of the first yea of upper dory school.
8. Candidotes admitted of the end of secondary school.
9. Candidotes holding a university degree may he excused o year of the course.

10. Recommendation of the Commission of Higher Education.
11. Training in ieochertraining schools for teachers in both primary and day schools.
12. Some teacher troining schools oller o louryeat course.
13. Condidotes ()Joined at the end ol lower secondory school.
14. Candidates holding the secondary school leaving certificate.
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section offering general education at secondary level, and an

upper section providing more specialised training in pedagogics,

to which holders of the secondary-school leaving certificate are

directly admissible.

Present trends

Among the Mediterranean countries, this system is found in

Montenegro, one of the Yugoslav Federated Republics. in 1964/65

the 5-year primary teachers' college (secondary level) was repla-

ced by a new 6-year "pedagogical academy", the first four years

of which follow the secondary school curriculum. Holders of the

secondary certificate are admitted directly into the fifth year.

In Belgium, training was extended for one year as from

1st September, 1967. On completing lower secondary education

candidates for primary teaching can choose one of two alterna-

tives:

- they can sit for the secondary school leaving certifi-

cate by taking a three-year course in the teacher train-

ing college(1) and then continue with a two-year -

mainly pedagogical - course in the upper section;

- or, after obtaining their secondary school leaving

certificate from some other establishment, they can

be directly admitted to the upper section of the

college.

The changes to elementary teachers' colleges now being

debated in the Netherlands follow much the same pattern. Direct

admission to the second course would be retained for secondary

leaving-certificate holders. Under the present system, the certif-

icate at the end of the second course authorizes its holder to

teaoh, but the fully certificated teacher must have taken the

third (one -year) course. Both those responsible for teacher

(1) Under the previous system the teacher's diploma, granted after
a foUr-year course, entailed the granting of a secondary
School leaving certificate (which required a three-year
course in upper secondary school).
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training colleges and the teacher associations plead for the

uniting of the 2nd and 3rd courses so as to provide everyone

with a uniform 3-year course at advanced, non-university level.

In France in the training colleges for primary teachers,

there is a first course leading to the secondary school leaving

certificate and a second one at advanced non-university level,

providing pedagogical training and also open to holders of the

secondary school leaving certificate. In 1968/69, the length

of pedagogical courses at advanced level was extended. from one

to two years for all student teachers.

Reasons for maintaining a course of teacher training at
secondary_ level

The reason for maintaining in teacher training colleges a

first course providing the same type of education as in general

secondary schools is apparently due to the position originally

held by such institutions in the educational structure and, of

course, to recruitment difficulties from 1950 to 1960.

An effort has been made in student teacher recruitment for

access t(., this type of training to be open to children from lower-

income families whose status is similar to that of the pupils who

will be entering primary education. Hence recruits have not

always. come from the traditional streams of secondary education,

but from parallel channels offering better primary education,

subsequently called secondary modern. Nevertheless, the effect

has been to compel the pupil to choose his profession too soon

and, where it was desired to give him a similar secondary educa-

tion to that provided by the traditional schools, to convert the

beginning classes of primary teachers' colleges into secondary

establishments.

When recruitment problems became acute, student teachers

were also recruited from secondary school-leaving certificate

holders, (Table 11) thus gradually leading to the introduction

of a more advanced course specifically oriented towards a peda-

gogical type of training(1).

(1) Thus Norway, Iceland, France and some Swiss cantons recruit
secondary school leavers for a two-year course of vocational
training (one or two years in Iceland and c3rtain Swiss can-
tons) and holders of the .port- course diploma for a four-year
programme (five years in France and some Swiss cantons).
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This trend has resulted in a better organisation of the

curriculum, allowing the teacher -to -be to acquire a comprehensive

formal secondary education, and then to begin his pedagogical

training. This is particularly true of the countries which have

decided that primary teacher training should rank, with higher

ed=stion, students being recruited upon completion of the second-

ary courses(1).

(c) Establishment of advanced primary teacher training
colleges

The next step, the abandonment of all secondary-level train-

ing colleges, has been taken by a number of countries in recent

years. The training institution at upper secondary level, or

overlapping into advanced level, has been replaced by one recruit-

ing student teachers with a secondary school certificate.

Of the Mediterranean Regional Project countries,' Spain,

by a decree of 1st June, 1967, thus adopted a new curriculum

for primary teacher training colleges. Instead of being recruited

at the end of lower secondary education (at age 14) for a three -

year course, student teachers will enrol at the end of the upper

school (at age 16) for a 3 -yeral course (including eight months of

pedagogical training).

In Yugoslavia the former secondary level training courses

for primary teachers (four or five years, recruitment at age 16

or thereabouts) were discarded in Montenegro and Macedonia in

1963/64 and in Croatia in 1965/66. They have been replaced by

advanced level "pedagogical academies" providing a two-year

course (except in Montenegro) to train teachers for strictly prim-

ary school level, and for specialized teaching in the upper grades

of compulsory eight-year education.

(1) In 1962, the Austrian Government thus changed the curriculum
for the final (fifth) year in primary teacher training col-
leges, intended for holders of the secondary school-leaving
certificate. In Vienna a second year was added. The curri-
culum is very similar to that proposed for the new primary
teacher training colleges at advanced non-university level.
The authorities were thus able to test the effectiveness of
the system they intended to introduce.
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A similar trend may be noted in other countries. As from

1968, in Austria, "pedagogical academies" provide two-year primary

teacher training for holders of the secondary school certificate.

This new institution thus replaces the former teacher training

college, which recruited pupils 14 or 15 years old, on completion

of compulsory schooling, and trained them in five years.

In Denmark, as from 1969/70, a renovated type of teacher

training college will provide training for both primary and lower

secondary school teachers. Only holders of the secondary school

leaving certificate will be admitted to courses which, in theory,

can be completed in three and a hi-lf year, but which in practice

will last four years for the majority of the student teachers.

Until now training for such certificate holders lasted three

years. In addition to this method of recruitment, one also exist-
ed for 18-year olds whosat for a more difficult entrance exam-

ination than that terminating the short secondary school course

(real-examen). A preparatory course for the entrance examination

is availabli for those pupils who have not passed the real-examen,

or who obtained an average pass, or who are under 18. For this

category of student teacher the curriculum covers four years.

In Luxembourg, up to 1960, the period of training for

student teachers was equivalent to that of secondary-school educ-

ation. They entered the training college after three years of

general secondary education for a further four-year course. In

1960 a new establishment known as a "Pedagogical Institute" was

opened for student teachers holding the secondary school certif-

icate and provided two years of advanced non-university training.

In Sweden a bill introduced by the Government in January

1967 proposed that student teachers be recruited only among hold-

ers of secondary school leaving certificates (the gymnasium,

fackskola or equivalent). Future teachers for the lower section

of the comprehensive school would have two-and-a-half years train-

ing while those for the middle section would have three, provided

in advanced non-university establishments. At present, teachers

for the lower and middle sections of comprehensive schools are

still trained in two types of col_ege. The older type recruits

holders of secondary-school leaving certificates for a two-year

course and those who have completed the comprehensive school

(compulsory up to the age of 15 or 16) for a four- or three-

year course. The new "specialized colleges" (there are four now)

recruit only those holding the secondary school certificate for a

two and a half-year course.
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In France, recent statements(1) by different Ministers of

Education concerning primary teacher training advise recruitment

from holders of the "baccalaureat". A two-year training course

would be offered by university institutes which, though not uni-

versity faculties, would work in close touch with them(2).

In Portugal, projects for structural reforms include

"measures designed to upgrade the training of primary teachers

to the level of higher eddcation".

In addition to the above-mentioned countries which have

decided to set up new types of institutes of higher education

(generally at non-university level) for training future primary

and lower-secondary teachers, mention should be made or those

already offering instruction of this type.

In Canada, four out of the ten provinces (representing

slightly more than 50 per cent of the student teachers) offer,

according to the level attained by candidates at the end of their

secondary schooling, one- or two-year training courses. This

training is provided in (non-university) advanced training colleges.

(d) Extension of period of training in advanced level
estabiishmenls

In Greece the "Pedagogical Academies" (teachers' colleges)

previously recruited primary school teachers-to-be from among

holders of the general secondary school certificate for a two-year

course. Since 1965/66, however, the baccalaureat has been required

and the course extended for a further year. In Germany, those

LSnder which until recently were still offering a two-year course

now have a three-year curriculum. In Norway a number of teachers'

colleges provide a third year course for those admitted with the

secondary school leaving certificate. The usual training period

for such students is two years. In England and Wales, where the

same colleges train both primary and some secondary teachers,

training was extended from 2 to 3 years in 1960.

(1) Le Monde, 31st March and 1st April, 1968 (Statement by
Mr. A. Peyrefitte); Journal Officiel, 26th July, 1968,
pp. 2610 -2611 (Statement by Mr.ETWUre).

(2) The training now given is described in earlier sections.
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Longer training courses and associations with universitz
education

In Ireland the Commission on Higher Education hag recom-

mended that the training period for primary teachers be inc' eased

from two years to three. The Commission has also proposed that,

as part of this reform, the teachers' colleges be associated

with.the new colleges which the Commission wishes to be set up.

The Commission considered that student teachers would then be able

to obtain a diploma from these colleges, subsequently permitting

them to obtain a full university degree.

In England and Wales the Government has specified that .

student teachers with the requisite ability should be afforded

the opportunity of obtaining a university degree while continuing

their training. This measure would at first concern only a minor-

ity of the student teachers. The period of combined study is

four years. The universities and training colleges are discussing

how this reform should be brought about.

In Scotland a new "Bachelor of Education" degree has

recently been created. The course lasts four years (three years

are required to obtain the teacher-training diploma), training

at the college and the university being carried on simultaneously.

Holders of the degree are qualified to teach in either primary or

secondary schools, or both at the same time.

In some countries the extension to the period of teacher

training thus appears to give rise to new types of diploma Otain-

ed as a result of closer association between the autonomous tcac-

ers' colleges and the universities. This is gradually causin;

the advanced training colleges to lose their strictly non-

university character. Another parallel trend is the wider oppor-

tunity for university study made available to those holding

teaching certificates.

For example, for the Mediterranean Regional Project count-

ries, in Yugoslavia the new "Pedagogical Academy" diploma entit-

les the holder either to immediate appointment to a teaching post,

or to admission to the third year of the teacher training course

at the university.

-;In Spain the new primary teacher's diploma exempts the

holder from the year of so-called "pre-university" training

required of secondary school leavers before admission to the
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university. In Iceland a two-year "university" course is to be

instituted at the Teachers' College for holders of the general

teacher's certificate. Students who have taken the course may

then enter the university.

Among other countries may be mentioned Canada, where in

some provinces legislation has promoted the advancement of teach-

ers by means of unive-rsity credits obtained by the certificate

holders of the (non-university) advanced training colleges. These

credits make it possible for the student to continue at the uni-

versity and thus obtain a teaching degree.

To sum up, the vast majority of OECD Member countries, by

extending the period of training intended mainly for primary teach-

ers, are tending to provide courses in institutes of higher

education. Most are at non-university advanced level, but in

several countries more or less close links have been established

with the universities. In some other large countries, however,

whether throughout the country or only in certain provinces, prim-

ary teacher training is already regarded as a part of university

education.

(e) University training for primary teachers

In some countries where this kind of training has been pro-

vided for some time, two separate types of organisation exist.

Under the first, the advanced level teacher training college (or

the faculty of education) leads to a Bachelor of Education degree

or its equivalent. Under the second, the student teacher begins

by obtaining a university degree, and then receives teacher train-

ing in a specialized university department or in a teachers' col-

lege outside.

Opportunities for training at university level

Thus in Germany, alongside the training provided in most

of the Lander by independent advanced teacher training colleges,

there is also a structure which directly or indirectly connects

primary teacher training with the universities. For some time

in Bavaria, advanced-level teacher training colleges, while re-

taining their autonomous status, have been linked to the Land's

universities. In Hesse teachers' colleges have been made a part

of the universities. In Hamburg courses are given in tho
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university itself. In 1965, North Rhine-Westphalia combined its

fifteen advanced teacher training schools into three independent
colleges with university status. After the three years of stan-

dard training, a further one-year course allows the student to

obtain a university degree in education. In 1967, the Rhineland-

Palatinate announced that it intended introducing legislation

similar to that in Hamburg.

In Switzerland, where primary teacher training depends on

each canton's educational organisation, two towns (Geneva and
Basle) grant it university status (three years in Geneva and two
in Basle).

In Scotland a university degree may be obtained before

taking a one-year course in a teacher- training college.

In England and Wales, a university graduate may optionally
take one year of professional training. In Ireland any univer-

sity graduate wishing to teach in a primary school must first

attend a teacher training college for at least a one-year course
(instead of the two years required for secondary school leavers).

In Canada, in six out of ten provinces, training for both

primary and secondary teachers is provided by the university.

The length of the course varies. Primary school teachers may

take a (non-degree) course of one or two years, or a 4 or 5-year
course terminating in an education degree (B.Ed.).

In the United States many liberal colleges were originally

teacher training colleges which gradually added other subjects to

their specialised training. Almost all States require primary

teachers to hold a Bachelor's degree, which is obtained after four

years of posf-secondary study.

In Japan all primary teachers,and a large proportion of

lower-secondary teachers, are trained in Faculties of Education.

The course now lasts four years and leads to the B.Ed. It lasted
only two years up to a few years ago.

Extension of period of training at university level

The period of primary teacher training at university level

is considered too short in most of the countries where it exists.

In the United States, for example, the educational authorities

increasingly feel that an extra year is required to train primary

and secondary teachers. Nearly one-fifth of all elementary school

teachers already hold a Master's degree, for which a five-year
course is required.
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An analysis of the trend of the recruitment level for prim-

ary teachers thus indicates that in most countries selection is

at the end of secondary education.

2. Opportunities Offered b' Changes di the Length of Training
and the Level of Recruitment

In many countries structural and content reforms to teacher

training have resulted in improved recruitment thanks to changes

in the social-professional status and the new, more efficient

training possibilities which are offered.

(a) Longer training and recruitment

In the section dealing with particular aspects of teacher

recruitment, the importance was stressed of the teacher's image

(in his own and other eyes). Compared with other occupations,

, the teacher's status may have appeared unfavourable, even to the

point of hampering recruitment in some cases. The teacher's stat-

us and the image one forms of it are a whole and it would be wrong

to try to break it down into components. The socio-economic and

the professional aspects mutually influence each other. A desire

to bolster up the "prestige" of the profession may thus be found

among the reasons for extending primary teacher training. This is

especially noticeable in such Mediterranean Regional Project coun-

tries as Greece and Turkey, where the role of the schoolmaster,

particularly in rural areas, continues to be that of a "community

leader" and is not confined to the classroom.

In the more developed countries there is a tendency toomsld-

er that the shorter the training the more specialised it is likely

to be, so that diploma holders have a very limited choice on the

employment market, whereas much longer and less specialised train-

ing, such as that provided by the university, for example, affords

a far wider range of choice, particularly in the cultural and re-

creational field.

Hence, quite apart from the fact that the clhoice of such a

socially important profession between the ages of 14 and 16 was

felt to be premature, the many opportunities for employment within

the society encourage the recruitment of primary teachers to take

place only after secondary school.
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(b) Longer courses for primary teachers and efficiency
of training

Improved selection of future student teachers

There is now a widely held opinion that teaching is a pro-

fession which must be learned, and that certain specific abili-

ties are required. The implication is that admission to the pro-

fession is not always possible. Candidates for other occupations

are given tests to determine whether their personalities and Inclin-

ations fit them for the daily requirements of the job. In teach-

ing, however, there are a number of problems, since teaching apti-

tudes are difficult to determine until the individual's personality

has sufficiently developed. For actual primary teacher recruitment

purposes, it is now recognized that any final selection between 15

and 20 is bound to be difficult, since the candidate's personality

continues to develop until he is at least 25. The specialists also

point out that aptitude tests are still far from being able to

assess the personality traits of the prospective teacher. But

with the help of a higher recruitment level (at the end of secon-

dary education) the trend in some countries now is to make allow-

ance for the personality factor by attempting to eliminate the

least likely candidates from the outset.

Selection for negative reasons

"Choice for negative reasons" persisted either because the

number of secondary school leaving certificate holders made this

possible or because other professions recruiting at a high level

had already absorbed so many certificated leavers that the remainder

were compelled to choose elementary teaching as a last resort with-

owl; being especially drawn to the profession. In Sweden, Denmark,

England, Wales and Ireland, attempts have thus been made to weed

out the least satisfactory candidates at the time of admittance

to primary teacher-training colleges. In England and Wales an

attempt is made to assess the personality of the candidate by

means of an interview, or series of interviews, and of an exami-

nation of the report from the head of the secondary establishment

he attended, describing the part he has played in school activities.

In Ireland an interview is used to check the candidate's aptitude,

and in Sweden, aptitude tests are given. In Switzerland, the

canton of Geneva attempts to assess the capacity of candidates
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by having them conduct short lessons in class. The attitude,

behaviour end reactions of the candidate are carefully noted.

The examiners are particularly interested in the way in which

he makes contact with the children, retains their interest, asks

questions and answers those of the pupils. Recruitment problems

in late years have unfortunately compelled the authorities to

suspend such aptitude tests. The same applies in the Netherlands

and Germany(1). There is an increasingly strong tendency, however,

to ensure that the future teacher's personality is suited to the

new spirit of teaching. The prior selection of candidates has

been encouraged by deferring the training of primary teachers un-

til higher education. Nevertheless, as the tastes and abilities

of candidates may still change during their higher education, there

is a risk of turning away young people who might later prove to be

quite able teachers.

Final tests of aptitude

This supposes that teaching ability should also be conclu-

sively checked during, and at the end, of general or specialised

training. This would mean, of course, that training capacity

would have to be sufficient to admit anyone who wanted to apply,

and the training provided general enough for any candidate ulti-

mately unwilling or unable to teach to be able to 'choose some

other profession. Two policies are then possible:

The first consists in a dual form of recruitment for

prospective primary teachers, some being trained in independent

teacher training colleges, and others in universities before

taking a teaching course. !.s will be noted below, the recruit -

ment,for primary teaching, of persons who have specialized has

been detected in a tendency to provide specialized training for

future primary teachers. In the United Kingdom (England, Wales

and Scotland) and in Ireland, student teachers in independent

(1) During shortages the rule has been to accept any candidate
with the minimum general knowledge required. In some countries
a check of general bcsic knowledge is made by tests or competi-
tive examinations either to maintain a certain recruitment lev-
el or because of the limited number of places available in
training colleges.
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training colleges may obtain a university degree and, by qualify-

ing in a different subject, therefore be able subsequently to give

up teaching once they have acquired the necessary university creu-

its.

The second policy offers greater flexibility in either case,

and is practised in countries where primary teachers are trained

by means of faculty curricula which offer a possibiluty of options

(United States, some Canadian provinces).

Length of course and the balance of training components

Since the teacher's initial professional training consists

of a combination of general knowledge, specialized study and peda-

gogics, the major argument supporting longer teacher training was

a better balance between these factors.

Balance between general education and pedagogical training

When student teachers are recruited between the ages of 14

and 16 for a training course roughly the same length as that of

upper general secondary education, this latter level cannot always

be attained: part of the syllabus deals with (theoretical and

practical) pedagogical training, making it almost impossible for

the training-college student to do any specialized work other

than in advanced teacher training colleges or faculties of educa-

tion. Where the general instruction given by the training college

has been considered as equivalent to formal secondary education

(thus affording access to higher education), it has not always

been possible for training in pedagogics to be as thorough as

desired.

At times these two drawbacks have occurred together, and

the effect of too short a period of training has been a superfic-

ial general education with a diluted introduction to pedagogics.

In most of the Member countries which are to extend or have

extended the period of primary teacher training, one of the results

expected is a higher level of general education. In two Medi-

terranean Regional Project countries - Greece and Italy - this

additional knowledge (almost always bearing on what th,3 school-

master will have to teach) will consist mostly of science sub-

jects, which are to be given a larger share in the training

college curricula. The longer period of general education,
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leading to the recruitment of student teachers after second:117

school, will raise pedagogical training to a level where it can

be broadened and developed. Modern education will in fact call for

new methods and techniques which cannot be adequately grasped

without a solid background of general knowledge.

Moreover, if routine forms of teaching age to be avoided,

the teacher himself must show proof of initiative, assess the

impact of his teaching, be a driving force in pilot-experiments

and take part in applied research. To achieve such goals the

student teacher will have to learn both how to work alone and as

part of a team. However, it is only after a certain age and the

acquisition of a good education that this sort of training can be

given. These arguments have been advanced by those countries

which have recently decided to up-grade pedagogical training to

the level of higher education.

Some countries, however, consider a revision of the balance

between general and pedagogical training to be insufficient for

training a new type of teacher intended for primary education in

which the aims have been changed by reforms to the system. They

doubted whether the so-called "overall" training acquired in sever-

al subjects by schoolmasters was sufficient to encourage personal

work and receptiveness to innovation.

Specialized courses for primary teachers

In view of the limited documentation available, it is dif-

ficult to summarize the situation now prevailing in OECD Member

countries. Training plans do not always bring out the possibili-

ties for specialized courses for teachers dealing with children

in the 5-6-7 to 10-11-12 age group. Where possibilities do exist,

it is often hard to tell, whether they are sLmply part of the voca-

tional training considered necessary for the future primary teach-

er, or whether they consist of additional courses enabling him

to teach at a higher level: extended primary or short secondary

course (now being increasingly integrated with the lower seconciza7

cycle as a result of educational reform). In this latter case,

specialized subjects are 46t usually compulsory, unless the

teacher college: trains both primary timd secondary teachers.
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Training of primary teachers in independent
establishments

Specialized courses during the training of student teachers

are possible in a group of countries providing training in inde-

pendent establishments (for example,Germany), where the primary

teacher training syllabus includes an intensive course for an op-

tional subject to be taught in primary school. In Sweden teach-

ers training for the intermediate section of the comprehensive

school will be able to choose '..he optional subject from a fairly

wide range. As the present reform aims at stimulating individual

activity on the part of the student, it was felt that the teacher

should himself gave experience of the methods designed to foster

these qualities.

In addition to this specific objective, there a second

one encountered in another group of countries: the possibility,

thanks to the beginnings of specialization of teaching at a higher

level. In Germany, two special subjects may in s cases be an

advantage at the further examination required for teaching in

short modern secondary schools, (Mittelschule). In Sweden, the

teacher training reform specified that, although primary teacher

training is intended for a particular level, up to a certain point

the teacher should be able to teach the level immediately above.

Joint training of primary and secondary teachers

In another group of countries the fact that training for

teachers for both primary and general lower secondary schools

takes place at the same time, means that specialized courses are

also available to future primary teachers.

In Denmark it is mainly primary education which has bene-

fited by the extension and modification to the syllabus introduc-

ed as from 1969/70 to meet the need for lower secondary teachers.

Two subjects selected among those taught at primary level must be

thoroughly studied by all student teachers, who also have the

option of choosing a third one.

A specialized department of the Teacher Training College

is to be created in Iceland so as to offer a two-year course to

holders of the primary teacher's certificate to allow them to

specialize in one major and two other subjects.
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In England and Wales, student teachers in training col-

leges may take one or even two subjects which they may subse-

quently continue, but which must be mainly intended for personal

training(1). Training colleges in Scotland also offer one or two

subjects of the student's choice. The recently created Bachelor

of Education degree indicates the place and role it is desired

that specialised courses should have.

In general, possibilities for specialization are offered

in syllabuses covering at least three years beyond secondary

school, and thus meet a need which is being increasingly felt by

primary teachers.

In addition to its training value, a specialized subject

may allow the primary teacher to continue his education and teach

at a higher level either permanently or temporarily if the need

arises.

3. Conclusion: Bringing Teacher Training for Primary School
WECEFFg-Into Line with that for Other Categories

In most European countries, with rare exceptions (United

Kingdom) until recently the initial training for teachers dif-

fered considerably according to the level at which they were to

teach. Those taking a single class or age-group and teaching all

subjects (usually at primary level) were trained separately from

those teaching only one or two subjects to several classes (gener-

ally secondary level). The difference in training largely account-

ed for the lower status (wage level, working conditions, etc.)

of primary teachers. Usually the latter's training is in col-

leges at secondary level whereas that of general secondary tea-

chers is at university level.

The trend thus noted and which we have just described is

progressively eliminating the most obvious differences between

the length and level of training for the different teacher cate-

gories, and particularly between future primary and secondary

teachers.

(1) "It derives from the view, long held in the universities,
that study in depth of a chosen specialism is the surest
means of forming a cultivated mind." "The Training of Tea-
chers in England and Wales", by G. Baron, The Yearbook of
Education, 1963.
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In several countries these two categories are already being

trained in the same advanced-level establishment, the courses being

more or less the same length. England and Wales, Denmark,

Yugoslavia and Japan (in faculties of education) thus have common
training for their future primary and lower-secondary teachers

together. In the United States, and in some provinces of Canada,

the responsible authorities train all teachers at universities.

The increase in the number of Bachelor of Education degrees

(United Kingdom) and the establishing of closer links between the
independent training colleges and the university(1) is speeding up

the bringing together of the two categories of teachers.

In other countries where they are not trained in the same

establishment, recruitment is now at the end of secondary educa-
tion. It has been noted that courses for primary teachers are

longer and at a higher level, while those at the university for

secondary school teachers have sometimes had to be shortened and

modified under the pressure of events. In Sweden, attention is

drawn to the fact that one of the objectives of the re-organisation

of teacher training is to reduce the disparity between class teach-

ers at primary level (the lower and middle sections of comprehen-

sive school) and the specialised teachers of theoretical subjects

at secondary level.

General secondary education for all teachers has already

made possible a mixing process which facilitates subsequent con-

tacts between the different categories of staff whereas, until

recently, recruitment at a very young age isolated certain cate-

gories.

This trend has been speeded up by the arrangements made

necessary as a result of the need for teachers over the pest

decade.

In order to meet the postwar population bulge and the

pressure due to social demand for education, primary teachers

(with or sometimes without additional training) have been assign-

ed to secondary education. These protective measures not only

had the merit in some countries of allowing the expansion in

school enrolments to be absorbed without too much damage, but

(1) Studies being undertaken in France and Ireland follow a
similar trend.
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also indirectly encouraged structural reforms which have lowered

the barriers between the various categories. New categories of

teachers have sprung up able to teach such special subjects as the

arts (music, drawing, etc.) or physical educa-',..%on at both primx..y

and secondary level. When language-teaching experiments have been

carried out in primary schools, specialists normally teaching at

secondary level have been detached for the purpose. The socio-

economic status of primary teachers was also shown to need revis-

ion if recruitment was to be improved, and if they were to be

brought more closely into line with secondary teachers.

This bringing into line of conditions has also been influ-

enced by the new ideas of what the teacher's role should be in a

revised educational system. For most pupils primary education is

no longer the end of the road. With the coming of longer compuls-

ory education, primary and lower-secondary education - by increas-

ingly individualizing their teaching - must both provide basic

training and also bring out the pupils' aptitudes for certain

subjects.

Thus, in the pupils' interest, close collaboration must be

established between teachers in schools of different levels.

The bringing into line with each other of what were previously

different types of education may also stimulate research to make

education more dynamic at all levels by changes in teaching methods.

Those which have already taken place in training for secondary

school teachers are based on the same principles.
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CHAPTER III

TRENDS IN STANDARDS OF INITIAL TRAINING

FOR GENERAL SECONDARY TEACHERS
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The closer alignment of primary teacher training with that

of secondary teachers has been expressed mainly in the form of

an extension to the total period of education and of the recruit-

ment of student teachers at the end of secondary school. This

trend has made it possible to develop and co-ordinate the various

elements of training. For those intending to teach in secondary

schools, the general objectives have been largely the same

(improved recruitment and more effective training); problems of

length and level of training, however, were not expressed in quite

the same terms. Secondly, teachers of general subjects and of the

theory of technical subjects are traditionally trained at univer-

sity level. When questions of the length and level of training

have occurred, they were directly linked to what appears to be

the major trend of the moment: the adapting of specialised

courses and the closer integrating of the theoretical and prac-

tical sides of pedagogical training and of specialised courses.

Differences in the level of recruitment and training for the

various categories of secondary teachers still exist however.

or this reason it appears preferable to discuss separately

trends in the establishments of technical education.

1. Changes in the Length of Training

The effect of revised teacher training syllabuses on the

length of training has varied according to the category of teach-

er. In many countries, two major groups are found, according

to the level of establishment.

(a) The main teacher groups concerned

Most teachers with university degrees teach in general

secondary schools, i.e. schools offering the so-called "long"

course (for pupils in the 10-11 to 17-19 age groups), or in
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upper-secondary establishments (for pupils in the 15-16 to 18-19

age-groups). The lengthening of courses which has been noted for

some years has not failed to affect recruitment conditions for

teachers.

The teachers appointed to institutions or branches offer-

ing the so-called "short" or lower general secondary course (for

pupils from 10-11-12 to 14-15-16 years old) have received advanc-

ed, generally non-university and shorter training. This train-

ing has been offered mainly to primary teacher certificate hol-

ders, but during periods of recruitment difficulties, the tend-

ency was to drain primary education of the best teachers and

assign them to the level immediately above.

Two conflicting trends thus emerged: a desire to extend

the shorter forms of training and to return to a more normal

training period for secondary school teachers (long course).

(b) Extension of training

Those countries which have joint training for primary and

secondary teachers have lengthened their period of training wheth-

er offered in autonomous teacher training colleges, as in

England, Vales and Denmark, or in the university. In Japan,

lower-secondary teachers are now recruited with a Bachelor or

Teaching degree (four years of university study), and in the

United States, where all States require at least a Bachelor of

Teaching degree, the general consensus is that a five-year

course (Master's degree) is necessary. It is now estimated that

40 per cent of secondary teachers attain this level.

In countries where the short modern course is taught by

staff from the primary teacher training colleges, there has also

been an extension to the period of training. In France such

teachers, who originally took a two-year course after obtaining

the baccalaureat, will now take a three-year course. Teachers

taking what is known as the "transitional and terminal practice"

class will take a two-year training course. As they must have

taught for five years in primary school, this means that as a

student teacher, they will have had the required year of profes-

sional training in a primary teacher training college. Hence

they will have three years training after the baccalaur6at,

instead of the one year (or at the most two) their predecessors

were able to have. In Belgium, the training course qualifying
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students to teach in lower secondary schools is expected to go

from two to three years. In the Netherlands the preliminary plans

for re-organising training for the different categories of teachers

indicate that what is to be known as a "third-class" certificate

will be offered for teaching what amounts to a short modern course

(in "MAYO" and "LAVO" schools). A four-year course, including one

year of pedagogical training, will be needed to qualify for this

certificate. As matters now stand, primary teachers who have had

two or three years training after leaving secondary school usually

take special certificates, while teaching, to qualify as teachers

in what is now the equivalent of the short modern course.

As the final stage of primary education is being modified

incorporated into or absorbed by lower secondary education, there

is a tendency to discard the old method of issuing additional cert.-

ificates to qualify primary teachers to teach at this level. The

new proposals for training teachers for a particular age-group or

category of pupils require an extended course at advanced level.

At the same time, a number of projects aim at bringing the actual

length of the course of university graduate teachers to what it

should be in theory.

(c) Other proposed changes

It may seem somewhat paradoxical to raise the problem of

reducing the period of initial training for a large proportion of

teachers: those who will teach either in "long" general secondary

or in upper secondary schools according to country. In fact, for

the categories of teachers previously mentioned, a tendency was

noted towards an extension in the period of training. But in some

of these cases, extended university courses applied only to special

subjects, and did not always correspond to changes in training due

to new needs at school. Like other types of students, future

teachers have found it increasingly difficult to complete their

training within the normal time limits. Thus some countries, when

reconsidering the duties of specialized teachers, have undertaken

to revise the time required for training. The proposed reductions

depend on the co-ordinating of the different components of train-

ing and tend to make this category of teacher's job more profes-

sional, and this, in the same way as a reduction in training time,

encourages recruitment. Thus, in Sweden, under the current univer-

sity reform, "specialized" training is available both to future
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teachers and to students intending to enter other professions.

However, in order to reduce the time spent in the faculties, the

tendency is to draw up set curricula similar to those of special-

ized colleges (e.g. medical, dental, civil-engineering, etc.).

In the Netherlands, the interim report (April 1966) of the Commis-

sion appointed to examine new training standards recommends that

the length of the course be more systematically prescribed for

each type of certificate. In view of the increase in the period

required to graduate noted in Dutch faculties in recent years,

the adoption of these plans would shorten the total length of

training. Efforts have already been made to reduce the normal

time of preparation for the "Doctoraal Examen" (equivalent to a

first degree) to five years. In Austria, during discussions on

the reform of higher education, the authorities concerned have

expressed the hope that, although maintaining the present stan-

dard of training, it will prove possible to keep advanced educa-

tion (including future general secondary teachers) within the legal

time-limit. This is now four years, whereas dix are actually re-

quired by the student to complete the course. A statement(1) made

by the Minister of Education at the time for France pointed out

that training could be improved by making better use of the time

allocated to it by those taking the secondary teacher's certifi-

cate. During the present five-year course, the fourth year is in

fact spent preparing a competitive examination testing the know-

ledge acquired by the student during the previous three years

(first degree). Before being abolished recently this enabled

70 per cent of the candidates to prepare a degree in higher educa-

tion at the same time and which they were able to continue during

the fifth year of their pedagogical training, or the more advanced

competitive recruitment examination known as the "agregation".

In Italy the Commission of Enquiry into the Status and Development

of Education proposed, some years ago, that teachers in the compuls-

ory middle school (lower secondary) be offered a specific four-

year course, including one year of practice teaching. In view of

the longer time now spent at the university, however, the adoption

of this proposal would entail a net reduction in the period of

training. Among the structural reforms included in the Develop-

ment Plan for Portugal is a reduction to one year of the practice-

teaching period. By separating the general part (three years)

(1) Le Monde, 31st March-1st April, 196C.
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from the special part (two years) in the science degree, it is

considered that the first three years should be sufficient qualifi-

cation for teaching in the preparatory classes, and the longer

period in the upper classes.

2. The Ad ustgantoLSpecialized Courses

Future secondary teachers traditionally read one or more

subjects to develop their personality and knowledge, and to learn

something of the methods of and approach to research, so as to be

able to teach these subjects.

(a) Syllabuses for specialised training

The point in question here is not whether specializations

should be approached in such a way as to be of direct benefit to

education for, although opinions may differ, educators are agreed

that surveys should be carried out concerning the content and qual-

ity of training syllabuses whenever changes are made to curri-

cula or to teaching methods.

Chanres to training curricula in the university

A survey conducted in Sweden shows that university courses

were often too far removed from What was expected of the teacher

in the classroom. Under the new rules the teacher-to-be will

choose certain combinations of subjects according to the type of

teaching post he would prefer. Rules of this type, in the form

of precise projects, exist in various forms in other countries.

In Italy, to be able to sit for the "abilitazione" and competi-

tive recruitment examinations, the candidate may have to under-

take private reading of a subject if the post he wants is a

highly specialized one compared with the (cultural) content 1357

the degree; in middle-level schools, for example, mathematics

and the natural sciences are taught by the same teacher, whereas

the university grants either a mathematics or a natural science

degree. The candidate must therefore complete his knowledge in

one or the other branch. Under a bill, which is not: before

Parliament, an "interfaculty" committee is to be set up in each

academic district and will prepare a suitable curriculum includ-

ing all the subjects the future incumbent will be required to

teach. In university education an effort has also been made to
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offer students, after the course of common curriculum,apecialisa-

tions either in teaching, research or even comprehensive teaching.

In Italy it has thus been decided that, after a two-year common

curriculum, mathematics and physics shall be subdivided into three

branches, one of which would be oriented towards teaching. The

same sort of structure is being considered for the natural sciences.

In France the recent reform of higher education in the arts

and sciences allows the student, after a two-year general course,

to take either the first teaching degree (a one-year course fol-

lowed by a year of pedagogical training) entitling him to teach

in secondary schools, or the master's degree !mattrise" (two

years) allowing him subsequently to take up research or to sit

for the higher competitive recruitment teachers' examination

("agregation").

These few examples show that the educational authorities

are not unaware of the consequences of higher university educe-

tion being somewhat isolated in relation to the real training

needs for teaching at secondary level. The same criticism cannot

be made in respect of some of the autonomous teachers' colleges,

where the syllabus tends to be closely in line with what the

student will ultimately be teaching. However, in the latter,

lack of contact with university education may prevent any really

solid grounding in the methods and in the approach to research

in a specialized discipline (or disciplines).

Training in teachers' colleges and contacts with university
education

Almost all student teachers preparing for primary or lower

secondary education are trained either jointly or separately, in

independent teachers' colleges. Whichever direction the trend

has taken, increasing importance is seen to be attached to uni-

versity type training.

In England, Wales and Scotland, the growth in the number

of Bachelor of Education degrees is associating the teacher train-

ing colleges more closely with the universities, where the stud-

ent teacher takes a number of specialized courses. In France

the new curriculum for those who will teach the short modern

course requires the student to enrol in the university to attend

courses and specialize in certain subjects selected from the rime

two years of the university curriculum. It will be remembered
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that in the German-speaking cantons of Switzerland, primary

school teachers are usually trained in institutions attached to

the university. In Germany, students who plan to teach in the

middle schools (Mittelschulen) may take a three-year university

course to sit for the first State examination (this specialized

training is followed by a course in pedagogics). In some coun-

tries, where educational reforms have standardized the lower

secondary school, a similar trend is noted. Thus in Sweden

the recent transitional period has been marked by the assignment

to this level of university-trained teachers and of primary terch-

ers (appointed to the intermediate department of the compre-

hensive school) who have received supplementary training. Under

the teacher training reform, all those who are to teach in the

upper section of the comprehensive schools (corresponding to

lower secondary) are to be university trained. Alloying for the

structural differences in their educational systems, this has

long been the pattern adopted in Japan, the United States and many

Canadian provinces. In line with a new curriculum, middle-school

teachers in Italy will continue to be trained in the universities.

Recruitment problems, however, may slow down this trend

in some countries. University courses are still long, the fail-

ure rate is sometimes high, and teachers holding the primary

teaching certificate may not always be accepted by all universi-

ties. In the independent teacher training colleges - training

staff who will teach mainly in primary or an equivalent level,

as in Turkey or Yugoslavia - the course is shorter (two or three

years), the failure rate fairly low considering the smaller num-

ber of staff and qualified primary teachers (at secondary level)

are allowed to enrol. Even so, these fsw examples show that there

is a strong feeling that future secondary teachers should be given

the opportunity of experiencing university study and training

medmdswhirethis is not yet provided. Some countries have even

assigned all the specialized training of these teachers to the

universities, but in a different form. Whether the training is

Provided by a teacher training college or university, there i

general tendency for two specializations to be taught.

(b) Growth of dual specialization

Efficient teacher use ants pedagogical requirements

The question of dual specialization for teachers acquired

importance when compulsory education was extended and schools
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for the 11-12 to 15-16 age-groups became geographically dispersed.
Some flexibility of teacher utilization was required in the smaller
schools, and in many countries the recruitment of large numbers of
narrowly specialized teachers became increasingly difficult. For
more strictly educational reasons, it is considered that children
who have just left primary school, where they have had one teach-
er for all subjects, should not suddenly have to cope with a
number of very narrowly specialized teachers. In Denmark the new
training college syllabuses (for primary and lower-secondary teach-
ers) requires the student teacher to select at least two special-
izations with the option of a third. In France, future teachers
for short modern secondary schools must now enrol for the first
two years of the university course offering combinations of spec-
ific subjects. In Germany, teachers in the Mittelschule are

offered specialized training in two subjects. In Switzerland,
institutes attached to the university in the German-speaking can-
tons offer two courses of specialized training to student teach-
ers: a history-languages or mathematics science combination.
In Italy middle-school teachers (lower-secondary) are to be trained
in one of three groups of subjects: literature; foreign lan-
guages; or mathematics and natural-Lcience subjects. In Sweden
the Commizsion for the Reform of Teacher Training has recommended
that future teachers in the upper section of the comprehensive
school (lower secondary level) take courses at the university in
three subjects. In the Netherlands the preliminary teacher train-

ing reform plan submitted to the Minister in 1966 proposed that
each student teacher be required to prepare two certificates (one
for each subject), one to be known as a "third-class" certificate.
Since the three classes of certificate correspond to different

educational levels, teachers '`an more easily receive full-time
assignments, particularly in the schools which, as a result of
the reform, will become comprehensive.

Broadening the teacher's range

Another argument put forward by the Netherlands reform plan
in favour of dual specialization is that it will broaden the teach-
er's range. The advantage of dual specialization for general
secondary taachers is that they would thus avoid the risk of being
completely ignorant of other subjects 'which might happen with
a single specialization. A French Minister of Education(1) has

(1) Mr. A. Peyrefitte, Le Monde, 31st March-1st April, 1968.
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stated that dual specialization for teachers of the short modern

course would thus "be protected from the temptation of the cult

of a discipline". With this in mind, the expansion of dual spec-

ialization for secondary teachers would no longer be restricted

to those teaching at lower-secondary level. Under some training

systems, students take examinations in so-called "major" and

"subsidiary" subjects. In the light of current information,

however, it is difficult to say whether the student will be called

upon to teach one or several subjects, regardless of the time he

may have spent on each. It has been seen that dual specialization,

as recommended by the Hetherlands, applied to all teachers what-

ever the level of their training. In Sweden the Teacher Train-

ing Committee recommended that training for specialized teachers

in upper secondary education be such as to allow them to teach

in two major subjects.

The authorities concerned take every care to see that any

changes in the specialized training courses do not prevent subse-

quent access to other occupations. On the strength of their init-

ial training, those teachers who so desire should be able to

change over to other professions. If a similar approach were to

be used in training specialists in other professions, those who

so cared would be able to enter the teaching profession after

necessary additional training. Such exchanges would foster an

understanding between education and the other social sectors.

3. The Extension of and Improvement to Pedagogical Training

For many years, teachers in secondary education, unlike

their colleagues at primary level, have only rarely received peda-

gogical training. This is true chiefly for specialized teachers

taking what is known as the "long" necondary course, those destin-

ed for the "short modern" course, however, were almost invarinly

trained in independent teachers' colleges (sometimes along with

future primary teachers) and usually received a fairly thorou:711

training in pedagogics.

(a) Weakness of pedagogical training

The legislation in some countries allows university gra-

duates and those holding a doctor's degree to teach in traditional

education without a thorough pedagogical training. As their pup-

ils shared the same cultural values, in the past, this lack of
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training did not create any serious difficulty. No major problem

due to inadequate pedagogical training was noted until the in-

crease in the number of pupils from different social background

occurred; in some academic circles the belief still persists

that such training is unnecessary for teachers in secondary and

higher education. Some university professors have moreover re-

fused to consider the university, in the strict sense of the term,

as directly responsible for any form of vocational training, in-

cluding that of future secondary teachers.

The aim of teacher training has often been to produce

"experts", in one (or two) subject\, whose knowledge often goes

far beyond what is considered necessary for him to be master of

his subject or to be fully aware of his possibilities.

This positive aspect (a strengthening of the teacher's
feeliag.of security.) has generally been possible only to the

detriment of a more thorough theoretical and practical study of
the learning process, or of the actual teaching of his specialized

subject.
Many countries, however, have pedagogical training courses

in their university curriculum available to future teachers eith-

er during their final years of specialization or subsequently,

usually during the period of practice teaching. Since the 19501s,

efforts have mainly concentrated on practical teacher training

given outside the university. In Austria, for example, it is

considered that "general secondary teachers probably have less

educational theory than primary teachers, but their practical

training is very good". In France, a Minister of Education(1)

has stated that "the period of practical training, however much

it may have been criticized, has rendered invaluable service".

This period does not, however, provide adequate pedagogical train-

ing. Between the theory and the practice the means are lacking

. which are required to conver the pupil into the teacher, to

transform, say, French literature or mathematics as taught in the

university for a degree, into French or mathematics as taught in

the first or fifth year of secondary school ..."

In Sweden the Teacher Training Committee made a similar

observation, i.e. that the separation between specialized theor-

etical training and pedagogical training was felt to be a defin-

ite handicap. It was feared, particularly in the practice-

(1) Le Monde, 31st March-1st April, 1968.
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teaching period under teachers acting as pedagogical instructors,

that the latter might not always be receptive to innovations.

They themselves are teaching without keeping up to date with the

progress made in teacher training or with research and development

activities throughout the whole of education. Some specialists

are afraid that the old teaching methods might be handed down be-

cause pedagogical research is not very advanced, because the

channels for its dissemination work inefficiently, or because the

instructors have neither the opportunity nor the means to take

the further trainingfromwhich they should be the first to bene-

fit. Recent progress has been made by establishing pedagogical

training facilities and by making attendance at courses compul-

sory and by thoroughly overhauling this third phase of teacher

training.

(b) New proposals for the extension of pedagogical trainim

In Italy, the Commission of Enquiry into the Status and

Development of Education pointed out that the training curricula

for teachers-to-be made no provision for any real instr1u.tion in

pedagogics.

The Commission's final report (dated 24th July, 1963) sug-

gested that a one- or too -year course in pedagogics be created,

to follow the four-year first degree course, for all categories

of secondary teacher. This would include a period of supervised

practice teaching, followed by an examination along the same lines

and having the same value as that of the proficiency certificate.

Recruitment difficulties have prevented the authorities from act-

ing immediately on this proposal. In the "General Policy" of the

Fifth School Plan, however, the Minister of Education recognizes

the need to supplement the university courses by training in peda-

gogics and information on the structure of secondary education.

"Interfaculty committees" are therefore to institute a course in

pedagogics and school legislation, followed by an examination to

be taken by all candidates for the teaching degree after they have

had supervised teaching practice in a middle-level school.

In a report to the OECD on education in Greece, Mr. Lionel

Elvin, Director of the London University Institute of Education,

recommended in 1962 that pedagogical training he introduced for
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future teachers. After investigating the present situation, anoth-

er consultant, Mr. William B. Tudhope, reiterated this recommen-

datipn(1), noting that student teachers had no real opportunity to

confront the theory and practice of pedagogics.

In England and Wales, where one year of teacher training

may be taken by university graduates, there is no obligation for

them to obtain this qualification in order to teach. The

official policy is to encourage graduates who intend to teach

to take this year of training, and it is expected that this

will become compulsory, although no date has been set. In

France, many voices have been raised in favour of real teacher

training for "agreges", who had teaching instruction in a

school for only one month, but which has recently been abolished.

While awaiting the general revision of training, "agrdgd"

teachers have similar practice teaching to that of certificated

teachers.

These are isolated examples, and in almost all countries

pedagogical training does exist. Structural changes in

secondary education however - both the cause and consequence

of the increase in enrolments from widely varying backgrounds -

call for new thinking on the role and place of pedagogical

training.

(c) Changes in veda&ogical training

In Yugoslavia, where some 20 per cent of the syllabus

in the arts and science faculties is devoted to the pedagogical

aspects of teacher training, it is considered that much still

remains to be done. These faculties have already made serious

efforts in stressing teaching methods and techniques and the

psychological aspects of education. In Belgium there is some

thought of lengthening the period of training for secondary

teachers so as better to integrate the various components.

The interim report of the Netherlands Reform Commission

suggests that, regardless of the class of specialization

certificate obtained, intending teachers be required to take

a one-year, more systematic teacher training course than the

present one (three to six-month practice teaching in a

secondary school, plus evidence of adequate didactic and

(1) Ths.pan
t b-Vi

uyher7ducationsnd5'raipipr Teachers in Greece.
l';onstiittis ReeorylaiiM E. TudEope,112crc-rara;
12th March, 19a, (mimeographed).
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pedagogical training). In Switzerland problems of teacher-

training are being discussed and reforms are taking place;

for example, at the universities of Lausanne and Geneva,

courses in pedagogics have been introduced following the first

degree and integrating theory with periods of practice teaching.

At Lausanne, training lasts one year, and includes courses

in theory, seminars on special teaching methods (one semester)

and practice teaching (ten to twelve hours a week). In Geneva

the course is spread over two years; it consists of a

training course in the strict sense of the word, and of paid

service in temporary posts, particularly during the second

year, far more training in methodology and pedagogics being

taught in the first year. Training instructors supervise

the practical work, and training inspectors the teaching

periods during the second year.

In Sweden the Committee has proposed that in teacher

training not only should "theory and practice" be better

integrated, but that specialized theoretical courses and

practical training should be closely co-ordinated throughout

the entire curriculum. Therefore, during the first year of

(university) training, an introductory course in pedagogics

should be given explaining the aims of the training curriculum

and the role of the teacher in modern society. Throughout

three years of specialized training the future teacher should

note the way in which the classes are held and should attend

seminars in pedagogics. His final year should be spent at a

teacher's college where his pedagogical training would

continue and he would then teach in schools under the super-

vision of educational advisers.

In view of the experience now acquired in teacher

training, particularly during periods of practice teaching,

the old methods are apparently undergoing a process of

development and change and do not always manage to adapt

themselves. This is stressed, for France, by the Minister

for Education in the statement mentioned above. Speaking

of the revival of the one-year theoretical and practical

course in pedagogics, he thus claims that "the District.
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Training Centre(1) Courses" can still be taken as a model for

practical training. But revival implies that "training for the

trainers" be considered. In Sweden the Teacher Training Committee

has recommended that the educational advisers guiding and counsel-

ling student teachers during their practice teaching should have

the qualifications and attitude corresponding to the new training

goals. The Committee has therefore suggested that a special train-

ing course be introduced for educational advisers attached to

teacher training colleges.

Changes which have affected teacher training standards in

specialized subjects (..g. art, physical education, manual train-

ing, domestic science) have not been dealt with in this paper.

Training in these subjects still differs widely and the limited

data now available make any common trend difficult to detect.

These subjects are, however, an increasingly important part of

the school curriculum, either because they are a basic medium of

e:pression and of human communication, and an expression of a pti-

tudes or because they are a better preparation for pupils to enter

a world in which leisure will have an increasingly important place.

It is therefore to be expected that in the near future this type

of training will receive the same consideration as that offered

to other teachers.

(d) General Principles

In all, there is apparently a growing awareness of the

effects some teacher training shortcomings may have on the at-

titude and work of teachers faced with the new strata of pupils.

In many countries possible reforms are being discussed by those

concerned. A few general principles have emerged:

- No one should teach who has not had training in

pedagogics;

- The theoretical and practical aspects of training

should be so integrated that theory and practice can

be constantly confronted with each other;

(1) Centres pedagogiques regionaux.

436

414



- Training in pedagogics must be co-ordinated with special-

ized training and the latter must correspond to the

range of subjects required by the school. Pedagogics is,

in fact, a thorough study of the learning process and is

a fundamental requirement in the preparation of teachers

with an open mind towards innovations.

- The various establishments responsible for training (the

university, including pedagogical research centres;

teacher training colleges and practice teaching schools)

should accordingly work in close touch with each other.
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CHAPTER IV

TRENDS IN THE STANDARDS OF INITIAL VOCATIONAL TRAINING

FOR TEACHERS IN TECHNICAL EDUCATION
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If, in spite of the cultural traditions peculiar to each

country, the trend in training standards of primary and secondary

teachers appears to be very similar, this is not quite true for

secondary technical education.

1. Specific Character of Technical Education and the Mixed
Nature of Teaching Staff

In many educational systems technical training has for

some time developed independently, and only recently has it found

its place - generally at upper secondary level. For various reas-

ons the staff recruited remained very mixed.

- To meet the economy's requirements, highly specialized

forms of training were set up; competition from private industry

however did not always allow the recruitment of teachers with long

professional experience.

- The relative independence of technical education made

the recruitment of a wider variety of teachers possible.

- The pupils' educational level - generally end of primary

school - has to be raised.

Very different types of training are offered: technical

secondary schools train technicians who have access to higher

education, while vocational schools train skilled workers. Schools

for girls also exist offering training in industrial, commercial

or domestic economy subjects.

Finally, the actual organisation of the various branches

of technical education calls for different types of teaching

staff. Some teachers take general subjects, other6 technical

theory, and still others practical technical subjects. In tech-

nical schools comparable to upper secondary schools, however,
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general subjects are taught by specialised teachers, while in voc-

ational schools they are often taught by'one person. Moreover,

the theoretical side of technical education may not always be kept

separate from the practical side.

In view of the very different methods of recruitment and

training, it is not possible to lay down any general rule for

future development applicable to all cases. As in other teacher

categories, however, the trend is towards a better balance of

training components. Compared with the training of the special-

ized or non-specialized teacher of general subjects, that of the

technical teacher must not include only a certain amount of gener-

al education, a specialisation and an introduction to pedagogic

but also professional experience. It has not always been possible

to meet all these requirements in spite of the many changes intro-

duced during the past fifteen years. In fact, not only recruit-

ment difficulties but also training conditions have slowed down

the attaining of such minimum standards as those set by UNESCO

and ILO in 1962(1). Generally speaking, one or more parts of

training do not seem to have been sufficiently covered, or were

even omitted entirely particularly in technical subjects (theor-

etical or practical). It is therefore preferable to deal separ-

ately with teachers of general subjects.

2. Teachers of General Subjects: Types of Training Received

Teachers of general subjects in technical schools almost

invariably receive similar training to that of the ordinary class

teacher or specialized teachers in primary and general secondary

education. They may consist of people who have already taught

in general schools or of those who have recently graduated from

a teachers' college or university. As a rule the former category

has had full teacher training and will probably require no more

than an introd:lction to the special aspects of technical educa-

tion. In recent years many institutions have had to call on the

services of young graduates. When these are chosen from among

teacher training certificate holders.they will'already have had

(1) Technical and Vocational Education and Training, Paris and
Ceheva, 1962.
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a general introduction to pedagogics, but this is not always true

of university graduates(1).

(a) Some.nstional examples

In Switzerland future full-time teachers of general subjects

in trade and vocational schools thus take a one-year course. This

includes specialized training in the subjects concerned, workshop

instruction, training in industrial firms and a pedagogical course

under an experienced teacher. The course is taken by primary and

secondary teachers or by university graduates. Recruitment prob-

lems are so acute, however, that such a long period of training is

not always possible and one- or two-week introductory courses to

vocational teaching are arranged.

In France training for specialized teachers of general sub-

jects in the technical secondary schools consists of a four-year

course of specialized and pedagogical subjects (leading to a

first-degree and possibly to the "agregation") at the Higher Tech-

nical Teacher Training Institute (Ecole Normale Superieure d'En-

seignement Technique). Owing to recruitment difficulties, other

teachers are engaged on the basis of standards applied to teacher

in classical and modern lyodes. In the technical (vocational)

schools, the teachers have one year of training in a teacher train-

ing college, and are either established primary teachers at least

40 years old, or holders of the llbaccalaureat" who have had one

or two years of higher education. In Belgium general subjects

are taught by nagreges" qualified to teach at secondary level,

i.e. their qualification is equivalent to that of teachers in

general secondary education. The same is true of Luxembourg in

the longer technical course: in the shorter technical course the

teachers of general subjects are educated at advanced level and

have from one to three years of pedagogical training. In Norway

a similar certificate is required for technical as for secondary

education; for vocational education, the general-subject teacher

(1) Recruitment difficulties during the past few years have in
fact also been encountered in technical education, and teach-
ers have been employed whose basic professional training
was incomplete. Existing legislation however promises a rap-
id return to normal standards.
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must have the same certificate as that required for primary school

continuation classes or those corresponding to lower secondary

education. In the Netherlands, teachers of general subjects in

elementary and secondary technical schools hold the same certif-

icate as teachers of the modern course in general secondary educ-

ation (the "ULO" school). In Germany, general educational sub-

jects in technical secondary schools (hohere Fachsulen) are taught

by secondary school teachers. In Ireland the Department of Educa-

tion organises a one-month course on teaching methods for candi-

dates who are gradUates or are about to sit for a university de-

gree, and who intend to teach general subjects in technical schools.

Almost all the Mediterranean Regional Project countries assign gen-

eral educational subjects in technical schools to teachers with

the same certificates as those of class or specialized teachers

in general educational establishments.

The examples mentioned above show that the teaching of gen-
eral subjects in technical education is usually assigned to cert-

ificated teachers whose training often takes place in common with

that of their colleagues in general educational institutions.

(b) Value of training in common with teachers in general
education

It may be presumed that changes in the level and content

of training for teachers of general subjects in primary and gen-

eral secondary education will also affect the general-subject teach-

ers in technical schools. This may also encourage the discus-

sions and contacts required to co-ordinate the various branches

of learning which co-exist within the same educational system.

In view of the variety of the types of technical education it is

difficult to analyse the consequences of an extension in training

for the teaching of general subjects in technical education. The

trend of technical education towards a more comprehensive type of

training, requiring a more thorough study of basic subjects (e.g.

mathematics and physics) may also bring about a change in the

training and status of teachers of general subjects, insofar as,

in some countries, these subjects are also taught by teachers of,

technical subjects.
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3. Trends in the Basic Training of Technical-Teachers

It is mainly in the technical teacher category that the

greatest variety of training is found. It has not always been

possible, because of the diversity of recruitment, for each ele

ment of training to assume its full importance, or to achieve a

harmonious whole. It is sometimes difficult to analyse the dif

ferent teacher categories, since some may be responsible for

theory, some for the practical subjects, or others for both. In

some countries different teachers take the "technical" and "voca

tional" sides of training.

(a) Advantages and drawbacks of the various types of
recruitment

Until quite recently two different views seem to have been

taken. In several countries preference has been given to the

recruitment of teachers who had already become quilified as the

result of long working experience. Recruitment may therefore

take place when the candidate has reached' a fairly mature age,

the main criterion for selection being his skill in some trade or

speciality, the "general knowledge" factor being considered less

essential. If training is given in this case, it consists chiefly

of a course in pedagogics.

In other countries young student teachers may be offered

training facilities in various types of institutions. These may

be provided in a teacher training section, following the course

in the vocationaltraining section (the student teacher obtain

ing his teaching certificate in the same school in which he took

his original training), or in an institution of higher education,

i.e. in an independent advanced teacher training college or as

part of a specific university culliculum.

Recruitment from among the labour force

The level of recruitment varies considerably in those coun

tries which consider practical working experience to be most Im

portant and various difficulties have arisen as a result of the

shortcomings in the teacher's general knowledge, or even in his

specialisation.
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For example, a highly skilled worker may be recruited to
teach the practical side of some trade,. It was noted in Italy,
however, that contact between these teachers and the university
graduate teachers responsible for the theoretical side were some-
times difficult owing to their very different backgrounds. Con-
tact with teachers of general subjects may also prove difficult.
The longer period of general education - introduced as a result
of secondary school reforms - means that sometimes pupils have a
higher level of general education than the teacher. Technical
education is changing and is becoming increasingly centred on a
relatively small number of basic trades in which more and more
theoretical training is required. Narrow specialization is dis-
appearing and previous distinction between the theoretical and
practical aspects of education is no longer so clearly marked.

Finally, rapid technological progress calls for a type of basic
training which permits adaptation to change and to its consequences
for education. Thy higher the recruitment level rises, the more
easily will it be possible to face up to the new trend in
technical education.

Recruitment of vow& student teachers

Educators have repeatedly pointed out the danger of not
paying sufficient attention to another fundamental aspect of train-
ing, i.e. practical experience, in the recruitment of young stud-
ent teachers who have been trained in technical teacher training
colleges. In some countries, these technical teacher training

colleges were introduced so as to offer a system of training more

or less the same as that offered to teachers in schools with a
general curriculum. In others, particularly the developing coun-
tries, these institutions have been promoted for purposes of re-
cruitment. Since wages in industry are generally better than in
education, and since industry may not always have teached a satis-
factory stage of development, it was thought preferable to keep
the recruitment age for student teachers fairly low. The pedago-
gical side of training appears to be more systematic in this type
of recruitment, and this is an advantage for many of the teachers -
particularly part-time - with long practical experience who have
frequently4been taken on without training in pedagogics, even of
the briefest kind. As in general secondary education, for some
years there has been a trend towards the systematic expansion of

training in pedagogics. As teacher recruitment and training vary
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considerably from country to country, experts are agreed that it

is not possible to propose general rules applicable to all. Even

so, during the past few years, many countries have certainly re-

vised their policy and have tried to remedy some of the short-

comings mentioned above by harmonizing, inside the technical

training colleges, the different elements going into training.

(b) Establishment of training facilities

In a small number of countries there used not be any sys-

tematic training for teachers intending to take theoretical and

practical technical subjects. In Greece, the only certificates

held by 32 per cent of the teachers in technical departments and

31 per cent of those in vocational departments consist of leaving

certificates from secondary school or the secondary level technic-

al and vocational teacher training college. In 1959, a Technic-

al and Vocational Teacher Training College at advanced non-

university level was created. The establishments set up in Italy

are mainly for experimental purposes. There are at present a few

"pilot-training schools" for teacher-instructors (the first was

created under the auspices of an agricultural vocational insti-

tute). A bill has been drawn up to introduce (in the wake of the

first one mentioned above) similar training schools for instruc-

tors attached to various vocational institutes. An advanced teach-

er training college for technical education has also been creat-

ed at the University of Pisa.

(c) Improving the standard of recruitment

A more complete general education before training

In countries which expect some categories of teachers to

have had practical experience when recruited, it is possible to

take a special course ending with a general education certificate

equivalent to the secondary school leaving certificate, and giv-

ing admission to a vocational training establishment. Thus, in

the Netherlands, the teachers of practical subjects are usually

former pupils of elementary technical schools. Since the future

teacher must furnish proof that his general education is suffic-

ien, a two-year evening course is offered consisting of ten

classes per week. These classes are held in elementary or higher

technical schools, or in specialized institutions. The subjects
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taught are arithmetic, algebra, geometry, physics, mechanics,

Dutch, history, English and geography. In Germany, skilled work-

ers or other persons may attend evening or day classes for adults,

to attain the skills required. These two examples show that it is

apparently possible to recruit teachers from among persons with

long experience on condition that their general education was orig-

inally adequate.

Level of recruitment

The differences which exist in the organisation of technic-

al education in the various countries are very important here.

Legislators are paying close attention to the training standards

for teachers of practical `subjects and for teachers of theory in

the various trades.

Examples of recruitment at the end of secondary education

In Greece, the Technical and Vocational Teacher Training

College includes one section open to those holding the "middle"

level technical school certificate and one open to those holding

the certificate of a school at a higher level and which itself

recruited its students from among secondary school leaving certif-

icate holders. This latter section has been open since 1964/65.

The reform of secondary education includes a wide expansion of

technical and vocational education so that the choice of subjects

offered by the college and its curricula will be adapted and ex-

tended. The section responsible for training teachers of theory

will recruit engineering technicians at advanced non-university

level), whereas future teachers of practical subjects will be

recruited from among pupils who have completed secondary technical

or vocational school.

In Ireland, although the training for teachers of practical

(manual) subjects used to be quite varied, student teachers usually

held the full-time (day continuation course) vocational certificate.

The new training course which opened in December 1966 for woodwork

instructors required candidates to have obtained a certain percent-

age of marks in their secondary-school (or equivalent) leaving

examination. In Germany the institutes which train vocational

teachers usually require candidates to have passed the secondary

school examinations which grant access to the university. In

Prance student teachers on the theoretical side of "vocational"
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education are recruited from among holders of the secondary
school-leaving certificate (or its equivalent) or even among
holders of a diploma in engineering.

In Turkey the technical and vocational teacher training

colleges recruit their students from among holders of the upper-
secondary technical school leaving certificate. In Spain, the

workshop supervisors in "technical" education hold a diploma from

a vocational school (escuela de maestria) or the higher baccalau-
reat. In industrial vocational education, for the period of

apprenticeship, the teacher must at least have the title of

"perito" (higher level technician), and a diploma in higher educ-

ation to teach in industrial vocational schools.

In Yugoslavia the Technical Teacher Training College usually

recruits skilled workers who were trained in a secondary technic-

al school for teaching practical subjects. Teachers in the

schools for skilled workers are technicians, higher-level technic-

ians or engineers. In Portugal "rural instructors" must have

taken at least a secondary-level agricultural course (i.e.

"middle" course) to be accepted for training. All other teachers

in technical education must also have had a secondary education

before starting specialised courses.

Improved standard of general education during initial training

For those teacher categories which are known to have a low

standard of general education, the level of recruitment has grad-

ually been raised and the standard of general education is often

being improved during training. In Greece the two-year courses

in the new technical teacher training college include general

and scientific training. In Ireland the present two-year course

for training teachers of practical subjects - who may be called

upon to teach theory in rural districts - provides for futher

general training. The new three-year woodwork training course

open to holders of the secondary-school leaving certificate (or

equivalent) also includes further general education. In France

all "vocational" teachers (including those responsible for prac-

tical subjects) take a course of identical length, one part being

devoted to general education. This higher general level makes

the learning of a specialization and of pedagogics easier. No

comment is required concerning the recruitment and educational

loyal of the other categories, i.e. the teachers of technical
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theory, particularly in the "technological" branches. In general,

after leaving secondary school, they all go on to train at the

advanced technical teacher training institutes as engineers, as

engineering technicians or as specialised teachers.

(d) The importance of practical experience

In countries which recruit as teachers specialists with

many years in the trade behind them, the problem of practical

experience does not of course arise. But where colleges enrol

fairly young student teachers, some small amount of practical

experience must be included in their training; this is also true

for those who will be teaching technical theory. This experience

can be acquired either before or during their training.

In Greece three years of practical experience are now re-

quired for admission to the new Technical and Vocational Teacher

Training College. In future, engineering technicians who will

take a one-year course to teach theoretical technical subjects

must have had some practical experience in industry, while tech-

nicians teaching the practical side (who are trained in two years)

must have had three years of job experience.

In 1963, Sweden introduced a "master of technology" degree

(prepared in four years at advanced level) for those intending

to teach in secondary or specialised schools (fackskola) and

which requires six months compulsory experience in industry. In

its recommendations, the Teacher Training Committee stressed the

value of this 6-month period of experience in industry or commerce.

In France, owing to competition from the private sector for spec-

ialists able to teach certain subjects in the technical lycees,

a "mechanical engineering" section has been set up in Advanced

Training School for Technical Education. The 4-year course in

this section includes a period of one year in industry. Assis-

tant technical teachers in the "vocational" schools must have had

five years' job experience for admission to a teacher training

college. In Belgium, depending on the'speciality, a certain

amount of job experience is required for admission to a part-time

technical teacher training course. In Ireland student teachers

must have served at least four years as apprentices or have had

three or more years of job experience. In Germany, depending on

the particular Land, from 6 to 24 months of practical experience

are required; training in industry may continue throughout (or

even after) the course.
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These few examples show that progress has been made towards

meeting the objections sometimes made concerning training which,

for certain technical teacher categories, failed to include a suit-

able period of practical experience. When forming a part of

basic training, this practical experience is not acquired once

and for all, and for this group'it represents one of the chief

objectives of further training.

(e) Expansion of training in pedagogics

Pedagogic training has proved to be lacking or insufficient

in some countries. There are many reasons for this: it is still

often considered, for example, that a specialist teaching at a

higher level than that of.compulsory school does not need to take

pedagogics.

Teacher requirements during Cie past ten years have forced

the authorities to engage - for technical as well as for other

educationai sectors - teachers who have not had a full profes-

sional training. In several countries, measures are foreseen for

those categories of teachers whose training was less complete

then that of others.

In Italy the responsible authorities are aware that in-

structors need more than the necessary technical knowledge and good

practical experience - they must also learn pedagogics by studying

the appropriate methods and techniques of practical teaching. The

pilot training schemes now being carried out are therefore to be

extended.

The educational authorities in Yugoslavia have come to the

conclusion that the preparation for the supplementary examination

to qualify graduates of technical, economics and other faculties

as teachers was not sufficient. Courses in engineering theory

are therefore now being given by graduates from a specialized

department of the Technical Teacher Training College. A two-

year supplementary course is offered to student teachers who have

already had two years of higher education. The subject-matter

includes statistics, research methods and industrial education.

In Sweden, in economic and commercial subjects, candidates

holding an upper secondary commercial school leaving certificate

are to have a two-semester course of training. The course would

provide more thorough training in the specialisation and an
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introduction to pedagogics. University graduates would system-

atically have 15 weeks of pedagogical training.

In Ireland, where a new three-year training course for

woodwork instructors was started in 1966, the Ministry of Educa-

tion plans to extend as soon as possible the two-year course for

metalwork instructors to three years, as was done for woodwork

teachers.

Thus, even in a country where initial training takes place

in a full-time teacher training college and includes training in

pedagogics, there is a tendency to extend it and to improve it by

increasing the total length of the course.

(f) Development of contact with university education

As for future primary and general secondary teacher train-

ing, the main aim is to achieve a better balance between the dif-

ferent components of training. Again, as for other teacher categ-

oriesr --an-effort is being made-to put training for vocational.

teachers at advanced level. In some countries it is at univers-

ity level, as in Germany for instance.

The raising of training standards brings about an improve-

ment in the teacher's status, and it will be remembered that in

the conclusions of the OECD seminar concerning basic training and

continuing courses for vocational (or supplementary) education,

the participants noted that "in the Federal Republic of Germany

the fact that a high standard of requirements had been imposed

for the recruitment of future teachers had increased rather than

diminished the number of candidates".(1)

(g) Expected trends for training

Of recent years, it has been noted that, for the recruiting

of teachers "training corresponding to at least that of a technic-

ian is becoming a normal requirement"(1). This trend is in line

with the statement made by participants at the seminar mentioned

above, i.e. "the level of general education should be considerably

higher than that acquired by the average vocational school student"

and that the teacher should possess a "broad technical education

(1) Training of Vocational Teachers, Vol. 1, No. 1, September, 1954,
CIRF Monograph.
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or scientific instruction corresponding to that of a higher tech-

nician in his own field of specialization".

The Working Party on Human and Physical Resources for Tech-

nical Education meeting is connection with the Training Course on

Technical Education in October 1967(1) pointed out that "in gene-

ral, training for technical teachers and workshop instructors in

technical schools should be at least of the level immediately

above that of the school in which they intend to teach". The

Working Party considered that, for the training of technicians in

secondary or post - :secondary schools, "the teachers for theoret-

ical subjects should be graduates of technical universities and,

for practical subjects and applied technology, graduates of tech-

nical colleges (for higher-level technicians)".

The other two components of training (practical experience

and introduction to pedagogics) were also discussed by the partic-

ipants of these seminars. At the one dealing with the basic and

further training of vocational teachers, it was agreed that tea-

chers must have:

"... considerable practical experience, gained by working

in industry, of conditions of work, including safety meas-

ures, economics, and the organisation and practices of

industrial production and maintenance operations.; ...

"a knowledge of the philosophy and principles of education

and of general and applied pedagogy, including principles

and practices of planning training programmes; of gener-

al and industrial psychology, physiology and sociology,

with particular emphasis on the problems of youth at work,

and of the social institutions of industry;

"... advanced training in the didatic methods of teaching

technical subjects, with special emphasis on methods of

teaching based on experimentation ...".

The Working Party on Human and Physical Resources for Tech-

nical Education proposed that candidates,whether from industry or

(1) For countries participating in the OECD's Technical Assistance
Programme, (i.e. the Mediterranean Regional Project Countries
minus Italy), (mimeographed).
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technical schools, be given one year of special training mainly

in pedagogics and particularly in teaching methods and techniques

(organisation of courses, utilization of audio-visual aids, teach-

ing methods for practical subjects, elements of general peda-

gogy, etc.). Its final recommendation was the establishment in

each country "of special institutions which would organise technic-

al teacher training ...".

In general, the acts and regulations recently adopted tend

gradually to reduce any wide disparities existing between teachers

in technical and those in general education or among the various

categories of technical teachers. This trend is in line with the

attempts now being made to bring the various types of secondary-

level education closer together. Some of the gaps in basic train-

ing (i.e. absence of, or insufficient, pedagogical instruction)

are being bridged by means of continuing education, which seems

the best way of completing basic training.
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CHAPTER V

THE TREND TOWARDS CONTINUING PROFESSIONAL TRAINING

l
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One of the difficulties any educational reform has to face

occurs because its application depends on 'a mass of teachers -

ignorant of, or hostile to, the innovations that are to be intro-

duced - and who are prepared to teach other things, in a different

way and with a different content. The setting up, in some coun-

tries, of machinery which permits the educational system to be

rapidly reappraised and restructured in the light of general soc-

ial development, implies that the teacher's own education must

extend throughout his working life; his basic training will there-

fore have-to be followed up by-further-training.- Badic training

should therefore, to an ever-increasing extent, help the teacher

to realize the need to continue to improve his knowledge of his

subject and his teaching methods and techniques. It will stress

social change and its effects on the structure and content of educ-

ation. The teacher will continue his training, not only to help

him bring his knowledge up to date, but also to fill in any gaps

left by his basic training.

1. Educational Reform and the Difficulty of Immediate Assignment
fUr7TIRTET.TiTiffia7Teachers

The educationcl system is one of its own main "production

factors"; theoretically, therefore, its characteristics may be

changed more easily insofar as this factor is found no longer to

keep up with the system's qualitative trends. Young teachers then

find they have to play an important part in spreading new ideas on

the occasion of meetings, seminars and further training courses

in which their older colleagues participate.

Many obstacles, however, prevent the immediate application

of such a policy. Their origin lies either in the actual type

of the teacher's training or in the conditions prevailing at the

time of recruitment.
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(a) A prerequisite: the definition of the teacher's newrole

Consideration of the training system can take place only
when the objectives of reform and also the style and content of
teaching at various levels have been defined. Only on the basis
of these facts can the role of the, teacher and the content of his
training be decided. Most teachers who are beginning to apply
the reforms - in pilot establishments at first - are generally
chosen from among the most active members of the staff in the
existing system. Continuing education courses provide the addit-
ional training they need for the introduction of the reforms,
and, as the latter are extended, this sort of action must be devel-
oped until such time as young teachers, trained to have the new
attitude, slowly change the content of the stock of teachers. To
this natural obstacle to the flow of "new blood" into the teaching
profession must be added another created by institutional factors.

_A survey of trends_in some.-shows-that-the-thinkihlk and
policy measures in this field lag behind the time normally required
for this type of decision. Apparently this is due to the way in
which the reforms were made to the school system - i.e. by attack-
ing the different levels at different times. Rare indeed have
been any overall reforms to the system. Teacher training will in
future depend increasingly on higher education, but the latter's
traditional independence may mean that it is not always immediate-
ly affected by reforms which are in the same spirit as those in
primary and secondary education and which make their application
easier. Moreover, some of the reforms at primary and secondary
levels have not apparently been fully carried through. For exam-
ple, structural reforms have been made, but not always the changes
to curricula and to teaching methods and techniques which should
go with them. Until such time as the spirit and style of the con-
tent of education are radically overhauled, the consideration being
given to the new system of teacher training cannot come to any
final conclusions.

(b) A difficult situation: teacher recruitment

During the past ten years, the recruitment difficulties
described in the first part of this report have often delayed any
changes to the training system. In many instances changes have
resulted in an extension to training. When an additional year is
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added to the period of training (if other factors remain constant)

a year's supply fo new teachers is lost and if training is placed

at a higher level, there is a risk, in the beginning, of a reduc

tion in the number of teachers obtaining their certificate. Thus

in England and Wales not until 1960 were the authorities able to

lengthen the twoyear training college course to throe years. In

Italy, in "Guidelines of the fiveyear school plan" the Minister

of Education said that he could not immediately apply the recom

mendations of the "Cowission of Inquiry into the Status and De

velopment of Education", proposing that secondary teacher train.

ing be expended to include a thorough knowledge of pedagogics, at

present not covered by the curriculum. The Minister therefore

plans to adapt the curricula of the different faculties on the

grounds that any extension to the length of the course might dis

courage teacher candidates and delay their entry into the pro

fession. In Switzerland and Turkey changes to primary teacher

training, which would mean an extension to the pediod of train

ing, have been postponed for the same reasons.

Training institutions (including the universities) for the

various teacher categories are therefore the focal point of qual

ity and quantity. Even though transitional schemes or original

forms of training have to be offered to all possible types of pot

ential teachers in order,to palliate the consequences of the

changes training must undergo, the weight of applying the reform

will fall on the majority:of the established staff. Continuing

education therefore remains the only privileged means for bring

ing up to date the training of teachers whose role is in the pro

cess of changing considerably. It is not always easy from the

literature available to distinguish, among the mass of (almost in

variably optional) activities, those that form part of further voo-

ational training to supplement basic training, and those which

consist of courses for purposes of promotion. Although the latter

type may be included as part of continuing training, they should

not be considered as plans to update the teacher's knowledge.

2. Present efforts: The Improvement of Incomplete Basic Training

Although of recent years many educational systems have been

affected by reform, action seems to have been concentrated mainly

on improving the initial basic training, rather than on continuing

training as such. Because of the recruitment crises, staff with
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very little qualification have had to be engaged and, in technic-

al education, conditions of recruitment vary so much that a part-

icular component of initial training (whether general education,

specialised subject, practical experience or pedagogics) may be

neglected. The few examples given below show that a very substan-

tial effort is being made concerning technical teachers.

In Austria legislation has been sufficiently flexible to

allow specialists to be engaged without pedagogical training, to

keep pace with the growing need for teachers. Certain categories

are engaged as "contract-teachers" and, while preparing for the

qualifying examination, give lessons under the guidance of regul-
ar teachers.

In Denmark, the Technical Teacher Training Institute offers

a full-time 14-week course for engineers, technicians and highly

skilled workers with several years! professional experience and

who, in general, have already taught in technical evening classes

or worked as full-time teachiis. In Norway established teachers

are offered either a full-time six-month course at the State

Vocational Training College, or a part-time State course in peda-

gogics (for vocational school teachers) extending over twenty-

five weeks during two summer sessions (during the semester in

which the teacher gives his course, he attends week-end seminars

takes correspondence courses and receives the advice of an in-

spectmron teaching methods). In England and Wales three-month

courses have been introduced for teachers in service, the sylla-

bus being adapted to the needs of teachers who already have some

experience. In Scotland, teachers in service may take a training

course, consisting of a year's supervised practice teaching with

a two-month session before and after full-time training. In

Sweden, owing to the number of teachers recruited below the pre-

scribed standards, full-time courses lasting thirty-three weeks

are being held for new teachers, with at least three years! exper-

ience to supplement their initial training. A five-week full-

time course is also provided for teachers with at least three

years! teaching experience but whose pedagogical training was in-

sufficient. Part-time training courses have also been set up.

Finally, in Switzerland, "vocational" teachers who are recent

recruits or have had no real teaching experience are required to

take a part-time basic course in pedagogics lasting at least

thirty hours.
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Although such courses are rarely compulsory, most teachers

are increasingly urged by the authorities to take them. Thus on

Scotland, while a teaching certificate is not required to teach

in continuation schools since the Central Register was set up,

the authorities have decided that no teachers without this qual-

ification could be posted unless their general knowledge and

technical background were sufficient to allow them subsequently

to take the training course. All teachers in continuation schools

are expected to receive this training.

In some countries, further training courses may be compul-

sory for primary teachers if their initial training was incomplete

or accelerated. In France, further training courses are compulsory

for deputy teachers, and in some Swiss cantons primary teachers

who had accelerated training must attend special courses. In

Yugoslavia, the Republics have made supplementary training com-

pulsory for insufficiently qualified primary and secondary school

teachers. In-general, those-concerned-attend-courses-during-the

holidays; these courses are therefore mostly part-time and by

correspondence. The growth index for 1956/66 was,445 for teach-

ers attending the two-year advanced teacher training course,

178 for those attending college or university, of which 102 took

arts, 1020 science and mathematics and 2823 physical education.

These figures bring out the teacher categories most affected by

the recruitment crises.

If recruitment problems become less acute and all teachers

are required to have full basic training, it is possible that this

form of further training course will tend to decline. Continuing

education, of course, will have to be used for bringing up to date

the knowledge of the teacher force in service. Basic training

will be no more than a first stage, and further training the norm-

al follow-up.

3. Future Efforts: Compulsory Continuing Education

Until recently there was a general feeling that what was

taught in the various types of training college was good for the

whole of the teaoher's career. However, as a result of changes

in the educational system and of reforms which faileCto live up

to expectations, the problem of further training has become acute.

If basic training and further training are the two parts of a

whole which provide the teacher with what he required to practise
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his profession, then the logical conclusion is that the latter
should also be compulsory. The development that is expected in
human and mechanical teaching aids will help towards greater ef-
ficiency in education and leave the teacher more time to bring
his knowledge up to date. The length of these supplementary

courses will vary according to the category of teacher concerned.
The putting into practice of this requirement should be regarded
as a possibility to make the most flexible use of any action
taken, whether originating from teachers and their organisations,
or from the responsible authorities.

In some countries the regulations usually require primary
teachers to attend annual conferences or seminars to keep them
informed of the progress made in teaching methods and subject-
matter. Usually these are very brief, however, and take the
form (37'.' "one-day schools" (for example, during the school year
in Sweden) or of "annual teachers, conferences"AFrance.and

In most of the other countries numerous forms of "fur-
ther education" are provided for primary teachers but are not
compulsory.

In some Swiss cantons young primary teachers are required
to take refresher courses during the first five to ten years of
their career.

In secondary education compulsory further training is even
more infrequent than for primary teachers. In Sweden, however,
the local author:,.7.1es may decide to suspend classes in general
secondary eduv,.....tor; to allow teachers to attend a compulsory
five-day school zac' h year. Although the General Education Act
of 1958 in Yugoslavia made further training compulsory, some of
the republics have not yet drawn up their own regulations; under"'
existing legislation however the school authorities do have con-
trol over new teachers entering the profession for the first
time, but in the main this concerns basic training.

In secondary technical education in Switzerland, the new
federal act on vocational training states in Article 27 that "the
cantons may make it compulsory for teachers to attend refresher
courses." In Denmark, the Ministry of Education has introduced
a system to allow every full-time teacher to take a compulsory
one-week course each year; the first year consists of further
pedagogical training, and the second of a refresher course to
bring technical knowledge up to date. In Hamburg, Germany, after

462



three or four years in the profession, teachers spend three months

in industry.

some countries thus appear to be setting up systematic

further training courses in addition to those in which the tea-

cher himself decides whether he will participate. These latter

are, in fact, attended by only a small percentage of the teaching

profession, and are unlikely to modify reactions, attitudes or

knowledge no longer in line with what reform and technological

change call for.

4. Planning Further Training

As shown above, the small amount of research carried out

does not allow the relative importance of the two complementary

(basic and continuing) periods of training to be determined.

The characteristics of the different types of teachers determine

the main ties between initial and further training. In view of

the financial resources available, staffing problems and oppor-

tunities for secondment, a virtual "strategy" of further train-

ing must be worked out based on a thorough knowledge of the quali-

tative data concerning the profession. Regular surveys should

give information concerning the qualifications initially acquired,

according to level and subject and indicating the extent and type

of any refresher courses already attended. Other data, such as

age of teachers, location and type of post (e.g. head of depart-

ment) etc.,should make it possible to orient the content of, and

teaching methods used in, further tnaining, in view of the educa-

tional system's needs. As initial and further training become

increasingly complementary to each other, the content of the

latter would largely follow along the broad lines described in

Chapter I of Part Three. The courses selected would however

depend on the subjects to be brought up to date.

Thus, as proposed in Italy(1), it will have to be decided

whether it is better to organise courses on subjects likely to

influence the behaviour of teachers by showing the part they should

play in a constantly changing society, or on didactic and pedago-

gical questions, or again on problems associated with the special-

ized training of the teacher.

(1) Review of National Policies for Education: Italy, OECD, 1969.
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The responsible authorities consider that "the experience

so far acquired shows that systematic action can effectively be

planned for the future, particularly in view of the large appro-

priations allotted for the purpose under the five year school

development plan." This conception of a continuing education plan

has also been adopted in Sweden by the National Board of Educa-

tion. Training courses will thus he held more frequently outside

term time, and it is hoped that five years from now all teachers

will be able to attend such a course once every four years. Since
the bringing up to date of knowledge can no longer be carried out

on a small scale, far more extensive facilities will have to Le

provided, for far longer periods, which will require detailed

planning.

5. The Role of Inspectors as Educational Counsellors

Further teacher training is not provided solely in special-

ised centres or, for technical teachers, in the form of training

courses in industrial or commercial firms. It is now expanding

in schools; it affects, teachers either individually or in groups;

educational counsellors are able to give it their support. If

basic and further professional training are to be properly harm -

onized, then refresher courses on specific subjects outside the

school should be held by the institutions which provide some or

all of the basic training. The Teacher Training Committee in

Sweden insists that refresher courses should be an integral part

of the work of the new specialized colleges of education. As

training institutions are to do more and more applied research and

are to keep in close touch with educational research centres,

constant contact with research findings would be assured if part

of further education were to be offered in these centres. If

sabbatical leave were to be extended for some teachers, it could

more easily be devoted to research. Even the inspectors - who

will be called upon iar more frequently to act as educational

counsellors - will be able to keep up to date in these institu-

tions the knowledge they need to help the teachers.

The inspector's Usk is not simply to act as educational

counsellor, neither has he yet become a means for introducing

innovations among the staff. In many countries the administra-

tive aspect of his task remains essential: it is the inspector

who reports on the teacher, comments on his teaching and on the

pupils'reactions, and drafts various administrative decisions for



the Ministry. But his duties should not stop short here. His

authority and experience (the reasons for his appointment) fit

him to offer educational counsel to young teachers and, in view

of the rapid advance in teaching methods and techniques his role

might also be decisive for their older colleagues. Education, in

changing its dimension, has almost changed its character. To a

far greater extent than before, the inspector must now see that

the teacher keeps up to date with the latest educational develop-

ments; he must push innovation where it is not yet known and help

the teacher make better use of it:

If further education is to become compulsory by law, in-

spectors will have to pay far more attention to finding out the

shortcomings of initial training, or what additional training is

required as a.result of the progress made in teaching methods and

techniques or in a given subject. He can become one of the chief

"decision-makers" of further training syllabuses, just as he is

already one of the Chief Group-leaders.

Thus in England and Wales the inspectorate has taken a

step forward by stressing its role as a "bearer of innovations".

Inspectors encourage teachers to use all the new educational aids

(closed circuit television, tape recorders, language laboratories,

films, etc.) by discussing them in schools and at conferences, by

organising short courses, by serving on panels of experts, and by

writing pamphlets for publication by the Department of Education.

As was necessary for teachers, some of their routine admin-

istrative duties may have to be reduced. In Sweden a corps of

mobile consultants has been set up to advise teachers during the

school year. They may also help in organising voluntary or com-

pulsory further training courses during term-time. This is an

interesting experiment, for they retain their contact with teach-

ing by spending only half their time as consultants and the other

half on their own education. They are also kept informed of pro-

gress made in pedagogics for, after their basic training, they are

required to attend further training courses twice a year. In 1966

they numbered 170, a figure which the National Board of Education

plans to increase substantially.

The experiment is also interesting since it was considered

that the increase in the number of inspectors would drain the

teaching staff of its best elements; by staying half time in

teaching, these very active members of the profession who have
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been selected to advise their fellows do not lose touch with

teaching altogether.

Only a few organisational aspects of further education in

the near future have been discussed. Administrative patterns,

details of form and organisation, the frequency and regularity

of courses, methods of financing them, the advantages accruing to

teachers, etc. will depend on the strategy developed by each coun-

try according to its own structure and requirements. The new

teaching methods and techniques which are now gradually being

introduced into basic and further professional training will them-

selves change the way in which the courses are organised. The

working groups of student and acting teachers no longer attend

the seminar simply as passive listeners. Each has positive or

negative factors to cootribute from his own experience, and is

encouraged by the "discussion leaders" to talk about his teaching

achievements and difficulties. The new technical aids also tend

to alter the pattern of training courses. Audio-visual aids(1)

in particular open up new opportunities, both in the training col-

leges and in the schools. Further training for the teachingpro-

fession will thus be a major task in coming years. The new forms

it will take have yet to be tested. Research on content, in view

of what was covered by the basic training, is still required

before the challenge of ever-changing educational patterns can

be met.

(1) See The Contribution of Audio-Visual Media to Teacher Training,
Council of Europe, 19b4.
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Balancing teacher supply and demand at the different levels

of education presupposes a consistent dovetailing of teacher re-

cruitment, deployment and training policies. The formulation and

application of such policies is inseparable from the planning and

development of the entire educational system. The particular

aspect of the problem of the teacher qualifications required fur-

ther binds the quantitative to the qualitative aspects of planning

and requires a mere systematic policy of educational research and

development. Finally, the fundamental role of teachers cannot be

presumed to become fully effective unless teachers are regularly

consulted not only on problems of direct concern to them but also

on those affecting the general operation of the school system,

which is their particular area of endeavour.

(a) Educational planning

To reconcile targets with means is particularly needed in

order to balance the supply of teachers with the demand. Since

teachers are trained within the education system itself, it is

possible when forecasting demand to train the required numbers of

graduate teachers. This cannot be done independently from more

comprehensive forecasts regarding the educational system's growth.

Since growth of the system moreover cannot be dissociated from

other sectors of the national environment, forecasting should grad-

ually be made a part of studies covering all sectors of activity.

The plan finally decided upon can then develop the resources, part-

icularly such human resources as teachers, that can be made avail-

able for education.

Two types of policy can be used to meet the quantitative

and qualitative demand for teachers - short or medium-term meas-

ures and long-term measures. The former generally relate to wage

policy, recruitment and assignment standards, accelerated train-

ing and continued education, conditions of teacher utilisation or

the effectiveness of training institutes. Whatever the urgency
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of the problems, how effective the measures will prove to be seems

to depend on how closely the various aspects of policy can be co-

ordinated.

Policy-makers for the teaching profession have sometimes

been shown to act along separate lines. As the teacher problem

has many facets, to handle it in separate administrative units,

some dealing with quantitative and others with qualitative aspects

of recruitment standards or socio-economic status, is to deny the

inter-dependence of all questions which concern the profession.

Since the job of various policy-making bodies (Ministry of Educa-

tion, Ministry of Labour, Ministry of Finance, Planning Authority,

etc.) is to deal with one or more aspects; a standing "joint group

for education" might perhaps enable relevant measures to be better

co-ordinated.

(b) Research and development in education

Balanced growth of the educational system, in the light of

economic and social trends, seems unlikely to be achieved unless

the educational system is ceaselessly readjusted. The school will

however be incapable of adjusting to the changing needs of society

until detailed studies of performance and lethods of operation are

undertaken. Unlike the pattern which earlier had currency in vari-

ous countries, education no longer belongs to a separate world

of its own, but as in other sectors of society greater efficiency

means that more research is required.

Nor must the results of research, which in a purely pedago-

gical context have chalked up a few gains in some countries, be

allowed to remain idle. Not only must an effort be made to test

the initial findings, but also to create channels for their dissem-

ination so that education can benefit to a greater extent.

The role of the teacher in introducing innovations is an

active one. If his help is not obtained, a good many projects of

a seemingly constructive kind may well fail to succeed or be di-

verted from their goal. This increasingly implies that during

his early and continued training the teacher, owing to his con-

stantly wider general knowledge should be in touch with research

activities. The initial expense for equipping training insti-

tutes for a hitherto somewhat neglected task will seem less burd-

ensome when the student or graduate-teacher will have shown that

his interest in research has been beneficial both for the teacher,
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by fostering his spirit of initiative and enthusiasm, and for the

educational system, whose efficiency and output will have been

increased.

(c) Machinery for consulting teachers

The interest shown by teachers in innovations does not

merely depend on how they have been brought into contact with

them while being trained. The teacher cannot be made aware of

his basic role in developing education at national and local scale

unless he is closely associated with the formulation of recruit-

ment policy, of plans to upgrade his status, and of measures re-

garding the structure and content of education. It would thus be

well for teachers to be represented in the "joint group for educ-

ation" suggested under (a) or in the various commissions which

plan educational development. Knowledge and discussion of the

measures which will directly affect them suggest that teachers

should also be associated with various projects for reform. Hence

the evidence is that an effective teacher policy cannot be form-

ulated apart from the measures which will promote the development

of other component parts of the educational machinery.

(d) Managing the educational system

To improve teacher training in the context of an educational

system which is prepared to introduce or accept innovations and

translate them into fact is not enough in itself, and considerable

efforts are needed on the administrative side, taken in its broad-

est sense. First to be mentioned are the teacher's immediate

entourage, responsible for his rational deployment and for provid-

ing him with pedagogical or administrative support, such as head-

masters and inspectors. But for an innovation to be really accep-

ted and make its mark, the appointed or elected members of the dif-

ferent boards and other organisations responsible for schools at

local and national level must be prevailed upon to make the educa-

tional sector a dynamic, pioneering asset of the community, since

it is on these authorities that its progress so largely depends.

So far training the managers of the system is an aspect which

appears to have been neglected. While the cost and, effort of

developing and educational system makes it essential that steps

be taken in this direction, the forward-looking teacher moreover

must be able to rely on these various types of managerial staff

for support and encouragement.
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