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INTRODUCTION
Relevance of the topic

In recent years, schools have been impelled to increase performance and qual-
ity, financial discipline, strategic behaviour and achievement of its goals.
Schools now also need to compete for both pupils and teachers. To achieve this,
several private sector management practices such as performance management
(incl. performance appraisal and performance-related pay) have been imple-
mented. But it is important to note that the proliferation of private sector mana-
gerial practices in the public sector, and in particular the education sector, is a
conflict-laden and contradictory process. For example, the dominant view in the
literature on public policy and administration is that public and private organi-
sations are so different that New Public Management prescriptions, which state
that public organisations should import managerial processes and behaviour
from the private sector, are inappropriate (Propper and Wilson, 2003). The same
criticisms are levelled at educational institutions. However, performance man-
agement is still used in both the private and public sectors and is becoming
more common in educational institutions because good performance manage-
ment provides direct benefits to the organisation through a rigorous, focused
approach to the achievement of goals (Macaulay and Cook, 1994; Winstanley
and Stuart-Smith, 1996; Hartog et al., 2004). In addition, there are examples
from the United States, Great Britain and Australia (Storey, 2000; Tomlinson,
2000; Hanley and Nguyen, 2005; Mardsen and Belfield, 2006) of educational
institutions taking over private sector management methods such as perfor-
mance management in order to modernise the teaching profession, make it more
attractive, increase the performance orientation of schools and tie the activity
and results of teaching directly to school goals.

The Estonian education strategy for 2020 highlights five challenges that the
education sector has to face in the near future. Important challenges include
raising the position of teachers in society and the reputation of the teaching
profession. One tool for achieving these objectives may be changing the salary
system making it less tied to workload and occucational level. Teacher salary
should consider teacher professional development and the diversity of the role
of teachers. Similarly, many feel that the lack of parity between teaching sala-
ries in different local authorities should be removed (Eesti hariduse viis
viljakutset..., 2011).

However, the author questions whether general salary increases for teachers
would be effective, and further, that schools may not have the financial re-
sources to raise salary levels for all teachers. Therefore, a salary increase for all
teachers may not be the solution, but in the context of limited funds, differenti-
ating salary levels on the basis of teacher achievement of school objectives may
be more suitable. Similarly, the implementation of a performance-related pay
makes it possible to link compensation to a teacher’s ability to increase school
outcomes and pupil performance.
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Therefore, to raise the performance of the Estonian education sector and to
ensure that educational institutions are equipped with well-paid, motivated and
professional teachers, performance management has been taken as a new
course. But although Estonian schools have been given extensive decision-
making authority, there is a lack of knowledge coupled with fear and resistance
to change. To overcome this, proposals should be made at the government level,
and support should be made available to schools.

Therefore, initially, the situation in Estonian general educational schools
needs to be mapped to obtain an overview of the current situation and the opin-
ions of pedagogues' about the appraisal of the performance of teachers and
performance-related pay should be ascertained. Furthermore, opportunities for
managing the implementation of performance management need to be examined
and guidance and support offered to schools. The present research contributes to
the theory of performance management by providing a framework for describ-
ing the school performance and evaluating and rewarding performance of teach-
ers. Similarly, the current research provides valuable information for designing
a performance appraisal and remuneration system for teachers in Estonian gen-
eral educational schools.

The aim and research tasks

This dissertation aims to provide proposals for developing a teacher perfor-
mance appraisal and remuneration aspects of performance management using
the example of Estonian general educational schools. As a result of this disser-
tation, critical activities in designing both performance appraisal and perfor-
mance-related pay are pointed out and recommendations are made for selecting
appropriate criteria. To achieve the aim of the dissertation, the following re-
search tasks were set:

1. Analyse the definition and process of performance management, including
performance appraisal and performance-related pay and their characteristics
in the education sector.

2. Build up a framework for analysing school performance and how the school
management and the activities of teachers influence this?

3. Formulate research propositions about the relationships between school
management, the activities of teachers and the opinions of pedagogues about
performance appraisal and performance-related pay, teacher performance
appraisal and performance-related pay criteria and the relationship between
performance-related pay and school performance indicators.

' The term pedagogues is used here when talking about teachers and headmasters

together.
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4. Develop a research methodology for exploring teacher performance ap-
praisal and performance-related pay in Estonian general educational schools
(including compiling a questionnaire) based on the aforementioned theoreti-
cal analysis.

5. Analyse the relationships between school management characteristics and
the opinions of pedagogues about performance appraisal and performance-
related pay with the aim of ascertaining the managerial aspects that help
schools design and implement performance appraisal and performance-re-
lated pay.

6. Analyse the relationships between the characteristics of the activities of
teachers and the opinions of pedagogues about performance appraisal and
performance-related pay and the preferences of pedagogues concerning per-
formance appraisal and performance-related pay criteria with the aim to as-
certain which activities should be evaluated as part of performance appraisal
and rewarded by performance-related pay.

7. Provide proposals for school headmasters and leaders in education about
designing and implementing teacher performance appraisal and perfor-
mance-related pay in Estonian general educational schools and proposals for
selecting teacher performance appraisal and performance-related pay
criteria.

The current dissertation concentrates on gathering the opinions of teachers
teaching the 9th and 10th grade and the opinions of their headmasters. The
study includes only municipal schools — those established by local authorities in
Estonia.

The structure of the dissertation

This dissertation is composed of two main parts. An overview of the structure
of the dissertation is presented in Figure 1. The first part of the dissertation
constitutes the theoretical basis for studying Estonian general educational
schools, their performance and teacher performance appraisal and remuneration
aspects of performance management that help achieve school objectives. It is
comprised of two subchapters. The first subchapter concentrates on perfor-
mance management. Firstly, it introduces performance management as a man-
agement tool, explores its most important components and analyses how differ-
ent authors and the author of this dissertation define performance management.
Secondly, more detailed attention is turned to the appraisal and remuneration
aspects of performance management. Subsequently, the system of school evalu-
ation is discussed explaining the evaluation methods used in the education sec-
tor (external vs. internal evaluation). In addition, the subchapter explains where
teacher performance appraisal is positioned within school performance evalua-
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tion and how it is defined by several theoreticians and the author of this disser-
tation. Performance-related pay is also introduced and analysed in reference to
the private sector and the education sector, and the various reasons for reward-
ing teachers on the basis of their performance are highlighted based on empiri-

cal studies.

Theoretical part

Empirical part
- N

Introduce PM, appraisal and

remuneration aspects of PM:

e PM as a management tool — the
essence and process

e essence and application of PA
and PRP

o the characteristics of PM in
schools and criticisms of PA
and PRP

Subchapter 1.1.

Research outline and methodology:
e research process, sample, methodical

considerations and statistical methods
Subchapter 2.1.

v

\ 4

Results of the empirical study of

teacher PA:

¢ implementation of PA and the opinions
of pedagogues

o use and preferences for PA criteria

Subchapter 2.2.

A 4

The design and implementation

of PM - teacher PA and PRP:

o the framework of activities for
preparing to implement PM

e PA —stages and principles for
PA design

e PRP — stages, principles for
PRP design and alternatives for
rewarding teachers on the basis
of their performance

e research propositions

Subchapter 1.2.

Results of the empirical study of

remuneration:

¢ implementation of PRP and the
opinions of pedagogues

e use and preferences for PRP criteria

Subchapter 2.3.

v

Synthesis and discussion of the
research results
e combining the issues related to the
implementation of PA and PRP
e proposals for PA and PRP design
e proposals for selecting PA and PRP
criteria
Subchapter 2.4.

Figure 1. The structure of the dissertation and main arguments

Note: PM — performance management; PA — performance appraisal; PRP — performance-related pay
Source: compiled by the author

Discussions are also presented of the methodical problems in empirical studies
exploring the relationships between teacher salary and school performance.
Thirdly, as the dissertation is written based on general educational schools, then
the characteristics of the educational process is introduced. Through this, the
educational process is discussed and the role of performance appraisal and per-

15



formance-related pay is explained. This subchapter also presents a model of the
key characteristics of school performance by exploring performance manage-
ment and the educational process together. The model explains how school
performance is achieved and is therefore a good framework for developing
performance appraisal criteria for evaluating the work of teachers. In this way,
the author proposes possible criteria for appraising teacher performance.
Finally, criticisms of performance appraisal and performance-related pay are
discussed in the light of the education sector.

The second subchapter of the theoretical part concentrates on the design and
implementation of performance management and its appraisal and remuneration
aspects — teacher performance appraisal and performance-related pay. Firstly,
the changes in the education sector that require schools to adopt new manage-
ment tools such as performance management are explained. Similarly, the rec-
ommended principles and the framework for preparing schools for implement-
ing performance management are introduced. Secondly, the recommended
stages of performance appraisal development are analysed more specifically.
This makes it possible to understand the critical activities in the preparatory
stage of performance appraisal and how aspects of the school management and
the activities of the teachers relate to creating an accepted performance ap-
praisal system. This subchapter also presents research propositions concerning
teacher performance appraisal. Thirdly, the stages for designing a salary system
for teachers on the example of performance-related pay are also presented more
systematically. During this subchapter the alternatives for developing a remu-
neration system for rewarding teacher performance are explained, while also
pointing out research propositions concerning performance-related pay for
teachers.

The second part of the dissertation provides an overview of the empirical
study of teacher performance appraisal and remuneration aspects of perfor-
mance management based on the example of Estonian general educational
schools. It consists of four main subchapters. The first subchapter initially pre-
sents the research process and sample for exploring school performance man-
agement in Estonian general educational schools. Then, the methodological
considerations and statistical methods used in the research are detailed. The
second subchapter of the empirical part summarises the results of the empirical
analysis on performance appraisal. Firstly, the implementation of performance
appraisal and its influence on the opinions of pedagogues in Estonian general
educational schools are analysed. Secondly, the current use of performance
appraisal criteria is discussed in addition to whether they cover teacher perfor-
mance in a thorough and reasonable manner. This subchapter highlights the
results of how the characteristics of the activities of the school management and
the teachers relate to their opinions about the performance appraisal system
implemented in their school. This subchapter also explores which performance
indicators are used to define school performance in Estonian general educa-
tional schools and whether the performance appraisal criteria match the perfor-
mance indicators. In addition author compares the preferences held by head-
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masters and teachers when selecting performance appraisal criteria and identify
how the characteristics of the activities of teachers relate to opinions held by
pedagogues about performance appraisal.

The third subchapter of the empirical part concentrates on summarising the
results of the empirical study in terms of remuneration. The influence of the
implementation of performance-related pay on opinions held by pedagogues is
discovered and valuable information is presented about which school manage-
ment characteristics influence pedagogues in terms of their opinions about the
performance-related pay implemented in their schools. The relationships be-
tween performance-related pay and school performance indicators are also re-
flected in the last point of the third subchapter. An analysis is made of the use of
performance-related pay, the preferences of pedagogues in relation to perfor-
mance-related pay and the relationships between the characteristics of the activ-
ities of teachers and the opinions of pedagogues in order to identify criteria that
should be considered while designing a performance-related pay system.

The synthesis and discussion of this research is presented in the fourth sub-
chapter of the second part of the dissertation. At first, teacher performance ap-
praisal and performance-related pay as a tool for managing school performance
is discussed. Based on this discussion, which combines the issues related to
both performance appraisal and performance-related pay, and points out the
important shortcomings of appraisal and remuneration within performance
management, the proposals for developing teacher performance appraisal and
performance-related pay in Estonian general educational schools are presented.
The proposals involve recommendations for both performance appraisal and
performance-related pay design, and for selecting criteria for evaluating teacher
performance and rewarding teachers on the basis of their performance.

The originality of the research and its practical merit

The originality of the present research stems from the fact that it is the first
attempt to study teacher performance appraisal and remuneration aspects of
performance management in Estonian general educational schools so systemati-
cally and to such an extent that it is possible to make generalisations about their
implementation in Estonian general educational schools. In addition the re-
search also presents the characteristics of the school management and the
teacher activities that are important in the design and implementation of per-
formance management.

This research is part of the project “Performance and the analysis of the
drivers that influence it in public schools” initiated in cooperation with the
Estonian Ministry of Education and Research and the University of Tartu.
Therefore, this study provides valuable input for the ministry to develop and
draft new perspectives for education policy in Estonia. The research group in-
volves three teams concentrating on different fields of interest — financial man-
agement, quality management and performance management in schools. The
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author belonged to the group exploring performance management. Each group
was responsible for developing the core of research for their field, and in coop-
eration the overall framework of the study and questionnaire was compiled
(Tiirk et al., 2011). During the project, the author performed a leading role in
developing a framework of key characteristics of school performance that made
it possible to determine important performance appraisal and performance-
related pay criteria. Similarly, the author conducted data analyses and provided
proposals about performance appraisal and remuneration.

In order to highlight the practical merit of the current research, several points

can be made:

Studying school performance helps identifying the school management and
teaching activities and objectives that result in better school performance,
and can thus focus on improving performance. Therefore, this provides es-
sential input for implementing performance management.

Information about the current management situation in Estonian schools
helps understanding the successes and shortcomings of Estonian general
educational schools so the author can map perspectives for raising school
performance, and identify the necessary actions for change in the Estonian
educational sector. Likewise, this is invaluable information for educational
leaders and public sector officials, whose work it is to plan and implement
strategy for improving the Estonian education sector.

Understanding the relationship between school management, teacher activi-
ties and the opinions of pedagogues is useful for developing proposals for
designing and implementing performance appraisal and performance-related
pay in schools. While creating and implementing new management tools,
this should be carried out as a collaborative effort, including all stakeholders
throughout the process. The opinions of all members of the organisation re-
garding new management tools are essential for their smooth adoption. Hu-
man resource policies, training and organisational development programmes
can be adjusted to encourage positive responses and opinions to facilitate the
intended changes.

Information about teachers’ opinions helps school headmasters design
motivational systems that encourage teachers to better achieve school aims.
Furthermore, irrespective of the volume of literature and articles written on
performance management, the perpetual “reliable criterion problem” and the
creation of an appraisal system that will be accepted by the teachers contin-
ues to receive considerable attention within performance management liter-
ature (Fletcher, 2001). The current research and this dissertation helps to
present the preferences of teachers and school headmasters, and the
proposals from the author about the teacher performance appraisal criteria
that should be used to measure teacher performance. Likewise, the disserta-
tion points out the criteria that are recommended by the author and preferred
by respondents from Estonian general educational schools as the basis for
rewarding teachers.
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e In addition, the current study also highlights proposals about designing and
implementing performance appraisal and performance-related pay.

e The knowledge from this research is also useful for other countries that need
to deal with such issues — in particular — implementing teacher performance
appraisal and performance-related pay. Similarly, due to the fact that the
Estonian education system is strongly based on approaches that have proven
to be performance-enhancing, the analysis provides an overview and infor-
mation for those countries that want to restructure and develop their educa-
tion system. As the analysis of OECD survey results show (OECD, 2008),
the organisation of the Estonian education sector is a good example for many
countries.
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|I. THEORETICAL FOUNDATIONS OF TEACHER
PERFORMANCE APPRAISAL AND
REMUNERATION ASPECTS OF PERFORMANCE
MANAGEMENT IN SCHOOLS

l.1. Defining performance management and appraisal and
remuneration aspects of performance management

l.1.1. Performance management as a management tool

The following subchapter presents the discussion of the definition of perfor-
mance management by different authors. In addition, it provides the author’s
definition of performance management in the context of this dissertation. Per-
formance management is described as a management tool for improving organi-
sational performance through concentrating on the achievement of organisa-
tional objectives. The need for performance management stems from the rise of
New Public Management in the public sector. As Kettl and Kelman (2008) de-
note, performance management both preceded and outlived New Public Man-
agement and continues to be viewed as a central concept in the future of gov-
ernance. Reforms epitomised by the New Public Management movement have
led to major changes in the organisation and management of the public sector
based around the notion of competitive markets and the adoption of private
sector management practices.

Changes in the public sector have affected the education sector as well.
Therefore, in addition to public organisations, educational institutions became
engaged in restructuring their organisation and improving management pro-
cesses in order to boost organisational performance (Walker et al., 2010). Per-
formance management is used to increase performance and motivate employees
in the public and education sector. Performance management is believed to be
beneficial for schools as it is helping both headmasters and teachers understand
the most relevant priorities and objectives of school development. However,
there are two major benefits of implementing performance management for
schools (DfEE, 2000):

1) First, the pupils will benefit because, with encouragement, support and high
expectations, their teachers will have a more sharply focused picture of what
their pupils can achieve.

2) Second, the teachers will benefit. Teachers have the right to expect that their
performance will be regularly appraised and that they will have a proper op-
portunity for professional discussion with their team leader about their work
and their professional development.

Despite of the enormous growth of interest in performance management, a pre-
cise definition of the concept is elusive. The confusion in using the term “per-
formance management” has also been noted in research conducted in the United
Kingdom, where many organisations simply equate performance management
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with goal setting or with appraisal or with performance-related pay (Fletcher
and Williams, 1996, Armstrong, 2006). Such an approach is one-sided and dan-
gerous because it is likely to substantially reduce the effectiveness of perfor-
mance management. To illustrate the variety of definitions of performance
management as a management tool, the author of this dissertation has high-
lighted examples of how several authors have defined it in this sense (see Ap-
pendix 1).

These examples indicate how widely the definition of performance manage-
ment varies. Since performance management is difficult to define, authors often
describe it on the basis of its essential processes. However, some shifts in the
definition of performance management can be recognised through careful anal-
ysis of the development of the concept. At the beginning of the 1990s, the term
performance management was quite narrow, indicating an individuals’ effort in
achieving organisational performance. A small change may be noted in the
definition presented by Winstanley and Stuart-Smith, who described perfor-
mance management through its objectives, which is a commonly used term in
discussions of performance management. They also emphasise the role of eval-
uation in achieving objectives. A broader view of performance management can
be seen in the definitions posited at the beginning of 2000. Armstrong con-
cludes that in addition to individual performance, performance management is
also designed to improve organisational and team performance. In addition,
Armstrong emphasised the role of managers in improving overall performance.
Starting from 2000, the strategic nature of performance management is high-
lighted more often. Mwita (2000) defines performance management as a means
to improve organisational performance with a view to achieving the strategic
aims of the organisation. Smith, Goddhard and Lohmann et a/. (2004) underline
that performance management should be aligned with the strategy of the organi-
sation. Therefore, performance management is strategic by nature. However,
Dransfield (2000), Heinrich (2002), Smith and Goddard (2002), and Hartog
(2004) also point out the important role of performance-related pay. This is seen
as an important instrument designed to encourage appropriate organisational
responses to performance information, and so, an important tool for achieving
better performance.

Another interesting pattern can be noticed while exploring recent articles
related to performance management. New literature on the topic of performance
management has begun to concentrate more on how performance management
could increase the performance of public sector institutions. Special attention is
focusing on the creation of a performance appraisal system in the public sector
because the goals of the public sector are not always quantitative and measure-
able in money terms.

This focus on the performance appraisal issue can be seen in the definitions
by Kettl and Kelman (2008), Heinrich and Marschke (2009), Krishnapillai
(2009), Nunn et al. (2009) and Walker et al. (2010). Dransfield (2000), Krish-
napillai (2009), Nunn et al. (2009) and Walker et al. (2010) also put the focus
of the definition of performance management on goal setting. However,
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Krishnapillai (2009) emphasises the strategic nature of performance manage-
ment, indicating that the development of a performance management framework
supports identifying and defining cause-and-effect relationships between or-
ganisational actions and outcomes.

However, Soss, Fording and Schram (2009) enrich the definition of perfor-
mance management on the basis of its disciplinary function. They emphasise
that the disciplinary function of performance management does not only involve
the allocation of penalties for poor performance, but also the creation of self-
regulating subjects who, under conditions of apparent autonomy, conduct them-
selves in ways that are consonant with prevailing institutions, values and inter-
ests.

The emphasis of the human factor in implementing performance manage-
ment can be recognised in the definition by Mone et al. (2011). They state that
performance management can be conceptualised as the overarching framework
for guiding managers in their efforts to increase engagement in their organisa-
tions. They emphasise the role of feedback and recognition, employee develop-
ment and building a climate of trust and empowerment while implementing
performance management.

However, in addition to analysing the definition of performance manage-
ment over time, an interesting pattern can be seen when analysing the defini-
tions with respect to their focus. For example, the definition of performance
management in the 1990s was seen more in terms of the individual. Rogers
(1990) points out that performance management provides a link between each
individual and the overall strategy of the organisation. Similarly, Macaulay and
Cook (1994) emphasise a focus on employee performance and describe a very
employee centred view of performance management. Mwita (2002) and
Lohman ef al. (2004) on the other hand have a more organisation centred view
compared to the aforementioned authors, defining performance management as
an approach for achieving organisational objectives. Instead of highlighting how
to achieve organisational performance, the authors concentrate on the mentality
of performance management.

Several authors have defined performance management with the respect to
the process or components of the process (Winstanley and Stuart-Smith, 1996;
Armstrong, 2000; Dransfield, 2000; Heinrich, 2002; Smith and Goddard, 2002;
Hartog, 1994; Kettl and Kelman, 2008; Soss et al., 2009; Heinrich and
Marschke, 2009; Krishnapillai, 2009; Nunn et al., 2009; Walker et al., 2010;
Mone et al., 2011), which makes it possible to understand how to build up a
proper performance management system in schools. However, understanding
the components of performance management also help understand what aspects
of school management should be taken into consideration.

Performance management is truly a rather integrated and continuous process
of improving organisational performance to achieve strategic organisational
aims and promote mission and values. A well-developed performance manage-
ment system is said to incorporate a statement outlining the organisation’s
values, a statement of the organisation’s objectives, individual objectives which
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are linked to the organisation’s objectives, regular performance reviews
throughout the year (performance measurement, including performance ap-
praisal), performance-related pay, and finally, training and counselling (Drans-
field, 2000). The aforementioned aspects can be divided into the four most im-
portant components of performance management (see also Figure 2): 1) perfor-
mance planning; 2) reviewing and appraising performance; 3) recognising and
rewarding performance; and 4) coaching and feedback.

Performance planning:
e vision

Coaching and feedback
e ecthics

e values mission

e norms objectives

e communi- activity plans
cation

Performance
management

Reviewing and

appraising performance:

e Appraisal principles
and methods

e Performance
measures incl. PA

criteria

Recognising and
rewarding perform-
ance:

e Reward strategies,
incl. PRP principles
PRP criteria

Figure 2. The components of performance management and connections with strategic,
resource management and organisational culture

Source: compiled by the author based on Macaulay and Cook, 1994; Dransfield, 2000; Smith and
Goddard, 2002; Holbeche, 2005; Alberta Education, 2005

Therefore, while discussing performance management, strategic management
(Wooldridge and Floyd, 1990; Miller and Cardinal, 1994), resource manage-
ment (Hedges et al., 1994) and organisational culture (Delaney and Huselid,
1996; Becker and Gerhart, 1996; Schneider, 2000; Harris et al., 2003) should
also be considered because they are related to developing school performance
via creating performance management in schools.
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While creating a performance management system, an organisation must
determine its strengths and need for development, which makes it possible to set
a general strategic philosophy — vision, mission and objectives. Determining a
school’s strategic philosophy is part of the school’s strategic management.
Strategic management, which has primarily been developed in the private sec-
tor, can help schools anticipate and respond effectively to dramatically changing
environments (Bryson and Roering, 1987; Kriemadis, 1997). The education
sector has begun to recognise that strategic planning is necessary in order to
maintain its own responsiveness to a rapidly changing environment, and to
formulate proactive responses that will enhance the educational processes used
(Saker and Speed, 1996; Kotler and Murphy, 1981). Therefore, strategic man-
agement is seen as an important variable in creating value in terms of school
performance. In the context of performance management, strategic management
is essential in defining school outcomes and the most important objectives.
A school performance management system is founded upon these defined out-
comes (Kloot and Martin, 2000; Walker et al., 2010).

Specific activity plans for schools are set based on the vision, mission and
objectives defined during strategic management. However, while developing the
activity plans, clarifying individual responsibilities and accountabilities is es-
sential. That is relevant in the context of reviewing and appraising performance,
where both organisational and individual performance need to be evaluated
(Smith and Goddard, 2002). During the process of reviewing and appraising,
the achievement of the objectives set in the strategic plans is ascertained, and
therefore, the development of performance appraisal criteria is central.

The third important component of performance management involves re-
warding employees for achieved objectives. During this stage, rewarding strate-
gies and performance-related pay criteria are developed. However, as creating a
reward policy involves allocating monetary resources then this is also linked to
school resource management. Schools in OECD countries, including Estonian
general educational schools, are free to manage their own resources (OECD,
2008). This means that each school has its own budget and the school head-
master is responsible for administering the budget rationally and rightfully.
Because of local empowerment, in which responsibilities are transferred to an
intermediate authority between the central (or state) government and the
schools, such as local authorities in Estonia, the local authorities have additional
power for allocating financial resources, and the schools may see this as a re-
striction.

However competition between schools and financial constraints has moti-
vated schools to improve their effectiveness and turn more attention to manag-
ing resources (Michael, 1990; Hanushek and Rivkin, 2007). The pathways of
indirect effects indicated in the study by Caldwell (1998) are particularly note-
worthy here — they indicate planning and resource allocation benefits, mediated
in respect to their effect on curriculum and learning benefits through personnel
and professional benefits and confidence in attaining school sustainability.
Expressed another way, realising the expected benefits of better resource
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management, a clearer sense of direction, increased accountability and res-
ponsibility, greater financial and administrative flexibility, and improved long-
term planning, will have no direct effect on curriculum and learning benefits but
will have an indirect effect on the extent of their impact on personnel and
professional benefits, which in turn have a direct effect on curriculum and
learning benefits. In addition, it appears that the non-availability of necessary
resources in many schools may not necessarily be due to inadequate reserves,
but to inefficient management of available resources (Ikoya, 2008). Therefore,
good resource management is important in creating reward strategies. However,
one of the most critical issues in developing a good reward system is the
selection of performance-related pay criteria.

In addition to the aforementioned, Mone et al. (2011) points out that during
the performance management process, employees should be provided with on-
going feedback and recognition, and managers have the responsibility to create
a climate of trust and empowerment. As people are, ultimately, the school’s
only source of competitive advantage, it is essential to manage employees in a
manner that is aligned with the corporate goals of the organisation (Brennan et
al., 2003). The findings of the study by Carmeli and Tishler (2004) indicate that
intangible elements of the organisation have a significant effect on organisa-
tional performance. They highlighted that managerial capabilities, human capi-
tal, perceived organisational reputation, internal auditing, labour relations, and
organisational culture and all the interactions among these were found to be
important in explaining variations in the performance of local authorities. In
addition, high performance is proposed to positively affect employee commit-
ment, trust and motivation. Employees will be motivated by personal as well as
organisational success. For example, performance affects commitment as much
as vice versa. Empirical support for such processes is available from several
studies (Locke and Latham, 2002).

Thus in this context, organisational culture is essential as it offers a shared
system of meanings, which forms the basis of communication and understand-
ing (Martins and Terblanche, 2003). Therefore, organisational culture seems to
be a critical factor in the success of any organisation. It is said that the organi-
sation can have the most superb strategy, and generous financial resources, but
if its culture is not aligned with and supportive of that strategy, the strategy will
either stall or fail (Schneider, 2000). Studies of school performance suggest that
a collaborative culture within a school will improve the quality of teaching, and
emphasise the importance of the openness to change, and therefore, induce
greater effort (Cheng, 1993; Gaziel, 1997; Maslowski, 2001; Aidla, 2009).
However, it is essential to note that organisational culture plays an important
role in performance management because organisational culture plays a remark-
able role in the organisation’s mission and goal statements (Martins and Ter-
blanche, 2003). Organisational culture fills the gap between formally announced
policies and the actual behaviour of an organisation, and is therefore an indica-
tor that keeps strategic plans on track.
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The author of this dissertation concludes that although there are differences
in defining the term “performance management” (e.g. concentration on individ-
ual achievement vs. organisational achievement; task orientation vs. orientation
on relations), it primarily refers to managing the organisation on the basis of its
strategic aims. Good performance management should provide direct benefits
for the organisation through a focused approach to the achievement of set ob-
jectives. Therefore, the aforementioned definitions imply the management by
objectives philosophy put forth by Drucker (1976). Drucker emphasises the
evaluation and the comparison of the employee’s actual performance with the
standards set in the organisation. During management by objectives, the manag-
ers of an organisation jointly identify the common goals, define each individu-
al's major areas of responsibility in terms of the results expected of him/her, and
use these measures as guides for operating the unit and assessing the contribu-
tion of each of its members (Odiorne, 1976). However, it is worth mentioning
that managing by objectives has resulted in severe criticisms. For example,
Deming (2000) indicated that setting the organisation’s objectives will encour-
age resources to meet those objectives through whatever means necessary,
which usually results in poor quality. The management by objectives concept
emphasises that objective criteria and performance standards must be clearly
defined and they should be measurable. However, McConkie (1979) points out
that rigid mathematical formulas have frequently proven disappointing because
too many managers tend to assume that since the mathematical standard has
been set, they need not insert their own judgements and opinions into the man-
agement process. In so behaving, they remove themselves from their managerial
responsibilities. These mathematical formulas, the argument goes, make no
allowance for the difficulty of the goals being pursued. To go even further,
Deming (2000) encouraged managers to abandon objectives in favour of leader-
ship. This means that leaders understand systems, and therefore, they are the
ones who should manage employees according appropriate solutions, not ob-
jectives and incentives.

However, despite the criticisms, research in the field of performance man-
agement concentrates mainly on the concept by Drucker, which emphasises the
role of setting measurable objectives and managing the organisation in order to
achieve those goals. The main reason behind this is that during research work,
restrictions should be made in order to conduct statistical analysis. Certainly,
concentrating exclusively on measurable objectives may be harmful for organi-
sations, but on the other hand, managers need to find a balance between man-
aging tasks and managing relations. Kaplan and Norton (1996) argue if you
can’t measure it, you can’t manage it. Therefore, in addition to measurable ob-
jectives, school managers should deal with the human aspect of management
by, for example, developing the organisational culture.

The author agrees with the definition from Heinrich and Marschke (2009),
who emphasise the importance of appraisal and incentive in achieving organi-
sational objectives. Appraisal and incentive are essential in the context of per-
formance management because they are important tools in directing employees
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towards executing the key activities that create success for an organisation.
Therefore, the author defines performance management as a tool for achieving
organisational objectives through monitoring performance and goal achieve-
ment and stimulating performance.

However, while school performance can be analysed at the strategic, opera-
tional and individual level (Tiirk et al., 2011), the current dissertation concen-
trates on the individual level of performance management. The individual level
of school performance management concentrates on the key role of teachers,
whose main working objective is to bring up, teach and develop pupils. In this
context, building up an accepted and motivating teacher performance appraisal
and remuneration system is central. Therefore, the author of this dissertation
concentrates on two important aspects of performance management — teacher
performance appraisal and performance-related pay, and does this using the
example of Estonian general educational schools. Concentrating on the individ-
ual level is essential as most school plans in the Estonian education sector are
only formal and are not used to facilitate their performance (Irs and Ploom,
2009). Teacher performance appraisal and rewarding systems, on the other
hand, do support the achievement of strategic (main development directions set
in school development plans) and operational (sub objectives set in activity
plans) objectives (Tiirk et al., 2011). Therefore, building up a proper teacher
performance appraisal and reward system makes it possible to create a system
that motivates teachers to achieve the aims set in school strategic plans.

1.1.2. Performance appraisal and performance-related pay

The following subchapter explores the concept of school evaluation and ascer-
tains the position of teacher performance appraisal within the evaluation system.
Similarly, the definition of performance-related pay is presented and discussed.
The idea behind evaluation is that the performance and activities of the or-
ganisation and its employees are appraised in order to diagnose the state of the
organisation and its success in achieving objectives, and to change and direct
these as necessary. Evaluation allows feedback about the success of decisions
made, and if used appropriately, it has the potential to support better decision-
making (Lancer Julnes and Holzner, 2001). However, it also allows feedback
about employee contributions to organisational goals, behaviour and results (De

Andre’s et al., 2010). Managers may use performance evaluation as a perfor-

mance improvement tool in various ways (Kettl and Kelman, 2007):

1) They can motivate individual employees to work harder and more effec-
tively as challenging goals encourage better performance.

2) Performance evaluation can provide feedback about an organisation’s
performance over time or in comparison with other organisations. This can,
however, indicate a need for organisational learning and areas that need
more attention.
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3) Appraisal criteria can focus employees on the few things the managers wish
them to attend to.

In the context of this dissertation, it is essential to understand evaluation in the
education sector, and where teacher performance appraisal is placed as a com-
ponent of school evaluation. However, the central aim in appraising the perfor-
mance of schools and teachers is to raise the quality of education, the scholarli-
ness of the citizenry and to supply the education system with qualified teachers
(Darling-Hammond et al., 1983). Figure 3 presents an overview of the types of
school evaluation implemented to capture school performance.

INTERNAL
EVALUATION
EXTERNAL

EVALUATION INTERAL SELF-
CONTROL EVALUATION
supra
organisational level organisational \/ organisational / Performance
and organisational level level measurement
level

individual individual Performance
level level appraisal

Figure 3. Types of school performance evaluation and placement of performance ap-
praisal in the context of internal evaluation

Note: the individual level of internal evaluation is marked with a grey background
Source: compiled by the author based on Nikkanen and Lyytinen, 2005; Pettai and Lilleste, 2008

For many years and in many countries, school evaluation has been tantamount
to external evaluation. External school evaluation aims to find out if schools are
fulfilling their duties (Nevo, 2001). External evaluation is performed by the
ministry of education or some other higher institution’s professional evaluators
or inspectors, who are not the employees of the particular school. At the level of
school external evaluation, the external evaluators gather performance data (the
values of key performance indicators or external evaluation criteria) that are
determined by the Ministry of Education and Research. Based on the Ministry’s
order” the performance indicators measured through external evaluation can be
categorised into the following groups:

2 Order No 1031 of the Minister of Education and Research.
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1) key performance indicators related to pupils (academic performance’, the
percentage of pupils continuing studies at the next school level, the percent-
age of absenteeism, the percentage of pupils participating in school support
systems etc.);

2) key performance indicators related to human resources (presence of teachers
with required qualification, the average volume of continuing education
courses for teachers; the structure of teachers with the respect to age and
gender; the percentage of teachers that have quit) and;

3) key performance indicators related to schools in general (ratio of pupils to
teachers; the fulfilment of classes; the number of computers per teachers, the
number of computers per pupils).

Therefore, external evaluation gives the government useful information at the
supra organisational level facilitating policy decisions for improving the quality
of education. In addition, external evaluation supports schools and its head-
masters with feedback on the school’s activity and performance. Likewise, it is
hoped that such external evaluations would motivate teachers and school head-
masters to work harder to improve their performance (Oppeasutuse sisehinda-
mine..., 2008). However, it is important to note that the abovementioned exter-
nal evaluation criteria give headmasters information about school performance
at the organisational level not the individual level (teacher performance), and
therefore, it does not allow them to identify individual aspects that need to be
taken into consideration in order to raise school performance. Therefore,
schools have started to analyse their activities more systematically. More atten-
tion is now given to internal evaluation, which is implemented alongside exter-
nal evaluation. However, it is important to emphasise the need to find synergy
between external and internal evaluation. Nowadays, external evaluation is seen
as more of a support device, allowing schools to view their performance
through an external perspective. An external evaluation increases the objectivity
of the evaluation because the indicators used are easy to measure, necessary
information for making comparisons is gained, and it is possible to evaluate
from a distance those work processes that are highly influenced by social rela-
tionships and cannot be objectively evaluated by the members of the organisa-
tion themselves. Therefore, an external evaluation provides additional infor-
mation, helping schools to see themselves from a different perspective, and
broadening and deepening a school’s self-knowledge (Swaffield and MacBeath,
2005).

A school’s inclination to engage in internal evaluation emanates from the in-
creasing and intense demands for change, and the new competition for pupils
(Glasman et al., 2002). Internal evaluation can be defined as a continuous and
systematic analysis of learning processes, as well as school management and

*  Academic performance is an overall description of pupil results in final exami-

nations, national examinations, running grades, and results in regional and national
tests.
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performance evaluation for making strategic decisions about managing the de-
velopment of the pupils and school. Through internal evaluation, school
strengths and weaknesses are determined, and based on the results, development
and action plans are compiled. As Towler and Broadfoot (1992) point out, re-
flection and evaluation can encourage an understanding of what is expected,
improve motivation, lead to pride in positive achievement and offer a realistic
appraisal of weaknesses. Internal evaluation should guarantee the sustainable
development of a school taking into consideration the peculiarities of the school
that are not captured by external evaluation.

Internal evaluation of schools consists of two components: internal control
and self-evaluation, which are integrated into the internal evaluation system (see
Figure 3, p. 28). The main purpose of internal control is to avoid the main risks,
while self-evaluation deals with finding ways to improve performance. A
broader difference between these components of internal evaluation is that in-
ternal control is directed towards the past while self-evaluation looks to the
future. Internal control deals with limited problems that occurred in the past and
were performed by the school management. Self-evaluation, on the other hand,
is implemented by the teachers themselves and also involves pupils and parents
giving feedback about the teacher’s performance. The Estonian Ministry of
Education and Research has developed a framework for internal school evalua-
tion. The information gathered during internal evaluation may be categorised
into the following levels (Oppeasutuse sisehindamine..., 2008):

1) level of the school (e.g. information about the school development plan,
curricula, action plans, tangible and intangible resources, the analysis of
systems performed within the school);

2) level of human resources (statistics involved with human resources, satisfac-
tion inquiries, development interviews, professional development, class ob-
servations etc.);

3) level of interest groups (satisfaction inquiries among parents, development
interviews, feedback from alumni, employers, representatives of the previous
and next school level);

4) level of pupils (statistics related to pupils, academic performance, the results
of pupil development analysis, satisfaction inquiries, support systems, extra-
curricular activities and the consideration of pupils with special educational
needs).

Although there are several concurrencies between external and internal eval-
uation criteria, the difference is in terms of what level these performance indi-
cators are being analysed. While external evaluation concentrates on the educa-
tion system in general, during internal evaluation, schools evaluate the perfor-
mance indicators in light of their peculiarities and context. Therefore, internal
evaluation supports external evaluation with additional qualitative information.
However, the concurrencies of external and internal evaluation criteria may lead
to confusion in schools about internal and external evaluation. Therefore, as
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external indicators are easier to evaluate, schools may tend to concentrate on
managing based on external evaluation.

The previous discussion makes it possible to conclude that internal evalua-
tion has both an organisational and an individual level to take into considera-
tion. That means that internal evaluation concentrates on measuring individual
job performance, but it contributes to organisational performance as well. How-
ever, when talking about internal evaluation that concentrates on appraising the
performance at the organisational level, to be more precise evaluating the
achievement of strategic and operational objectives in schools (Tiirk et al.,
2011), the term performance measurement should be used (see also Figure 3, p.
28). As improving school performance through individual effort is central to
this dissertation, the author concentrates on the individual level of internal eval-
uation, or analysing the individual performance of teachers in achieving school
objectives — performance appraisal.

The term “performance appraisal” has broadened substantially in recent
years (see Table 1). It is possible to conclude that performance appraisal used to
have a rather elementary and raw control function in which employee perfor-
mances were given quantitative estimations by their superiors. Thus, traditional
performance appraisal is associated with a top-down model of appraisal by a
supervisor.

Table 1. Performance appraisal and its development by several authors, publication
year and focus of the definition

Focus Author, Performance appraisal
year

Oberg, 1972 | PA helps or prods supervisors to observe their subordi-
nates more closely and to do a better coaching job.

Ilgen and PA process involves the interaction of a rater and a ratee
Favero, in a work setting. This interaction is followed by a judge-
1985 ment process in which the rater uses whatever information
he or she has about the ratee to evaluate the performance-
related attributes of the ratee.

Benedict The communication of PA information to subordinates is
and Levine, |an important function of organisational control systems.
1988 As organisational control information, feedback is an

important factor in the enhancement of employee perfor-
mance and the organisation’s overall effectiveness.

Armstrong, |PA can be defined as the formal assessment and rating of
2006 individuals by their managers at, usually, an annual
review meeting.

Control centred views of definition
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Focus Author, Performance appraisal
year
5 Dransfield, |PA is a process of systematically evaluating past job per-
\ *E’ = 2000 for-mance and providing feedback on which performance
20 %=L . . L
S o °¢% adjustments can be made. PA aims to justify the rewards
T) - 'E . . . . LN .
> 2 2.8 given to individuals and/or groups, discriminating
v L 9 .
A ET B between high and low performance.
Fletcher, PA has become a general heading for a variety of activi-
2001 ties through which organisations seek to assess employees
and develop their competence, enhance performance and
distribute rewards. It sometimes becomes a part of a wider
approach to integrating human resource strategies known
as performance management.
Lancer PA is intended as a means to make more informed
Julnes and | decisions.
Holzner,
2001
Davis et al., | PA is an important catalyst for organisational learning
= 2002 and school improvement when it is linked to broader con-
£ ceptions of leadership.
% Roberts, PA is a controversial management tool searching for
s 2003 answers to ubiquitous problems in system design and
© administration. PA participation is a process that can
1°d o . . ..
E mitigate many of the dysfunctions of traditional PA
S systems.
u . .
g De Andre’s |PA is a formal system of assessment used by companies
5 etal., 2010 |for estimating employee contributions to organisational
fE’ goals, behaviour and results during a period of time.
qé Campbell Self-evaluation may be used as additional data for PA.
_g and Lee, Self-evaluations and other sources (e.g. supervisory
4 2011 ratings) can be combined to increase the overall reliability
D
=

of the evaluation process.

Note: PA — performance appraisal

Source: compiled by the author

The definitions of performance appraisal from the earlier literature aptly de-
scribe the control centred view of defining performance appraisal (Oberg, 1972;
Ilgen and Favero, 1985; Benedict and Levine, 1988).

A narrower approach to defining performance appraisal can also be seen in more
recent literature. For example Armstrong (2006) points out that performance
appraisal has been operated as a top-down and largely bureaucratic system owned
by the human resource department rather than by managers. Thus, Armstrong sees
performance appraisal rather as a means of exercising managerial control.
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However, in the modern world of empowerment and team working in or-
ganisations, the term performance appraisal is defined more broadly (Drans-
field, 2000). Nowadays, performance appraisal has a more development-centred
definition and includes several activities by means of which the organisation
tries to evaluate, train, develop and promote its employees, as well as improve
the organisations effectiveness. Rewards are also given for efficient work
(Dransfield, 2000; Fletcher, 2001).

A performance appraisal system helps identify the organisation’s key areas
of activity and problems, and assists the organisation in updating strategic ob-
jectives and informs tactical decisions for achieving these objectives. Further-
more, a performance appraisal can motivate teachers to work harder and better
as challenging goals encourage better performance, it can provide feedback
about an organisation’s performance over time or in comparison with other
organisations and performance appraisal measures can focus employees on
those things managers want them to attend to (Kettl and Kelman, 2007). Rob-
erts (2003) affirms this, emphasising performance appraisal’s role in system
design and administration. However, Roberts (2003) denotes that an effective
and accepted performance appraisal system is created only with the participa-
tion of all interest groups involved.

However, it is important to note that the aim of evaluation has shifted to-
wards self-evaluation, development and motivation, and is more focused on the
present and the future rather than the past (Pettai and Lilleste, 2008; Campbell
and Lee, 2011). Therefore, performance appraisal does not only involve the
judgement of past results (Dransfield, 2000), but concentrates on developing
employee performance. As supervisory ratings will reflect a more true score
with less errors than self-evaluations because supervisory ratings are not self-
generated, then in the interests of increasing the overall reliability of appraisal,
it is recommended that a combination of supervisors’ and self-evaluation results
be used (Campbell and Lee, 2011).

While much of the literature in human resource management sees perfor-
mance appraisal as a top-down and narrow control method focused on apprais-
ing the past performance of employees (Armstrong, 2006; Millmore et al.,
2007), the broader definition of performance appraisal is most apparent in the
context of the education sector. For example, teacher performance appraisal in
the Canadian education sector is designed to promote teacher development,
provide meaningful appraisals of teachers’ performance that encourage profes-
sional learning and growth, identify opportunities for additional support where
required and provide a measure of accountability to the public (Ontario, 2010).
Davis et al. (2002) define teacher performance appraisal through its ability to
create organisational learning, which would also result in raising school perfor-
mance. Evaluation raises the awareness and responsibility of teachers and in-
creases self-respect, which also encourages teachers to develop themselves and
to creatively apply their competences (Davis et al., 2002). The teacher perfor-
mance appraisal established in the United States is also development-centred, as
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the teacher appraisal process ends with the creation of an individual develop-
ment plan for each teacher (NCTQ, 2008).

However, to conclude this discussion of teacher performance appraisal, the
author emphasises that in order to achieve overall school objectives, the indi-
vidual performance of teachers should be managed in order to create value at
the operational and strategic level of school management. Thus, the author de-
fines teacher performance appraisal as a tool for monitoring the individual per-
formance of teachers in achieving school objectives.

This subchapter will now turn to explore performance-related pay. Perfor-
mance-related pay is a type of compensation in which employees are paid ac-
cording to their performance (Jacobson, 1992; Lazear, 2001; Chamberlin et al.,
2004; Hanley and Nguyen, 2005; Marsden and Belfield, 2006; Ingvarson et al.,
2007; Neal, 2011). It is a part of a compensation system based on bonuses and
incentive pay for high work performance (see Table 2).

Table 2. Performance-related pay as defined by several authors with year of publication
year and whether it applies to the private sector or education sector

Sector | Author, year Performance-related pay
Dransfield, 2000 | PRP is based on management by objectives. Key result areas of
the job, clear standards of performance and target levels of
competence and regular objective reviews of performance and
g competence must be agreed upon.
(=]
§ Chamberlin ez | PRP is a way in which an organisation rewards its employees
bl al., 2004 according to its perception of their individual merit.
=
2 Marsden, 2004 | PRP is a process where goal setting and evaluation by line
e, managers plays a key role.
=
Ay Hanley and The logic behind PRP is to spread salaries according to
E Nguyen, 2005 | performance linked to an organisation’s objectives.

Jacobson, 1992 | Under a “pure” performance-related pay system, teacher salary
differentials would be determined exclusively on the basis of

differences in their performance.

Lazear, 2001 PRP will result in low pay for the poorer teachers and high pay for the
better ones, which might encourage an increase in performance and

the right pattern of retention and turnover.

Marsden and
Belfield, 2006

PRP is a type of compensation that allows payment on the basis of
teachers’ results.

PRP in educational sector

Ingvarson et al.,
2007

PRP is a compensation system that answers the question of how much
teachers’ pay is based on the quality of their professional performance
within current awards or agreements.

Neal, 2011

PRP is a compensation method, where incentive payments are
linked to some measure of educator performance.

Note: PRP — performance-related pay
Source: compiled by the author
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Performance-related pay schemes use performance and/or competence as crite-
ria for deciding the size of increments, and therefore, also the rate of progress
through a salary band (Dransfield, 2000). A reward system implies the use of
evaluation, which enables measuring the performance of activities. Evaluating
performance is a common way of connecting an individual’s performance to
performance-related pay. Performance-related pay encompasses the notion of
“payment by result”, involving a financial reward based on the assessment of
individual performance (Hanley and Nguyen, 2005; Neal 2011). However, the
basic concept underlying performance-related pay is that employees perform
better when their compensation is more tightly linked to effort or output, and
organisational performance will improve with employee incentives more closely
aligned with organisational goals (Heinrich and Marschke, 2009). As in perfor-
mance management, and as Dransfield (2000) and Marsden (2004) point out,
performance-related pay is based on a management by objectives philosophy,
where the key outcomes of a job — clear standards of performance and target
levels of competence and regular objective reviews of performance and compe-
tence — must be agreed upon. However, as in performance management, it is
essential to keep in mind that it is the manager’s task to observe that those ob-
jectives are not simply achieved by whatever means necessary, but that a rea-
sonable organisational culture and reward system is designed that motivates
development and enhances performance.

After analysing the definitions of performance-related pay in the context of
the private sector and the education sector, the author notes that there are no
remarkable differences. However, compared to the private sector, there are
matters that need to be taken into consideration when developing performance-
related pay in the education sector. For example, in the case of private sector
organisations, output is perfectly observable because it usually has a monetary
value. Output that can be evaluated using a monetary value provides the perfect
indicator of on employee’s effort, hence it is easy to pay an individual based on
the value of his output (Burgess and Ratto, 2003). When the output also de-
pends on some random component, as in the education sector (the influence of
family, peers, socio-demographic background, the co-operational effort of
teachers etc.) (Hanushek, 1997), the headmaster is not able to infer the teacher’s
effort precisely. Therefore, in the case of the education sector, in addition to
concentrating on rewarding individual performance, more attention should be
turned to rewarding teachers based on group effort as well.

While implementing performance management in the education sector, it is
important to consider the principles behind the reasons for implementing per-
formance-related pay in the education sector. There are numerous advantages of
implementing performance-related pay in the education sector. However, its
primary purpose in any organisation is to recruit, retain and motivate workforce.
Nevertheless, the effect of a teacher's salary is twofold, as teacher salary levels
may influence pupil outcomes either through the recruitment and retention of
more capable teachers and/or because higher wages induce greater effort (Bur-
gess et al., 2001; Armstrong, 2001; Lazear, 2001, 2003; Chamberlin et al.,
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2004; Milanowski, 2007). Certainly, in order to induce greater effort, teachers
should be motivated by a performance-related pay system, which allows extra
monetary incentives for teachers who perform better in achieving the school’s
key tasks or goals. There is a lot of evidence about the relationship between
performance-related pay and increased work performance in the private sector
(Lazear, 2000; Piekkola, 2005; Gielen ef al., 2010). However, there is consider-
ably less evidence of this in the public sector. As the current dissertation con-
centrates on the education sector, the evidence of a relationship between mone-
tary incentives and teacher performance is discussed further. The author of this
dissertation analysed previous studies to evaluate the role of teachers’ salary in
improving school performance. To obtain valuable information, the author an-
alysed both studies of the impact of raising the overall salary level and imple-
menting a performance-related pay on the performance of educational institu-
tions (see Appendix 2). In conclusion, there are many studies offering proof that
good pay for teachers results in better outcomes (Loeb and Page, 2000; Kingdon
and Teal, 2007; Figlio and Kenny, 2007; Atkinson et al., 2009). The author
acknowledges that the relationships between teacher incentives and pupil per-
formance could also be due to better schools adopting teacher incentives or
teacher incentives eliciting more effort from teachers. Certainly, the advantage
of performance-related pay is that employees are more aware and more com-
mitted to certain organisational objectives. When employees learn that certain
skills or specific behaviour are rewarded by a performance-related pay system,
they also learn what it is that their employer considers important (Chamberlin et
al., 2004). Practicing performance-related pay systematically in Great Britain
has led to improved goal setting and faster improvements in pupil performance
compared to other schools (Mardsen and Belfield, 2006). Therefore, perfor-
mance-related pay is believed to make organisations more performance-ori-
ented, which also makes them more effective in achieving their goals. Despite
the number of opponents of monetary incentives for teachers, many studies find
that teachers believe financial rewards to be appropriate and that they believe
them to have a positive impact on motivation.

For example, the study by Loeb and Page (2000) using state-level panel data
(from the United States) to control for any variation in non-pecuniary attributes
and alternative salary opportunities so that the relationship between teachers’
salaries and pupil outcomes could be identified, offered evidence that the qual-
ity of education can be improved by raising teachers’ salaries. To be more spe-
cific, the estimates of that study suggested that, with all else equal, raising
teachers' salaries by 10% would reduce drop-out rates by between 3% and 6%.

A study conducted in the schools of India included 902 pupils surveyed
across 20 government-funded and 10 private schools, and a sample of 172
teachers (Kingdon and Teal, 2007), indicating that performance-related pay for
teachers in private schools in India does improve pupil performance. In partic-
ular, increasing private teacher pay from one standard deviation below mean
pay to one standard deviation above raises pupil achievement by 22%. In this
study, achievement is defined through test scores of numeracy and literacy.
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However, no evidence was found in the case of the government schools. The
study performed by Kingdon and Teal (2007) has important restrictions, and
therefore, the authors themselves note that the results of the study need to be
treated with caution. During this study, no panel-data were used, and therefore,
they could not control for all the time invariant effects of the school.

Figlio and Kenny (2007) conducted a survey of personnel practices in 2000
among schools represented in the National Education Longitudinal Survey
(1052 schools in total). The study provided empirical evidence of correlations
between the use of individual teacher incentives and pupil achievement, mean-
ing that teacher incentives elicit more effort from teachers, resulting in higher
test scores. However, Figlio and Kenny point out an important restriction in
their study, in the fact that they cannot be sure whether the positive relationship
between teacher individual pay and pupil performance is due to the incentives
themselves or to unobserved school quality.

Using longitudinal teacher-level data to test the impact of a performance-
related pay scheme for teachers, the results of a study in England (Atkinson et al.,
2009) show that teachers do respond to direct financial incentives. In an incentive
scheme strongly based on pupil progress, test scores improved. The study found
empirical evidence that teachers eligible for the incentive payment increased their
value-added by almost half a GCSE* grade per pupil relative to ineligible
teachers, equal to 73% of a standard deviation. In the case of this study, it is
essential to note that by dealing with schools directly, researchers were able to
link pupils to the teachers who taught them for specific subjects, and not rely on
school level averages. That is very important when considering the influence of
teacher’s individual pay. Although the study indicated higher test scores in the
case of performance-related pay where teachers were paid for pupil progress, the
dataset did not make it possible to determine whether the pay system represented
extra effort or effort diverted from other professional activities.

However, it is worth mentioning that studies aimed at finding empirical evi-
dence about the importance of teachers’ salaries have faced several methodo-
logical problems. For example, the summaries compiled by Hanushek (1986,
1997) show that studies performed in order to provide evidence that teachers’
salaries matter have mostly failed. However, Loeb and Page (2000), conducting
a study in the USA, highlight the fact that teachers’ salaries may appear to be
unimportant because the empirical strategies that have been employed to assess
their effects miss some important features of the teacher labour market. Loeb
and Page highlighted that if cross-district differences in non-pecuniary charac-
teristics (e.g. number of pupils with special educational needs, geographical
location, image of school etc.) produce compensating differentials, then esti-
mates of teachers’ salary effects that do not control for these characteristics will
suffer from a negative omitted-variables bias. For example, teachers are likely

*  The General Certificate of Secondary Education (GCSE) is an academic qualifi-

cation awarded in a specified subject, generally taken in a number of subjects by
students aged 14—16 in secondary education in Great Britain.
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to require higher pay to take a job at a dangerous school or one where the
teaching requirements are more onerous, and it is difficult to separate the effect
of such working conditions from that of salary (Hanushek and Rivkin, 2007).
Government targeted funds for low-income schools with relatively low-achiev-
ing pupils that may be used to supplement teachers’ salaries also represent data
that needs to be taken into consideration. In addition, Figlio and Kenny (2007)
point out that the major reason we know so little about the relationship between
teacher performance incentives in the United States and pupil performance is
that large micro education data sets have gathered very little information about
school personnel practices. Therefore, in order to gather additional evidence,
qualitative analysis would also be useful. During qualitative studies (e.g. case
studies), discussions with teachers and headmasters should be conducted in
order to gather valuable information about their opinions about performance-
related pay and its influence on their motivation and work performance.

Salary is seen as a tool for attracting employees as well. Therefore, studies
that evaluated the impact of salary on teacher recruitment and retention were
also explored (see Appendix 2). As mentioned before, the incentive for imple-
menting a performance-related pay system relates to modernising the teaching
profession and making it more attractive. There are several studies (Darling-
Hammond, 2000; Johnson and Birkeland, 2003; Rhodes et al., 2004; Smithers
and Robinson, 2003) that investigate the main factors influencing the decisions
to join or leave the teaching profession. One of these factors is salary. Visions
of low status, demotivation, low retention and low salary levels are likely to
present a discouraging image to those considering the teaching profession
(Rhodes et al., 2004). It is important to note that teachers are motivated by
monetary incentives, especially when the salary level for teaching is lower than
average salary levels. Thus, as with non-monetary incentives, what teachers
earn determines who considers teaching as a career choice, who gives it a try,
and who ultimately stays. Research by Johnson and Birkeland (2003) indicates
that the economic costs and motivational gains of choosing to teach serve as a
significant deterrent to staying in such a highly demanding profession. Although
the study by Smithers and Robinson (2003) considered salary as one of the least
important reasons for leaving the teaching profession, improved salary was the
third most mentioned desirable change, and a quarter of teachers mentioned it in
their responses.

However, Hansuhek and Rivkin (2007) questioned whether the retention of
teachers is beneficial for schools after all. Their study indicated that those
teachers who exit teaching were significantly less effective, on average, than
those who stayed. Therefore, a salary system aimed at retaining teachers might
not be the best solution when considering the quality of education. The question
is not about convincing teachers to stay in the profession, but attracting quali-
fied and professional teachers. However, as the salaries of teachers are consid-
ered low, it is often pointed out that an overall increase in salaries would im-
prove both the recruitment and retention of highly qualified teachers, and there-
fore raise overall teacher quality and motivation (Azordegan et al., 2005). But
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there are other advantages in implementing performance-related pay. In addi-
tion, higher salaries or bonuses for teachers willing to take on difficult assign-
ments are offered to get highly qualified teachers into the schools that need
them the most (Prince, 2002). Moreover, performance-related pay is supposed
to convey the image of an efficient administration that is concerned about the
performance of its employees. The argument most frequently used concerns the
expected benefits in terms of job motivation (Forest, 2008).

In summary, although it is difficult to find evidence that performance-related
pay influences school performance, higher pay was still mentioned as an
important factor most likely to lead to retention in the teaching profession. This
provides additional confirmation that the problem is not whether performance-
related pay is suitable, but that low salaries in the education sector demotivate
teachers. Unfortunately, schools budgets restrict raising the overall salary level.
However, performance-related pay is a good way to differentiate pay and allow
schools to motivate teachers to achieve better performance because employees
should exhibit more effort when they believe they will receive a reward for
accomplishing a task (Ramlall, 2004). Furthermore, performance-related pay is
implemented also because it makes saving money possible, as the money does
not have to be distributed as widely as before. For example, Hanushek and Riv-
kin (2007) concluded that overall salary increases for teachers would be both
expensive and ineffective. They emphasised that compensation and career ad-
vancement should be linked more closely to the ability in teachers to improve
pupil performance. Therefore, it is not useful to offer a general raise in teachers’
salaries, but implementing a performance-related pay system is. Their claim is
based on the idea that there is a large variation in teaching quality, even among
similarly qualified and experience teachers. These variations may emanate from
knowledge and skills, personality, experience or from the peculiarities of school
districts, and therefore, a unified salary system would not help improve school
performance. Pay differentiation on the other hand would allow schools to take
into consideration the singularity of their region and encourage teachers to con-
centrate on the most important tasks for meeting the school’s objectives. How-
ever, of particular importance to the success of such programmes is the ac-
countability of school managers (Hansuhek and Rivkin, 2007). The lack of
knowledge of accountability and the fact that school managers are uncomforta-
ble with decisions about compensation, creates a situation where salary differ-
entiation is often neglected, and instead, teachers are paid according to their
education and pedagogical experience, and this fails to motivate teachers to
achieve school objectives.

Therefore, the author assumes that higher monetary incentives would result
in higher motivation to continue in the teaching profession, develop profession-
ally, improve their work performance and encourage younger people to choose
the teaching profession more frequently. However, as for any performance-
related pay system, the pay must be in accordance with the performance and
must provide an incentive to promote the success of the organisation. Therefore,
the author defines performance-related pay as a monetary tool for achieving
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school goals by motivating teachers to develop and improve their work perfor-
mance both as individuals and in teams. In addition to simply achieving the
normal tasks that are set for teachers, the definition also emphasises personal
and professional development and the co-operational effort in raising school
performance.

1.1.3. The singularity of performance management in schools and
criticism about performance appraisal and performance-related pay

This subchapter provides an overview of the educational process, which should be
the basis of the logic of performance management. As one of the main dis-
tinctions between pay schemes lies in how they define what counts as perfor-
mance, then the framework for school performance is described, pointing out the
characteristics of school management and teaching activities that result in school
performance. However, as the education sector has its own characteristics then
criticisms of performance management in schools should also be pointed out.

The majority of the performance management literature dealing with the ed-
ucation sector concentrates on the questions: how are performance appraisal and
motivational systems related to each other, to the learning process and to the
environment, and how does the system result in increased school performance.
The process presented in Figure 4 presents those relationships and is also often
called the education production model or education process.

Input Learning process School
Teachers (knowledge and and environment performance
thinking, opinions, personality, Teaching and (outcome/results)
communication skills) guidance —N Pupils’ personality
Pupils (characterisation, |:> Cooperation between V| and success,
family, socio-demographic teachers, pupils and (maturity,
background) parents educational career,
Tangible and finance resources Development of position in society)
Regulations teachers and pupils

IISchoul Management II II
Teachers’ motivational systems, incl. Teachers’ PA
PRP The results of teacher PA (learning
Motivating teachers | environment and process)
Teachers’ PRP system (PRP criteria, The results of pupil appraisal (pupil
individual, group bonuses, regular and achievement, development etc.)
incentive bonuses)

Figure 4. The model of the educational process explaining the relationships between
teacher performance appraisal and the teachers’ motivational system and their role in
influencing school performance

Note: PA — performance appraisal; PRP — performance-related pay
Source: Irs et al., 2009
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Here, educational organisations are seen as analogous with companies trans-
forming inputs into outcomes through a production process. The production
process in this case is the learning process that is supported by the learning
environment (Department of Education, 2000). This approach is the most
popular concept in the literature and in practice for discussing political deci-
sions made in the education sector (Hanushek, 1986). Thus, as in all processes,
the education process consists of inputs that are transformed into out-
comes/results through a learning process and learning environment that is man-
aged by teachers and influenced by the school management.

The inputs in the education process include all the resources committed to
the school, which means both tangible and intangible resources. Typical inputs
in the education production model are the characteristics of the parties involved
in the learning process and environment — characteristics of teachers and pupils
(Worthington, 2001) — but also some managerial aspects. For example resources
and regulations are relevant in this context. The general conceptual model de-
scribes the achievement of a given pupil at a particular point in time as a func-
tion of the cumulative inputs of family (socio-demographic characteristics of the
families), peers or other pupils (aggregate summaries of the socio-demographic
characteristics of other pupils in the school), schools (class sizes, facilities,
administrative expenditures, regulations, and so on) and teachers (knowledge
and thinking, opinions, personality, communication skills) (Rivkin ef al., 2005).

These inputs also interact with each other and with the innate abilities or
“learning potential” of the pupil. Hanushek (1986) highlights two points that
deserve emphasis: the inputs should be relevant to the pupils being analysed,
and the educational process should be viewed as cumulative — past inputs have
some lasting effect, although their value in explaining output may diminish over
time. Failure to recognise these points has probably caused the greatest prob-
lems in interpreting individual studies, and the performance of teachers and
schools.

The definitions of school performance are many and varied. For example, it
has been defined in terms of the expectations of children, their parents and the
community about how people benefit from their education in adult life (Ogbu,
1978). Likewise school performance has been defined as a reflection of the
cognitive ability of a child (Fernando et al.,, 2003). In this dissertation school
performance (outcomes or results) is defined as the primary objectives that
every school sets out to achieve (e.g. creating citizens). In order to determine
how to measure school performance, it is essential to understand the goals of
schools. For example, the Primary and Secondary Schools Act (PShikooli- ja
giimnaasiumiseadus, 2010), which regulates the activity of Estonian general
educational schools, defines the tasks of primary and secondary schools as fol-
lows. Primary schools have an educative task combined with the aspect of
bringing up children. They help pupils develop into creative and multifaceted
people, who are able to perform well in different roles — family, work, public
life — and able to choose a further educational career based on interest and capa-
bilities. As in primary schools, secondary schools also have the task of
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educating and bringing up children. The task at secondary school is to produce
young people that are creative, multifaceted, socially mature, reliable, conscious
of their objectives and achievement-oriented in different fields of life (a partner
in personal life, a guardian and contributor to culture, an employer in different
occupations and roles and a person responsible for guaranteeing the sustainabil-
ity of society and the natural environment). The problem is how is it possible to
evaluate such a broadly defined outcome? The common approach is to simplify
the measures so that easily measurable performance indicators can quantify
pupil performance. Good examples can be seen in empirical studies conducted
on the basis of the education sector.

Table 3 provides an overview of how different authors have measured school
performance — what criteria they have used to measure school performance in
empirical studies compiled on the basis of the education sector.

Table 3. The results used for evaluating school performance in educational studies

Author(s), year Criteria for evaluating school performance Study origin
Hanushek, 1997 standardised test results, continuation in school, USA
drop-out behaviour, subsequent labour market
earnings
Loeb and Page, 2000 | state high school drop-out rate, college attendance USA
rate, future earnings
Eberts et al., 2002 course completion, class attendance, grade point USA
average, passing rates conditional on course
completion
Griffith, 2004 standardised test scores USA
Cavalluzzo, 2004 score on exam in mathematics USA
Rivkin et al., 2005 test scores in reading and mathematics USA
Hanushek and Rivkin, |test score in mathematics USA
2007
Figlio and Kenny, test scores for reading, mathematics, science, and USA
2007 history
Leithwood and Jantzi, | Pupil engagement: 1) behavioural component (extent Canada
2000 of pupil participation in school activities, both inside

and outside of the classroom; 2) affective component
(the extent to which pupils identify with the school

and feel they belong)
Kingdon and Teal, scores on tests of numeracy and literacy India
2007
Holmlund and Sund, |course grades and test scores in mathematics, Sweden
2008 Swedish and English
Atkinson et al., 2009 | test scores for English, mathematics and science England

Source: compiled by the author
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Although school performance in different empirical studies has been defined
and analysed in different ways, it is interesting that quite often school perfor-
mance is equated to pupil performance. Regardless of the origin of the study
(USA, India, Sweden, England), quantitative pupil performance indicators are
primarily taken into consideration. The most common indicators are pupil aca-
demic performance (grades, standardised test results and the results in national
examinations), drop-out rates, high school course completion rate, class attend-
ance and pass rates conditional on course completion. A similar pattern can be
seen in the case of Estonian general educational schools, where success or per-
formance is mainly measured in terms of academic performance, or how well a
pupil meets standards set by the local government and the education institution
itself (Irs and Ploom, 2009). A broader approach to defining school perfor-
mance is seen in Hanushek (1997) and Loeb and Page (2000), who also consid-
ered how well pupils were coping in their daily lives. Thus, in addition to aca-
demic performance indicators, they also included measures for future earnings
and continuing in college in their empirical model. Another interesting approach
can be seen in the case of a study compiled in Canada (Leithwood and Jantzi,
2000), where school performance was defined through pupil engagement, eval-
uating the extent to which pupil participation in school activities, both inside
and outside the classroom, and the extent to which pupils identify with the
school and feel they belong. The reason the vast majority of school performance
studies concentrate on quantitative criteria closely linked to academic perfor-
mance is not because they are the only, or always the most suitable measures,
but because they are available for research at little or no cost to the researcher.
Academic performance indicators are easily available because this data is gath-
ered systematically by the education authorities.

Several authors (Meyer, 1997; Mancebon and Bandres, 1999) underline that
the indicators commonly used to assess school performance — average and me-
dian test scores — are highly flawed because they tend to be affected by pupil
mobility and non-school factors outside the formal education context that con-
tribute to pupil achievement (e.g. peers and family, pupil personality, innate
abilities etc.). In addition, the author emphasises that measuring school perfor-
mance on the basis of academic performance is hazardous, as individual aca-
demic performance is cumulative over time, and therefore, academic perfor-
mance indicators reflect information about school performance, that tends to be
out of date.

In addition, evaluating school performance using test scores also highlights
some issues that may become problematic. The average test results are com-
pared between different schools, and the schools are therefore ranked on the
basis of these average scores. But failure to maintain a high ranking may result
in adverse consequences, such as poor chances of career advancement for indi-
vidual teachers and head teachers, and a lower level of demand for places at the
school among parents for whom the published school league tables are readily
available. Once the performance management system places pressure on each
educational institution to maximise its aggregate point score, certain pupils may
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be encouraged out of subjects where achieving target grade levels is perceived
as difficult. Another problem is that pupils who are borderline in terms of
achieving higher grades are identified, and additional resources and attention is
directed towards this borderline group (Mayston, 2003). It is important to note
that schools also have to deal with pupils with poorer performance by offering
support systems for learning, and school performance also depends on the so-
cio-demographic environment. Each school’s circumstances and efforts have to
be taken into account to avoid misleading conclusions.

Therefore, the author recommends a broader approach to defining school
performance. For example, in addition to academic performance, the school’s
ability to attract and retain good, well-qualified teachers should be taken into
consideration. This can be measured by identifying the presence of teachers
with the required qualification, which is also an important criteria in external
school evaluations, and therefore, available for both researchers and schools’.
The results of the internal evaluation system, including teachers’ opinions about
the school’s image as an employer, provides additional valuable information on
school ability to attract well-qualified teachers. As the broader aim of schools is
to produce citizens able to perform well in different roles — family, work, public
life and further educational career (PShikooli- ja giimnaasiumiseadus, 2010) —
then the number of pupils that go on to university in a state-funded student
place would also provide valuable additional information. To gather this infor-
mation, schools should maintain contact with their alumni. However, infor-
mation about alumni is part of the internal evaluation (Oppeasutuse sisehinda-
mine..., 2008), which makes this data available for education leaders as well. In
addition, the quality of education is believed to be reflected in the performance
of graduates. For instance, the value-added from a school can be measured in
terms of labour market performance; for example, extra earnings or employ-
ment of educated workers (Hanushek, 1997; Lee and Barro, 2001). Certainly we
must not forget that an individual’s performance on the labour market is also
dependent on other external factors and circumstances, rather than solely on
schooling. Therefore, although data about the labour market is available, con-
clusions should be drawn with caution.

In summary, schools have multiple objectives and multiple outcomes. For
example, emphasis could be placed on short-term cognitive results, intermediate
“follow-up” tests, or long-term employment outcomes and prospects in higher
education (Engert, 1996; Mancebon and Bandres, 1999). As in Engert (1996)
and Mancebon and Bandres (1999), Atkinson (2009) also argues that there is
too little agreement on the performance or the goals of education, the relation-
ship between the actions of teachers and the learning of pupils is too complex
and difficult to trace. Therefore, measuring school performance has many limi-
tations and it is almost impossible to compose a fully descriptive model for it.

°  The data of external evaluation is available at the Estonian Information System on

Education (EHIS — Eesti Hariduse Infosiisteem, www.etis.ee).
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As mentioned earlier, the idea behind the educational process is to transform
inputs into outcomes through learning process and learning environment. How-
ever, teachers have an important role to play in managing the learning process
and the learning environment. Teachers make a difference in achieving school
performance (Department of Education, 2000). The teacher effectiveness
model, which is the basis for England’s educational compensation policy, iden-
tified three main factors within the control of the teachers that significantly
influence pupil progress: teaching skills, professional characteristics and the
learning environment (see Figure 5).

Professional
characteristics

- skills
Learning
environment

Pupil progress

Teaching

Figure 5. Components of teacher effectiveness

Source: Department of Education, 2000; modified by the author

Teaching skills or “micro-behaviours” constantly exhibited by an effective
teacher® include: high expectations for their pupils, good planning skills, em-
ployment of a variety of teaching strategies and techniques, a clear strategy for
pupil management, wise time and resource management, employment of a range
of assessment methods and techniques, homework that is integrated with class
work. In addition to these skills, the natural flow of a lesson combined with
effective time management and knowledge about how to engage the majority of
the pupils throughout the lesson are seen as important parts of teaching. There-
fore, good teaching skills are important tools for facilitating a learning process
that is supportive of pupil progress.

Professional characteristics are deep-seated patterns of behaviour, which de-
pend on the teacher’s personal characteristics. When discussing personal char-
acteristics, it is important to highlight the fact that teacher behaviour is depend-
ent on their personality, as behaviour can be self-regulated. For example, people
set certain performance standards for themselves and respond to their own be-
haviour in self-rewarding and self-critical ways in accordance with self-imposed
demands (Bandura, 1971). The individualisation of consciousness oriented
towards performance constitutes a more subtle yet more complete form of

% Effective teachers are defined as teachers who make a difference for their pupils and

enhance their performance.
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control over teachers than is available in top-down control (Ball, 1993). For
example, teacher personality profiles have been linked to many characteristics
associated with high performing schools: classroom management style, types of
learning environments, patterns of teacher and pupil interactions, pupil
achievement and teacher attrition (Borg and Shapiro, 1996; Fisher et al., 1998;
Thornton et al., 2005). Therefore, outstanding teachers display professional
characteristics more often, in more circumstances and to a greater degree of
intensity than their ineffective colleagues.

There are five types of professional characteristics: 1) professionalism (re-
spect for others, provision of challenge and support, expressing confidence and
optimism about abilities, actively contributing in meetings, creating trust with
pupils); 2) thinking (both analytical and conceptual); 3) planning and setting
expectations (opinions, drive for improvement — not only the need to do a good
job but also the need to set and evaluate achievements against an internal stand-
ard of excellence, seeking information, initiative to seize immediate opportuni-
ties and sort out problems before they escalate); 4) leading (skills for managing
teachers, passion for learning, high degree of flexibility in the face of changing
circumstances, commitment to holding people accountable — both pupils and
others); and 5) relating to others (understanding others, ability to impact and
influence pupils to perform, good team working skills). The learning environ-
ment is defined as the collective perception by pupils about what it feels like to
be a pupil in a particular teacher’s classroom. Perceptions of the learning envi-
ronment have great influence over pupils’ motivation to learn and perform to
the best of their abilities. Therefore, the learning environment is seen as a sup-
portive tool for developing the learning process.

However, the outcome of the learning process and environment can be influ-
enced through an appraisal and motivational system. The activities involved in
developing pupil progress should be monitored to give feedback about the
teaching performance. Thus, performance appraisal should measure the perfor-
mance and features that capture the key activities of what constitute success or
failure for schools. The study by Department of Education in England (2000)
suggests that teaching skills, professional characteristics and learning environ-
ment — the factors within a teacher’s control — will predict well over 30% of the
variance in pupil progress. Based on these three attributes (professional charac-
teristics, teaching skills and learning environment), it is possible to distinguish
effective teachers from less effective ones. Therefore, it is recommended that
the model of teacher effectiveness be used in appraising teacher performance.
This approach has been approved by education policy makers in England and
has garnered many followers in English educational institutions.

Identifying the key activities that constitute success for the organisation and
rewarding teachers based on the performance of those activities is another as-
pect central to a successful performance management system (Cutler and
Waine, 1999). These actions that constitute the basis of success for the school
should also be valued through a motivational system, including performance-
related pay, and in this way teachers can be better directed towards achieving
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the school’s overall objectives. In addition, implementing a motivational system
in schools, including performance-related pay, should guarantee higher quality
of teaching, make the teaching profession more attractive and motivate teachers
to develop and upgrade (Performance-Pay for Teachers..., 2007; Wyman and
Allen, 2001; Tiirk, 2008). Hence, a motivational system works as an input to
guarantee a better outcome. However, appraisal and pay should be adjusted in
light of such performance indicators to provide an incentive for employees to
promote the success of the school and the achievement of its goals.

However, as appraisal and motivational systems are part of school manage-
ment, this raises the question of the importance of school management. Ac-
cording to Ball (1993), management is taken to be a way of organising and
running schools, but also as a way of delivering changes. He emphasises the
supportive role of the school management in the learning process, as it is a
mechanism for ensuring the delivery of a national curriculum, and it ties class-
room practice, pupil performance, teacher appraisal, recruitment and resource
allocation into a single tight bundle of planning and surveillance. Research into
the management of schools has shifted towards greater recognition of more
complex variables such as the “interactions between headmasters and teachers
and pupils”. There should be an emphasis on the management of schools be-
cause the opinions and behaviour of leaders provide direction to their organisa-
tion, and perform a guiding role in achieving its goals. Furthermore, several
empirical studies provide evidence that school management is important in
developing school performance (Wellisch et al., 1978; Hallinger et al., 1996;
Leithwood and Jantzi, 2000; Griffith, 2004).

The study by Wellisch et al. (1978) aimed to identify the relationships be-
tween school factors (how strongly administrators felt about instruction,
whether they communicated their ideas concerning instruction, and the extent to
which they assumed responsibility for instruction) and school success in raising
literacy and numeracy skills among pupils who are generally disadvantaged and
low-achievers. The study showed that in more successful schools (in schools
that succeeded in raising pupil achievement), the headmasters were more con-
cerned with instruction, communicated their views and took responsibility for
decisions.

Although, the study by Hallinger, Bickman and Davis (1996), conducted in
the US (sample of 1,762 teachers and 9,941 pupils), presented no evidence of
direct correlations between the good leadership of headmasters and the perfor-
mance of pupils, the results did demonstrate significantly strong effects from
leadership on organisational conditions. Furthermore, the results indicated that
school headmasters that teachers perceive as strong instructional leaders pro-
mote pupil performance through their influence on the features of the school-
wide learning process. The study also provided empirical evidence about the
indirect effect of the headmasters’ good leadership on pupil achievement in
reading tests.

Similarly, the study by Griffith (2004), conducted in 117 schools in the US,
indicated an indirect effect from the headmaster’s management through teacher
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job satisfaction, employee turnover and aggregated pupil performance. The
study showed that the headmaster’s good leadership reduces employee turnover
and raises pupil results in standardised test scores. This study emphasised a
headmaster’s ability to establish good communication, greater mutual trust and
understanding, greater cooperation, and more active involvement of teachers
(Griffith, 2004). In turn, higher levels of job satisfaction and cooperative work-
ing relationships would be expected to lead to a better implementation of the
school’s objectives.

In summary, all studies that inquire exclusively about the direct effects of
school management and pupil performance, tend to report weak or inconclusive
outcomes. However, studies that include mediating variables in their design,
tend to report more significant effects. For example, a Canadian study including
2,465 teachers and 44,920 pupils reflected that leadership has a strong, signifi-
cant direct impact on organisational conditions, and weak but significant indi-
rect impact on pupil performance (Leithwood and Jantzi, 2000). In this study,
organisational culture (defined as norms, values, beliefs and assumptions that
shape decisions and practices within the organisation) and pupil engagement
(participation in school activities both inside and outside of the classroom, the
extent to which pupils identify with the school and feel they belong) were taken
into consideration. A different measure of pupil performance (instead of results
in tests etc.) was chosen by Leithwood and Jantzi (2000) in order to extend the
knowledge base concerning the scope of leadership effects. The study showed
that school leadership has an influence on pupil participation in school activities
and encourages identification with the school.

Therefore, empirical studies have provided evidence that when exploring the
educational process, concentrating exclusively on the learning process and the
environment is one-sided, as school management is a tool for addressing the
transformation process of inputs into outcomes for schools. This leads to the
implication that in addition to teaching activities in the classroom, it is essential
to also appraise teacher participation in school management processes and re-
ward positive participation in order to guarantee the balanced development of
school performance. Based on the discussion in this subchapter, and the concept
of performance management (see Figure 2, p. 23), the author has compiled a
model of key characteristics of school performance (see Figure 6), which ex-
plains how school performance is formulated. The model was designed on the
basis of examples from developed countries that have implemented perfor-
mance management successfully. However, it is important to mention that the
Estonian context was also taken into consideration while developing this model.
For example, the guidelines for school evaluation in Estonian general educa-
tional schools (both external and internal evaluation) were taken into considera-
tion (Oppeasutuse sisehindamine..., 2008, www.chis.ee) and some input was
gathered from the case studies implemented during the period of 2000-2008 by
Kulno Tiirk among Estonian school headmasters (during continuing education
courses and Master studies for headmasters). Therefore, the keywords under
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every category in the model are suitable in the context of Estonian general edu-
cational schools.

Region’s
characteristics EXTERNAL ENVIRONMENT
=

Organisational culture

Strategic management Resource management
School map.age,m|ent characteristics

Learning process (usage of teaching skills)

Extra-curricular activities Analysis, evaluation, feedback
Activities concerning curriculum and content of subjects

Developing pupils in terms of their capability (including the support system)

The use of IT and modern teaching methods

Learning environment / .

The climate and discipline of learningl proces:

Supporting and involving pupils \

Good relationships, caring and fair treatment

Creativity and innovativeness

9

eacners

SCHOOLS PERFORMANCE

Figure 6. The key characteristics of school performance

Note: The factors in grey — pupils’ characteristics and teachers’ professional character-
istics (except for their opinions) — were not included in the current research

Source: compiled by the author based on Macaulay and Cook, 1994; Dransfield, 2000;
Department of Education, 2000; Smith and Goddard, 2002; Holbeche, 2005; Alberta
Education, 2005; Professional Standards for Teachers..., 2007

The model presents the determination of school performance through the joint
effect of school management (strategic management, resource management and
organisational culture) and teaching activities (development of learning process,
learning environment, teachers’ professional characteristics). Thus, in this
model the quality of the activities of teachers and school management determine
the level of school performance.
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The learning process involves activities that are directly involved in gaining
knowledge and skills. That means activities concerning the curriculum and the
content of subjects, extra-curricular activities, use of IT and modern teaching
methods, research and homework, developing pupils in terms of their capability
(including the support system), evaluating pupil progress and giving feedback.
The learning environment on the other hand is a supportive and essential at-
mosphere for establishing a good learning process. Without a good learning
environment, effective learning is difficult to establish. This involves creating a
classroom climate and discipline in the learning process, supporting and in-
volving pupils, creating good relationships with pupils, treating them fairly and
developing a creative and innovative atmosphere in a classroom. However,
within classrooms, good teachers create learning environments and manage
learning processes, which foster pupil progress by deploying their teaching
skills as well as a wide range of professional characteristics. The professional
characteristics of teachers involve knowledge and thinking, opinions, personal-
ity and communication skills.

As with the activities of teachers, school management plays an important
role in setting the framework and philosophy for the work of a school (vision,
mission, objectives and activity plans), and is therefore also an important basis
for developing appraisal and remuneration within performance management.
Resource management provides valuable information for using school monetary
and non-monetary resources, and therefore, provides valuable information for
developing a performance-related pay system. Finally, the organisational culture
creates a favourable and positive atmosphere for implementing performance
management in schools.

In addition, the model considers the narrower and broader view of perfor-
mance management (inner and outer loop) (Smith and Goddhard, 2002), and
therefore, includes the internal context and external environment in which the
school operates. Certainly, school performance is influenced by the internal
context — each school’s characteristics (e.g. size, school type, language of in-
struction) — and secondly, by the external environment (e.g. characteristics of
the region and pupils). To explain this, the author uses the double loop repre-
sentation of performance management from Smith and Goddard (2002). In the
narrower view of performance management (internal environment), the strategy,
objectives and organisational structure are taken as given. School characteristics
such as district and size (Cotton, 1996) go here as they have an important influ-
ence. The purpose of performance management is to guarantee that the organi-
sation is managed within that context. The broader view, however, emphasises
the role of the external environment in which the organisation operates. The
organisation must continually review the context within which it operates and
be prepared to adjust its strategy according to changed circumstances. The ex-
ternal environment is essential to include because the differences in pupil
achievement may be largely explained by differences in pupil and school
background (Wellisch et al., 1978; Hanushek, 1989; Huller and Heyneman,
1989; Astone and McLanahan, 1991). Based on the model of key characteristics
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of school performance, the author proposes potential performance appraisal
criteria for evaluating teacher performance (see Table 4).

Table 4. Possible performance appraisal criteria for evaluating teacher performance in
achieving school objectives

Performance appraisal criteria related to school management

e participation in school management (teachers’ council, board of trustees)

e participation in creating the tangible environment for the school

participation in creating the social and cultural environment for the school (incl.
cooperation with colleagues)

recruiting personnel and instructing young teachers

development and implementation of school development plan

school development and innovation (participation in projects)

school public relations and communication with interest groups

developing and following regulations

Performance appraisal criteria related to the activities of teachers

Professional character- |Learning process Learning environ-

istics of teachers ment

e knowledge and e activities concerning subject e creative, inno-
skills in subject content vative and
area ¢ teaching methodology (study flexible learn-

e analytical and con- materials, teaching techniques) ing environ-
ceptual thinking e use of IT and modern teaching ment

e personality, author- methods e time manage-
ity and values o skills in motivating pupils to ment
(example, ethics) work independently and with e motivating

e drive for improve- interest (home-work, research) learning envi-
ment and learning e relevance of learning process and ronment

e getting along and its relationship to practice and e supporting and
co-operating with other subjects involving

pupils
understanding and
influencing pupils
co-operating with
colleagues and
parents

clarity of perfor-
mance in front of
the class
responsibility and
conscientiousness

considering and developing pupil
capabilities (educational career,
support systems)

evaluation and feedback (objec-
tivity, constructiveness)
extra-curricular activities
development of pupil personality
(preparation for life, social skills)
actual teaching workload
number of pupils taught (incl.
pupils with special educational
needs)

pupils (giving
examples, dis-
cussions)

e discipline in
the classroom

e unbiased and
fair attitude
towards pupils

Source: compiled by the author based on Figure 6, p. 49
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The criteria in the table were taken into consideration when compiling the ques-
tionnaire for the empirical study performed in Estonian general educational
schools (see Appendix 3). Therefore, on the assumption of the main teaching
activities, performance appraisal criteria may be grouped according to activities
connected to school management and activities connected to teachers, namely
connected to their professional characteristics and ability to manage the learning
process and establish the learning environment. However, performance indica-
tors should be determined to evaluate the level of teacher achievement in each
criteria in the table. The author emphasises that it is impossible to create an
appraisal model that to suit all schools. The internal and external context of each
school should certainly be taken into consideration. Likewise, performance
indicators that evaluate the level of achievement of those performance appraisal
criteria should provide objective and relevant information.

However, the nature and variety within the education sector have stimulated
active discussion on the topic of whether performance management is suitable
for schools and whether performance appraisal and performance-related pay
would result in dissatisfaction and low motivation instead of higher school per-
formance. For example, a disturbing pattern has emerged in the multitude of
studies of the education process indicating that no strong empirical evidence
exists to support the contention that traditional educational inputs have the ex-
pected positive influence on educational outcomes (Worthington, 2001). Lim-
ited knowledge of the true correspondence between inputs and outputs in the
education production process is actually a major problem (Hanushek, 1986).
Many economic studies have concluded that school inputs do not matter be-
cause school outputs often show no correlation with input variations (Brown
and Saks, 1975; Hanushek, 1986). It is important to highlight the fact that
Brown and Saks (1975) used pupil academic performance indicators (combina-
tion of test results) as their outputs and the ratio of pupils to teachers and other
professional personnel, the average number of years of experience of teachers,
the percentage of teachers with a Master’s degrees and the number of pupils in
the school district as their inputs. Hanushek (1986) identifies output as the
achievement of individual pupils. The input is defined firstly as the characteris-
tics of the schools, teachers and curricula, which are directly controlled by edu-
cation leaders; and secondly, the characteristics of families and friends plus the
innate endowments or learning capacities of the pupils which are generally not
controlled.

The limited understanding of inputs and outcomes in the educational process
is problematic for educational policy makers, who have made decisions based
on this input-outcome model. The politicians prefer to subsidise input and there
is a belief that investing more money in input increases the final value of the
outcome. But as already stated, there is no actual proof that larger investments
in inputs guarantee an increase in outcomes. Because of the vagueness in de-
termining a definitive model of the educational process, including input and
outcome, clear policy prescriptions are difficult to develop. Therefore,
Hanushek (1986) claimed that increased expenditures in inputs themselves offer
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no overall promise of improved school performance. The aforementioned dis-
cussion suggests turning to a reward system for schools. To be more specific,
performance-related pay should be directed exclusively towards those activities
that have been proven to matter in achieving school performance.

There are other issues concerning the educational process as well. The edu-
cation process is based on the idea of a regular production model. But there are
many things in schools that do not follow to the principles of a production or-
ganisation. For example, the education process is carried out by the customer
(the pupil), who represents a fundamental input and whose involvement is an
authentic determinant of the products obtained (the time dedicated to learning,
his interests, his innate capacities) (Hanushek, 1986). In addition, the subject of
exchange in the education sector is not one single good with a physical and
directly observable form, but rather an outcome made up of elements that are
diverse in nature (knowledge, opinions, rules of behaviour, values), which are
produced in a joint form and are difficult to measure and aggregate. An inde-
terminate part of the education received by an individual cannot be seen as a
consequence of his passage through the education system, but rather that of his
personal experiences, the communication media or the relationships he has had
(family, social, friendships). The fact that the education process is cumulative
over time does not make the evaluation of teaching performance easier. Many
of the components in the process of education only reveal themselves later, once
the education years have finished and even emerge throughout the length of an
individual’s life (opinions about life, position on the economic scale etc.).

A frequent cause of the problems associated with evaluating schools is
schools having multiple objectives and multiple outcomes (Baker et al., 1988,
Gratz and Kappan, 2005). Conflicting opinions are often expressed by the
stakeholders in education regarding the goals and the relative importance of
these goals. For example, emphasis could be placed on short-term cognitive
results, intermediate “follow-up” tests, or long-term employment outcomes and
prospects in higher education (Engert, 1996; Mancebon and Bandres, 1999).
Because of the broad objectives of schools, defining specific measures for these
outcomes is almost impossible. Likewise, many of the outcomes cannot be
unambiguously measured or quantified. For example, many educational out-
comes are non-separable so that improvements in skills in one area may lead to
improved skills in another, and/or be associated with an enhancement of self-
esteem (Hanushek, 1986). Still other educational outcomes, such as socialisa-
tion, do not allow parameterisation.

However, performance appraisal itself is criticised. The growth of perfor-
mance appraisal for teachers has been interpreted as a means of increasing man-
agerial control over diverse occupational groups formerly immune to these
processes (Bach, 2005). It has been argued that traditional models and ap-
proaches to performance appraisal generally do not succeed in meeting their
objectives, are flawed during implementation, act to demotivate staff, and are
often perceived as forms of control which are inappropriately used to “police”
performance (Winstanley and Stuart-Smith, 1996). Similarly, the influence of
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feedback is questionable. Feedback may lower performance, as negative feed-
back discourages rather than motivates people to improve. It has even been said
that performance appraisal systems rely on fear. As Nickols (2010) indicates,
performance appraisal systems are one of the chief means of coercing employ-
ees into “toeing the line” and otherwise submitting to managerial authority.
Healy (1997) notes that the link between appraisal, motivation and the en-
hancement of classroom teaching is inappropriate. Furthermore, teachers feel
demotivated as a result of the rapid rate of change including an increase in their
non-teaching workload; appraisal may be perceived as yet another burden rather
than an opportunity. Finally, teachers are highly sensitive to appraisal because
they themselves use complicated and objective appraisal systems in their every-
day work (Krull, 2001). They will not accept general and simple procedures
aimed exclusively at examining pedagogical competence.

There are disadvantages and difficulties in implementing performance-re-
lated pay as well. The most frequently cited reason for teacher opposition to
performance-related pay is the difficulty of evaluating teacher and school per-
formance accurately (Milanowski, 2007). In addition, some authors believe that
evaluation should be used strictly for development purposes. Linking it to re-
ward-based processes spoils the evaluation process because it makes the evalu-
ation judgemental, punitive and frightening (Dransfield, 2000).

Heinrich and Marschke (2009) emphasise that an incentive system designer
in a multitask environment, like the education sector, where some tasks are
measurable and others are not, may be able to develop a good performance
incentive scheme if care is taken to understand what motivates employees and
to assign or reallocate tasks across workers accordingly. Motivational theorists
claim that it is possible to make working much more enjoyable and satisfying
through motivation, which would result in increased performance (Lawler,
1969; Herzberg, 2003). Therefore, identifying the basis of motivation for per-
formance-related pay is essential to this dissertation. As both performance ap-
praisal and performance-related pay are built upon the performance indicators
valued by a school, then teachers can become too firmly oriented towards these
performance indicators, and other important elements of their jobs may be ig-
nored (Chamberlin et al., 2004; Kuhmerker and Hartman, 2007). This is a
problem especially where performance indicators are excessively one-sided. For
example, when schools only measure quantitative indicators, such as academic
performance, teachers may concentrate too much on training pupils to achieve
high examination results (Gratz and Kappan, 2005), and general skills and in-
terest in learning may be discarded. Thus, performance-related pay may also
lead to disagreements about the objectives of the education sector. Especially
since the objectives of schools are multifaceted and many aspects are very diffi-
cult to measure (Baker et al., 1988, Gratz and Kappan, 2005).

In addition, teachers that do not perform well in achieving the objectives will
get the message that their performance is unsatisfactory (Chamberlin et al.,
2004; Kuhmerker and Hartman, 2007). Based on this feedback, they should
improve their performance or leave the profession. However, when performance
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indicators are only set by the school’s headmaster, and the reward system does
not benefit the teachers, then the feedback is misleading. For example, when
headmasters emphasise academic performance and offer monetary rewards
based on these results, then teachers who put effort into developing extra-cur-
ricular activities would be paid less, although extra-curricular activities are very
important in developing pupil general skills and motivation to learn. This can be
prevented when the performance-related pay system is developed in collabora-
tion with all target groups influenced by the reward system. Unfortunately, as
teaching cannot always be evaluated in a very clear manner, this also generates
a lack of openness. Teachers would like to know why they are getting paid less
than other teachers and learn how to earn more. If the feedback is not sufficient,
they may perceive performance-related pay as being unfair.

However, performance-related pay can disadvantage teachers with superb
performance as well. For instance, a relatively poor performer might be re-
warded for improving from a low to a mediocre score, while a consistently
superior performer, whose improvement potential is limited because it is al-
ready near the top, may not be (Kuhmerker and Hartman, 2007). In such cases,
raising the bar when all or most teachers have qualified for a reward should be
considered. Performance-related pay may also cause competition instead of
cooperation, so in order to motivate teachers to work as a team, group-based
performance-related pay may be offered. Last, but not least, despite the as-
sumption that performance-related pay schemes save money because funds do
not have to be spread so widely, there are still significant costs (Chamberlin et
al., 2004).

These criticisms should be taken into consideration and schools need to be
cautious when developing performance management. For example, schools
should consider the pros and cons gained with implementing performance-re-
lated pay in order to ascertain whether the investment to adopting this manage-
ment tool pays off with higher school performance or not and how does it effect
organisational culture. Similarly, schools have to put a lot of effort into defining
the clear strategic aims and all the important activities that help achieving them
and therefore should be evaluated and rewarded. Certainly, the design and im-
plementation of performance management should be done thoughtfully. There is
a wide range of issues and factors that need to be considered when introducing
performance management. The following chapter concentrates on those aspects
and activities in order to build up a supportive and motivational performance
appraisal and remuneration system.
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1.2. The design and implementation of appraisal and
remuneration aspects of performance management

1.2.1. The framework of activities for preparing to implement
performance management

This subchapter concentrates on explaining the changes in the education sector
that necessitate that schools adopt new management tools like performance
management. However, in order to do this, it is recommended that schools fol-
low some principles to increase the likelihood of success. Therefore, this sub-
chapter also provides a framework for preparing schools for implementing per-
formance management.

As countries strive to transform their education systems to prepare pupils
with the knowledge and skills needed to function in rapidly changing societies,
most OECD countries are adopting a number of similar policy trends (Pont et
al., 2008). Since the early 1980s, New Public Management structures stressing
decentralisation, school autonomy, parental and community control, shared
decision-making, outcomes-based assessment and school choice, have become
the predominant school governance approach in many countries and have sig-
nificantly altered education systems and had a positive influence on pupil
achievement (Webb and Vulliamy, 1998; Business and Industry, 2007
WoéBmann et al., 2007; Pont et al., 2008). The concept of New Public Manage-
ment consists of introducing private sector practices in the education sector.
New Public Management is seen as being beneficial for schools, firstly as it
raises competition between schools and therefore, both headmasters and teach-
ers are pressured into improving their performance in circumstances where
parents have the liberty to choose the school for their children. Secondly, it
enables schools to respond to local needs better and more quickly.

Important keywords in the context of New Public Management are auton-
omy, accountability and choice. Greater autonomy for schools means their au-
thority in decision-making has been increased and schools are decentralised
(Ferlie et al., 1996; Pont ef al., 2008; Tolofari, 2005). School autonomy is nec-
essary to free schools to respond positively to market forces. However, raising
autonomy may involve delegating responsibilities to the school level, or to in-
termediate levels such as local authorities (OECD, 2004). There are two kinds
of decentralisation that have affected schools the most (Whitty, 1997; Pont et
al., 2008):

1) Local empowerment, which refers to the transfer of responsibilities to an
intermediate authority between central (or state) governments and schools,
such as local authorities in Estonia. In this case, schools are a part of a local
education system with reciprocal rights and obligations. However, the local
authority has an important role as they connect schools with other public
services and community development as well as participating in school stra-
tegic management.
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2) School empowerment (or school autonomy), which refers to transferring
decision-making powers to schools. This transfers new responsibilities to
headmasters as they have to establish budgeting, human resource manage-
ment, strategic management, relationships with contractors etc.

Advocates of both policies argue that they enhance efficiency, effectiveness and
the responsiveness of the education system as a whole (Whitty, 1997). How-
ever, there is greater discretion in education systems managed according to
school empowerment. Local empowerment means schools are more accountable
to the local authorities. In the author’s view, full school empowerment assumes
that the headmaster of the school has a high level of management and leadership
knowledge. Otherwise the implementation of new management tools may be
flawed and may harm the organisation. Therefore, in situations where school
headmasters do not have the required knowledge, it is recommended that a
combined approach of local and school empowerment be used. Certainly, the
need for local empowerment will decrease in time as headmasters gain the
knowledge and experience they need.

The need for accountability for school outcomes increases during decentrali-
sation. While there is a clear trend towards decentralising the responsibility for
budget, personnel and the delivery of instruction in most OECD countries,
many have simultaneously centralised curriculum control or accountability
regimes to the state or central government as a way to measure and promote
school progress (OECD, 2007). Therefore, school headmasters are accountable
for inputs and performance outcomes for teachers and pupils, and are under
pressure to fulfil centrally defined expectations. The performance oriented ap-
proach and decentralisation has increased demands on school headmasters to
produce documented evidence of successful school performance. In the context
of school accountability, school evaluation is relevant. However, schools need
to be accountable to parents as well because parents in developed countries are
increasingly being given the freedom to choose the right school for their chil-
dren (Pont et al., 2008). Therefore, information about school performance is
often made available to parents and other important stakeholders. The primary
argument among proponents of school choice is that privatisation and competi-
tion will bring a much-needed dose of entrepreneurial spirit and a competitive
ethos to public education (OECD, 2010).

These changes in autonomy, accountability and choice have produced sev-
eral structural changes in schools. For example, there have been changes in the
pattern of governance. Schools themselves now have more opportunities to
exercise most powers including planning and budgeting, resource allocation,
hiring and firing, as well as evaluating, monitoring and rewarding (Ferlie et al.,
1996; Pont et al., 2008; Tolofari, 2005). The educational values and other val-
ues that underpin schooling have also changed. There is a divergence between
the social and cultural values of schooling and managerialism. The impact of
managerialism is that the emphasis on performance and output measures and
resource management has changed organisational culture (Ferlie et al., 1996;
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Pont et al., 2008; Tolofari, 2005). Organisational culture in schools is becoming
more performance oriented (Pont ez al., 2008).

However, based on the fact that the organisational culture of schools has
changed, one may assume that the roles and responsibilities have changed also.
Cranston (2002) identifies some changes in the roles and skills of school head-
masters, claiming that leadership through visionary, attitudinal and cultural
change has become more important in recent decades. The roles of headmasters
are now approaching those of managers in the business sector. In addition, with
increased school autonomy, headmasters have more and more discretion over
human and financial resource management. That however, implies that head-
masters no have greater skills in leadership, finance and resource management.

As already mentioned, introducing private sector management tools in
schools is central to New Public Management. However, because the prolifera-
tion of private managerial practices in the public sector and the education sector
is a conflict-laden and contradictory process, then it is essential to understand
those aspects that can facilitate the process. Katzell and Thompson (1990) argue
that people who have favourable opinions towards their jobs, work and/or or-
ganisations will be more highly motivated to remain in and perform their jobs.
In addition, people will act in ways that accord with their opinions. Two major
work-related opinions are job satisfaction and job involvement. Nevertheless,
implementing performance management involves a great change in schools and
in their cultures. That also involves a change in opinions. Therefore, critical
opinions of the implementation of performance management may result from a
sceptical view of anything “new” or of change. Certainly, how individuals feel
about change may differ. But although the overall aim of performance manage-
ment may be good, implementing new management tools (e.g. teacher perfor-
mance appraisal and performance-related pay) is often faced with resistance to
change. For example, Marsden and French (1998) claim in their research that
teacher resistance to new performance management systems results from a gen-
eral resistance to change. However, the research in question tended to prompt
teachers to answer negatively to the research questions. For example, when
asking the employee whether he or she started to work harder after the imple-
mentation of performance-related pay, many of them would answer that they
already did their work well before launching the new system. Richardson (1999)
has claimed that while teachers do get used to a performance management sys-
tem during its implementation, and develop much more reliable evaluation cri-
teria and methods, based on their experience, teacher performance management
continues to be complicated and problematic.

All this increases the need to deal with managing the preparatory work for
implementing performance management, which is very closely related to
changing opinions (Rashid et al., 2004). While managing change in schools is
seen as a difficult task (Marsden and French, 1998; Richardson, 1999),
O’Connell, Rust (2001) and Freidus have highlighted some conditions that con-
tribute to successful change in the education sector (2001). They empha-
sise collaborative cultures that foster professional learning communities,
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instructional practices that are fully understood and relevant to the organisa-
tional members, keeping the personal needs of organisational members in mind
and the external environment. Change is a collaborative effort, which is
achieved through involvement, training, changing opinions, sharing values and
taking into consideration the internal and external school context. The recom-
mended framework of activities for managing the preparatory work for imple-
menting performance management is presented in Figure 7.

Before managing the preparatory work for implementing performance man-
agement, knowledge should be formulated about the context that the organisa-
tion operates in. This is necessary, as successful change efforts emerge from
needs that are locally identified, appropriate to the specific context and trans-
formative for both individuals and institutions (O’Connell Rust and Freidus,
2001). During this phase, the author emphasises the importance of evaluating
the opinions of individuals and influential groups. As resistance to change is
seen as a phenomenon inferred from measured changes in expressed opinions, it
is believed that facts, beliefs, and values raised by employees are good indica-
tors of what may cause resistance to change (Kelley and Volkart, 1952; Piderit,
2000; Aladwani, 2001).

Know- E Activities for preparing the implementation of PM: i Status
}fﬁi- E i evalua-
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Figure 7. A framework for preparing schools for implementing performance manage-
ment

Note: PM — performance management; the different phases in the framework are separated with
the vertical discontinuous line

Source: compiled by the author based on Aladwani, 2001; Armenakis and Harris, 2002; Johnson
et al., 2006

In addition, identifying these opinions provides valuable information for start-

ing to implement performance management, as it helps map whether the opin-
ions of the new management tools are supportive or not, who supports the
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change, which individuals are resistant to change, what are the reasons for the
resistance, what are their beliefs and needs and what should be done to meet
these needs. Observations by Burke ef al. (2009) indicate that a strong psycho-
logical subgroup with negative opinions of the management will form the
strongest resistance to change, while the groups with cohesiveness and positive
cooperative opinions are the best re-learners. Therefore, one task for knowledge
the formulation phase is to ascertain these negative subgroups and work on
making their feelings more favourable in the preparatory phase. This is neces-
sary because employees who have negative opinions of the management im-
plementing the change, also show feelings of frustration and a loss of hope,
which would ultimately result in low motivation and work performance (Burke
et al.,2009).

While considering knowledge formulation at the level of educational leaders,
the context of schools should be mapped in order to ascertain their willingness
to implement performance management. For example, in the context of this
dissertation, which concentrates on Estonian general educational schools, in-
formation about the situation in the Estonian education sector should be ascer-
tained (see also the principles of operation for Estonian general educational
schools from Appendix 4). The Estonian education sector has shifted govern-
ance away from government control toward a system that emphasises policy
devolution, privatisation and performance competition. In addition, the decen-
tralisation of the Estonian education sector allows locally-tailored solutions and
innovations. However, the author adds that the policy chosen in the Estonian
education sector is a combination of local and school empowerment. For exam-
ple, the results of the OECD study (OECD, 2008) also indicate that 66% of the
decisions concerned with human resource management, resources, planning and
organising instruction in general education in Estonia are made at the school
level, 30% at the local level and only 4% of the decisions are made at the gov-
ernment level. This indicates that schools enjoy quite a high level of autonomy.
However, the results of the OECD study (2008) also confirm that in the Esto-
nian education sector, the local authorities are the school keepers and they fol-
low the development of their community while directing educational institutions
(see Table 5).

Thirty-six per cent (36%) of the planning and structural decisions are made
at the local level and half at the school level. As planning is dependent on edu-
cational policy, 14% of the planning decisions come from the government level.
When comparing decision-making in several fields, local authorities in Estonia
have most power concerning resources. Local authorities control school budgets
since they approve the budgets compiled by the headmasters. Therefore, one
half of the decisions about resources are made at the local level, and the other
half at the school level. In addition, it is worth mentioning that local authorities
lay down the rules and activities of the board of trustees, and also participate in
the board and enforce the statutes of the school.

Yet, there is proof about school empowerment as well, as school headmas-
ters enforce their school’s curriculum, have authority to administer the school
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budget (50% of the decisions concerning budget are made at the school level)
and the right to choose the best management system or rules for their schools.
Eighty-nine per cent (89%) of organising instruction in the Estonian education
sector is decided at the school level. Similarly, Estonian schools have quite
extensive authority to manage their own human resources. However, in about
one-quarter of OECD and partner countries, decisions are mostly highly cen-
tralised (OECD, 2008).

Table 5. Decisions made regarding the organisation of instruction, human resource
management, planning and structures and resources at each level of government in gen-
eral educational schools (in percentages)

Organisation of instruction Human resource management

National Local School National Local School
Estonia - 11 89 Estonia - 25 75
England - - 100 England 17 - 83
Finland - 33 36 Finland 8 71 21
Denmark - 11 89 Denmark 25 33 42
Sweden - 11 89 Sweden 33 67
Netherlands 11 - 89 Netherlands 13 - 88
Norway 13 25 63 Norway - 54 46

Planning and structures Resources

National Local School National Local School
Estonia 14 36 50 Estonia 50 50
England - 20 80 England - - 100
Finland - 100 - Finland - 100 -
Denmark 50 50 - Denmark - 67 33
Sweden 70 30 - Sweden - 67 33
Netherlands - - 100 Netherlands - - 100
Norway 86 14 - Norway - 67 33

Source: compiled by the author based on OECD, 2008

The majority of decisions in Australia, Luxembourg, Mexico, Portugal and
Spain and the largest percentage of decisions in Austria are taken at the central
and/or state level of government. On the other hand, in more than one-half of
OECD and partner countries, decisions are more often made at the school level.
The OECD survey (2008) emphasises that the Estonian education sector is
autonomous because the majority of decisions are made at the school level.
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However, it also highlights England and the Netherlands, where nearly all
decisions are made at the school level. Therefore, the current context and
conditions are favourable for starting to implement private sector practices, such
as performance management, because headmasters have the power to design
their own management system and the increasing competition between schools
requires schools to start managing the change associated with the emergence of
New Public Management.

When all the necessary knowledge has been collected then it will be possible
to choose the right activities to prepare the implementation of performance
management. The activities for preparing to implement performance manage-
ment are about changing opinions. Dunham et al. (1989) and Cameron (1998)
suggest that there are three types of opinions toward change: affective, cognitive
and behavioural. The affective component consists of the feelings a person has
toward an object, which involve evaluation and emotion, and is often expressed
as a like or dislike for the object. The cognitive component of an opinion incor-
porates information a person possesses about an object which is based on what
the person believes is true. The behavioural component concerns the way a
person intends to behave toward an object. Within this view, "resistance to a
change" is represented by a set of responses to change that are negative along
all three dimensions, and “support for a change” is represented by a set of re-
sponses that are positive along all three dimensions (Piderit, 2000). Thus, the
preparatory work for implementing performance management incorporates
three critical levels (Aladwani, 2001):

1) creating awareness;
2) creating positive opinions;
3) creating positive intention to adopt.

In an attempt to change opinions, the school administration must first try to
affect the cognitive component of the teachers’ opinions. A useful strategy for
achieving this goal is a communicative approach. For example, based on expe-
riences in England, one common mistake is that schools focus exclusively on
the process of creating the performance appraisal and reward system, but they
forget to enhance internal communication and teacher involvement (DfEE,
2000). School headmasters should introduce the benefits and principles of per-
formance management to the teachers, and to do this it would also be useful to
present examples from other schools that have already successfully adopted
performance management. Raising awareness of performance management
helps create positive opinions, and therefore, the teachers would be more ready
to take part in the new processes taking place at the school.

The second step in preparing for performance management is to influence
the affective component of teachers’ opinions. In this phase, positive opinions
are created by involving teachers both individually and in groups in the devel-
opment and implementation of a performance management strategy. Resistance
to change is believed to be a combination of individual reactions to frustration
with strong group-induced forces. Therefore, it is recommended to overcome
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the resistance to change with group meetings in which the management
effectively communicates the need for change and stimulates group participa-
tion in planning the changes.

Involvement is an important keyword in this context as it results in higher
performance, higher morale and better labour-management relations (Burke et
al., 2009). In addition, Johnson et al. (2006) emphasise that it is essential to
involve all those affected by the strategic change in the change agenda. All
teachers should participate in the development phase of performance manage-
ment because the system only works if it is an integral part of the school’s cul-
ture, it is seen to be fair and open, it is understood by everyone and based on a
shared commitment to supporting continuous improvement and recognising
success (DfEE, 2000). If not implemented in this way, evaluation and reward
systems will not work even when they are suitable and reflect the organisation’s
objectives, strategy and other important processes accurately. In addition to
involvement, educating and training teachers according to performance man-
agement and giving feedback are also essential to develop favourable responses
and build positive opinions toward the system.

The third step in managing the preparatory work is the conative stage. At
this stage, the timing of the introduction of performance management and get-
ting the endorsement and support of well-known individuals and opinion lead-
ers are important. These individuals are also often called change agents. There
are internal and external change agents. Internal change agents work within the
school setting to initiate and promote change within an external framework of
support and sponsorship (Goodson, 2001). They are not necessarily someone at
the top of an organisation, but rather someone who is in a position to have an
influence (Aaltio-Marjasola, 1994; Piderit, 2000; Johnson et al., 2006). How-
ever, headmasters may perform the role of change agent as well (Alexander and
van Wyk, 2010). This is especially relevant in the context of New Public Man-
agement, where headmasters’ roles have broadened and they are expected to act
as leaders inside an organisation. However, it is important to keep in mind that
change agents are usually organisational members who have the characteristics
of leaders and are voluntarily followed by other members of the organisation.
When headmasters do not have the necessary authority, then it is best to find
change agents from among the other school employees and who are important
opinion leader for the teachers.

Change agents from outside the organisation are usually experts who transfer
knowledge by modelling and disseminating “state-of-the-art” educational inno-
vations (Backer, 1995; O’Connell Rust and Freidus, 2001). During this, teach-
ers receive training and they have the opportunity to ask questions. However,
the author emphasises that the teachers should trust the outsiders and their
opinion because changes only happen with an inner change in teachers’ opin-
ions (Goodson, 2001). Therefore, important opinion leaders would be more
effective in managing change in schools. The research by Berman and
McLaughlin (1978) indicated that change implementations were most success-
fully implemented when internal personnel were given time and authority to
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work alongside the external change agents, when they were able to assume
increasing responsibility for the change, and when teachers were provided with
on-going support after the change agent had left the organisation. In addition to
trusting the external change agents, involvement and support on behalf of the
outsiders are also essential.

However, in the author’s opinion, there are pros and cons to using internal
and external change agents. The benefit of using internal change agents stems
from two issues — cost factors and accessibility to information (Paton and
McCalman, 2008). External consultants are often consultants who have to be
paid and because they are usually highly valued experts, then the fees may be
very high. Despite the recommendation that internal change agents be offered
bonuses, the cost of employing them is lower. Change agents from within the
organisation know the organisation and its members best. The value of internal
change agents is said to be that they have all the information at hand whilst
remaining objective with the regard to the organisation and its problems
(Armenakis and Harris, 2001; Paton and McCalman, 2008). Therefore, it is
much easier for them to obtain valuable information in order to manage the
change. Similarly, it is easier for them to support and involve different organi-
sational members and much easier to gain the trust of their colleagues to facili-
tate implementing the change. Certainly, it is necessary that the change agents
are recognised by their colleagues. Change agents who are accepted opinion
leaders within the organisation are often the most successful in assessing and
developing the readiness for change. Similarly, as the internal change agent
stays in the organisation during and after the change, then it has the opportunity
to observe the change process and support colleagues throughout the process
(Armenakis and Harris, 2002). Since the organisation’s success results in the
success of its members, then of course, the change agents within the organisa-
tion are personally more motivated and committed to achieving better perfor-
mance by implementing new management tools.

However, there are disadvantages in using internal change agents as well.
Change agents chosen from within the organisation are certainly experts in
schools, but they might not have the necessary knowledge for managing the
change. Therefore, before involving change agents, they should have the re-
quired knowledge to execute the changes (Paton and McCalman, 2008). Cer-
tainly, the headmaster should partner with the change agents, supporting, coun-
selling, teaching and rewarding their performance. In addition, while being a
part of the organisation is useful for gaining trust and knowing the organisation
and its problems, the down side is that they usually lack the ability to introduce
new perspectives to the organisation (Paton and McCalman, 2008). As they are
used to doing things as they have always been done in the organisation, then
they tend to operate similarly in the change context also.

Some advantages of involving change agents from outside are that they can
bring expertise concerning the new management tools, they can help manage
the change and bring new ideas and perspectives into the organisation (Stock-
dale and Crosby, 2004). However, a disadvantage is that as they are outsiders,
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they do not have a complete picture of the organisation and its members and
they are only working for the organisation for a short time. Therefore, they
might find it more difficult to gain the trust of the organisation’s members and
access to valuable information (Paton and McCalman, 2008). But on the other
hand, as they do not know the details of the organisation, it is much easier for
them to see and manage the overall picture. Another disadvantage arises from
the external source of the change. Because it is mandated in a top-down manner,
then if the need for change is not introduced or the organisation does not have
enough knowledge to manage the change, this may lead to a reluctance to
change (Goodson, 2001). This concern is relevant where the external change
agent is, for example, a government institution that enforces the new manage-
ment tools via the law and provides no guidance materials. To conclude, as
internal agents know the organisation the best, and external agents are experts
and have new ideas, then cooperation between these two is essential during the
change process (Stockdale and Crosby, 2004). In the author’s opinion it would
be useful to combine the advantages of involving both internal and external
change agents.

However, managing the preparatory work for implementing performance
management is directed on two levels. Firstly, while the Estonian Ministry of
Education and Research manages schools politically in terms of school reforms,
the ministry should not simply dish out orders for the schools to adopt new
management tools, but should also manage the whole change process. There-
fore, they can also be seen as external change agents introducing performance
management in the education sector. Secondly, one must not forget the im-
portant role of school headmasters. While schools are autonomous in terms of
their own decisions about what management tools to use, implementing new
management tools is largely dependent on the headmaster’s decisions (Pont et
al., 2008). Similarly, school managers should adopt strategies to manage the
change in their schools, and this means they are performing the role of an inter-
nal change agent. During the preparatory work, support and commitment from
both the ministry and the school manager is essential. They should have a clear
vision and not act alone, but involving all members of the organisation in the
change process. Both of them should involve group leaders (the ministry should
involve headmasters and the headmasters should involve exemplary teachers) to
participate effectively in the implementation process and make them feel that
they are key players, and this ultimately results in greater commitment from
them. Furthermore, their commitment gives motivates them to convince their
colleagues or other organisational members that the performance management
system is to their benefit.

Timing the introduction of performance management is crucial. However, it
is important that a performance management system not be introduced until a
positive opinion is built and sustained among the teachers (Aladwani, 2001;
O’Connell Rust and Freidus, 2001). As human behaviour is directed towards
the satisfaction of needs and those needs drive employees in organisational
change (Alas and Vadi, 2006), positive opinions among the staff about new
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management tools represent a good basis for implementing change, making the
changes easier to implement. In addition, it is recommended that the change be
first implemented in areas where new assumptions are likely to function or
achieve success quickly (Marcinkoniene and Kekile, 2007).

Finally, during the change process it is essential to monitor how the imple-
mentation of performance management is being run. Based on the evaluation
results, the headmaster should decide whether to continue with the same strat-
egy and actions or a new perspective should be taken to turn the change in the
desired direction. At this stage, it is also important to provide continuous feed-
back to all organisational members. Providing a satisfactory amount of recogni-
tion and valuing employees’ ideas and opinions are important behaviours for
managers associated with driving employee engagement (Mone ef al., 2011). It
is important to reward good performance and encourage people to exert more
effort to raise the performance of their organisation. This subchapter empha-
sised that changes in organisations cannot be enforced, but they should be man-
aged. Similarly, the implementation of performance management does not start
with introducing performance appraisal and performance-related pay to the
teachers, but with the preparatory work to ensure positive opinions towards
those management tools. Without the proper preparatory work, implementing
the appraisal and remuneration aspects of performance management may fail
and even harm school performance.

1.2.2. Stages and principles of performance appraisal design

The current subchapter explains the stages in developing a performance ap-
praisal system. It clarifies the critical steps in the preparatory stages of perfor-
mance appraisal and how the school management and aspects of the actions of
teachers are related to creating an accepted performance appraisal system. This
subchapter will also present research propositions concerning teacher perfor-
mance appraisal.

The recommended stages of performance appraisal design are presented in
Figure 8. The initial step in developing a performance appraisal system is to
ascertain the current state of the organisation. It is necessary to gather this in-
formation to prepare the organisation for change and decide where the organi-
sation needs to go. Grote (1996) also points out that the knowledge formulation
phase is also a useful tool for developing discussion during the initial stages of
the change within the organisation when communication is shared among im-
portant interest groups (e.g. teachers, parents, pupils) because good communi-
cation facilitates a smoother implementation and acceptance of a performance
appraisal system. The knowledge formulation stage provides essential input for
determining the organisation’s strategic philosophy, which also forms the basis
for determining the general objectives of the school.
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Figure 8. Stages in developing a teacher performance appraisal system

Note: PA — performance appraisal; Different phases in the framework are separated with a hori-
zontal discontinuous line; Connections between the activities of the school management and
teachers and development stages of performance appraisal are shown with grey arrows

Source: compiled by the author based on Macaulay and Cook, 1994; Grote, 1996

When developing a performance appraisal system, schools should clearly define
the school’s mission statement, which is also a guide for identifying the
school’s strategic objectives. Therefore, the school’s strategic management
becomes relevant at the beginning of the performance appraisal design process.
Performance appraisal should provide a link between teacher performance and
the strategy of the school (Rogers, 1990; Mwita, 2000; Lohman et al., 2004;
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Krishnapillai, 2009). Hence, in order to build up a performance appraisal sys-
tem, schools should set objectives that are in accord with their mission and
reflect their vision for the future. As not all objectives are of equal importance
to the organisation, then all objectives are weighted in order to ascertain the
priorities of the organisation. All objectives that are emphasised by the organi-
sation should be provided with tasks that are necessary in order to achieve those
objectives. Tasks on the other hand should be linked to specific behaviours that
need to be evaluated further on in the teacher performance appraisal process.

However, as strategic plans include different interest groups then it is rele-
vant to involve them all. This guarantees that all the important aspects of school
performance are taken into consideration. In addition, involvement is important,
as it helps teachers to understand their role in the school. To guarantee the
achievement of the school’s objectives, teachers should understand what is
expected of them and then they can see that they are being valued within the
organisation (Macaulay and Cook, 1994). Furthermore, all strategic objectives
should be communicated to all levels of the organisation so that each of the
lower levels can establish more specific performance criteria consistent with the
strategic objectives (Lohman ez al., 2004).

However, it is also important to note that resource management is also con-
nected to setting objectives. The connection is twofold because firstly, more
resources are allocated to essential activities, and secondly, the current state of
monetary and human resources dictate the extent to which activities can be
performed within the school’s strategic plan.

After setting the school’s objectives, the objectives of the teacher perfor-
mance appraisal system should also be defined with the view that the appraisal
system should support the achievement of the defined school’s objectives.
Teacher performance appraisal can be used in various ways; for example, as a
system it may aim to help increase performance, provide information for devel-
opment, provide information about the achievement of the school’s goals or
information about the need for both intangible and tangible resources (Grote,
1996). A combination of several aims is usually targeted. The aim in gathering
information about the need to allocate intangible and tangible resources is
closely connected to resource management. Good performance appraisal pro-
vides valuable information for making resource management decisions. How-
ever, in order to develop an appraisal system that supports resource manage-
ment, headmasters should know what to seek out in order to obtain objective
relevant information for making resource allocation decisions. This is ironic
because in order to develop a good feedback system for resource management,
good knowledge of managing resources must be assumed.

When the aims of the performance appraisal system has been identified, it is
possible to go on with the process of designing the system itself. During this
stage, the individual behaviour of teachers is analysed in order to determine the
expected performance of every teacher in order to help schools achieve their
objectives. Since the main assumption is that performance appraisal should help
monitor the fulfilment of objectives, indicators that give this kind of feedback
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should be defined along with the guidelines for how often the performance is
appraised, who will execute the appraisal, how is the information gathered and
recorded and how and who will communicate the feedback. The lack of or in-
correctly presented feedback may generate resistance, the performance appraisal
system may be perceived as unfair and employees may feel their efforts are not
adequately valued (Brown and Benson, 2003). However, it is important to note
that the creation of an effective performance appraisal system is a continuous
process, so the appropriateness of that system should be re-evaluated periodi-
cally and changes made as necessary (Bititci ef al., 2000). Such information is
available after implementing the performance appraisal system, meaning that it
is important for headmasters do deal with the status evaluation phase thor-
oughly. Feedback from teachers about the system that is evaluating their work
effort would also certainly be useful.

Not only does strategic and resource management become relevant in per-
formance appraisal system design, but organisational culture is also important
because it offers a shared system of meanings, which forms the basis of
communication and understanding (Martins and Terblanche, 2003). In fact,
organisational culture is related to all the steps as it creates the necessary at-
mosphere for developing the performance appraisal system in the first instance
and implementing the system. For example, if goal orientation exists in the
organisation, adoption and implementation of performance appraisal criteria is
more likely to occur (Lancer Julnes and Holzner, 2001). Several studies present
evidence about the importance of organisational culture. For example, the re-
search by Moynihan and Pandey (2010) indicates that more broadly constructed
organisational culture matters for achieving organisation performance. How-
ever, in addition to raising performance, organisational culture helps to intro-
duce change. Study results by Tierney (1999) suggest that the development of
strong relationships between supervisors and employees, and among employees
and their team members is associated with employees perceiving that they work
in a context that is characterised by risk-taking, and departure from the status
quo is supported by open communication, trust, operational freedom and em-
ployee development. Employee-based management is necessary to motivate
people to embrace the change within the organisation. The study by Gaiduk et
al. (2009) carried out in Lithuania also proved that providing more employee-
focused management and communication practices increases the relevance for
the employees and has a positive effect on employee attachment to the organi-
sation. Because change is often achieved through changing opinions (Aladwani,
2001, Johnson et al., 2006), organisational culture is relevant, as it helps create
strong relationships between school headmasters and teachers. For example,
Tierney (1999) found employees’ relationships with their supervisors and teams
shape their opinions of the organisation and the implementation of new man-
agement tools (e.g. performance management). Headmasters can also influence
organisational change by developing relationships with teachers because this
helps create favourable opinions of teacher performance appraisal (Weisbord,
1976).
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The discussion above raises the question of the importance of school man-
agement within the overall opinion of performance appraisal among peda-
gogues. As the design of the performance appraisal system is dependent upon
inputs in terms of strategic management (clearly set mission, vision, objectives,
tasks and behaviours), resource management (the requirements for information
for making decisions about resource allocation, the financing of different activ-
ities of schools’ strategic plan) and organisational culture (creating supportive
atmosphere for performance appraisal), one may assume that the quality of
those aspects of school management may have an influence on the opinions of
all pedagogues in the school. The rationale behind this is presented in Figure 9.

Development of school management
¥

Strategic management issues: mission, vision, school performance indicators,
teachers’ role and involevement, interest groups, analysis of external environment
(trends in society; parent and pupil feedback) and internal context (previous
activities).

Resource management issues: use, allocation and analysis of intangible and
tangible resources, teacher involvement.

Organisational culture issues: communication, teacher involvement, ethical
norms, principles, values

/\

Well performed school management Poorly performed school management
4 4
Positive opinions of PA Negative opinions of PA
A 4 ¥
Greater willingness to implement PA Reluctance to implement PA

Figure 9. Rationale for setting proposition la: the potential relationships between
school management and opinions about performance appraisal among pedagogues

Note: PA — performance appraisal

Source: compiled by the author based on Grote, 1996; Mwita, 2000; Aladwani, 2001; Armenais
and Harris, 2002; Martins and Terblanche, 2003; Lohman et al., 2004; Johnson et al., 2006;
Krishnapillai, 2009

Understanding the relationships between school management and the opinions
of pedagogues is essential, because people will act in accordance with their
opinions (Katzell and Thompson, 1990), and positive opinions help introduce
reforms in organisations (Aladwani, 2001; Armenakis and Harris, 2002). Posi-
tive opinions towards performance appraisal as a management tool make
adopting performance appraisal in the organisation much easier. Therefore,
proposition la is formulated as follows:

70



Proposition 1a: Strategic management, resource management and organisa-
tional culture are positively related to pedagogues’ opinions about the teacher
performance appraisal implemented in their schools.

Finding evidence to support this proposition will help us understand how school

management influences performance appraisal design, and therefore, enables to

make proposals for headmasters with respect to designing fair and acceptable
performance appraisal system for evaluating teachers.

There are other critical aspects in a performance appraisal design that need
to be taken into consideration. These are mostly related to the process of de-
signing performance appraisal. The author emphasises the teacher involvement
issue. During the process of developing a performance appraisal system, im-
plementation teams are usually assembled, and their task is to manage the
process of designing the performance appraisal system. In this way, they act as
an expert group. As teachers are central to teacher performance appraisal, it is
advisable to involve at least some teachers in the implementation team. The
worst case scenario would be that organisational leader or school headmaster
does not develop the performance appraisal system as a cooperative effort, but
designs the system alone. In such a scenario, only the headmaster’s view of
managing the school is presented and it is much more difficult for the teachers
to understand how it will all work. However, because not all teachers can be-
long to this implementation team, random feedback from other teachers would
also be useful. Involving teachers and considering their opinions serves two
tasks (Grote, 1996):

1) it provides feedback from future users of the performance appraisal system
to make sure that the assumptions made are sound and that the appraisal pro-
cess being developed is one that will work;

2) it develops supporters (or change agents), who can exert a positive influence
on other users of the system and pave the way for a smooth implementation.

Grote (1996) concludes that no matter how good the system may be in theory,
no matter how academically grand and legally solid, if involvement is not used
during the performance appraisal design, the entire development process has
been a waste of time. There are several studies that confirm the importance of
involvement in implementing performance management. Similarly, the frame-
work of activities for preparing to implement performance management (Alad-
wani, 2001; Armenakis and Harris, 2002; Johnson et al., 2006) ” emphasises the
importance of teacher involvement in creating positive opinions, which also
contribute to creating the positive intention to adopt performance management
in schools. Roberts (2003) argues that participation in creating performance
appraisal is an essential component of the fair and ethical evaluation of em-
ployee performance. Research by Cawley, Keeping and Levy (1998) suggests

7 See the framework for preparing schools for implementing performance manage-

ment from Figure 7, p. 59.
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that allowing employees to participate in the creation of appraisal is associated
with positive employee feelings towards the appraisal system. The relationship
between participation in the performance appraisal process and various em-
ployee reactions was explored through a meta-analysis of 27 studies containing
32 individual samples, showing that the overall relationship (p) between partici-
pation and employee satisfaction was 0.61.

Similarly, appraisal systems merely created by the top management did not
lead to the desired changes and did not become an inseparable component of the
management processes. For example, those teachers who were involved in the
development of appraisal systems were much more aware of and accepted the
expectations set on their performance, understood the appraisal process better
and were much more committed to it (Kelly et al., 2008). Research by Williams
and Levy showed that an understanding of the appraisal systems was positively
correlated with work satisfaction, organisational commitment and the percep-
tion of justice (Williams and Levy, 1992).

Involving employees in the creation process increases their satisfaction and
trust in managers as well. Employee satisfaction is related to their perception
that the system is fair, and the level of satisfaction with and trust in their super-
visors. For example, Mani (2002) performed case studies among the employees
of East Carolina University (United States, response rate 85%), where this issue
was analysed using a logistic regression®. The case by Mani points out that
compared to those who are not satisfied with their supervisors, employees who
are satisfied with their supervisors are about 1.59 times more likely to say that
they are satisfied with the performance management system. Similarly, when
compared to those who do not trust their supervisors, employees who trust their
supervisors are about 1.3 times more likely to say that they are satisfied with the
performance management system. Mani also points out that if supervisors can-
not give employees credible feedback and the relationship is damaged, then it
seems less likely that performance appraisal will have any credibility or will
motivate employees to improve (Mani, 2002). Similarly, studies by Brown and
Benson (2003) and Chang and Hahn (2006) emphasise that while developing
and launching an appraisal system, a lot of attention should be paid to the com-
munication that relates to it. Based on this discussion, a rationale for formulat-
ing a second proposition, about teacher involvement, can be drafted (see
Figure 10).

¥ The dependent variable in the study by Mani (2002) was “employee satisfaction

with the performance appraisal system”, independent variables were defined as “trust
towards supervisor” and “satisfaction with a supervisor”.
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Starting the Involving teachers in the Satisfaction with the PA system
process of /' creation of PA system implemented in schools
developing

aPA Not involving teachers in Dissatisfaction with the PA
system the creation of PA system system implemented in schools

Figure 10. Rationale for setting proposition 1b: the potential relationship between
teacher involvement and teacher opinions about teacher performance appraisal system
implemented in their schools

Note: PA — performance appraisal

Source: compiled by the author based on Williams and Levy, 1992; Grote, 1996; Cawley et al.,

1998; Aladwani, 2001; Armenakis and Harris, 2002; Mani, 2002; Roberts, 2003; Brown and
Benson, 2003; Chang and Hahn, 2006; Johnson et al., 2006; Kelly et al., 2008

The author wanted to know whether teachers in Estonian general educational
schools are involved in the process of creating the performance appraisal system
and how this influenced their opinions of performance appraisal systems im-
plemented in their schools. The following proposition was formulated:

Proposition 1b: Teacher i nvolvement’ in the process of creating the perfor-
mance appraisal is positively related to teacher opinions about the performance
appraisal system implemented in their school.

The second critical activity in the creation of a performance appraisal system is
related to determining criteria based on the organisation’s objectives and the
indicators for evaluating teacher performance with respect to those criteria crite-
ria'’. Despite the volume of literature on the topic of the positive effects of per-
formance management on school performance, selecting reliable criteria for
appraising the performance of teachers has remained as the most problematic
and central feature in introducing performance management. As illustrated in
Figure 8 (p. 67), teaching activities in developing the learning process and the
learning environment are most directly related to the creation and implementa-
tion of the performance appraisal system. Therefore, this is also relevant when
selecting performance appraisal criteria. Similarly, as the discussion of the edu-
cational process'' in subchapter 1.1.3 indicated the close relationship between
school management and teachers’ activities, this raises the question of the rela-

Involved stands for teaches participation in the creation of the performance appraisal
system, where teachers have had an opportunity to express their opinions and thoughts.
' The term “appraisal criteria” is broader than the term “performance indicator”. Indi-
cators are measures that indicate the achievement of set criteria. However, one criteria
may have multiple indicators. For example, as pupil academic performance is a criterion
for appraising teacher performance, then pupil academic performance can be evaluated
by several indicators (e.g. the results in the national examinations, running grades,
results in standardised tests etc).

"' See the educational process from Figure 4, p. 40.
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tionship between teachers’ activities (developing the learning process and the
learning environment) and opinions about performance appraisal among peda-
gogues as a whole. The rationale behind the proposition about the relationship
between teachers’ activities and pedagogues’ opinions is presented in Figure 11.

Development of teachers’ activities
A |

Learning process issues: teaching things necessary for life, based on pupil

capacity, talent and interest, IT and modern teaching methods, analysing pupil

performance

Learning environment issues: climate and discipline, support, good relationships,

fair treatment, caring

/\

Well performed teachers’ activities Poorly performed teachers’ activities
\ 4 \ 4
Positive opinions of PA Negative opinions of PA
A 4 \ 4
Greater willingness to implement Reluctance to implement PA

Figure 11. Rationale for setting proposition 2a: the potential relationships between
teachers’ activities and pedagogues’ opinions about performance appraisal
Note: PA — performance appraisal

Source: compiled by the author based on Grote, 1996; Department of Education, 2000; Aladwani,
2001; Armenakis and Harris, 2002; Nickols, 2010

Teachers’ activities are linked to performance appraisal design at many stages.
Firstly, it is relevant during the creation of performance appraisal because at this
stage teachers’ individual behavioural expectations and their indicators are be-
ing set. Secondly, teachers’ activities are relevant in the implementation of per-
formance appraisal where teacher performance is actually evaluated. However,
individual work performance traditionally involves developing the learning
process and a supportive learning environment (Department of Education,
2000), and therefore, the teacher performance appraisal system primarily con-
centrates on measuring teachers’ individual performance in creating the learning
process and environment. However, Nickols (2010) has noted that appraisal
systems rely on fear because the evaluatees are afraid of negative feedback
about their performance. In order to avoid negative feedback, the employees are
motivated to raise their performance. Therefore, based on that argument one
may assume that the opinions towards the appraisal process are probably higher
in schools where the likelihood of getting positive feedback on performance is
high — there is no fear of making mistakes. Similarly, the opinions of perfor-
mance appraisal systems implemented in schools is assumed to be higher when
the appraisal criteria is in accord with the criteria that matter the most in
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fashioning opinions held by pedagogues and school performance. Therefore, the
following proposition was formulated:

Proposition 2a: The learning process and learning environment are positively
related to pedagogues’ opinions about the teacher performance appraisal im-
plemented in their school.

Testing this proposition provides valuable information for identifying those
activities that impact teachers’ opinions about performance appraisal, but it also
provides information about what activities should be taken into consideration
while evaluating teachers’ performance.

However, there are other concerns in the selection of performance appraisal
criteria. The rationale behind the further discussion presented in this dissertation
is presented in Figure 12.

Decentralisation of schools

/\

The need for accountability School choice

—

Development of school accountability — evaluation system

External evaluation I Internal evaluation

Headmasters —

accountable to local
authority and education
leaders

Teachers —
accountable to
headmasters

Headmasters’
preferences in PA
criteria

; <
— k Synergy between

Teachers’
preferences in
PA criteria

headmasters and
Lack of synergy, teachers’ preferences

concentration on fmmmmmmmm e mm oo D B | Lack of synergy,
school manage- Balaced school evaluation system — | concentration on
1
1
1

ment balaced school development

teachers’ activities

Figure 12. Rationale for setting propositions 2b and 2¢: on school evaluation design

Note: PA — performance appraisal; The area of synergy between headmasters’ and teachers’
preferences is marked in grey

Source: compiled by the author based on Winstanley and Stuart-Smith, 1996; Kravchuk and
Schack, 1996; Hansuhek, 1997; Department of Education, 2000; Leithwood and Jantzi, 2000;
Brennan, et al., 2003; Pont ef al., 2008; OECD, 2008; OECD, 2010
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Thus, the rationale primarily stems from the changes taking place in the educa-
tion sector, which is discussed in more detailed in subchapter 1.2.1. As schools
are being decentralised, there is increased need for accountability to the state or
central government for school outcomes. School headmasters are under pressure
to fulfil centrally defined expectations, and therefore, to be accountable to the
school keeper — the local authority and the state as the education policy devel-
oper. At the general level, school performance is evaluated according to key
performance indicators (or external evaluation indicators) set by the Ministry of
Education and Researsch'”. School headmasters are therefore highly motivated
to achieve well in terms of those external evaluation criteria. However, as the
external evaluation criteria are universal, they do not consider the peculiarities
of each individual school, nor permit a balanced school evaluation system
which concentrates equally on external and internal issues of school perfor-
mance. The headmasters are responsible for developing an internal evaluation
system in their school in order to monitor the development of their schools more
specifically. Although internal evaluation provides valuable information for
dealing the strengths and weaknesses within the school, it still produces a
greater workload for the headmasters and involves building up an individual
performance appraisal system for teachers. At this point, headmasters have to
face and solve the difficulties of performance appraisal that emanate from the
unique characteristics of the education sector.

Thus, the question arises of whether or not school headmasters prefer to
evaluate the achievement of their school’s objectives by concentrating more on
the general key performance indicators, which are much easier to follow, and
which are the basis of the feedback on their work provided by the government.
The question is especially relevant when analysing the results of the OECD
report, which implies that the state of internal evaluation in 2007 was quite poor
in many countries (OECD, 2008). In Estonia, internal school evaluation did not
have a high degree of influence on the performance feedback given to schools,
the appraisal of individual teachers, school budgets, teacher remuneration and
bonuses nor on the assistance offered to teachers to improve their teaching
skills. In addition, the results of internal evaluations are not subsequently used
by the government to create comparative school performance data. However,
two important characteristics of internal evaluation can be highlighted: 1) the
results of internal evaluations were published in Estonia (only 4 countries out of
29 did that); and 2) internal school evaluation in Estonia had an influence on the
appraisal of the performance of school management (only in 6 countries out
of 29).

In addition, the data from the first OECD Teaching and Learning Interna-
tional Survey (TALIS) collected from school principals and teachers showed
(see Table 6) that in 2007/08, external evaluation in Estonian general educa-
tional schools was emphasised more compared to internal evaluation. It reported

"2 See the list of key performance indicators (external evaluation indicators) set by the

Estonian Ministry of Education and Research on pages 25-26.
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that 23.9% of the respondents in Estonian schools claimed that internal evalua-
tion had not been implemented in their schools at all in the last five years. How-
ever, external evaluation was implemented once in the last five years for 47.8%
of Estonian schools. The results of the OECD survey (OECD, 2008) also show
that although schools implement external evaluation, analyse national pupil
performance and implement internal evaluation, these evaluation methods have
relatively little influence on performance oriented actions within schools in
OECD countries.

Table 6. Frequency and type of school evaluations based on the OECD study

Frequency of school internal Frequency of external evalua-
evaluations over the last 5 tions over the last 5 years (%) 22
years (%) g =
s 3
3 3 |S2
5 |5 5 |5 |E2
7] ? % n ? § té g =
S 18 |25 2|2 |£5%E5S
) Y B © o 2 B © = © o 9 295w
5 |2 |v |2 |85/5 |2 |+ |28 |85/c28
Z |C |& |© |24z |O |& |C |[2dZz85
Estonia {23.9 [26.7 [19.5 |28.4 |1.6 |27.5 |47.8 |184 |44 |18 |[11.8
TALIS' [20.2 |16.2 [18.3 [34.9 |10.3 [30.4 {30.8 |20.5 [11.4 |7 13.8
average

Note: Percentage of teachers of general education (in primary schools) working in schools where
school evaluations were conducted with the following frequency over the last five years; Internal
evaluation incorporated the results of self-evaluation reports; External evaluation incorporated the
results of national examinations in mathematics, science, national language and school inspec-
tions

' TALIS-OECD Teaching and Learning International Survey conducted during 2007/08.

Source: compiled by the author based on OECD, 2008

Although some authors argue that the results of standardised tests of pupil
learning outcomes should be the main indicators of teacher performance
(Ingvarson et al., 2007), the author of this dissertation is a little worried that in
Estonia too much effort is spent on the comparative analysis of national exami-
nation results. Comparing schools on the basis of examination results certainly
provides additional information, but it does not fully describe a schools perfor-
mance (Hansuhek, 1997; Loeb and Page, 2000; Leithwood and Jantzi, 2000).
Similarly, when pupil academic performance (e.g. the results in national exami-
nation results) is valued as the most important criteria in reflecting school per-
formance, then that may increase the risk of teachers starting to train pupils to
achieve those criteria. That, however, may delay the development of general
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skills (communication skills, thinking, analysing etc.)"’. However, there is an-
other explanation behind valuing the results of external evaluations — the in-
crease in school choice.

Similarly, schools need to be accountable to parents as well, because parents
can choose the school for their children (Pont et al., 2008). Therefore, infor-
mation about evaluations of school performance is often made available to par-
ents and other important stakeholders. However, most the common approach is
that the results of the national examinations are presented and compared with
other schools. However, these are primarily used to provide parents with infor-
mation before they choose a school and to deliberately encourage competition
between autonomous schools. This activity is reasonable when parents have the
opportunity to choose schools for their children. Table 7 provides an overview
of the freedom parents in Estonia have to choose a school for their children.
Irrespective of the fact that children are initially assigned a school based on
school geographical catchment areas, the choice of the other schools is not re-
stricted to the district, municipality or region. In fact, families are given the
general right to enrol children in any school they wish. Thus, based on the study
(OECD, 2010), families in Estonia are free to choose the best possible schools
for their children.

Table 7. Opportunities and conditions for parents wishing to choose a public school for
their child(ren) in Estonian general educational schools

Terms for selecting school PS |SS
Initial assignment based on school geographical catchment area Yes |Yes
Families are given a general right to enrol in any school they wish Yes |Yes
Choice of other schools is restricted to the district or municipality No |[No
Choice of other schools is restricted by region No |No

Families must apply to enrol in a school other than the one assigned to Yes |Yes
their child(ren)

Families are free to choose other schools if there are places available Yes |Yes

Others restrictions or conditions No [No

Note: PS — primary schools; SS — secondary schools
Source: compiled by the author based on OECD, 2010

However, schools have a material incentive to be accountable as well. This
incentive arises from school financing in Estonia (see also Appendix 5). The
largest part of the school budget in Estonia is determined by assignments from
the government budget. The grant-in-aid from the state budget to schools is

" See a more detailed discussion about the hazards of concentrating on pupil academic

performance in subchapter 1.1.3.
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calculated at the governmental level, and is allocated to local authorities as a
lump sum. Local authorities have the power to decide the specific allocation of
the monetary resources between different schools and within the schools. How-
ever, the size of the grant-in-aid is mainly dependent on the number of pupils
studying in the municipal school and on the estimated operating costs of a study
place. Therefore, school monetary resources are dependent on the schools’ abil-
ity to attract pupils. In summary, because parents in Estonia have the freedom to
choose the school for their children and each school budget is based on the
number of pupils, then headmasters are impelled to market their school to at-
tract more pupils, especially talented pupils to their schools (Brennan, et al.,
2003) in order to increase the average national examination results and gain
more per capita money from the government. Therefore, as the results of pupil
academic performance (national examination results, current grades, grades in
the final examination etc.) are easy to collect and compare between schools,
then school headmasters may be motivated to evaluate the performance of Esto-
nian general educational schools on the basis of academic performance indica-
tors collected during external school evaluations. The concentration on aca-
demic performance indicators in evaluating school performance can also be
recognised in several studies abroad. For example, as highlighted in the first
part of the theoretical section (see Table 3, p. 39), studies of school performance
concentrate on measuring pupil academic performance using such figures as the
results in national examinations, standardised tests and grades. Therefore, the
author proposes the following:

Proposition 2b: The achievement of school objectives is primarily evaluated
according to pupil academic performance.

This concentration on external evaluation may emanate from the difficulty in
selecting acceptable teacher performance appraisal criteria. Many sources pre-
sent the following list of principles that need to be taken into consideration in
selecting teacher performance appraisal criteria (Globerson, 1985; Kravchuk
and Schack, 1996; Storey, 2002; Modell, 2004; Neely et al., 2005):

e Teacher performance appraisal criteria should be directly related to the
organisation’s strategy and must be chosen from the organisation’s objec-
tives.

e Performance appraisal criteria should be designed so that they stimulate
continuous improvement rather than simply monitor.

e The purpose of each performance criteria must be clear, the measures should
be simple and easy to use and provide fast feedback.

e Performance appraisal criteria must make it possible to compare the perfor-
mance of other teachers and also to make comparisons at different moments.

e Both objective (quantitative) and subjective (qualitative) performance crite-
ria should be taken into account.
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e A performance appraisal system should be adaptable and flexible, meaning
that the selection of performance appraisal criteria should change as circum-
stances change.

However, a conflict may emerge from the different roles and expectations of
teachers and headmasters. As school headmasters are responsible for school
performance in general then teachers are accountable to headmasters for their
work in managing the learning process and environment. However, based on the
different aims of the jobs of teachers and headmasters, there is a role conflict
written into the process of creating a shared performance appraisal system in
schools. For instance, the study by Department of Education in England (2000)
argues that teacher performance appraisal criteria should focus more directly on
what pupils are actually doing in classrooms as a result of the learning condi-
tions established by teachers. Similarly, as performance appraisal as a manage-
ment tool is related to evaluating the individual performance of teachers (see
also Figure 3, p. 28), then it is assumed that teachers’ preferences in selecting
performance appraisal criteria will be more closely linked to their individual
activities in the classroom rather than their work in school management or their
work in teams. Headmasters on the other hand have to see the overall picture of
the school’s development, which provides good reason to believe that they
would emphasise criteria related to school management and development. As
school headmasters have to aim for a balanced school development, then this
raises the issue of motivating teachers to participate in school management.

The absence of a single view of the organisation where only the manager’s
view is represented is considered to be one of the common flaws of perfor-
mance appraisal (Winstanley and Stuart-Smith, 1996; Kravchuk and Schack,
1996; Ittner and Larcker, 2003). For example, in addition to the fact that it may
result in too much attention on aspects of school management, it may create a
perceived role-based conflict because when teachers fail to achieve objectives
set by headmasters that are not recognised by teachers, they will get the mes-
sage that their performance is unsatisfactory (Chamberlin et al., 2004;
Kuhmerker and Hartman, 2007). Thus, both school headmasters and teachers
should agree upon the most important objectives for their schools. The perfor-
mance appraisal system must support the achievement of school performance
and motivate teachers to achieve that goal. Therefore, many authors emphasise
(Jackson, 1988; Williams and Levy, 1992, Saunders, 1999; Kelly et al., 2008)
that teacher performance appraisal systems should be shared with teachers, from
setting the aims to disseminating the outcomes. However, as performance ap-
praisal systems should be created in cooperation with teachers and headmasters,
then the developed appraisal system must achieve a synergy between the views
of teachers and headmasters. It is especially important in the context of schools
with multiple objectives and multiple outcomes. In the context of this disserta-
tion, providing proposals for selecting teacher performance appraisal criteria is
relevant; therefore, the question arises of teachers’ preferences in appraising
their work performance:
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Proposition 2c¢c: Teachers’ preferences in selecting teacher performance ap-
praisal criteria are different from headmasters’ preferences.

Therefore, to conclude, there are several critical aspects that may cause negative
opinions among pedagogues about teacher performance appraisal as a manage-
ment tool, and therefore, about performance management in general. However,
in order to develop proposals for developing a teacher performance appraisal
system in Estonian general educational schools, knowledge of the practices
implemented in those schools would provide relevant information.

1.2.3. Stages and principles for performance-related pay design and
alternatives for rewarding teachers on the basis of their
performance

The current subchapter concentrates on explaining the stages, principles (see
Figure 13) and alternatives for developing a remuneration system for rewarding
teachers’ performance, while also pointing out research propositions concerning
teacher performance-related pay. It make it possible to understand what the
critical activities in the performance-related pay designs are and how school
management and teachers’ activities relate to creating an accepted remuneration
system. Teacher salary levels in the Estonian education system are determined
by the occupational levels for teachers and the minimum salary level for teach-
ers — the minimum increment for homeroom teachers is enacted by legislation
(see Appendix 5). However, local authorities have the right to make decisions
regarding pedagogues and headmasters (salary increases, differentiating salary,
lowering the workload, guaranteeing salary increases for teachers with higher
occupational levels) based on local needs. But as school management is the
responsibility of headmasters then they have considerable say in the design of
teachers’ salaries. Therefore, raising school performance via developments in
remuneration for teachers is very topical in the Estonian education sector.

The process of developing remuneration for teachers is linked to the design
of a teacher performance appraisal system. As in teacher performance appraisal,
in order to define the objectives of teacher remuneration and develop a system
that is supportive of school performance, information about the organisation’s
current health, the main objectives that need to be achieved in order to improve
school performance, and essential tasks and behaviours of teachers, should be
ascertained. For example, in performance-related pay, individuals agree upon
organisational objectives and targets, and their performance is assessed in light
of their achievement. Thus, the quality of the links established between perfor-
mance-related pay and the schools’ strategic aims are crucial to raising organi-
sational performance (Thorpe and Homan, 2000). Therefore, the success of
performance-related pay may largely depend on the performance appraisal sys-
tem developed, as it provides important input for resolving the remuneration
issue.
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Figure 13. The stages in developing a system for remunerating teachers based on the
example of performance-related pay

Note: PA — performance appraisal; PRP — performance-related pay; Different phases in the
framework are separated using a horizontal discontinuous line; The connections between school
management and teachers’ activities and the development stages of performance-related pay are
showed using grey arrows; The stages already implemented during teacher performance appraisal
design are marked with a grey background
Source: compiled by the author based on Thorpe and Homan, 2000; Heinrich, 2002; Hanley and
Nguyen, 2005; Chang and Hahn, 2006
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For example, the findings from research by Chang and Hahn (2006) compiled in
28 companies and involving 656 employees show that performance-related pay
enhances employee perception of distributive justice only when there is a com-
mitment to the performance appraisal practice. The hypothesis was tested
through regression analysis. The study found a significant interaction effect
between performance-related pay and the commitment appraisal practice
(B=0.45, p=0.01). Therefore, Chang and Hahn (2006) concluded that managers
in the companies in the study should consider implementing commitment ap-
praisal practices when they want to utilise performance-related pay.

Although all teacher performance appraisal criteria are not taken as the basis
for rewarding teachers, but the selection of some of those criteria and additional
criteria are used, one may still assume that how employees perceive the perfor-
mance appraisal practice is an important determinant of their perception of dis-
tributive justice, regardless of what type of compensation scheme is utilised.
Therefore, all the mistakes made in performance appraisal may transfer to per-
formance-related pay. Therefore, the author proposes:

Proposition 3a: Teachers’ opinions about the performance appraisal system are
positively related to their opinions about performance-related pay.

As the design of performance-related pay is linked to the performance appraisal
system, then the question of the importance of school management in remuner-
ation also arises. Strategic management issues are central in the context of
teacher performance-related pay. When considering performance-related pay as
a compensation instrument, the logic behind performance-related pay is to
spread salaries on the basis of performance that is then linked to the organisa-
tion’s objectives (Hanley and Nguyen, 2005). Thus, performance-related pay
should be related to the strategy and development plans at the school and all
employees should be aware of what activities are rewarded in light of the
schools’ objectives. In addition to the relevance of resource management in the
strategic management stage, where resources are allocated between important
tasks for achieving school goals, resource management becomes topical when
defining the objectives and establishing the teachers’ performance-related pay.
As Heinrich (2002) indicated, outcome-based performance management in-
volves budgeting, in particular performance-based budgeting, allowing mone-
tary incentives for outstanding performance in achieving the organisation’s
objectives. However, implementing performance-related pay is often rejected
because of the fear that organisations do not have enough monetary resources to
reward employees on the basis of their performance (Ingraham, 1993). For ex-
ample, the study by Mardsen and French (1998) indicated rather negative find-
ings about performance-related pay among English schools. One possible ex-
planation for these rather negative findings is that teachers are generally scepti-
cal as to whether additional effort will be rewarded by performance pay. A lack
of clarity may leave them uncertain as to how they should perform; they may
not believe they are capable of achieving the necessary goal (perhaps because of
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a lack of resources, or training) or they may believe their school cannot afford it
(Marsden and French, 1998). The lack of money available to drive the perfor-
mance management system also exacerbated the major focus of managerial
dissatisfaction in the study by Lewis (1998). Given the unique nature of public
organisation revenue streams (e.g. taxes), institutional rules have been estab-
lished that constrain public performance-related pay. In the public sector it is
unlikely that performance-related pay will be designed in such a way or at lev-
els of pay increments such as 10 per cent to 15 per cent annually that expec-
tancy or reinforcement theory requires, and as is possible in the private sector
(Perry et al., 2009).

Therefore, the fear of performance-related pay may be the result of a lack of
money in constrained budgets (Sanderson, 2001). However, realising the ex-
pected benefits of better resource management — clearer sense of direction,
increased accountability and responsibility, greater financial and administrative
flexibility, and improved long-term planning — decreases the fear of perfor-
mance-related pay (Caldwell, 1998). The quality of resource management may
have an effect on teacher remuneration because headmasters set the objectives
of remuneration and select a remuneration strategy based on their knowledge of
current and future school resources.

Thirdly, as in the performance appraisal process, organisational culture is
related to all the steps, as it creates the necessary atmosphere for developing the
remuneration system and subsequently running system. Organisational culture
creates the goal orientation in the organisation (Lancer Julnes and Holzner,
2001), which is a necessary assumption in performance-related pay. For exam-
ple, performance-related pay communicates information about the performance
expectations of the organisation, it helps the organisation become more results
or performance oriented, or it supports existing cultures or values which are
already characterised by high performance, innovation, quality and teamwork; it
can also emphasise the importance of teamwork as well as individual effort
(Thorpe and Homan, 2000). Therefore, the influence of organisational culture
may be twofold. Firstly, it communicates the expected behaviour within the
organisation, and secondly, the choice of remuneration strategy and whether to
reward teachers on the basis of their performance is dependent on the organisa-
tional culture. Some organisational cultures are just more willing to take risks
and are more performance oriented.

Therefore, the author questions whether school strategic management
(clearly set mission, vision, objectives, tasks and behaviours), resource man-
agement (the financing of different activities in the school strategic plan, infor-
mation about resources for deciding the objectives of teachers salary system and
remuneration strategy) and organisational culture (creating goal orientation in
the organisation and a supportive atmosphere for performance-related pay) have
an influence on opinions about performance-related pay as a management tool
held by pedagogues in general. The rationale for this discussion is presented in
Figure 14.
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Development of school management
¥

Strategic management issues: mission, vision, school performance indicators,
teachers’ roles and involvement, interest groups, analysing external environment
(trends in society; parental and pupil feedback) and internal context (previous
activities).

Resource management issues: use, allocation and analysis of intangible and
tangible resources, teacher involvement.

Organisational culture issues: communication, teacher involvement, ethical norms,
principles, values

Well performed school management Poorly performed school
v management
Positive opinions of PRP A 4
¥ Negative opinions of PRP
Greater willingness to implement v
PRP Reluctance to implement PRP

Figure 14. Rationale for setting proposition 3b: the potential relationships between
school management and pedagogues’ opinions about performance-related pay

Note: PRP — performance-related pay

Source: compiled by the author based on Caldwell, 1998; Marsden and French, 1998; Mwita,
2000; Lancer Julnes and Holzner, 2001; Aladwani, 2001; Armenakis and Harris, 2002; Heinrich,
2002; Martins and Terblanche, 2003; Lohman et al., 2004; Hanley and Nguyen, 2005; Johnson et
al., 2006; Krishnapillai, 2009

Therefore, the following proposition is formulated:

Proposition 3b: Strategic management, resource management and organisa-
tional culture are positively related to pedagogues’ opinions about the perfor-
mance-related pay implemented in their schools.

Evidence supporting the aforementioned proposition provides useful infor-
mation about what managerial aspects influence opinions of performance-re-
lated pay among pedagogues, and therefore, makes it possible to highlight man-
agerial suggestions for designing a remuneration scheme for teachers.

An important part of designing a remuneration scheme for teachers is se-
lecting the proper reward strategy. The following discussion is illustrated by
Figure 15. During this dissertation the author focuses on performance-related

pay.
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Figure 15. Rationale for setting propositions in group 4: the potential relationships
between performance-related pay and school performance indicators

Note: PRP — performance-related pay

Source: Compiled by the author based on Hanushek, 1997; Darling-Hammond, 2000; Eberts ef
al., 2002; Johnson and Birkeland, 2003; Smithers and Robinson, 2003; Rhodes et al., 2004;
Hanushek and Rivkin, 2007; Kingdon and Teal, 2007; Figlio and Kenny, 2007; Atkinson, 2009

As mentioned, possible reasons for deciding to implement performance-related
pay in schools', teachers' salaries can be used to achieve several objectives.
The most common assumption is that the adoption of performance-related pay
leads to improved school performance. Performance-related pay encompasses
the notion of “payment by result”, involving financial reward based on an as-
sessment of individual performance (Hanley and Nguyen, 2005). Therefore,
performance-related pay raises teacher motivation to increase school perfor-
mance as they are being offered an incentive to achieve this target. However, as
performance-related pay is built on the schools’ general objectives, and perfor-
mance-related pay criteria are selected in order to help achieve those objectives,
then performance-related pay allows schools to concentrate more on their stra-
tegic aims.

There are several studies aimed at determining the relationships between
performance-related pay and school performance'”. The results of the study by
Eberts et al., (2002) suggests that performance-related pay incentives can act as
motivational agents to produce directly rewarded outcomes. By comparing
means across two schools they found that individual incentive programmes for
teachers were associated with a significant fall in drop-out rates. However, indi-
vidual incentive programmes were unrelated to pupil achievement. Research by

' See the discussion of the gains from performance-related pay from subchapter 1.1.2.
"> See also a more detailed discussion about the relationships between teacher salary
and school performance from subchapter 1.1.2.
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Darling-Hammond (2000), Reichardt (2001), Cavalluzzo (2004) and Rivkin et
al. (2005) indicate that teacher quality is one of the greatest determinants of
pupil achievement. However, Hanushek and Rivkin (2007) assert that in order
to improve teachers, quality salaries should be made competitive. Improvement
in teacher quality, however, is often seen to be obtained through performance-
related pay (Kingdon and Teal, 2007; Figlio and Kenny, 2007; Atkinson, 2009).
Research by Darling-Hammond (2000) indicated that the effects of well-pre-
pared teachers on pupil achievement can be stronger than the influences of pupil
background factors, such as poverty, language background and minority status.
Although Hanushek (1997) found a positive correlation between teacher salaries
and pupil performance, he emphasised that there was very weak support for the
notion that simply providing higher salaries or greater overall spending would
lead to improved pupil performance. Similarly, they did not find teachers being
paid according to their occupational level and workload very effective. How-
ever, this is usually the most common solution for rewarding teachers. As expe-
rience and teacher training are the primary determinants of a teacher's position
on a salary scale, it is often assumed that higher salaries raise quality because
more experienced and better educated teachers earn more and perform higher
(Hanushek, 1997). Instead, a salary system concentrating on occupational level
is demotivating for teachers of lower occupational rank and does not facilitate
the sustainable development of teachers. Once the highest occupational level is
achieved, the motivation to increase school performance decreases. Linking the
teacher reward system with workload may create the risk of intentional over-
working, which may cause stressed teachers and may end in lower educational
quality. Finally, Hanushek and Rivkin (2007) argued that the structure of a
salary scale did not constitute evidence that an increase in teachers’ salaries
would definitely improve their performance. Furthermore, they concluded that
general salary increases for teachers would be both expensive and ineffective.
They emphasise that compensation and career advancement should be linked
more closely with teacher ability to increase pupil performance. Therefore, the
best solution is not a general increase in salaries, but implementing a perfor-
mance-related pay system. Performance-related pay is a good tool for motivat-
ing teachers especially in the context of restricted budgets because performance-
related pay schemes save money because the budget does not have to be spread
so widely (Chamberlin et al., 2004).

One of the objectives of teacher remuneration may be the recruitment and
retention of more capable teachers (Darling-Hammond, 2000; Johnson and
Birkeland, 2003; Rhodes et al., 2004; Smithers and Robinson, 2003). In addi-
tion to attracting teachers, the motivational gains of choosing to teach serve as a
significant deterrent to selecting or staying in that highly demanding profession
(Johnson and Birkeland, 2003)'°. Demotivatingly low salary level may be one
of the reasons why the presence of teachers with the required qualification is

' See more detailed discussion about the relationships between teacher salary and

teacher recruitment and retention from subchapter 1.1.2 and studies from Appendix 2.
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problematic in schools. The OECD survey (OECD, 2010) indicates that the
salaries of teachers with at least 15 years experience in primary schools range
from less than USD 16,000 to USD 54,000. However, teachers in Estonia and
Hungary are the least paid. The study by Abroid (2008) also pointed out that
teachers in Estonia are underpaid, and therefore, their motivation and role per-
ceptions have decreased over the years. The average monthly gross earnings for
teachers in 2010 is 699 euros'’. However, the overall mean of the Estonian
average monthly gross earnings is 792 euros, which is about 12% higher than
the average monthly gross-earning in the education sector. The results also
indicate that the education sector in Estonia is among the six lowest paid eco-
nomic sectors in Estonia.

However, the poor condition of the employment of labour force can be rec-
ognised from statistics. Table 8 provides an overview of the employment of
Estonian inhabitants in the education sector.

Table 8. Statistics of employment in the Estonian education sector in 2011 with respect
to age group, district and gender

Employment Age groups Residence Gender
datafor2011 1 5 >4 [ 2549 | 50-74 | Non- | Rural | Male | Female
rural areas
areas
Employed in the 4.5 8.1 13.4 8.6 11.3 2.8 15.9
education d43) | (8) () (104 | 187 | (152)| )
sector %'
9.4 ($4.1)
Employed in the | 2.5 29.6 25.1 37.1 20.1 8.4 48.8
education (t13.6) | (13.6) | (182) | 34.9) | (T17.5) | (7.7) | (13.8)
sector >
Total 57.2 (12)

Note: 'all fields of activities =100%; Statistics presented in table: % of people employed in the
education sector (change compared to 2010 measured in %; T - increase compared to 2010; { -
decrease compared to 2010; “-“ unchanged); for example: 4.5 d4.3)

“number of people employed (in thousands); Statistics presented in table: number of employed in
the education sector (change compared to 2010 measured in %; T - increase compared to 2010; 4
- decrease compared to 2010; “- unchanged); for example: 2.5 (113.6).

Source: compiled by the author based on the employment data available in the database of Statis-
tics Estonia (www.stat.ee'®)

7" While calculating the average monthly gross-earnings in the Estonian education

sector, data used were taken from the database of Statistics Estonia: Average monthly
gross- and net-earnings with respect to economic sector (database No. PAS211).

" 'While composing Table 8, the following data are used from the database of Statistics
Estonia: Employment with respect to economic sector and age (database No. TT0202);
Employment with respect to economic sector and residence (database No. TT0203);
Employment with respect to economic sector and gender (database No. TT0201).
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Thus, although 9.4% of the labour force in Estonia is employed in the education
sector, a downward trend can be recognised compared to 2010. Employment in
the education sector has decreased 4.1% in 2011. When analysing employment
in the education sector with respect to age, residence and gender then unfortu-
nately, it is possible to conclude that school staff in the Estonian education sec-
tor is going through a process of aging and feminising and in districts where it is
easier to find a new job (non-rural areas), the retention of teachers has de-
creased.

Worrying figures can be recognised from the data gathered by the Ministry
of Education and Research. For example, the presence of teachers with the re-
quired qualifications in the 7th-9th grades is 84.9% and 90.1% at secondary
school level. However, the required number of qualified teachers is below 50%
in many rural schools". Thus, the demotivating influence of a low salary in
Estonian education can already be recognised in these employment statistics.
Therefore, the challenge for the Estonian education system is to raise the posi-
tion and reputation of the teaching profession. However, this raises the question
of whether rewarding teachers on the basis of their performance would be a
solid tool for achieving this goal. Therefore, the following propositions are
formulated:

Proposition 4a: Schools that reward teachers on the basis of their performance
have higher results in performance indicators that evaluate pupil academic per-
formance.

Proposition 4b: Schools that reward teachers on the basis of their performance
have more teachers with the required qualification.

During the creation of a performance-related pay system for teachers, it is es-
sential to realise that there are several alternatives (see Table 9). Schools have
four alternatives for paying teachers according to performance. Based on the
number of subjects, teachers can be rewarded at the individual or group level
(Odden and Kelley, 2002). Based on payment frequency, performance-related
pay can be allocated regularly or as a one-time incentive (Differential Teacher
Pay Initiatives..., 2006). Individual performance-related pay concentrates on
each individual’s work. Individual performance may be rewarded on a regular
basis, which means that the teacher’s work is continually appraised and bonuses
offered for exemplary activity and performance.

' This data is provided by the Estonian Ministry of Education and Research based on

data available in the Estonian Information System on Education (EHIS — Eesti Hariduse
Infosiisteem, www.etis.ee).
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Table 9. Alternatives for implementing performance-related pay for rewarding teacher
performance in schools

Performance-related pay

Regular bonus Group Individual

e Bonus for complet- |e Teacher’s activities and

ing tasks and objects performance

set for groups e Teacher’s competence (knowledge,
skills, experience)

Incentive bonus ¢ Gain-sharing e Incentive for overtime work
(one-time payment) |e  School incentive e Incentive for activities outside
shared between lessons
teachers e Incentive for performance which

exceeds standards.

Source: compiled by the author based on Solmon and Podgursky, 2000; Odden and Kelley, 2002;
Differential Teacher Pay Initiatives..., 2006; Jensen et al., 2007.

Similarly, a regular bonus may be based on an improvement in the teacher’s
competence. Individuals may also be offered incentive bonuses for overtime
work, activities outside lessons or, for example, outstanding work performance.
It is important to note that the main idea behind implementing individual pay is
that paying teachers is based on direct measures of their performance
(Muralidharan and Sundararaman, 2009). However, opponents of individual-
based performance awards argue that it is very difficult to accurately assess the
progress made by pupils, creating an inaccurate measure of teacher performance
(Odden and Kelley, 2002; Azordegan et al., 2005).

The aforementioned was also one reason why, despite great expectations in
performance management, the new approach involved a lot of resistance and
criticism in English schools where they started to implement performance man-
agement. Teachers were very critical of performance management because they
argued that in schools, the nature of the task is too diffuse to evaluate objec-
tively and the allocation of responsibility for outcomes far less certain (Storey,
2000; Bartlett, 2000; Storey, 2002). Teachers are collegially responsible and the
educational process takes years and is affected by contributions from many
teachers (Storey, 2000). In addition Solmon and Podgursky (2000) argue that
individual performance-related pay encourages competition rather than collabo-
ration among teachers, which may have a contrary influence on school and
pupil performance. However, the advocates of individual pay note that individ-
ually-based awards may indirectly encourage collaboration, as the benefits are
available to all teachers (Solmon and Podgursky, 2000).

However, while it is argued that implementing performance-related pay
would produce unhealthy competition and increase cooperation between teach-
ers, then cooperation between teachers can be emphasised by offering group
bonuses as well. Group-based performance awards encourage the collaborative
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nature of teaching. Advocates of group rewards point out that pupil achievement
is rarely due to a single teacher, but depends on all current and past teachers.
Similarly, they point out that when a reward is based on the behaviour and
performance of other teachers, each will pressure the others to do their best and
co-operate in maximising pupil achievement (Solmon and Podgursky, 2000).
However, group rewards may increase the problem of free-riders — teachers who
do not react to group incentives because they hope that other teachers will work
harder to achieve the desired outcomes (Muralidharan and Sundararaman,
2009). They, however, will benefit from the success anyway.

Regular group bonuses are mainly used to reward certain project teams.
However, good examples of incentive group bonuses are gain-sharing and other
incentives based on collaborative effort. For example, a one-time incentive may
be offered to teachers for outstanding group performance in raising pupil aca-
demic performance. Gain-sharing refers to performance-related pay plans in
which financial rewards for employees are linked to the performance of the
entire unit (Welbourne et al., 1995). Gain-sharing is used to get higher levels of
performance through the involvement and participation of teachers (Albers
Mohrman et al., 1992). In a typical gain-sharing plan, employees are asked to
suggest improvements and they share in any performance improvement the
organisation makes.

However, in order to develop motivational remuneration, headmasters
should understand teacher motivation in order to design a system that would
lead to higher levels of achievement among teachers. Expectation theory by
Vroom explains how a compensation system could improve the motivation of
individuals (Carraher, 2011). Vroom emphasised the fact that in order to moti-
vate employees the effort put in by the employees — the performance generated —
and the motivation must be linked to one another (Arnold, 1981). Thus, ac-
cording to this theory, teachers can be motivated to do something if they be-
lieve: (Vroom et al., 2005):

1) their effort will affect performance positively;

2) their favourable performance will result in a desirable reward,;

3) the reward will satisfy an important need;

4) their desire to satisfy the need is strong enough to make the effort worth-
while.

Therefore, the assumption regarding the implementation of monetary rewards in
schools is that the financial incentive should be correlated with the performance
outcome, and teachers should believe that performance-related pay is a suitable
management tool for motivating them. Thus, for the individual performance-
related pay scheme to be effective, teachers must have an effect on pupil at-
tainment, must respond to financial incentives, must respond to performance-
based remuneration and within this, to individual performance-related pay
schemes (Burgess ef al., 2001). However, the effort of teachers is based on the
evaluation of individual performance. Therefore, the key for an individual per-
formance-related pay scheme to be effective is a fair and understood evaluation
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system. Furthermore, one of the most frequently cited reasons for teacher oppo-
sition to performance-related pay is that it is difficult to evaluate teacher per-
formance accurately (Milanowski, 2007). Furthermore, evidence from a study
by Ingvarson (2007) indicates that opinions of performance-related pay greatly
depend on the validity and reliability of the indicators used to assess perfor-
mance. Therefore, the issue here is how to find fair performance-related pay
criteria that is accepted by all involved. The rationale behind the proposition
about the relationships between teachers’ activities and pedagogues’ opinions
about performance-related pay, which allows us to understand the importance of
the learning process and the learning environment in designing performance-
related pay, is presented in Figure 16.

Development of teachers’ activities
v

Learning process issues: teaching things necessary for life, based on pupil
capacity, talent and interest, IT and modern teaching methods, analysing pupil
performance

Learning environment issues: climate and discipline, support, good relationships,
fair treatment, caring

/\

Well performed teachers’ activities Poorly performed teachers’ activities
v v

Positive opinions of PRP Negative opinions of PRP
A 4 v

Greater willingness to implement Reluctance to implement PRP

PRP

Figure 16. Rationale for setting propositions 5a: the potential relationships between
teachers’ activities and pedagogues’ opinions about performance-related pay
Note: PRP — performance-related pay

Source: compiled by the author based on Department of Education, 2000; Aladwani, 2001;
Armenakis and Harris, 2002; Nickols, 2010.

Therefore, based on the model of the educational process™ and the model of
teacher effectiveness (Department of Education, 2000), teachers’ individual pay
primarily focuses on the processes that form the basis of school outcomes — the
learning process and environment — which are important aspects of teachers’
activities. Teachers’ activities are linked to performance-related pay during the
creation of performance-related pay because at this stage the expected level of
the behaviour of teachers (base pay requirements) and indicators for rewarding
performance that exceeds the standard are set. Likewise, teachers’ activities are

" See the educational process in Figure 4, p. 40.
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relevant in the implementation of performance-related pay where teachers’
performance is actually rewarded. The relationship between the teachers’ salary
and their activity (learning process and learning environment) stems primarily
from the fact that the effort is seen as a function of the value of reward and
perceived effort-reward probability. Effort results in a performance, however,
this is influenced by each teacher’s personal abilities and traits and their per-
ception of their own role (Ramlall, 2004). As equity theory claims, individuals
respond to unfair situations as they feel unsatisfied when they believe that they
are not being treated equitably (Carraher, 2011). Therefore, in a well-developed
learning environment and learning process, teachers are expecting to be paid
according to their effort in developing activities. However, because the work of
teachers mostly involves developing the learning process and environment, then
performance-related pay criteria that measure teacher achievement are mainly
selected from characteristics of the learning process and learning environment
(see also Figure 13, p. 82). Therefore, the question of the relationship between
teachers activities (learning process and learning environment) and pedagogues’
opinions provides valuable information about which teachers’ activities would
influence pedagogues’ opinions to performance-related pay, and therefore,
make the implementation of performance management much easier, because
favourable opinions help introduce performance-related pay in organisations
(Aladwani, 2001). It also provides a reference for the performance-related pay
criteria on the basis of which teachers could be rewarded. Therefore, the issue
here is whether and how does the learning process and learning environment
influence pedagogues’ opinions of performance-related pay as a management
tool, and this is the basis of the following proposition:

Proposition Sa: The learning process and learning environment are positively
related to pedagogues’ opinions about the performance-related pay implemented
in their schools.

Inappropriate indicators will run the risk of promoting and, in the context of
performance-related pay, rewarding activity which may be either irrelevant to
organisational success or even counterproductive (Cutler and Waine, 1999). As
highlighted in the theoretical section (see subchapter 1.1.2.), individual perfor-
mance-related pay concentrates on each individual’s work effort. Therefore, it is
possible to propose that based on the main goals of the work of teachers, their
preferences in regard to performance-related pay criteria may be more related to
their individual performance in the classroom in developing the learning process
and environment.

Proposition 5b: Teachers’ preferences in selecting criteria for rewarding their
work are more directly linked to their work in the classroom.

The propositions for exploratory study were formulated and assembled as a
research framework, which is presented in this chapter (see Figure 17). Hence,
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the core of this study is the measurement of teachers’ and headmasters’ opin-
ions, as people act in ways that are in accord with their opinions, and positive
opinions help introduce reforms in organisations (Aladwani, 2001). The empiri-
cal study of this dissertation can be divided into two parts. The first part relates
to teacher performance appraisal and the second to teacher performance-related

pay.

R R
The design of teacher
Selection of PA
g criteria
3 2,
SR o Z .8
£ 5 Pedagogues’ opinions about 22
£ 8 PA and PRP w2
o < 8 8
S = < 5
5 ° 55
) Selection of S
PRPcriteria
The design of
teachers’ PRP
\ J P4 —

School performance

Figure 17. Framework and propositions for the empirical study of teacher performance
appraisal and performance-related pay in Estonian general educational schools

Note: PA — performance appraisal; PRP — performance-related pay; P — proposition or proposition
group; P1: school management to do with opinions about PA; P2: PA criteria; P3: school man-
agement issues to do with opinions about PRP; P4: relationship between PRP and school perfor-
mance; P5: PRP criteria

Source: compiled by the author

Table 10 summarises all the research propositions which were formulated in the

theoretical part to investigate teacher appraisal and remuneration in perfor-
mance management using the example of Estonian general educational schools.
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Table 10. Propositions formulated for empirical analysis

Propositions related to

PA

opinions about
PA

Cate- Subcategory Proposition

gory
School man- Proposition 1a: Strategic management, resource management and
agement issues | organisational culture are positively related to pedagogues’
to do with opinions about the teacher performance appraisal implemented in

their schools.

Proposition 1b: Teacher involvement in the process of creating
the performance appraisal is positively related to teacher opinions
about the performance appraisal system implemented in their
school.

Propositions related to

PA

PA criteria

Proposition 2a: The learning process and learning environment
are positively related to pedagogues’ opinions about the teacher
performance appraisal implemented in their schools.

Proposition 2b: The achievement of school objectives is
primarily evaluated according to pupil academic performance.

Proposition 2¢: Teachers’ preferences in selecting teacher
performance appraisal criteria are different from headmasters’
preferences.

Propositions related to PRP

School man-
agement issues
to do with
opinions about
PRP

Proposition 3a: Teachers’ opinions about the performance
appraisal system are positively related to their opinions about
performance-related pay

Proposition 3b: Strategic management, resource management and
organisational culture are positively related to pedagogues’
opinions about the performance-related pay implemented in their
schools.

Relationships
between PRP
and school
performance

Proposition 4a: Schools that reward teachers on the basis of their
performance have higher results in performance indicators that
evaluate pupil academic performance.

Proposition 4b: Schools that reward teachers on the basis their
performance have more teachers with the required qualifications.

PRP criteria

Proposition 5a: The learning process and learning environment
are positively related to pedagogues’ opinions about the
performance-related pay implemented in their schools.

Proposition 5b: Teachers’ preferences in selecting criteria for
rewarding their work are more directly linked to their work in the
classroom.

Note: PA — performance appraisal; PRP — performance-related pay
Source: compiled by the author

All the propositions in Figure 17 and Table 10 explain the appraisal and remu-
neration aspects of performance management — teacher performance appraisal
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and performance-related pay in Estonian general educational schools. More

precisely:

e The relationships between school management characteristics and the opin-
ions of teachers about performance appraisal implemented in their schools
will be found (Pla). The relationship between teacher involvement in the
process of creating a performance appraisal system and teacher opinions
about the performance appraisal system implemented in the schools studied
(P1b) will be assessed using the example of Estonian general educational
schools.

e In order to propose performance appraisal criteria, the relationship between
the characteristics of teachers’ activities and pedagogues’ opinions about
teacher performance appraisal implemented in schools (P2a) will be identi-
fied. The school performance indicators (P2b), headmasters’ and teachers’
preferences in selecting performance appraisal (P2c) will be determined and
compared.

e In order to ascertain essential managerial issues in developing performance-
related pay, the relationship between the teachers’ opinions about perfor-
mance appraisal and opinions about performance-related pay will be discov-
ered (P3a). In addition, the relationship between the characteristics of school
management and pedagogues’ opinions about the performance-related pay
implemented in their schools (P3b) will be identified.

e The relationship between the implementation of performance-related pay
and school performance indicators related to pupil academic performance
(average national examination results, percentage of pupils continuing stud-
ies on the next school level and academic performance on the next level of
education) (P4a) and the presence of teachers with the required qualifica-
tions will be explored (P4b).

e In order to propose performance-related pay criteria, empirical evidence
about the relationship between the characteristics of teachers’ activities and
pedagogues’ opinions about performance-related pay implemented in their
schools (P5a) will be discovered. Teachers’ preferences in selecting perfor-
mance-related pay criteria (P5b) will be determined and compared.

As introducing teacher performance appraisal is linked to the characteristics of
school management, then the author firstly proposes that school management
issues influence pedagogues’ opinions towards performance appraisal (P 1).
This assumption provides valuable information about which school manage-
ment characteristics and critical activities would make the implementation of
performance appraisal easier and should therefore be taken into consideration
while implementing the appraisal aspects of performance management in Esto-
nian general educational schools. In general, positive opinions towards perfor-
mance appraisal create favourable conditions for its implementation, which
is also assumed to have a positive impact on school performance. But it
also works vice versa, which means that the implementation of performance
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appraisal in Estonian general educational schools impacts both teachers’ and
headmasters’ opinions about this management tool. For example, when teachers
are not involved in the process of creating performance appraisal then their
opinions about the teacher performance appraisal system may be lower. Cer-
tainly, the most difficult part in creating a performance appraisal is the selection
of performance appraisal criteria (P2) that provide an objective overview of the
teachers’ performance.

The second part of this dissertation concentrates on developing performance-
related pay. There are several managerial aspects that need to be taken into
consideration here as well (P3). The relationship between performance appraisal
and performance-related pay emerges at the beginning of performance-related
pay design. In order to define how one system affects another, the question
arises of whether teachers’ negative opinions about performance appraisal cause
negative opinions about performance-related pay. While designing the perfor-
mance-related pay for teachers, the relationship between school management
and opinions about performance-related pay should also be recognised in order
to determine critical aspects of school management in designing and imple-
menting the remuneration aspects of performance management in Estonian
general educational schools.

Certainly, there would be no point in implementing performance-related pay,
if it did not have any influence on school performance. Therefore, the Estonian
study explores whether the schools that reward teachers on the basis of their
performance have higher pupil academic performance indicators and the pres-
ence of teachers’ with the required qualifications (P4). Finally, in order to de-
velop a motivating performance-related pay system that would also lead to bet-
ter school performance, the selection of performance-related pay criteria is cru-
cial (P5).
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2. EMPIRICAL STUDY FOR DEVELOPING
TEACHER PERFORMANCE APPRAISAL AND
REMUNERATION ASPECTS OF PERFORMANCE
MANAGEMENT

2.1. The research outline and methodology for exploring
teacher performance appraisal and remuneration aspects
of performance management in Estonian general
educational schools

2.1.1. Research process and sample

The research work implemented for this dissertation between 2007 and 2010 is
presented in Figure 18.

Contacting schools with the aim

2007 2008 of ensuring their participation 2010 2011
| Mnintniuleaisinininiuiel S dntnininiininininuiet dals L »
I 12009 I. [
Collec- . Im leme

: eveloping\\ Testin Adjusting th}\ = Prepa- p
ing bZCk' esearch the & procedure ration r(lg t}lle study

roun incl. case
;gnfor- metho- uestion- //and question- /' gga0¢ ctudies)
ation dology naire naire

Quantltatlve

e Feedback from study: sample

headmasters, teachers o Letters 298 head-
framework and Ministry officials. introducing masters, 2,165 | | p 1
e}nd . e Pilot study in 10 schools || the study teacher; | roposa
questionnaire (sample: 10 headmasters | Article about| | (e study:
for the study and 51 teachers) the study 12 interviews

Figure 18. The research process for the dissertation

Note: Blocked arrow-shaped textboxes represent the main activities executed during the research
process; The results of the research activities are presented in the boxes connected by arrows;
Supportive activities for motivating pedagogues to participate are marked in a box with a discon-
tinuous border

Source: compiled by the author

Firstly, the author collected background information on best practices from
abroad in executing appraisal and remuneration aspects of performance man-
agement — performance appraisal and performance-related pay — and on the
current situation in Estonia. In order to obtain complete and exhaustive back-
ground information necessary for the research, information about these practices
were located by analysing different documents, working papers, theoretical
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reviews, articles, textbooks and web sites (Macaulay and Cook, 1994; Drans-
field, 2000; Department of Education, 2000; Smith and Goddard, 2002;
Holbeche, 2005; Alberta Education, 2005; Professional Standards for Teach-
ers..., 2007, Oppeasutuse sisehindamine..., 2008; OECD, 2008; Nikkanen and
Lyytinen, 2005 etc.). In addition to the aforementioned, the results of several
working groups with the participation of researchers from the University of
Tartu and officers from the Estonian Ministry of Education and Research and
case studies carried out by Kulno Tiirk in 2000-2008 among Estonian school
headmasters (during the headmasters’ continuing education courses and Mas-
ter’s studies) also became important input for developing the foundation of the
research. Based on the aforementioned work, a conceptual model for preparing
the research — “The model of key characteristics of school performance” (see
Figure 6, p. 49) — was compiled by the author. The model was presented at
several conferences and to the Ministry of Education and Research to obtain
additional feedback, which was all used in order to improve the model.

The logic of this model was also taken as the basis for compiling a question-
naire implemented in Estonian general educational schools. The development of
the questionnaire took at least half a year. As the current study was a part of
broader project “Performance and the analysis of influencing drivers in public
schools”, then the study involved three separate yet related research topics,
which were considered by different research groups: 1) financial management
research group; 2) quality management research group; and 3) performance
management research group. The current study represents the third topic — per-
formance management. The process of developing the questionnaire itself con-
sisted primarily of four parts. Firstly, at the initial stage all research groups
presented their research claims. During this, more than two hundred claims
were proposed based on the models and research interests of each research
group. In order to guarantee the completeness of the set of claims in the project,
all claims were put in the EFQM model of efficiency in the education sector
(EFQM, 2002, Oppeasutuste sisehindamine..., 2008). The author of this disser-
tation and her research group proposed questions concerning teacher perfor-
mance appraisal and performance-related pay. In the second stage, all claims
were discussed with the aim of determining their reasonability in the Estonian
study. In this stage, all research groups were responsible for looking through,
rephrasing and improving all the claims put in the questionnaire. In addition, the
author together with a research group member from the financial management
group proposed claims about school performance indicators. The work in the
second stage of questionnaire composition was implemented via several meet-
ings, round tables and discussions with the research group at the University of
Tartu and officials from the Ministry of Education and Research. Finally, the
number of claims was cut to 166.

It is essential to note that the questionnaire was developed involving expert
judgements throughout the process. Therefore, in the third phase the question-
naire was tested on several headmasters, teachers and officials from the Esto-
nian Ministry of Education and Research. During the testing phase teachers,
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headmasters and officials were asked to firstly complete the questionnaire and
then offer comments about the questionnaire, and this was followed by a
discussion. During the discussion, feedback about the shortcomings, incorrect
definitions and other faults in the questionnaire were pointed out and solutions
for improving the questionnaire were decided in a joint meeting of the research
group.

In the fourth and final stage of compiling the questionnaire, an additional
pilot study was implemented in three randomly selected Estonian counties.
Altogether 10 Estonian general educational schools from three different coun-
ties — Ladne (3), Viljandi (4) and Tartu County (3) — including 51 teachers and
10 headmasters in total took part in the pilot study. The pilot study provided
useful information for improving the methodology and the questionnaire. The
correction stage involved both redefining some claims and improving the
structure and the preview function of the questionnaires. After making correc-
tions based on the pilot study results, the final questionnaire was formulated.

As it was essential to ascertain the opinions of both teachers and headmas-
ters about performance management during this research, there were two sepa-
rate final questionnaires — one for school headmasters (see Appendix 3) and the
other for teachers. The questionnaire for teachers was developed on the basis of
the questionnaire for headmasters. The questionnaires were presented in Esto-
nian and in Russian, as schools with Estonian and Russian as the language of
instruction both exist in the Estonian education sector. The final questionnaire
for headmasters and teachers consisted of both school management questions
and questions related to teachers’ activities. However, it is important to note that
the author did not use all claims pointed out in the questionnaire, but made a
selection based on the model of the key characteristics of school performance
(see Figure 6, p. 49)*'. Similarly, as it is important to compare the opinions of
teachers and headmasters in this study, then the selection of the claims was
made on the basis that claims would be presented in the questionnaires for both
teachers and headmasters (the questionnaire for teachers included less claims
than the questionnaire for headmasters). The selected school management block
consisted of questions related to the implementation of strategic management,
resource management and questions related to organisational culture”. In addi-
tion, the block of school management questions incorporated claims concerning
performance appraisal and performance-related pay. The claims concerning
performance appraisal aimed to find out what teacher performance appraisal
systems are like in the participant schools. Likewise, there were questions
to find out which appraisal criteria are used to appraise teachers’ work

' The selection of claims is marked using a grey background in the original question-

naire (see Appendix 3).

2 In the original questionnaire (see Appendix 3) claims No. 12-21 are listed as strate-
gic management claims, but as their content is rather related to organisational culture
issues (behaviour, norms, communication), the author treats them as claims concerning
organisational culture.
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performance, and on the other hand, which of these criteria are believed to be
rational in appraising the performance of teachers by pedagogues in general.
The list of teacher performance appraisal criteria was proposed based on
possible criteria presented in Table 4, p. 51. Questions about performance-
related pay aim to ascertain pedagogues’ opinions regarding performance-
related pay as a management tool. The performance-related pay criteria were
once again evaluated in terms of how reasonable they were in paying teachers
on the basis of their performance. The list of performance-related pay criteria
was provided in the questionnaire and was developed based on the performance
appraisal criteria presented before.

As in the model of the key characteristics of school performance (see Figure
6, p. 49) and the model of teacher effectiveness (Department of Education,
2000), the block in the questionnaire dealing with teachers’ activities consisted
of those claims related to creating the learning process and learning environ-
ment®. In addition to the aforementioned, the questionnaire also included a
block which aimed to ascertain the performance indicators valued in Estonian
general educational schools. This question was open-ended, facilitating an un-
derstanding of how school performance is defined in Estonian general educa-
tional schools. This question is topical in the context of performance appraisal
and performance-related pay, as these tools should be linked to school deter-
mined performance indicators in order to motivate teachers to achieve them.
Finally, some general data was analysed as well; for example, school character-
istics are primarily taken from the database of the Estonian Educational Infor-
mation System (www.ehis.ee). Respondents were only asked to fill in the name
of their school on the questionnaire; the remaining information was taken from
the Estonian Educational Information System. The author analysed the schools
by school type (primary and secondary) and school location.

The final questionnaire consisted of closed and open-ended questions. An-
swers to the closed questions were given on a 5-point scale: “1” — do not agree
at all; “2” — tend not to agree; “3” — hard to evaluate, do not really know; “4” —
tend to agree; “5” — completely agree. There was also the possibility to answer
“0” which stood for having no information or no ability to answer. This was
necessary to avoid respondents giving fictional answers in cases where they had
no or insufficient information about the situation in their school. While running
statistical tests “0” answers were excluded (4.9% of the initial answers).

The complete sample of this study consisted of all teachers in Estonian gen-
eral educational schools that teach children in the 9th grade (children aged
15-16) and 10th grade (children aged 16-17) and the headmasters of those

* In the original questionnaire (see Appendix 3), claims No. 81-86 and 97 are listed as

claims about the learning process and school achievement measures, but because in the
performance management literature in the educational field (Department of Education,
2000), the learning environment is viewed separately from the learning process and
claims No 81-86 and 97 accord with teachers’ activities in creating the learning environ-
ment, then the author treats these claims concerning the learning environment.
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schools. Based on data from the Estonian Educational Information System

(www.ehis.ee) for the 2008/09** school year, there were 10,776 teachers teach-

ing in the 7th-9th grades and the 10th—12th grades, but only 5,772 of them were

teaching in the 9th or 10th grade. The complete sample of teachers in this study
is 5,772 and the complete sample of headmasters is 487 as there are 487 general
educational schools that teach children in the 9th and 10th grades.

The author was interested in the opinions of teachers teaching the 9th and
10th grades and those of their headmasters for the following reasons:

1) A teacher’s performance in Estonia is often evaluated on the basis of the
results in national examinations (Irs and Ploom, 2009). National examina-
tions are held at the end of the primary and secondary school level (9th and
12th grade). Therefore more attention is placed on pupil performance and so
the topic of school performance is more relevant in the 9th and 12th grades.

2) Since pupils studying in the 12th grade and the teachers teaching them are
rather busy with the learning process and the research process took longer
than one school year, the teachers teaching 12th grade were impossible to
question. But as the preparations for graduating from secondary school and
passing the national examinations usually begins in the 10th grade, then the
teachers teaching in the 10th grade were questioned instead.

3) The issue of pupil performance is topical in the 9th grade as the preparation
for getting into secondary school mostly takes place in the 9th grade (pupil
results in the 9th grade are essential for entering secondary school).

In the preparatory stage of the main study, all general educational school head-
masters that belonged to the complete sample (487 in total) received letters from
the research group at the University of Tartu with the help of the Estonian Min-
istry of Education and Research. The letters introduced the study and invited
headmasters and teachers to participate. In addition, an introductory article was
published in the teachers’ professional newspaper “Opetajate Leht” (Kukemelk
et al., 2009).

The main study was executed between November 2009 and January 2010.
The questionnaire was conducted both electronically and in written form. Most
of the questionnaires were received electronically (98.3%) using an electronic
solution called eFormular. This is a unique tool for creating electronic forms
(eFormulars) and conducting surveys via the internet (the questionnaires that
have been filled in can be returned online, thus making the whole process
faster). Schools that needed to answer in writing were sent questionnaires via
the regular postal service in envelopes which could be returned without any
additional fees™.

* This school year was selected because the questionnaire was implemented during
the 2009/10 school year and data about the 2008/09 school year was the last data
available.

» Only 2 headmasters (0.7%) and 40 teachers (1.8%) returned their questionnaire via
regular post.
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By the end of December 2009, 31.7% of teachers teaching in the 9th and
10th grades and 51.3% of school headmasters had participated in this survey.
The research group was not satisfied with this response rate, and therefore,
started contacting schools who had not yet participated in the research. The aim
of the research group was to gather as wide a variety of data and involve as
many schools as possible. Therefore, the author and other research group mem-
bers contacted all headmasters of schools where the response rate among teach-
ers was below 50% and schools that had not responded at all. This took two
weeks and during this process the schools were sent additional questionnaires
via regular mail and e-mail. As a result the response rate for teachers grew by
18.2% and for headmasters by 19.2 %.

Table 11 describes the size and structure of the final sample. Therefore, the
final sample of teachers in this study is 2,165 (37.5% of all teachers teaching in
the 9th and 10th grades) and 298 headmasters (61.2% of all the headmasters of
schools teaching pupils in the 9th and 10th grades).

Table 11. Size and composition of the sample of the main research conducted in Esto-

nian general educational schools

100-200 pupils
More than 200 pupils
Missing

43 (14.14%)
122 (40.9%)
12 (4%)

241 (11.1%)
1,286 (59.4%)
108 (5%)

Headmasters Teachers Total
School type
Primary school | 165 (55.4%) 800 (37%) 965 (39.2%)
Secondary school | 121 (40.6%) 1,256 (58%) 1,377 (55.9%)
Missing | 12 (4%) 109 (5%) 121 (4.9%)
School location
Bigger cities | 66 (22.1%) 607 (28%) 673 (27.3%)
Smaller cities | 36 (12.1%) 445 (20.6%) 481 (19.5%)
Municipalities | 184 (61.7%) 1,005 (46.4%) |1,184 (48.3%)
Missing | 12 (4%) 108 (5%) 120 (4.9%)
School size
Less than 100 pupils | 121 (40.6%) 530 (24.5%) 651 (26.4%)

284 (11.5%)
1,408 (57.2%)
120 (4.9%)

School’s curricular language

Estonian | 256 (85.9%) 1,637 (75.6%) |1,893 (76.9%)
Estonian/Russian | 15 (5% 134 (6.2%) 149 (6%)
Russian | 15 (5%) 284 (13.1%) 299 (12.1%)
Missing | 12 (4%) 110 (5.1%) 122 (5%)
Gender
Male | 114 (38.3%) 278 (12.8%) 398 (15.9%)
Female | 184 (61.7%) 1,882 (86.9%) |2,066 (83.9%)
Missing | - 5(0.2%) 5(0.2%)
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Headmasters Teachers Total
Age
Mode |43-52 years 43-52 years 43-52 years
N|298 2,157 2,455
Pedagogical experience
Mode
N |21 and more 21 and more 21 and more
years years years
298 2,155 2,453
Working experience in their
school
Mode | Less than 5 years |21 and more 21 and more
N|298 years years
2,158 2,456
Weekly workload
Mode N/A 18 and more -
N hours
2,155
Occupational level
Mode N/A Teacher -
N 2,097
Qualification -
Mode N/A Specialised-
pedagogical
N 2,080

Note: Percentages in the table indicate the percentage of respondents of the particular subsample;
N/A — not asked in questionnaire; Missing — answers with the value of “0” and no answer;
N — sample size

Source: compiled by the author

Based on the data from Statistics Estonia®®, 83.8% of people employed in the
Estonian education sector are female and 16.2% male. Similarly, the data from
the database of the Estonian Educational Information System indicated that in
the 2008/09 school year, 82.4% of the teachers in secondary schools and 83.4%
of teachers in primary schools were female. Therefore, the final sample of the
current study is in accordance with labour market statistics, as 83.9% of the
pedagogues in this research were female and 15.9% male. The age structure of
the final sample is also similar to the labour market in the education sector’’, as
the teacher profession is primarily occupied by older employees. For example,

*" The following data is used from the database of Statistics Estonia: Employment with

the respect to economic sector and gender (database No. TT0201).
*7 The following data is used from the database of Statistics Estonia: Employment with
the respect to economic sector and age (database No. TT0202).
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based on the data from Statistics Estonia, 41% of the teachers working in the
education sector are aged 50—74 years. Evidence of the similarities between the
final sample of the study and the actual situation in the schools studied can be
found from data from the Estonian Educational Information System about the
2008/09 study year. This indicates that 39.7% of teachers employed in schools
teaching 9th and 10th grade pupils are aged 50 and over, 33% are 40-49 years
old, 21.9% are aged 30-39 and 16.2% are younger than 30. Despite the fact that
the age interval in this dissertation does not match that presented in the Estonian
Educational Information System, recalculations show that the age structure of
the final sample is quite similar to the complete sample (see a more detailed
view of the sample with respect to age, pedagogical experience, work experi-
ence, qualifications, workload and occupational level in Appendix 6).

As much as 59.7% of the headmasters and 47.7% of the teachers participat-
ing in this study had pedagogical experience of 21 or more years. In addition to
pedagogical experience and work experience, teachers were also viewed with
respect to weekly workload, occupational level and qualification, and 76.5% of
the teachers who participated in this study had a weekly workload of 18 or more
hours, 69.2% of them had specialist pedagogical education. With respect to
occupational level more than half of the respondents (69.1%) were teachers.
Thus the current sample makes it possible to generalise about Estonian general
educational schools teaching children in the 9th and 10th grade. After gathering
the data from the respondents, the analysis of the data was executed by the au-
thor of this dissertation.

However, in addition to the quantitative study, case studies were also con-
ducted in order to gather additional information to deal with the questions raised
during the quantitative study. Based on the results and issues raised during the
primary analysis, the author developed case study questions (see Appendix 7).
The case study questions involved 6 questions about performance appraisal and
4 questions about performance-related pay implemented in Estonian general
educational schools. The performance appraisal questions aim to discover the
relationship between performance appraisal and school management, the pros
and cons of performance appraisal, the need for change, the implementation of
development interviews and feedback, teacher involvement in the process of
creating performance appraisal, introducing appraisal results and the involve-
ment of pupil feedback. Performance-related pay questions aim to discover the
teacher reward strategy in schools, whether and to what extent performance-
related pay is implemented, what performance-related pay criteria are used,
what are the reasons for not implementing performance-related pay, how was
performance-related pay developed and based on what, whether teachers were
involved, the pros and cons of the performance-related pay implemented in
schools, the improvement potential and what role weekly workload and class
size plays in teachers’ salaries.The case studies were conducted between Febru-
ary and June 2011 in three general educational schools. The schools were se-
lected primarily based on their own interest in obtaining additional feedback
about performance management issues in their schools. Contacts with the
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schools participating in the study were developed while introducing the study
results. As schools were interested in getting a more detailed overview of the
results of the main study, they also agreed to share their opinions during the
case studies. Altogether, twelve interviews were executed with headmasters and
three teachers from each Estonian general educational school in this study. The
case studies were compiled by the members of the research group (see Tiirk, et
al., 2011, pp. 241-244). The answers were taped and transcribed. The author
has summarised the results of the case studies in Appendix 8.

The final stage of the research process was analysing and synthesising the
data, which resulted in compiling proposals. Based on the results of the study,
practical proposals for school headmasters and education leaders were com-
piled.

2.1.2. Methodological considerations and methods used in the
research

As the empirical part of this dissertation concentrates primarily on two aspects
of performance management — teacher performance appraisal and performance-
related pay — then the discussion about the methodological considerations and
methods used are also discussed in relation to these two concepts. However, it is
important to note that the author implements a primarily non-parametric statisti-
cal test because the variables of this data failed to satisfy the basic assumptions
of a parametric test’®. However, there is one exception — in a case of school
performance indicators, the assumptions were satisfied and therefore, paramet-
ric statistical tests were executed. The data was analysed using SPSS (Statistical
Package for Social Sciences). P-values of 0.05 and 0.01 are used to evaluate the
null hypotheses in this dissertation.

Firstly, the evidence about the potential for developing teacher performance
appraisal is topical. Two important tasks are set for the empirical analysis of
performance appraisal (see also Table 12). Firstly, proposals about the manage-
rial aspects that need to be taken into consideration while developing teacher
performance appraisal in schools should be provided. In order to obtain useful
evidence about making these proposals, several aims for proposition testing are
posed.

** Based on the results of QQ plot, and histogram, it is possible to conclude that the

data of this dissertation are mainly not distributed normally. The homogeneity of vari-
ances was tested using Levene’s test and indicated that the assumption of homogeneity
of variance was violated as well.
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Table 12. Methodology for testing propositions related to the development of teacher

performance appraisal

formance indicators.

Transcriptions of
case studies

A priori and
grounded
coding

The aim of testing the propo- | Data type Methods Data Use of
sitions results
Topic: The managerial aspects of developing teacher PA
Propositions 1a, 1b. Quantitative data Correlation | Peda- Proposals
1. To ascertain which SM about pedagogues’ | analysis gogues’ about
characteristics are related to opinions (5-point (Spearman), |opinions, |managerial
pedagogues’ opinions about scale) about strate- | *factor and sample aspects that
PA. gic-, resource regreSSion size 2,463 | need to be
2. To find additional evidence | management, OC analysis considered
of whether those SM charac- | and pedagogues’ Teachers’ |during PA
teristics create differences in | opinions about PA | Sample com- | yinions | development
pedagogues’ opinions between | implemented in their | Par1Son sample in schools.
groups. school method: size 2,165
3. To find whether teacher Mann-
involvement in PA designis | Quantitative data Whitney 3 schools
related to their positive opin- | about teachers’ U-test and 12 inter-
ions about PA in their schools |answers about their des;rlptlve views
and ascertain the differences involvement in PA | Statistics
between opinions of teachers | and opinions of PA o
who had been involved and (5-point scale) A priori and
who were not. grounded

Transcriptions of coding

case studies
Topic: selecting the criteria for teacher PA
Propositions 2a, 2b, 2¢ Quantitative data Correlation | Peda- Proposals
1. To ascertain which charac- | about pedagogues’ | analysis gogues’ for selecting
teristics of teachers’ activities | opinions about LP (Spearman),* | opinions, |PA criteria
are related to pedagogues’ and LE and PA factor and sample
opinions about PA. (5-point scale) regression size 2,463
2. To find additional evidence |implemented in their | analysis
whether those characteristics | schools
of teachers’ activities create Sample No. of
differences in pedagogues’ Quantitative data comparison | open-
opinions between groups. about pedagogues’ | method: ended
3. Determine the main school | opinions (5-point Mann- answers
performance indicators in scale) about PA Whitney 3,450
Estonian schools. criteria U-test and
4. Determine the gap between descriptive 3 schools,
teachers’ and headmasters’ Qualitative answers | statistics 12 inter-
preferences in PA criteria. about school per- views

Note: P- proposition (see Table 10, p. 95); PA — performance appraisal; SM — school manage-
ment, LP — learning process; LE — learning environment; OC-organisational culture; * additional
factor- and regression analysis was run during the project “Performance and analysis of its influ-

encing drivers in public schools” (Tiirk et al., 2011) Source: compiled by the author
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It is crucial to ascertain which performance management related school man-
agement characteristics are related to pedagogues’ opinions about performance
appraisal. As the design of performance appraisal (see also Figure 8, p. 67) is
affected by strategic management (setting school objectives, important tasks),
resource management (allocating tangible and intangible resources) and organi-
sational culture (developing the necessary atmosphere for performance ap-
praisal), the answer to the question of how those school management
characteristics are related to pedagogues’ opinions about performance appraisal
make it possible to determine activities at the school management level that help
develop a fair and accepted performance appraisal with less resistance. In order
to ascertain those relationships the author has used quantitative data about ped-
agogues’ opinions (opinions are given in 5-point scale) about the implementa-
tion of strategic management™, resource management” and organisational cul-
ture’’ and opinions about the teacher performance appraisal implemented in
their school®™ (N=2,463).

The possible relationships are determined using a correlation analysis. Dur-
ing this dissertation Spearman correlations are primarily calculated. The
Spearman correlation is a non-parametric measure of statistical dependence
between two variables. It assesses the strength of the relationship between two
variables (Artusi et al., 2002). The size of the correlation coefficient is affected
by the sample size. In this study, the sample size is quite large. It is much easier
to obtain a high coefficient with small samples than with large samples. How-
ever, it is important to note that in the social sciences, correlations of 0.3 might
be regarded as relatively strong and correlations of 0.5 might be regarded as
very strong in some social science situations, e.g. where the measures are based
on 5-point Likert scales (De Vaus, 2002), as was the case in this study.

However, in order to find additional evidence about the importance of school
management characteristics, it is crucial to test whether the potential school
management characteristics cause significant differences in opinions between
groups that follow these aspects of school management and groups that do not.
The additional comparison of groups is implemented only when those school
management characteristics were significantly related to pedagogues’ opinions
about the performance appraisal implemented in their school”. For example,
evidence can be gathered by comparing schools in terms of whether they analyse
their previous activities when compiling a school development plan. Comparisons
can be made between schools that respond to this questions with “totally” and

¥ TInvolves claims No. 1-2, 6-11 from the questionnaire (see Appendix 3).

** TInvolves claims No. 26, 27.3, 28, 32, 34, 39 from the questionnaire (see Appendix
3)

31
32

Involves claims No. 12.1, 14-16, 19-21 from the questionnaire (see Appendix 3).
Claims No. 45-46 from the questionnaire (see Appendix 3).
¥ Claims No. 6, 8, 9, 10, 11, 12.1, 14, 16, 21, 26, 34, 39 from the questionnaire (see
Appendix 3).
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“rather” (opinions estimated at 4 and 5 on a 5-point scale) with those schools that
“do not” or “rather do not” (opinions estimated at 1 and 2 on a 5-point scale). The
answers “hard to evaluate, do not really know” are not presented in the analysis
because it does not reflect a confident opinion. In order to compare those groups
the Mann-Whitney U-test’” is run. The descriptive statistics are calculated to
evaluate the size of the difference between the groups tested.

Special attention in performance appraisal literature is focused on teacher
involvement in the development of the performance appraisal system (Grote,
1996; Aladwani, 2001; Armenakis and Harris, 2002; Roberst, 2003; Brown and
Benson, 2003; Chang and Hahn, 2006; Kelly et al., 2008). Therefore, the cur-
rent dissertation also seeks evidence for whether teacher involvement in per-
formance appraisal design is related to having positive opinions about the
teacher performance appraisal implemented in their schools. The author has
data about teacher involvement’ (teachers’ opinions in 5-point scale) and
teachers’ opinions (opinions in 5-point scale) about the performance appraisal
implemented in their school’® (N=2,165). In order to test the relationship be-
tween teacher involvement and their opinions about the performance appraisal
implemented in their schools, a correlation analysis is run. Additional evidence
about the influence of involvement is determined by comparing the opinions of
the group of teachers who had been involved (opinions rather agree and totally
agree) in performance appraisal development with those of the group of teach-
ers who had not been involved (opinions rather not agree and disagree). The
Mann-Whitney U-test sample comparison method is performed and descriptive
statistics are analysed to identify the extent of the differences.

Additional evidence about the teacher involvement issue and other school
management aspects can be found from the transcriptions of the case studies
implemented in three Estonian general educational schools. The answers were
coded primarily by a priori coding, but grounded coding was included as well. 4
priori coding is implemented based on the pre-existing framework of topics
(Taylor and Gibbs, 2010). For example, in this study, the codes were identified
primarily from the research propositions, questionnaire, topics and questions
discussed in the theoretical part. Grounded coding was included as it allows
new codes to emerge from the data set as you read it (Taylor and Gibbs, 2010).

The second task in the empirical analysis of performance appraisal is to propose
performance appraisal criteria for evaluating teacher performance in schools. As
selecting performance appraisal criteria is the most difficult part of performance
appraisal system design, then a range data was gathered in order to obtain diverse
information for making proposals about selecting performance appraisal criteria.

** The Mann-Whitney U-test is a non-parametric analogue to the Independent Samples

t-test and can be used when you do not assume that the dependent variable is a normally
distributed interval variable (Winks Statistics Tutorials..., 2011). It is comparing two
independent groups based on ranking and compares the medians of two groups.

* Claim No. 44 in the questionnaire (see Appendix 3).

3 Claims No. 42-43, 45-46, 48 in the questionnaire (see Appendix 3).
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There are several aims in the testing of the propositions. Firstly, it is important to
ascertain which characteristics of teachers’ activities are related to pedagogues’
opinions about performance appraisal. As the core of a teacher’s work concerns
their effort in the classroom where their role is to develop the learning process and
the learning environment (Department of Education, 2000), teacher performance
appraisal criteria which evaluate individual performance are most probably related
to the learning process and environment characteristics (see also Figure 8, p. 67). In
order to test those relationships, the author uses quantitative data about pedagogues’
opinions (opinions are given on a 5-point scale) about the learning processs®’, the
learning environment™ and pedagogues’ opinions about the performance appraisal
implemented in their school” (N=2,463). The relationships are tested with the help
of a correlation analysis (Spearman correlation). However, additional evidence on
whether the characteristics of the learning process and learning environment that
showed significant relationships during the correlation analysis® cause statistically
significant differences in pedagogues’ opinions between groups that follow them
and groups that do not. The statistically significant differences between groups are
tested using the Mann-Whitney U-test also including the calculation of descriptive
statistics.

In addition, the pedagogues participating in this study were asked to evaluate
the reasonableness of the teacher performance appraisal criteria proposed by the
author. Those performance appraisal criteria were developed based on the
model of the key characteristics of school performance (see also Figure 6, p. 49
and Table 4, p. 51). The aim of this block of questions was to gather a compar-
ative view of headmaster’ and teachers’ preferences in selecting performance
appraisal criteria. The comparative view of these opinions provides valuable
information about what criteria should be selected in order to find synergy be-
tween the views of headmasters and teachers, which is crucial in achieving
balanced school development. Therefore, the opinions of both teachers and
headmasters about the reasonableness of the proposed criteria*' given in the 5-
point scale make it possible to test the differences between the opinions of
teachers and headmasters using the Mann-Whitney U-test. In order to value the
extent of the differences, descriptive statistics were calculated as well. The size
of the total sample is 2,463.

The qualitative data gathered during the Estonian study is useful for formu-
lating the proposals about the selection of performance appraisal criteria. Qual-
itative data about the performance appraisal criteria give a more objective over-
view of the common practices in assessing teacher work performance in Estonian
general educational schools because the criteria were not provided by the author,

37

Involves claims No. 87, 89-91, 93-94, 98-99 from the questionnaire (see Appendix 3).
Involves claims No. 81-86, 97 from the questionnaire (see Appendix 3).

Involves claims No. 45—46 from the questionnaire (see Appendix 3).

Statistically significant and relatively strong relations were found in case of claims
No. 82-83, 85-87, 89-91, 93-94, 97 from the questionnaire (see Appendix 3).

*' Involves claims No. 50-69 from the questionnaire (see Appendix 3).
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but pointed out by the pedagogues themselves. Firstly, the author gathered data
about how pedagogues define school performance in Estonian general educational
schools. This knowledge is essential as it help develop proposals for selecting
performance appraisal criteria that support the achievement of school
performance indicators. A total of 3,450 answers were provided by the peda-
gogues. The answers were analysed with the help of coding. The answers were
coded primarily using a priori coding, but grounded coding was included as well.
In this study, a priori codes were identified primarily from the research
propositions, questionnaire, topics and questions discussed in the theory (e.g.
possible teacher performance appraisal criteria, key performance indicators set at
the governmental level etc*?). Grounded coding was included as well because the
questionnaire did not allow the inclusion of all criteria. After coding the answers,
their recurrence was registered in the table which also made it possible to rank the
most frequently mentioned performance indicators valued in Estonian general
educational schools. This ranking was compared to the most frequently used
performance appraisal criteria in order to get an overview of how performance
appraisal criteria support the achievement of school performance indicators.

In addition to the answers to the open-ended questions, important infor-
mation can be gathered from the transcriptions made based on the case studies
in 3 general educational schools where 12 pedagogues were questioned in total
(3 headmasters and 9 teachers). The transcriptions were coded based primarily
on a priori coding. Thus, the variety of data gathered makes it possible to em-
ploy both quantitative and qualitative statistical methods that provide ample
information for developing the recommended performance appraisal criteria for
measuring teachers’ work performance.

Table 12 also presents information about the regression analysis and factor
analysis, which were executed by the author during the analysis performed for
the report for the project “Performance and analysis of influencing drivers in
public schools” (Tiirk et al., 2011). Those statistical methods were employed in
order to obtain additional evidence about the relationships between both school
management and pedagogues’ opinions to performance appraisal and between
teachers’ activities and pedagogues’ opinions of performance appraisal. To
group school performance and characteristics of teachers’ activities in order to
conduct a regression analysis, a factor analysis was used. The author used an
exploratory factor analysis™, which resulted in five factors*:

1) learning process (analysing the development of pupils’ general skills, aca-
demic performance, development of pupils’ capabilities, teaching based on

# See subchapters 1.1.2 and 1.1.3.

# Exploratory factor analysis is used to uncover the underlying structure of a relatively
large set of variables.

# Parameters of the factor analysis: sample size 2,463; No. of items 64; Determinant
of the R-matrix 0.001; Bartlett test of sphericity p=0.00; Kaiser-Meyer-Olkin measure
of sampling adequacy 0.89; Cronbach Alpha for extracted factors — factor 1: 0.83, factor
2: 0.81; factor 3: 0.79, factor 4: 0.8, factor 5: 0.7.
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pupils' capability and talent, choice of extra-subjects based on pupils’ inter-
ests; use of modern teaching and learning methods, involving pupils in plan-
ning school life);

2) organisational culture (good communication with school manager, school
manager follows ethical norms, involving teachers’ opinions and proposals
in school development and management, valuing teachers’ achievements);

3) resource management (analysing additional operational cost that concur with
the investment while planning investments, analysing additional revenues
that concur with the investment while planning investments, developing a
material-technical basis according to school development plan);

4) strategic management (introducing the implementation of the school
development plan to different interest groups, making summaries of the im-
plementation of the school development plan, employees aware of their role
in implementing the school development plan);

5) learning environment (pupils following school rules and discipline, pupils
understand what teachers expect from them).

The causal connections between the resulting factors and other variables were
analysed using the OLS regression analysis (Stepwise method)”. The independent
variables were school management and teachers’ activities. The dependent variable
was pedagogues’ opinions of whether performance appraisal has an influence on
the teachers’ work performance (claim No. 45, see Appendix 3). A model
descriptive R-square of value 0.05 is counted as very good in the social sciences
(Healey and Prus, 2010). The author used the results of the regression analysis
performed for the project report as additional evidence for this dissertation.

Secondly, the evidence of the possibilities for developing teacher performance-
related pay is relevant. Two important tasks are set for the empirical analysis about
performance-related pay (see Table 13) — providing proposals about managerial
aspects that need to be considered while developing performance-related pay in
schools, and proposing recommendations for selecting performance-related pay
criteria. At first, in order to develop proposals about which managerial aspects need
to be considered when designing a performance-related pay scheme, the author
aims to ascertain whether the implementation of performance appraisal is related to
pedagogues’ opinions about performance-related pay.

Understanding the relationships between performance appraisal and perfor-
mance-related pay is important as it makes it possible to understand the extent
to which shortcomings in the performance appraisal system influence peda-
gogues’ opinions of performance-related pay in their school, and therefore, the
success of this system. However, as the results are based on pedagogues’

# Because the variables failed to satisfy the assumption of normality, homogeneity of

variance, and linearity, the dependent variable is transformed to correct the deficiency
(Computing Transformations..., 2011). The author used the square root transformation
for transforming the dependent value.
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opinions, then those results also provide information about whether pedagogues
understand the link between performance appraisal and performance-related pay.

Table 13. Methodology for testing propositions related to developing teacher perfor-

mance-related pay

The aim of testing the Data type Methods Data Use of
propositions results
Topic: The managerial aspects of developing teacher PRP
Propositions 3a, 3b, 4a, 4b. | Data about Correlation Peda- Proposals
1. To find whether the pedagogues’ opinions | analysis gogues’ about
implementation of PA is (5-point scale) about | (Spearman), |opinions, |managerial
related to pedagogues’ strategic-, resource *factor and sample aspects that
opinions about PRP. management, OC and fegresﬁion size 2,463 | need to be
2. To ascertain which SM opinions of the PRP analysis considered
characteristics are related to | implemented in their Perform- | during PRP
pedagogues’ opinions about | school Mar.m— ance develop-
PRP. Data about Whitney indicators | ment in
3. To find additional evidence | pedagogues’ opinions U-test, Inde- | 5¢99g schools
whether those SM character- | about PA and PRP pendent schools
istics create differences in Open-ended answers | Samples
pedagogues’ opinions about school perfor- | 1-testand
between groups. mance indicators descriptive
4. To ascertain whether (extract from EHIS) | statistics
schools implementing PRP and the implement- o
have higher performance ation of PRP (yes/no) A priori and
indicators. Transcriptions of case grognded

studies coding
Topic: selecting the criteria for teacher PRP
Propositions 5a, 5b Data about Correlation | Peda- Proposals
1. To ascertain which char- | pedagogues’ opinions | analysis gogues’ for select-
acteristics of teachers’ activi- | (5-point scale) about | (Spearman),* |opinions, |ing PRP
ties are related to peda- LP and LE and the factor and sample criteria
gogues’ opinions about PRP. | PRP implemented in | regression size 2,463
2. To find additional evidence | their schools analysis
of whether those character- Data about Mann-Whit- | 1,388
istics of teachers’ activities pedagogues’ opinions | ney U-test, open-
create differences in peda- (5-point scale) about | Wilcoxon ended
gogues’ opinions between PRP criteria Signed Rank |answers
groups. Open-ended answers | Sum test and | about PRP
3. To determine the teachers’ |about PRP used in descriptive criteria
preferred PRP criteria. schools statistics.

Transcriptions of case | A priori and |3 schools,

studies grounded 12 inter-

coding views

Note: P- proposition (see Table 10, p. 95); PA — performance appraisal; PRP — performance-re-
lated pay; SM — school management, LP — learning process; LE — learning environment; OC-
organisational culture; *additional factor and regression analysis was run during the project
“Performance and analysis of its influencing drivers in public schools” (Tiirk et al., 2011) Source:

compiled by the author
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Firstly, in order to determine whether the negative opinions about performance-
related pay may emanate from discontentment with the teacher performance
appraisal system implemented in Estonian general educational schools, the
claims that have resulted in more negative opinions on both the performance
appraisal system and performance-related pay*® are compared using the
Wilcoxon Signed Rank Sum test’” (N=2,463). The measuring tool for finding
potential relationships between the opinions of pedagogues about performance
appraisal and the opinions of pedagogues about performance-related pay in-
cludes several claims. For example, it consists of claims about the implementa-
tion of performance appraisal in the studied Estonian general educational
schools*. In addition, it involves general claims concerning performance-re-
lated pay as a management tool®”. When selecting those general claims, those
witnessed as the most problematic in implementing performance-related pay in
Estonian general educational schools were selected (the most negative opinions
were related to performance-related pay being fair and performance-related pay
supporting the achievement of school objectives). Therefore, the claims con-
cerning the fairness of performance-related pay and its support role in achieving
school objectives were included). In this proposition, both headmasters’ and
teachers’ opinions (given on a 5-point scale) were included, giving a total sam-
ple of 2,463 respondents. The relationship between pedagogues’ opinions of
performance appraisal and performance-related pay was tested using a correla-
tion analysis (Spearman correlation), and in order to ascertain whether teachers
are less cognisant of this relationship, the correlation analysis is run separately
for headmasters and teachers.

As in performance appraisal design, the characteristics of school manage-
ment are also relevant when designing performance-related pay (see Figure 13,
p. 82), as it provides the necessary framework for determining the aim and prin-
ciples of performance-related pay (strategic management), allocates tangible
and intangible resources based on school strategic aims (resource management)
and creates the performance-oriented atmosphere necessary for implementing
performance-relate pay (organisational culture). Therefore, identifying the criti-
cal activities in school management that are related to pedagogues’ opinions
about performance-related pay is also important in order to develop managerial
proposals for headmasters. In order to identify empirical evidence about those
relationships, the author gathered quantitative data about pedagogues’ opinions
(on a 5-point scale) of the strategic management’’, resource management’ and

% 1In case of performance appraisal claims No. 42, 46 are included, in case of perform-

ance-related pay claims No. 72 and 75 are included (see the questionnaire from Appen-
dix 3).

* Wilcoxon signed rank sum test is a non-parametric version of a Paired samples
t-test (What statistical analysis..., 2011). It can be used when you do not wish to assume
that the difference between the two variables is interval and normally distributed.

* Involves claims No. 42-46, 48 from the questionnaire (see Appendix 3).

*Involves claims No. 71-72 from the questionnaire (see Appendix 3).

> Involves claims No. 1-2, 6-11 from the questionnaire (see Appendix 3).
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organisational culture’® implemented in their schools, and quantitative data
about pedagogues’ opinions about the performance-related pay implemented in
their schools™ (on a 5-point scale). The relationships are initially tested via a
correlation analysis. However, in order to locate additional evidence of whether
those school management characteristics that indicated a significant result in the
correlation analysis create differences in pedagogues’ opinions between groups,
the Mann-Whitney U-test sample comparison method was also executed. By
combining the results of the correlation analysis and the sample comparison,
valuable information can be identified in order to highlight critical school man-
agement activities that constitute success for the performance-related pay im-
plemented in schools.

Another important decision in performance-related pay design is selecting
the suitable reward strategy (see Figure 13, p. 82). It is relevant in the context of
this dissertation whether those schools rewarding teachers on the basis of their
performance have higher performance indicators. In order to answer this ques-
tion, the author uses pedagogues’ responses about whether performance-related
pay is implemented in their schools™* (possible answers — yes or no) and school
performance indicators taken from the Estonian Educational Information Sys-
tem (EHIS).” The author incorporated several school performance indicators
that in the first place were related to pupil academic performance (final and
national examination results, percentage of pupils continuing studies at the next
school level — in secondary school and in university in a state-funded student
place) and the schools’ ability to attract teachers (presence of teachers with
required qualification) (see Table 14).

Table 14. Data about school performance indicators used in the analysis

Primary schools Secondary schools

Average results of final exams at the end | Average results of national examinations at the end of
of the 9th grade. the 12th grade (the average results of all subjects
where pupils performed national examinations).

Percentage of pupils continuing studies | Percentage of pupils continuing studies at university
at the next school level (from the total in a state-funded student place (from the total number
number of primary school leavers). of secondary school graduates).

Presence of teachers with the required Presence of teachers with the required qualifications.
qualifications.

Note: Those performance indicators are gathered about all the schools participating in this study
(298 schools in total); the data is about the 2008/09 school year.
Source: compiled by the author based on the Estonian Educational Information System, www.chis.ce
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Involves claims No. 26, 27.3, 28, 32, 34, 39 from the questionnaire (see Appendix 3).
Involves claims No. 12.1, 14-16, 19-21 from the questionnaire (see Appendix 3).
Involves claims No. 72 and 75 from the questionnaire (see Appendix 3).

Claim No. 74 from the questionnaire (see Appendix 3).

EHIS — Eesti Hariduse Infosiisteem, www.etis.ee.
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The average examination results are calculated per school, taking into con-
sideration all the subjects that pupils have selected for the national examination.
The author did not limit the selection of subjects, for example, to Mathematics,
English, Composition and History for computing the average level of the ex-
amination results. This is because there are schools in Estonia with many spe-
cialist subjects (e.g. Biology etc.) and selecting a limited number of subjects
would leave schools that focus elsewhere in a weaker position in the analysis.
The schools that implement performance-related pay are compared to those
schools that do not using an I/ndependent Samples-test with additional descrip-
tive statistics to ascertain the extent of the differences. Similarly, a correlation
analysis is run in order to determine whether the implementation of perfor-
mance-related pay is positively related to school performance indicators.

Qualitative data about the implementation of performance-related pay in
three Estonian general educational schools is also gathered. The transcriptions
of case studies are coded with a priori codes (taken from the case study ques-
tionnaire, presented in Appendix 8 and the theoretical part of this dissertation®).
Qualitative data from the case studies makes it possible to point out the reasons
for not implementing performance-related pay.

Secondly, in order to provide proposals for selecting performance-related
pay criteria for rewarding teacher performance in Estonian general educational
schools, the author firstly aims to ascertain which characteristics of teachers’
activities are related to pedagogues’ opinions about performance-related pay.
This task is essential as both the learning process and learning environment are
related to teachers’ individual work performance in the classroom in a perfor-
mance-related pay scheme (Department of Education, 2000, Figure 13, p. 82).
Data necessary for testing this proposition include quantitative data about peda-
gogues’ opinions (on a 5-point scale) of the learning process’’ and learning
environment™® and pedagogues’ opinions about the performance-related pay
implemented in their schools® (opinions given on a 5-point scale) (N=2,463).
To find additional evidence whether those characteristics of teachers’ activities
create differences in pedagogues’ opinions between groups, the Mann-Whitney
U-test and a comparison of descriptive statistics was implemented as well. In
order to obtain a comparative view of headmasters’ and teachers’ preferences in
selecting performance-related pay criteria, which is useful for developing an
accepted and balanced reward system, the author also proposed a list of possible
performance-related pay criteria which teachers were asked to evaluate in terms
of how rational these were for rewarding teachers' work performance
(N=2,463). The statistical differences between teachers’ and headmasters’
opinions were discovered via the Mann-Whitney U-test for comparing two
independent groups, and for a more precise measurement of the differences,

* See subchapter 1.1.2 and 1.1.3.

*7 Involves claims No. 87, 89-91, 93-94, 98-99 from the questionnaire (see Appendix 3).
¥ Involves claims No. 81-86, 97 from the questionnaire (see Appendix 3).

Claims No. 72, 75 from the questionnaire (see Appendix 3).
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descriptive statistics were also calculated. With the aim of obtaining ample
information for developing proposals for selecting performance-related pay
criteria, the author gathered qualitative data as well. Firstly, the author worded
an open-ended question for teachers and headmasters in Estonian general edu-
cational schools to bring out the criteria for rewarding their performance. There
were altogether 1,388 valid answers to that question. It is worth mentioning that
only schools that implement performance-related pay were asked to answer that
question. The answers were coded primarily by a priori coding, but grounded
coding was included as well. The codes were identified primarily from the
questionnaire and theory (see Table 4 p. 51, Table 9 p. 90). Grounded coding
was included because all the practices and performance-related pay criteria are
impossible to ascertain, especially because the limited number of questions in
the questionnaire made it impossible to include all criteria. After coding the
answers, their recurrence was registered in the table which also made it possible
to rank the most frequently mentioned performance indicators valued in Esto-
nian general educational schools.

In addition to the answers to the open-ended questions, important infor-
mation can be gathered about the preferred performance-related pay criteria
from transcriptions made based on the case studies in 3 Estonian general educa-
tional schools where 12 pedagogues were questioned in total (3 headmasters
and 9 teachers). The transcriptions were coded based primarily on a priori cod-
ing. Thus, the variety of data gathered makes it possible to employ both
quantitative and qualitative statistical methods that provide abundant infor-
mation for developing the proposals for performance-related pay criteria selection.

As in the performance appraisal study, the author uses the results of the fac-
tor and regression analysis implemented while compiling the report for the
study project implemented in Estonian general educational schools. These re-
sults are used as additional evidence about the relationships between school
management, teachers’ activities and pedagogues’ opinions to performance-
related pay. In the context of performance-related pay, the independent varia-
bles were the factors school management and teachers’ activities (see factors
from pages 108-109). Dependent variables were firstly, pedagogues opinions
about performance-related pay being very motivating for teachers (claim No.
71, see Appendix 3) and secondly pedagogues’ opinions about performance-
related pay supporting schools in achieving their objectives (claim 72, see
Appendix 3).
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2.2. Results from research into teacher performance
appraisal in Estonian general educational schools

2.2.1. Implementation of teacher performance appraisal and the
relationships between pedagogues’ opinions in Estonian general
educational schools

The following subchapter provides an overview of how the implementation of
teacher performance appraisal in Estonian general educational schools relates to
headmasters’ and teachers’ opinions about this management tool. In general, the
results of the study indicate that more than half of the pedagogues completely
agree or tend to agree that the teacher performance appraisal in their schools is
organised systematically, the principles are well understood, teachers are in-
volved, feedback is sufficient and the teacher performance appraisal process
ends with an appraisal-development interview (see Table 15). However, less
than half of the pedagogues believe that the teacher performance appraisal sys-
tem implemented in their school is fair and has an influence on teachers’ work
performance. This finding is problematic because even though the performance
appraisal system itself may be organised well, if its benefits as a management
tool are not recognised it will not serve its objective. An interesting finding
stems from the claim that involves senior pupil feedback on teacher perfor-
mance, which is actually emphasised in internal school evaluations®. But de-
spite the importance placed on pupil feedback in internal school evaluation
documents compiled by the Estonian Ministry of Education and Research, the
results of Estonian general educational schools indicate that pupil feedback is
not often involved in teacher performance appraisal. The case studies
implemented in three Estonian general educational schools indicated that alt-
hough all the schools took pupil feedback into consideration when evaluating
teachers’ work performance, teachers from two schools highlighted several
aspects that need to be taken into consideration in involving pupil feedback (see
Appendix 8). Firstly, senior pupil feedback is seen as more objective compared
to junior pupil feedback. As teachers from school No. 1 point out “Junior pupils
may not be as objective, and their responses may depend on the difficulty of the
subject taught”. In addition teachers point out that pupil feedback should be
taken into consideration only if a representative number of pupils provide feed-
back. Teachers from school No. 2 emphasise that pupil feedback should be
involved, but it should not be the most important criteria for valuing teachers’
work performance, as the results of pupil satisfaction inquiries are still subjec-
tive. Therefore, based on the case study results it is possible to conclude that
pupil feedback is involved modestly primarily because of the subjectivity issues.

%" See further information about internal school evaluation from subchapter 1.1.2, p. 27.
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Table 15. Overview of opinions on the implementation of teacher performance ap-
praisal in Estonian general educational schools by respondent type

Claims about Frequencies (%) Mean (SD), N

PA HM | T |Total| HM T Total
42: Systematic Pos | 60.4 | 78.5 | 63.2 | 4.13 (0.78) 3.91 (1) 3.94 (0.98)
PA Neg | 2.7 | 83 71 290 2,048 2,338
43: Clear PA Pos | 74.8 | 63.8 | 60.2 | 4.03(0.82)| 3.82(1.05)| 3.85 (1.02)
principles Neg 4.4 10.7 9.2 290 2,060 2,350
44: Teacher Pos | 73.2 | 54.2 | 52.3 | 3.97(0.78)| 3.61 (1.05)]| 3.65 (1.03)
involvement Neg 3 139 | 11.7 288 2,010 2,298
45:PA's influence | Pos | 64 | 50.7 | 48.3 | 3.76 (0.84)| 3.5(1.05)| 3.53 (1.03)
on performance Neg | 6.7 | 149 | 12.9 290 2,037 2,327
46: Fairness of Pos | 655 | 49 | 47.1 | 3.83(0.77)| 3.57(0.99)| 3.61 (0.97)
PA Neg | 4 104 | 8.9 281 1,955 2,236
47: Development | Pos | 70.5 | 58.4 | 55.4 | 3.96(1.14)| 3.7(1.33)| 3.73 (1.31)
48: Sufficient Pos | 68.5 | 62.6 | 58.6 | 3.76 (0.83)| 3.75(1.12)| 3.75 (1.09)
feedback Neg 7.7 13.9 12.2 291 2,102 2,393
49: Involving Pos | 47.3 | 423 | 39.6 34 (1.24)| 3.42(1.22)| 3.42 (1.23)
pupil feedback Neg | 229 | 17.8 | 17 276 1,762 2,038

Note: The number before the claim refers to its number in the questionnaire (see Appendix 3);
PA — performance appraisal; HM- headmasters; T — teachers; “Pos” — answers rather or totally
agree; “Neg“— answers rather or totally not agree; The answers “hard to evaluate, do not really
know” are not presented in this table; Statistics about the total are in boldface; The 5-point scale
used was as follows: 1 — do not agree at all; 2 — tend not to agree; 3 — hard to evaluate, do not
really know; 4 — tend to agree; 5 — completely agree.

Source: author’s calculations

The results about the implementation of teacher performance appraisal reflect the
headmasters having higher opinions of performance appraisal systems compared to
the teachers. On the one hand, this is logical because as stated in the theoretical part,
critics of performance appraisal say performance appraisal may be perceived as a
means to increase managerial control (Winstanley and Stuart-Smith, 1996; Bach
2005) and as teacher performance appraisal involves teachers the most, then they
have more critical views. But on the other hand, it may also reflect the poor
implementation of teacher performance appraisal in schools. Similarly, as
headmasters are responsible for developing the teacher performance appraisal
system within the school, they may be more positive about the system they have
created. However, as the design of teacher performance appraisal is linked to school
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management®', problems raised during performance appraisal may emanate from
shortcomings in school management. A noteworthy amount of the literature
concentrates on finding the relationships between teacher performance appraisal
and school performance (Fletcher, 2001; Kettl and Kelman, 2007; De Andrés et al.,
2010). However, more attention should be turned to exploring the relationships
between school management and the performance appraisal implemented in
schools. The author sought evidence about the characteristics of school
management that help shape pedagogues’ opinions about the performance appraisal
implemented in their schools. However, as the results in Table 15 show that the
perceived fairness of performance appraisal and its influence on teachers’ work
performance are the most problematic issues, then the further analysis concentrates
on finding which approach to school management fashion pedagogues opinions
about performance appraisal having an influence on teachers’ work performance
and the perceived fairness of the teacher performance appraisal system. The results
of the correlation analysis reflect statistically significant relationships between the
characteristics of strategic management in schools and pedagogues’ opinions about
the performance appraisal implemented in their schools (see Table 16).

Table 16. Correlations between the characteristics of strategic management in schools and
pedagogues’ opinions about the teacher performance appraisal implemented in their schools

Strategic management characteristics PA influences PA system is
work performance fair
p N p N
1: Vision and mission are defined 0.17** 847 0.21** | 818

2: School performance indicators are defined 0.21** 286 0.17** | 280

6: Teachers understand their role in dev. plan 0.27** 2,289 | 0.35%* | 2,207

7: Development plan has been introduced to 0.24%%* 2,265 | 0.29%* | 2182
interest groups

8: The trends in society are considered when 0.24%* 2,289 | 0.32%* | 2,206
planning school activities

9: School changes are based on the analysis of | 0.32%* 2,282 0.4** | 2203
previous activities

10: Pupil and parent feedback is involved 0.27** 2,231 | 0.37%* | 2,154

11: Teachers are involved in activity plan design | 0.36** 2,187 | 0.45%* | 2,119

Note: The number before the claim refers to its number in the questionnaire (see Appendix 3);
Spearman correlation; p- correlation coefficient; **correlation significant at 0.01 level; Correla-
tion coefficients higher than 0.3 are in boldface®’; N — sample size; PA — performance appraisal.
Source: author’s calculations

%' See the relationships between school management and performance appraisal design

in Figure 8, “Stages in developing a performance appraisal system”, p. 67.

2 In some social sciences situations (e.g. where the measures are based on 5-point
Likert scales), a correlation of 0.3 might be regarded as relatively strong and a correla-
tion of 0.5 might be regarded as very strong (De Vaus, 2002).
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However, the results indicate that strategic management has a more intense
influence on the perceived fairness of teacher performance appraisal. Similarly,
based on the correlation analysis, some characteristics of strategic management
affect pedagogues’ opinions relatively more compared to others (the relation-
ships that are relatively strong are in boldface), and therefore, they are studied
more specifically hereafter. Making changes within the school based on an
analysis of previous actions and the teachers’ involvement in designing the
school action plan are those activities that matter in both fashioning peda-
gogues’ opinions about the influence of performance appraisal in teachers’ work
performance and about the fairness of the performance appraisal system (see
Table 17).

Table 17. Pedagogues’ opinions of the teacher performance appraisal implemented in
their school with respect to characteristics of strategic management

Claim Statistics | Changes based on the |Mann-Whitney

analysis U-test results
Positive| Negative| Z-test value

PA has an influence on Mean (SD) | 3.63 (0.98)| 2.18 (1.12) -9.27%*

teachers' work performance |N 1,966 66

PA system in the school is | Mean (SD) | 3.73 (0.91)| 2.05 (0.99) -10.21*

fair N 1,911 57

PA has an influence on Mean (SD) | 3.74(0.94)| 2.6 (1.17) -11,9*

teachers' work performance |N 1,557 171

PA system in the school is Mean (SD) | 3.85(0.85)| 2.47 (1.05) -14.35%*

fair N 1,532 152

Note: * significant difference between groups at 0.05 level; 5-point scale; SD — standard devia-
tion; N — sample size; PA — performance appraisal; “Positive” answers rather or totally agree;
“Negative” answers rather or totally not agree; The answers “hard to evaluate, do not really
know” are not presented in this table

Source: compiled by the author

Furthermore, the results indicate that in schools where changes are based on the
analysis of previous activities, pedagogues have statistically significantly higher
opinions about the fairness and the influence of performance appraisal. In addi-
tion to the aforementioned, the perceived fairness of the teacher performance
appraisal may be due to teachers understanding their role in the school devel-
opment plan, schools considering trends in society while planning their activi-
ties and involving pupil and parent feedback in the strategic management pro-
cess (see Table 18).
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Table 18. Pedagogues’ opinions about the fairness of the teacher performance appraisal
implemented in their schools with respect to characteristics of strategic management

Claim PA system implemented | Mann-Whitney
in the school is fair U-test results
Mean (SD) N Z-test value

Teachers understand their role | Pos. 3.77 (0.89) 1,775 -8.94*

in school development plan Neg. 239 (1.14) o4

The trends in society are con- Pos. 3.7(0.91) 1,997 -6.9%

sidered in planning activities Neg. 2.34(12) )

Pupil and parent feedback is Pos. 3.74 (0.91) 1,786 -9.9%*

involved (satisfaction inquiries) Neg. 244 (1.08) 21

Note: * significant difference between groups at 0.05 level; 5-point scale; SD — standard devia-
tion; N — sample size; PA — performance appraisal; “Pos.” answers rather or totally agree; “Neg.”
answers rather or totally not agree; The answers “hard to evaluate, do not really know” are not
presented in this table

Source: compiled by the author

The results indicate the importance of good planning, as it provides necessary
information for setting the goals of the organisation, which also provide a clear
vision for designing the teacher performance appraisal system itself. Good
planning means that schools should combine both the analysis of the external
environment (trends in society, pupil and parent feedback) and internal school
issues (the analysis of previous activities). The results also indicate the im-
portance of involvement during strategic management. Pedagogues have statis-
tically significantly higher opinions of the fairness and influence of teacher
performance appraisal in schools, when teachers are involved in designing the
action plan. This may be important for several reasons. Firstly, teacher in-
volvement in this phase may help them understand what is expected of them
during the implementation phase of the new strategy. As the results showed,
teachers who understand their role in implementing the school development
plan have statistically higher expectations of the performance appraisal system
for evaluating their performance. Secondly, if the teachers are involved, they
have an opportunity to share their views in the most important activities re-
quired in order to raise school performance. Because they are responsible for
the educational process more directly, it is even essential to involve their per-
spective. Likewise, if teachers come up with activities that are crucial to the
school action plan, they may be more willing to achieve them. The importance
of teacher involvement in strategic management in schools was emphasised by
the school headmaster representing one of the well performing Estonian general
educational schools participating in the case studies performed during this dis-
sertation (see Appendix 8). “Every teacher has to be a part of the school’s over-
all vision, but this requires good relations with teachers and their involvement
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in school management decisions”. Therefore, despite the common under-
standing that teachers are primarily responsible for developing the learning
process and learning environment and because of that their performance is ap-
praised on the basis of those activities, teacher participation in school manage-
ment should be emphasised as well. As teachers are a part of the school’s vision
then they should have the opportunity to design that vision as well. However, it
is worth mentioning that although the Estonian study indicated that the majority
of Estonian general educational schools follow the aforementioned activities
(make changes based on trends in society and the analysis of previous activities,
and involve teachers in action plan design), school headmasters should turn
more attention to the process of strategic management and to the critical aspects
that may later have a negative influence on the school performance management
system as a whole.

The correlation analysis reflects significant relationships between the char-
acteristics of school resource management and pedagogues’ opinions about the
teacher performance appraisal system implemented in their schools (Table 19).

Table 19. Correlations between characteristics of school resource management and peda-
gogues’ opinions about the teacher performance appraisal implemented in their school

Resource management PA influences teachers' | PA system in the
characteristics work performance school is fair

P N p N
26: School resources are used according 0.3%* 1,941 0.44%* | 1,888
to development plan and budget
27.3: Teachers are involved in school 0.2%* 2,314 0.28%* | 2223
budget design
28: School has monetary resources to 0.21** 2,035 0.25%* 1,969
execute development plan
32: School struggles to pay costs at the 0.01 1,799 -0.06* | 1,751
end of the year
34: School monetary resources are used 0.3%* 1,978 0.44%* 1,928
effectively
39: The need for human resources is 0.29%* 2,001 0.38*%* | 1,945
analysed regularly

Note: The number before the claim refers to its number in the questionnaire (see Appendix 3);
Spearman correlation; p- correlation coefficient; *correlation is significant at 0.05 level; **corre-
lation significant at 0.01 level; correlation coefficients higher than 0.3 are in boldface; N — sample
size; PA — performance appraisal

Source: author’s calculations

Although several characteristics are related to pedagogues’ opinions about per-
formance appraisal, the most critical aspects (relatively strong relationships are
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marked in boldface) in influencing pedagogues’ opinions about performance
appraisal, however, seem to be pedagogues’ perceptions about whether school
resources are used according to the school’s development plan and budget and
whether the school’s monetary resources are used effectively (see Table 20).
Although both of these characteristics of resource management influence peda-
gogues’ opinions about performance appraisal affecting teachers’ work perfor-
mance and about the fairness of this system, the more significant relationships
may be recognised in shaping the perceived fairness. In schools where peda-
gogues have higher opinions of the effective usage of the school’s resources and
their accordance with the school budget and development plan, pedagogues
have statistically significantly higher opinions of the teacher performance ap-
praisal implemented in their school.

Table 20. Pedagogues’ opinions of the teacher performance appraisal implemented in
their school with respect to using school resources in accordance with the development
plan and budget and the effectiveness of this usage

Claim Statistics Using resources in accordance | Mann-Whitney
with dev. plan and budget U-test results

Positive Negative Z-test value

PA has an influence on Mean (SD) 3.69 (0.94) 2.75 (1.25) -5.46*

teachers' performance N 1,616 53

PA system implemented in | Mean (SD) 3.81 (0.86) 2.57 (1.18) -7.1*

the school is fair N 1,580 47

PA has an influence on Mean (SD) 3.71 (0.95) 2.83 (1.21) -7.7*

teachers' performance N 1,445 111

PA system implemented in | Mean (SD) 3.86 (0.85) 2.76 (1.2) -9.3*

the school is fair N 1,414 105

Note: * significant difference between groups at 0.05 level; S-point scale; SD — standard devia-
tion; N — sample size; PA — performance appraisal; Dev. plan — development plan, “Positive”—
answers rather or totally agree; “Negative* — answers rather or totally not agree; The answers
“hard to evaluate, do not really know” are not presented in this table

Source: compiled by the author

An important aspect in considering the fairness of performance appraisal is
whether schools analyse their human resources. In schools that do this regularly,
pedagogues have much more positive opinions (see Table 21). This is under-
standable as human resource decisions (e.g. recruitment, retention, training etc.)
should be based on performance appraisal results. Therefore, as performance
appraisal is usually run regularly in schools (at least once a year), then the re-
sults of the teacher appraisal should provide important input for making conclu-
sions about human resources and necessary steps in developing school
personnel.
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Table 21. Pedagogues’ opinions about the fairness of the teacher performance appraisal
implemented in their schools with respect to regularly analysing the need for human
resources

Claim Statistics | Analysing the need for Mann-Whitney
human resources U-test results
regularly

Positive Negative Z-test value

PA system implemented |Mean (SD) 3.83(0.88)| 2.45(1.12) -11.2*

in the school is fair N 1,440 99

Note: * significant difference between groups at 0.05 level; 5-point scale; SD — standard
deviation; N — sample size; PA — performance appraisal; “Positive” answers rather or
totally agree; “Negative” answers rather or totally not agree; The answers “hard to eval-
uate, do not really know” are not presented in this table

Source: compiled by the author

Evidence about those relationships can be found from the case studies (see Ap-
pendix 8), where all teachers from two of the schools indicated that school man-
agement and performance appraisal are linked, as appraisal provides valuable
information for making school management decisions. To be more specific,
they also pointed out that performance appraisal provides valuable information
for planning teacher workload, subjects, homeroom teaching and teacher train-
ing. However, the results of the correlation analysis and Mann-Whitney U-test
may also indicate that when teacher performance appraisal is just executed be-
cause it is compulsory® for schools and does not have a high degree of influ-
ence on the performance feedback given to teachers, school budget nor on the
assistance to teachers to improve their teaching skills as mentioned in the
OECD study (OECD, 2008), then the performance appraisal system is rather
seen as being unfair.

Therefore, in order to create a fair teacher performance appraisal system that
is also believed to provide good information for improving teachers’ perfor-
mance, school resources should be allocated according to the strategic aims and
also on the basis of the needs that arise from the organisation. If this does not
occur, for example, if the core activities listed in the school development plan
for achieving the school’s objectives are not supported with the necessary tan-
gible and intangible resources, then it is difficult to develop these activities in
order to achieve the desired performance level. However, as mentioned in the
theoretical literature, performance appraisal should provide a link between the
teachers’ performance and the strategy of the school (Rogers, 1990; Mwita,
2000; Lohman et al., 2004; Krishnapillai, 2009). Hence, in order to ensure that
the performance appraisal system achieves the school’s objectives, resource al-
location should be in accord with these objectives. Likewise, miscommunication

% School internal evaluation has been compulsory in Estonian schools since 2010.
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may cause teachers to concentrate on other aspects that are also valued via
resources, which certainly downgrades the schools’ development plans.

It is somewhat surprising that although teacher involvement in school budget
design is related to pedagogues’ opinions about teacher performance appraisal,
the relationship is modest. Similarly, whether the school struggles to pay its
costs at the end of the year, does not affect pedagogues’ opinions about the
influence of performance appraisal on the performance of teachers and has only
a minimal effect on the perceived fairness of performance appraisal. Therefore,
managing monetary resources is rather seen as the responsibility of school
headmasters. However, it is still useful to share responsibility for planning the
allocation of monetary resources with teachers in order to allow teachers to
express their opinion about whether the resource allocation supports the imple-
mentation of the school’s development plan.

The correlation analysis about the relationships between characteristics of
organisational culture and pedagogues’ opinions about teacher performance
appraisal provides evidence of the crucial role of paying attention to the human
side of management (see Table 22).

Table 22. Correlations between characteristics of school organisational culture and peda-
gogues’ opinions about the teacher performance appraisal implemented in their school

Organisational culture characteristics PA has an influence | PA system in
on teachers' work the school is
performance fair
p N p N
12.1: Headmaster involves teachers in 0.32%* 2,296 0.44%* | 2,210
school development and management
14: Communicating with headmaster is 0.21** 2,311 0.4%* | 2,222
easy
15: Teachers follow ethical norms and 0.15%* 2,283 0.26%* | 2,198
principles

16: Headmaster follows ethical norms and 0.21** 2,279 0.39%* | 2,196
principles

19: School keeps in touch with its alumni 0.22%* 2,198 0.28** | 2,129

20: Teachers are active in the public life of 0.22%* 2,249 0.28** | 2,165
the community

21: School values teachers’ achievement 0.31%* 2,282 0.46%* | 2,198
internationally, nationally, regionally and
locally

Note: The number before the claim refers to its number in the questionnaire (see Appendix 3);
Spearman correlation; p — correlation coefficient; **correlation significant at 0.01 level; corre-
lation coefticients higher than 0.3 are in boldface; N — sample size; PA — performance appraisal
Source: author’s calculations
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Although all the characteristics of organisational culture have a statistically
significant influence on pedagogues’ opinions about the teacher performance
appraisal implemented in their schools, some critical activities can once again
be highlighted (relatively strong relationships in boldface). Firstly, the results
indicate the importance of the school manager encouraging the teachers, more
specifically, valuing the teachers’ achievements and participation in school
development and management. The study shows that in schools where teachers
are involved in school development and management, pedagogues are more
likely to think the performance appraisal is fair and has an influence on teach-
ers’ work performance (see Table 23).

Table 23. Pedagogues’ opinions of the teacher performance appraisal imple-
mented in their school with respect to teacher involvement in the development
and management of their school and valuing teachers’ achievements

Claim Statistics Involving teachers in | Mann-Whitney
school development U-test results
and management
Positive| Negative Z-test value
PA has an influence on Mean (SD) | 3.68 (0.95) 2.5(1.2) -10.51*
teachers' work performance |N 1,804 125
PA system implemented in | Mean (SD) | 3.8 (0.86)| 2.3 (0.98) -13.61*
the school is fair N 1,757 115
PA has an influence on Mean (SD) | 3.65 (0.95)| 2.48 (1.24) -9.48*
teachers' work performance |N 1,870 107
PA system implemented in | Mean (SD) | 3.79 (0.86)| 2.26 (1.01) -12.73*
the school is fair N 1,810 99

Note: * significant difference between groups at 0.05 level; S-point scale; SD — standard devia-
tion; N — sample size; PA — performance appraisal; “Positive” answers rather or totally agree;
“Negative” answers rather or totally not agree; The answers “hard to evaluate, do not really
know” are not presented in this table

Source: compiled by the author

This concurs with the theory emphasised by several authors (Macaulay and
Cook, 1994; Lohman et al., 2004) that teacher involvement in the strategic
management guarantees that they understand their role in implementing the
development plan and makes communicating the strategic objectives to all
school levels easier. Therefore, teacher involvement in managing their school
may help create the understanding that school development and school activities
are linked to each other, and performance appraisal is one tool for helping
teachers raise their individual performance, which then leads to increased
school performance. As teacher involvement in school development is seen as
an important tool for fashioning opinions about performance appraisal, school
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headmasters should motivate teachers to participate in the management of their
school. Therefore, appraisal criteria that measure teacher involvement in the
management and development of their school may be very useful.

Another aspect of encouragement involves school headmasters valuing the
teachers’ achievement. In schools where headmasters value the teachers’ inter-
national, national, regional and local achievements, the opinions of performance
appraisal are statistically significantly higher compared to schools where teach-
ers’ achievements are not recognised. The literature highlights the importance
of organisational culture (Lancer Julnes and Holzner, 2001; Martins and Ter-
blanche, 2003) as it creates the atmosphere for goal achievement in the organi-
sation. In the author’s opinion, valuing the teachers’ achievement is important
as it creates a favourable atmosphere for a performance oriented approach, and
motivating teachers to raise their performance should be the main idea behind
teacher performance appraisal.

Secondly, the results indicate the importance of communication between
headmasters and teachers, and furthermore, the ethical behaviour of headmas-
ters in order to establish the perception that performance appraisal is fair (see
Table 24). For example, as in the literature (Kelly et al., 2008; Hanley and Ngu-
yen, 2005), where it is easy to communicate with school headmasters in Esto-
nian schools, performance appraisal is seen as being fair compared to schools
where difficulties in communication have been observed.

Table 24. Pedagogues’ opinions about the fairness of the teacher performance appraisal
implemented in their school with respect to communication between headmasters and
teachers and following ethical norms

Claim PA system implemented | Mann-Whitney
in the school is fair U-test results
Mean (SD) N Z-test value

Communicating with the Pos. 3.74 (0.89)| 1,910

school headmaster is easy -1L.77*
Neg. 2.34 (1.01) 96

School headmaster follows Pos. 3.71 (0.91)| 1,982

ethical norms and principles -9.3*
Neg. |1.98(1.01) 45

Note: * significant difference between groups at 0.05 level; 5-point scale; SD — standard devia-
tion; N — sample size; PA — performance appraisal; “Pos.” answers rather or totally agree; “Neg.”
answers rather or totally not agree; The answers “hard to evaluate, do not really know” are not
presented in this table

Source: compiled by the author

However, not only is communication essential, but as headmasters are supposed
to evaluate teachers’ individual performance, then their ethical behaviour
creates a fair atmosphere and trust among teachers. However, it is interesting
that ethical behaviour among the teachers does not have as large an influence on
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perceptions of performance appraisal compared to the behaviour of headmas-
ters. Despite the fact that only a small number of pedagogues pointed out that
the school headmaster does not follow ethical norms, it is still worth mentioning
that in those schools where the school managers were seen as unethical, there
was a very low general opinion of the fairness of performance appraisal.

Trust between the headmasters and teachers in executing performance ap-
praisal was emphasised by the headmasters and teachers in one school that par-
ticipated in the case study. This school (school No. 2, see Appendix 8) is ex-
ceptional because in this school performance appraisal is not implemented reg-
ularly for all teachers, but is performed when problems arise. Every teacher is
expected to contact the school headmaster when problems are witnessed and
then the teachers’ performance is appraised also pointing out solutions for over-
coming the problematic issues with the headmaster. Additional roundtables
involving all teachers may be performed in order to raise teacher performance
as well. Therefore, in order to run this kind of performance appraisal practice,
headmasters should have a very high level of trust with the teachers and a high
belief in their motivation to improve. The headmaster of this school explained
that formal performance appraisal is not necessary as teachers are very highly
motivated in their school. Teachers, however, value this kind of system because
they feel that they are not being controlled and they trust their headmasters.
These last two aspects are highlighted as the most important advantages of the
performance appraisal system in their school. The third advantage is that regular
performance appraisal is only conducted with new teachers. Performance ap-
praisal in this school is dependent on the teachers’ level of experience. New
teachers are evaluated and provided feedback more frequently, which enhances
their self-esteem and confidence. In the headmasters view it is important to
support new teachers so that they gather knowledge from senior teachers. “Co-
operation and the habit of sharing knowledge and experience with others is an
important part of our school culture”. Therefore, school No.2 provides valuable
evidence of the importance of organisational culture in designing teacher per-
formance appraisal.

To conclude, it is essential to note that the previous results on organisational
culture emphasise the behaviour of headmasters and the ability to create a good
atmosphere for performance appraisal. Therefore, the “soft values™ that are in
accordance with the organisational culture should be valued in addition to the
performance-oriented management strategy. This is relevant because, as the
study conducted by Aaltio (2008) among Estonian business students proved,
Estonian managers stressed the material or hardware side of business, while the
human or soft side of problems was not emphasised as much. However, Esto-
nian school headmasters today are more like business managers aiming to in-
crease school performance, which raises the concern that in order to achieve key
performance indicators at the government level, they may forget to develop
their organisational culture.

Therefore, the analysis in this study noted the importance of the quality of
the characteristics of school management providing evidence that strong strategic
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management, resource management and organisational culture is essential in
fashioning pedagogues’ opinions of the teacher performance appraisal imple-
mented in their school. However, it is important to note that the positive
influence of those characteristics of school management was also found when
executing other methods of statistical analysis®. The regression analysis, where
opinions about performance appraisal was the dependent variable and factors
about characteristics of school management were independent variables®, indi-
cated positive and statistically significant relationships in all school manage-
ment factors (strategic management [=0.3, resource management B=0.1 and
organisational culture f=0.11). However, those results need to be treated with
caution because the descriptive level of this model is relatively low (Adjusted R
Square 0.25). Despite the low descriptive level, the results are quite similar to
the findings in the empirical study in this dissertation. The regression analysis
emphasised the importance of the involvement of teachers and other interest
groups, analysing previous activities and making sure teachers understand their
role in schools during strategic management. During resource management,
school activities in analysing revenues and costs and developing a material-
technical base are noted. Finally, the regression analysis provided evidence that
headmasters should put substantial effort into developing communication with
teachers, valuing teachers’ achievements, involving teachers in school manage-
ment and developing and following ethical norms in their own behaviour.
Therefore, the results of the regression analysis can be employed as additional
source of evidence.

At this point, it is essential to note that the teachers’ involvement was rele-
vant in all cases of school management — strategic management, resource man-
agement and organisational culture. However, this raises the question of the
importance of involvement during performance appraisal design, and whether
the importance of teacher involvement in performance appraisal design is also
supported in Estonian general educational schools. Table 15, at the beginning of
this subchapter (p. 119), reflects that teachers have more negative views to-
wards performance appraisal. However, the results reflect that there is a statisti-
cally significant variation in opinions held by teachers and school headmasters
about sufficient involvement in the performance appraisal creation process. The
results of the Mann-Whitney U-test reflect that teachers have statistically sig-
nificantly lower opinions (3.61, SD 1.05) to involvement compared to school
headmasters (mean 3.97, SD 0.78) (Z-test value -5.31, p=0.00). Therefore, the
study ascertained whether teachers were involved in the process of creating a

% The other statistical methods for exploring the relationships between school manage-

ment and pedagogues’ opinions about the teachers’ performance appraisal system im-
plemented in their school were performed during the project ,,Performance and analysis
of its influencing drivers in general educational schools”. The specific results of the fac-
tor analysis and regression analysis are discussed in the project report on pages 182—184
(Turk et al., 2011).

% See the description about this measurement tool from subchapter 2.1.2, pp. 108-109.
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performance appraisal system in Estonian general educational schools, and how
this has it affected the implementation of teacher performance appraisal in Es-
tonian general educational schools.

Table 25 more specifically presents the influence of teacher involvement in
the process of creating performance appraisal.

Table 25. Teachers’ opinions of the teacher performance appraisal implemented in their
school with respect to teacher involvement

Claim Statistics | Teacher involvement Mann-Whitney
U-test results

Involved | Not involved Z-test value

PA is organised systema- |Mean (SD) | 4.35(0.68)| 2.77 (1.15) -20.03*

tically in our school N 1,160 282

The principles of PA are Mean (SD) | 4.37 (0.66)| 2.41 (0.98) -24.39%*

well understood N 1,164 293

PA system measures teach- | Mean (SD) | 4.01 (0.8)| 2.38(0.92) -20.54*

ers' performance fairly N 1,134 248

Note: * significant difference between groups at 0.05 level; S-point scale; SD — standard devia-
tion; N — sample size; PA — performance appraisal; “Not involved” rather or totally not involved;
“Involved” rather or totally involved; The answers “hard to evaluate, do not really know” are not
presented in this table

Source: compiled by the author

Calculating teachers’ opinions of performance appraisal using the Mann-
Whitney U-test shows that teachers who have been involved in the process of
creating performance appraisal have statistically significantly higher opinions of
the performance appraisal executed in their schools. Although only a little over
10% of the teachers’ indicated that they were not involved in the process of
creating teacher performance appraisal, they had extremely low opinions about
the systematic organisation of performance appraisal, about its fairness and the
principles were also often not understood.

However, it is important to ascertain whether the lack of involvement would
influence teachers’ opinions towards the implementation of performance ap-
praisal in general. The results indicate statistically significant and very high
correlations between teacher involvement and their opinions of the performance
appraisal system used to evaluate their individual performance at school
(Table 26).
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Table 26. Correlations between teacher involvement and teachers’ opinions of system
of performance appraisal implemented in their school

Teacher involvement
p N
PA is organised systematically on our school 0.59%** 2,248
PA and its principles are well understood 0.70** 2,269
PA has an influence to teachers’ work performance 0.47%* 2,237
PA system enables to measure teachers' performance fairly 0.61%* 2,170
The feedback about teachers’ work performance is sufficient | 0.54** 2,270

Note: Spearman correlation; p — correlation coefficient; **correlation significant at 0.01 level,
N — sample size; PA — performance appraisal
Source: author’s calculations

The question of teacher involvement was raised during the case studies as well.
Two schools that were studied (School No.1 and No.3, see Appendix 8) were
quite similar in their pattern of involving teachers. Both of them had built their
performance appraisal system based on self-evaluation reports developed during
the schools’ compulsory internal evaluation®. Therefore, although teachers
have an opportunity to make proposals, the headmasters themselves observe
that the performance appraisal system is rather forced for the teachers. School
No.2 however, which had not implemented this kind of forced performance
appraisal for teachers, had created a system that is much more accepted by the
teachers and relies on trust. The headmaster of this school notes that involve-
ment during performance appraisal is central to evaluating teachers’ perfor-
mance and teachers agree with this opinion. However, the larger differences
between the schools with a forced performance appraisal system and the school
that appraises teachers based on problems as they arise and involves teachers is
that the views towards performance appraisal are more negative in the first
group of schools. For example, they highlight several disadvantages, further-
more, performance appraisal is repeatedly referred to as an obligation for teach-
ers that takes a lot of time and does not have much influence. One of the teach-
ers in school No.l said “when teachers see that the headmaster values their
opinions, the teachers are more motivated to develop and see the usefulness of
performance appraisal from this”.

Therefore, the Estonian study provided similar evidence about the high im-
portance of teacher involvement in the creation of performance appraisal. This
is similar to the findings of several studies (Williams and Levy, 1992;Cawley et
al., 1998; Roberts, 2003; Becton et al., 2008; Kelly et al., 2008), which empha-
sise that if teachers are not involved, they are not certain about which perfor-
mance dimensions are being assessed, what constitutes “good performance” or

% Read more about school evaluation from subchapter 1.1.2.
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how heavily dimensions of the job are weighted in performance appraisal sys-
tems. Consequently, they experience role ambiguity and related negative
consequences, resulting in more negative opinions. Therefore, while developing
a teacher performance appraisal system, school headmasters should do this in
cooperation with teachers.

2.2.2. The current usage of teacher performance appraisal criteria
and pedagogues’ preferences in selecting performance appraisal
criteria

Despite the reams of literature on the topic of the positive effects of perfor-
mance management on school performance®’, selecting reliable criteria for
measuring the performance of teachers has still remained the most problematic
and central feature in creating a teacher performance appraisal system. As se-
lecting performance appraisal criteria is primarily related to finding measures
for the learning process and learning environment (see also the recommended
stages in developing a performance appraisal system in Figure 8, p. 67), the
relationships between teachers’ activities (learning process and environment)
and pedagogues’ opinions about the performance appraisal implemented in their
school should also be identified. This is especially relevant because as school
management creates a supportive framework for teaching pupils, then the
learning process and environment are directly related to the development of the
pupils’ knowledge and skills. The results indicate that all characteristics of the
learning process are related to pedagogues’ opinions about the teacher perfor-
mance appraisal implemented in schools (see Table 27). However, there are
only two critical aspects with relatively strong relationships (marked in bold-
face) that encourage positive opinions about both the fairness and influence of
teacher performance appraisal on teachers’ work performance.

Table 27. Correlations between characteristics of the learning process and pedagogues’
opinions about the teacher performance appraisal implemented in their school

Learning process characteristics PA has an influence | PA system in the
on teachers’ work school is fair
performance
p N p N
87: Pupils learn things necessary for life 0.28** 2,297 | 0.32*%* | 2,208
89: Pupils are being taught based on their 0.27** 2,291 | 0.32%% | 2,202
individual abilities

7 See a more specific discussion about the gains of performance management from

subchapter 1.1.1.
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Learning process characteristics PA has an influence | PA system in the

on teachers’ work school is fair
performance
p N p N

90: The support systems are developed 0.24%* 2,267 | 0.31%* | 2,179
based on pupil needs
91: School deals with developing pupils’ 0.29%* 2,278 | 0.34*%* | 2191
interests and talent
93: Pupil academic performance is ana- 0.3%* 2,238 | 0.35%*% | 2,159

lysed systematically

94: Pupil development in general skills is 0.33%* 2,195 | 0.38*%* | 2,119
analysed systematically

98: School supports pupil participation in 0.22%* 2,281 | 0.28%** | 2.195
olympiads, competitions etc.

99: Teachers use modern teaching methods 0.24%** 2,255 | 0.27** | 2,169

Note: The number before the claim refers to its number in the questionnaire (see Appendix 3);
Spearman correlation; p — correlation coefficient; **correlation significant at 0.01 level; correla-
tion coefficients higher than 0.3 are in boldface; N — sample size; PA — performance appraisal
Source: author’s calculations

Firstly, the results indicate statistically significant differences between schools
that analyse pupil academic results systematically and schools that do not.
Likewise differences can be seen between schools that analyse the development
of general skills among pupils as well (see Table 28).

Table 28. Pedagogues’ opinions towards the teacher performance appraisal imple-
mented in their schools with respect to analysing pupil academic performance and gen-
eral skills

Claim Statistics Academic performance | Mann-Whitney
analysed systematically | U-test results

Positive Negative Z-test value

PA has an influence on Mean (SD) | 3.68 (0.98)| 2.84(1.07) -9.06%*

teachers’ work perfor- N 1,730 151

mance

PA system implemented in |Mean (SD) | 3.77 (0.91)| 2.82(1.09) -9.59*

the school is fair N 1,685 137

PA has an influence on Mean (SD) | 3.79 (0.96)| 2.92 (1.04) -12.19%*

teachers’ work perfor- N 1.271 271

mance

PA system implemented in |Mean (SD) | 3.88 (0.9)| 2.92(1.02) -13.06*
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Claim Statistics Academic performance | Mann-Whitney
analysed systematically | U-test results

Positive Negative Z-test value

the school is fair N 1,245 243

Note: 5-point scale; SD — standard deviation; N — sample size; PA — performance appraisal; “Pos-
itive” answers rather or totally agree; “Negative” answers rather or totally not agree; The answers
“hard to evaluate, do not really know” are not presented in this table

Source: compiled by the author

The results reflect the link between the objectives set for Estonian general edu-
cational schools. Both primary and secondary schools in Estonia have an edu-
cative task combined with contributing to the raising of children. Estonian gen-
eral educational schools aim to produce creative, multifaceted, socially mature
young people that are reliable, conscious of their own objectives and achieve-
ment-oriented in different fields of life: as a partner in personal life, as a culture
bearer and developer, as an employer in different occupations and roles and as a
person responsible for guaranteeing the sustainability of society and natural
environment (PShikooli- ja glimnaasiumiseadus, 2010). In order to achieve this
task, knowledge should be combined with general skills which also create the
need to evaluate both the development of pupil academic performance and gen-
eral skills. However, when schools have the systematic understanding of the
development of pupil academic performance and general skills then it is also
possible to monitor the performance of teachers more systematically because
both of these aspects reflect the direct outcomes of the learning process.

In addition, in schools where pupils learn things necessary for life, pupils are
taught based on their individual abilities, support systems are developed based
on pupil needs and pupils’ interests and talents are developed, performance
appraisal is seen as fairer (see Table 29).

Table 29. Pedagogues’ opinions towards the fairness of teacher performance appraisal
implemented in their schools with respect to characteristics of the learning process

Claim PA system implemented | Mann-Whitney
in the school is fair U-test results
Mean (SD) N Z-test value

In our schools pupils learn Pos. 3.74 (0.93) 1,701 -6.66*

things necessary for life Neg. 2,62 (1.18) 50

Pupils are being taught based | Pos. 3.73 (0.93) 1,744 -4.42%

on their individual abilities Neg. 2.7 (111 66

Support systems are based on | Pos. 3.7 (0.93) 1,911 -7.5%

pupils’ needs Neg. 239 (1.19) 49
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Claim PA system implemented | Mann-Whitney
in the school is fair U-test results
Mean (SD) N Z-test value
School deals with developing | Pos. 3.79 (0.91) 1,549 -9.76*
pupils’ interests and talents Neg. 276 (1.06) 13

Note: * significant difference between groups at 0.05 level; 5-point scale; SD — standard devia-
tion; N — sample size; PA — performance appraisal; “Pos.” answers rather or totally agree; “Neg.”
answers rather or totally not agree; The answers “hard to evaluate, do not really know” are not
presented in this table

Source: compiled by the author

These results are not surprising because if the likelihood of receiving positive
feedback on one’s work performance is high, there is less resistance to the ap-
praisal process — little fear of potential mistakes. All the aspects mentioned in
the table encourage pupil interest in learning, and therefore, also form a good
basis for better pupil performance.

In addition to the learning process, which is more directly related to gaining
skills and knowledge in the classroom, the importance of the learning environ-
ment in supporting the creation of a good learning process is emphasised in the
literature and in practices abroad (Department of Education, 2000). The learning
environment means the classroom climate during the learning process (follow-
ing rules and discipline, pupils understand what teachers expect of them, en-
couraging pupils, fair treatment, involving pupils®™). The work of teachers in
measuring the learning environment is surely more difficult compared to devel-
oping the learning process, but this does not mean that the learning environment
does not matter in achieving higher school performance. Therefore, a correla-
tion analysis is conducted in order to determine the relationships between the
learning environment and pedagogues’ opinions about the performance ap-
praisal implemented in their school. The correlation analysis about the charac-
teristics of the learning environment (see Table 30) shows relatively strong
relationships (marked in boldface) only for the perceived fairness of teacher
performance appraisal.

Table 30. Correlations between the characteristics of the learning environment and
pedagogues’ opinions about teacher performance appraisal

Learning environment characteristics PA influences |PA system
teachers’ work |implemented is
performance fair

p N p N

81: Pupils understand what teachers expect of 0.23** | 2287 | 0.29%* | 2,203

68

See also Figure 6, p. 49.
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Learning environment characteristics PA influences |PA system
teachers’ work |implemented is
performance fair

P N P N
them

82: Pupils are encouraged to give their best 0.25%* 1 2303 | 0.3** | 2,214

83: Pupils follow the rules and discipline 0.22** | 2305 | 0.3** | 2,216

84: Teachers care for pupils 0.22%*% 1 2308 | 0.29%* | 2,220

85: Teachers treat pupils fairly 0.24%* | 2289 | 0.3** | 2,204

86: Pupils can always turn to the teacher with 0.22%* 1 2295 | 0.3** | 2,210

his/her problem

97: Pupils are involved in organising school life 0.28** | 2,227 | 0.34%* | 2,149

Note: The number before the claim refers to its number in the questionnaire (see Ap-
pendix 3); Spearman correlation; p — correlation coefficient; **correlation significant at
0.01 level; correlation coefficients higher than 0.3 are in boldface; N — sample size;
PA — performance appraisal

Source: author’s calculations

However, how fair performance appraisal is seen depends a lot on how capable
the pedagogues are in creating a good learning environment (see Table 31).

Table 31. Pedagogues’ opinions of the fairness of the teacher performance appraisal
implemented in their schools with respect to the learning environment

Claim PA system implemented | Mann-Whitney
in the school is fair U-test results
Mean (SD) N Z-test value

Pupils are encouraged to give Pos. 3.68 (0.93) 1,967 -4.09*

their best Neg. 2.79 (1.34) 38

Pupils follow the rules and Pos. 3.79 (0.91) 1,422 -8.02*

discipline Neg. 2.95 (1.12) 118

Teachers treat pupils fairly Pos. 3.69 (0.93) 1,950 -2.27*
Neg. 3.13 (1.22) 23

Pupils can always turn to the Pos. 3.68 (0.94) 1,953 -4.12*

teacher with their problems Neg. 2.79 (1.24) 29

Pupils are involved in organis- | Pos. 3.77 (0.91) 1,574 -8.07*

ing school life Neg. 2.88 (1.13) 109

Note: * significant difference between groups at 0.05 level; 5-point scale; SD — standard devia-
tion; N — sample size; PA — performance appraisal; “Pos.” answers rather or totally agree; “Neg.”
answers rather or totally not agree; The answers “hard to evaluate, do not really know” are not
presented in this table

Source: compiled by the author
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However, this is similar to that which was mentioned previously that in schools
that create an atmosphere for pupil development (e.g. interest in learning or in
the learning process) there is also greater potential for pupil progress, and there-
fore, also less negative opinions about teacher performance appraisal.

Therefore, to conclude, both the learning process and learning environment
are relevant in the context of the fairness of teacher performance appraisal.
These results may stem from the aspects highlighted earlier® that as those two
characteristics of teachers’ activities are directly related to developing pupil
performance, then most often those activities are taken as the basis for devel-
oping performance appraisal criteria for assessing the individual work perfor-
mance of teachers. However, these results about the learning process and
learning environment also reflect that the teacher performance appraisal system
should not only assess the performance of teachers in raising pupil academic
performance but also their work in encouraging an interest in learning and a
motivating and cooperative atmosphere. If the performance appraisal fails to
capture this, then it is seen as being more unfair. Therefore, the teachers’ efforts
in creating a good learning environment, teaching children things that are neces-
sary for life and teaching based on the pupils’ capabilities, interests and talents
should also be assessed during teacher performance appraisal.

However, it is important to note that the positive influence of the learning
process was also found when executing other methods of statistical analysis’.
The regression analysis, where opinions about performance appraisal was the
dependent variable and factors about the characteristics of teachers’ activities
were independent variables’', indicated positive and statistically significant
relationships with the learning process ($=0.39). The result indicated the im-
portance of analysing the development of general skills, academic performance
and capabilities among pupils, teaching based on pupil capability and talent,
choice of extra-subjects based on pupils’ interests, the use of modern teaching
and learning methods and involving pupils in planning school life. Therefore,
the results of the regression analysis provide additional evidence about the im-
portance of similar characteristics pointed out in the empirical study of this
dissertation. However, once again the results of the regression analysis need to
be treated with caution, because the descriptive level of this model is relatively
low (Adjusted R Square 0.25).

The main idea behind selecting the teacher performance appraisal criteria is
that only the activities that are core activities (e.g. teaching pupils based on

% See the discussion about the educational process in subchapter 1.1.3, p. 37.

The other statistical methods for exploring the relationships between characteristics
of teachers’ activities and pedagogues’ opinions about the teacher performance ap-
praisal system implemented in their school were performed during the project “Perform-
ance and the analysis of influential drivers in general educational schools”. The specific
results of the factor analysis and regression analysis are discussed in the project report
on pages 182—-184, (Tirk ef al., 2011)

' See the description about this measurement tool in subchapter 2.1.2, p. 108-109.
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capabilities and talent, teacher participation in school management etc.) that
help schools to achieve their objectives and thus to enhance their performance
as well should be monitored. Certainly, each school should initially define their
objectives and those essential activities that will fulfil objectives. The fulfilment
of school objectives is usually measured using performance indicators set by the
schools. Thus, the criteria used as a basis for performance appraisal in Estonian
general educational schools should accord with the performance indicators of
school performance. Each school has the opportunity to define the indicators of
school performance. However, as the Estonian Ministry of Education and Re-
search has also defined key performance indicators in the education sector,
which are also assessed during external school evaluations’?, then schools are
already motivated to define their performance according to the key performance
indicators valued by the government. However, this approach is too casual and
does not consider each school’s unique characteristics.

Therefore, the study initially aimed to examine which performance indica-
tors Estonian pedagogues use as the basis for defining school performance. In
the study, the author asked pedagogues to identify the three most important
school performance indicators in their schools. The answers to this question are
of essential value, as they reveal which activities are considered important in
Estonian schools and where the schools consider they have been successful. In
addition, on the basis of these answers, it is possible to point out which activi-
ties need to be emphasised more. The answers from pedagogues to the open-
ended questions are presented in Table 32. The findings indicate that unfortu-
nately, at the present time, Estonian schools do not have a unified view about
school performance because the performance indicators mentioned by the re-
spondents vary considerably. For example, the most frequently mentioned indi-
cator — current academic performance in terms of learning results, current
grades or scores, and pupils managing at the current school level — was men-
tioned only 286 times. Therefore, although it is seen as the most important per-
formance indicator, it was still only mentioned by less than 10% of all respond-
ents.

Similarly, the results indicate that Estonian general educational schools ra-
ther concentrate on academic performance’, which may mean that teachers
focus on preparing pupils for national examinations and standardised tests and
not to participation in society. This worrying suggestion, which may drive
schools away from dealing with pupils with poorer performance via learning
support, away from dealing with pupil interests and away from considering the
school’s unique characteristics, has also been witnessed is studies abroad
(Mayston, 2003). The three most frequently mentioned performance indicators
were current academic performance, grades and results in the national examina-

2 External evaluation based on Estonian general educational schools is described in

subchapter 1.1.2.
7 Academic performance stands for measurable learning outcomes such as results in
national examinations, final examinations, grades or scores.
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tion. In addition, the percentage of pupils continuing studies at the next level of
education was also a frequently mentioned school performance indicator. How-
ever, this indicator is related to academic performance, as entrance to the next
level of education is primarily based on the results of national examinations or
on average grades.

Table 32. Ten most frequently mentioned school performance indicators in Estonian
general educational schools

Indicators of school performance No. of Whether this indicator is
mentions | defined as a key perfor-
mance indicator by the
government’

1. | Current academic performance — study | 286 Yes
results, current grades or scores,
pupils managing at the current school
level

2. | The percentage/number of pupils 257 Yes
continuing studies at the next level of
education

3. |The results of national examinations |246 Yes
Pupil, teacher and parent satisfaction |209 No (only at school level)
with the school

5. | Pupil satisfaction with subjects stud- | 191 No
ied, their interest and motivation to
learn, positive opinions towards the
school and learning processes, joy
from knowledge
Coping with life, life skills 185 No
Pupil results and achievements in 139 No
academic competitions and exhibi-
tions

8. | The presence of well-qualified 138 Yes/No (information about
teachers in schools the presence of teachers with

the required qualification is
available)

9. |The results and coping with learning | 134 Yes/No (the percentage of
at the next level of education (high pupils continuing studies at
school or university) the next school level is

available)

10 |Low drop-out rate 103 Yes

Note: Total number of answers: 3,450. Only the ten most frequently mentioned school
performance indicators are presented in this table.' The last column highlights whether this
performance indicator is also listed as a key performance indicator by the Ministry of Education
and Research and which is also evaluated during external school evaluations.

Source: author’s calculations
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Another implication can be made based on the last column in Table 32. This
shows that the three most important school performance indicators are those
that have been listed as key performance indicators by the Ministry of Educa-
tion and Research and which are part of external school evaluations. That is also
logical because as the performance of the school at the state level is appraised
by government and local authorities based on those indicators. However, as
mentioned in the theoretical section’, the problem with these criteria is that the
individual performance of each teacher is actually very difficult to ascertain and
academic performance is cumulative over time, and therefore, may reflect in-
formation about school performance that tends to be out of date (Hanushek,
1997; Lee and Barro, 2001).

However, it is worth mentioning that pedagogues also emphasised some
school performance indicators that are qualitative in nature. For example, pupil,
teacher and parent satisfaction with the school, pupil motivation and interest in
learning and coping with life are seen as important outcomes of school perfor-
mance. Unfortunately, all the key performance indicators evaluated at the state
level and gathered during external evaluations are quantitative. In the author’s
view, setting only quantitative key performance indicators represents a consid-
erable limitation, as activities that are qualitative in nature, and thus more diffi-
cult to measure, are not considered even though they may be very important in
the context of achieving school objectives (e.g. establishing an interest in
learning). Although quantitative key performance indicators are necessary in
order to make comparisons between schools, concentrating exclusively on nu-
merical values does not permit a more objective overview of the development of
schools in Estonia. Because qualitative indicators are not valued at the state
level, schools are more impelled to value the qualitative dimension of school
performance themselves.

In addition, evidence has been found in the analysis presented in the previ-
ous subchapter (see subchapter 2.2.1.) that qualitative performance appraisal
criteria contribute to the opinions pedagogues formulate towards the teacher
performance appraisal system implemented in their schools. Therefore, there is
a risk that, when school headmasters primarily concentrate on achieving key
performance indicators set by the government, they may establish teacher per-
formance appraisal that accords with achieving those rather narrow and general
targets. This, however, forms a solid basis for teacher dissatisfaction with their
appraisal system. In order to obtain an overview of the issues mentioned above,
the current use and reasonableness of teacher performance appraisal criteria are
identified and hereafter teachers’ preferences are compared to headmasters’
views in more detail.

A comparative overview of the teacher performance appraisal criteria used
in Estonian general educational schools and pedagogues’ opinions about how
reasonable these are showed that there are some differences in how the criteria

™ See a more detailed discussion of how school performance is evaluated in several

studies and the problems of academic performance indicators in subchapter 1.1.3.
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are used and which are reasonable to adopt (see Figure 19). Therefore, the
findings make it possible to conclude that pedagogues do not see some of the
criteria that are actively used for measuring the performance of teachers as very
reasonable. Some criteria on the other hand are undervalued.

| L L 62.1
Participation in school management 1 | ] 92

M ———

T ]

]
Pupils' results in olympiads, exibitions and | | | |70-2{
competitions ]

Co-operation with parents 9013

Teachers' work dicipline 89.0

89.2
|7L.2
] 87.6
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Giving feedback to pupils about their 1 7
running academic performance ] 86.8
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Communicationa and getting long with 175.3
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Pupils' further educational career 1 63.5
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Figure 19. Performance appraisal criteria used in Estonian general educational schools
and pedagogues’ opinions of how reasonable they are

Note: “Is being appraised” — % of answers “yes” to question whether teachers’ are appraised by
that criteria in Estonian general educational schools; “Is reasonable to appraise” — % of answers
rather and totally agree.

Source: authors’ calculations
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To get a clearer overview of the gap between how reasonable the performance
appraisal criteria are and their use in Estonian general educational schools, the
author subtracted the percentage points awarded for how reasonable these crite-
ria are from percentage points for the use of the performance appraisal criteria
(see Appendix 9). The results indicate that almost all the performance appraisal
criteria (except for two) are seen as less reasonable compared to their use in
Estonian general educational schools. Only two criteria were more highly
valued in terms of how reasonable they were compared to their use — instructing
junior teachers and the number of pupils with special educational needs. In-
structing junior teachers is important as it maintains the sustainability of the
school staff. Dealing with pupils with special educational needs stems from the
core objectives — producing citizens for society. However, as this needs more
effort compared to dealing with regular pupils, then higher opinions of it being
reasonable compared to its use is understandable. Therefore, as both of these
activities require extra effort from teachers, these criteria should be seen as
important performance appraisal criteria for measuring work effort among the
teachers.

The results show that the gap between use and reasonability is remarkable in
case of teacher participation in school management, pupil academic perfor-
mance and pupil further educational career, indicating that many pedagogues
see those criteria as being rather irrelevant. However, in order to understand
whether the gap that exists between the opinions of how reasonable perfor-
mance appraisal criteria are and the use of performance appraisal criteria was
caused by differences between teachers and headmasters, additional analysis
was conducted. The comparative view of teachers’ and headmasters’ prefer-
ences for the ten most reasonable teacher performance appraisal criteria are
presented in Table 33. The results show that most preferences among peda-
gogues are more about criteria to do with the learning process and less about
criteria to do with teachers creating a learning environment. However, the most
reasonable criteria for assessing the performance of teachers in the opinions of
both headmasters and teachers is related to the learning environment, in partic-
ular, establishing a motivating and creative learning environment. However, the
table also shows that the views of headmasters and teachers about reasonable
performance appraisal do differ. For example, during the learning process,
teachers have emphasised the importance of pupil results in olympiads, exhibi-
tions and competitions and instruction in extra-curricular activities that are not
among the ten most valued performance appraisal criteria for headmasters.
Headmasters, on the other hand, emphasise the performance of teachers in the
classroom, and this is not among the ten most valued performance appraisal
criteria for teachers. Although, both headmasters and teachers have school man-
agement related appraisal criteria in their preferences, school headmasters put
more emphasis on criteria that are related to school management. Another im-
portant finding is that school headmasters value teacher cooperation with par-
ents quite highly. However, this can be explained by the parents’ freedom to
choose a school for their children, and since the budget in Estonian general
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educational schools is largely dependent on the number of pupils”, then teach-
ers cooperating with parents may be seen as an important marketing tool for the
school. On the other hand, as pupil academic performance is seen to be
influenced by the family and peers (Rivkin et al., 2005), co-operation with par-
ents may provide important input for raising the quality of the learning process.

Table 33. Comparative view of the ten most reasonable teacher performance appraisal
criteria in the opinion of headmasters and teachers with respect to the category of the

appraisal criteria

Headmasters Teachers
Mean | Rank No. | Mean | Rank No.

Learning process related criteria
Teaching-methodological work 4.44 3. 4.03 2.
Teacher performance in the classroom 4.35 7. - -
Helping pupils with low academic 4.33 8. 3.98 4.
performance
Referring to practice and other subjects 4.31 9. 3.89 7.
Giving feedback to pupils 4.26 10. 3.88 8.
Pupil results in olympiads, exhibitions and - - 3.86 9.
competitions
Instruction in extra-curricular activities - - 3.85 10.
Learning environment related criteria
Creating motivating and creative LE 4.46 1. 4.04 1.
Communicating and getting along with 4.42 4. 3.39 3.
pupils
School management related criteria
Teacher work discipline 4.45 2. 3.97 5.
Cooperation with parents 4.39 5. - -
Cooperation with colleagues 4.37 6. 3.94 6.

Note: The rank number reflects the rank in pedagogues’ preferences; LE — learning environment;
! the categorisation of the criteria is based on the key characteristics of school performance,

Figure 6, p. 49
Source: author’s calculations
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The results of the case studies, however, showed the importance of criteria for
both the learning process and learning environment. For example, in all three
cases studied in Estonian general educational schools, the following criteria
were emphasised in appraising teachers’ work performance (see Appendix 8):
teachers’ weekly workload, number of pupils taught, teachers’ work with low-
performance pupils, work in instructing extra-curricular activities and other
work outside the classroom and teachers’ work with talented pupils and pupils
with special educational needs. In addition to the learning process criteria men-
tioned here, the case studies showed that current performance appraisal prac-
tices in the schools studied also included the following learning environment
criteria: the performance of teachers in the classroom (e.g. class observations in
School No.1), giving feedback, communicating and getting along with pupils.
In addition, all schools emphasised the current important role of pupil feedback
in appraising teacher performance, which also indicates the importance of crite-
ria related to the learning environment. However, appraisal criteria linked to
school management where not valued much. For example, despite the finding
that one school (School No. 2, see Appendix 8) evaluates teacher participation
in the development of the school during performance appraisal, teacher partici-
pation in school management is rarely appraised as part of the teachers’ work
performance in the other schools. One teacher from school No 3 even pointed
out that teacher participation in school management and developing public rela-
tionships should be valued more highly.

The comparative view of preferences held by teachers and headmasters
showed that both teacher participation in school management and pupil aca-
demic performance were not valued very highly. The results about participation
in school management may be due to teachers lacking an understanding of their
role in school management because according to the model of the educational
process, teachers are primarily responsible for developing both the learning
process and environment, and school management is solely the headmaster’s
responsibility. In turn this may result from the lack of teacher participation in
school management, as school headmasters are not so willing to involve teach-
ers in management decisions. That cannot be sustainable in terms of the
schools’ development.

Even more interesting are the results that indicate that pedagogues do not
see pupil academic performance as being a reasonable criterion in appraising
teachers” work performance, as this is not influenced by a single teacher but
other factors as well. However, it is problematic that although respondents feel
that pupil academic performance is not the best criteria, it is still one of the main
performance indicators in Estonian general educational schools. It is also worth
mentioning that the main school objective is seen as being much broader than
simply producing pupils with high academic performance. Their general skills
are more valuable for coping in society and in their lives. Therefore, the author
agrees with the theoreticians Hanushek (1997), Loeb and Page (2000) and
Leithwood and Jantzi (2000), who look at school outcomes more broadly than
simply in terms of pupil academic performance. Therefore, academic perfor-
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mance indicators are additional but not the main indicators of school perfor-
mance and should be combined with other performance appraisal criteria (e.g.
pupils’ further educational career, position in the labour market, coping in life).
Certainly, those appraisal criteria have their own shortcomings; for instance, the
work of one teacher to further a pupil’s educational career and the ultimate
outcome is difficult to trace and pupils’ further educational career also depends
largely on each pupil’s personal interest and values. However, combining
different performance appraisal criteria makes it possible to obtain a broader
picture.

While differentiating (see Appendix 10) performance appraisal criteria on
the basis of pedagogues, the results of the Mann-Whitney U-test indicate that
compared to school headmasters’ evaluations, teachers have statistically signifi-
cantly higher opinions of one performance appraisal criteria — the number of
pupils taught. Teachers also have higher opinions of the criterion “teachers’
actual weekly workload”, however, the difference is not statistically significant.
Both of these factors are related to additional work completed by teachers,
which may mean that teachers feel that their actual work performance is not
valued enough.

To conclude, the current picture concurs with the model of the educational
process, where a lot of emphasis is put on teachers. On the one hand, this is
expected and good because certainly, when assessing the work performance of
individual teachers, their effort in creating the learning process and environment
most directly reflects this. On the other hand, in terms of balanced school de-
velopment, teacher participation in school development and management should
also be taken into consideration. Although participation in school management
was not seen as relevant by many pedagogues, the previous analysis (see sub-
chapter 2.2.1.) also indicated that when teachers’ extra effort in participating in
school management and development is taken into consideration, pedagogues
would see the performance appraisal system as being more fair. Participation in
school management and development, on the one hand, is extra work for teach-
ers, but on the other hand, it is very important in the context of school perfor-
mance. Therefore, it needs extra attention as well.

2.3. Research results on remuneration in Estonian general
educational schools

2.3.1. Implementation of performance-related pay for teachers and
the relationships between pedagogues’ opinions in Estonian general
educational schools

The current subchapter concentrates on the results of research conducted in
Estonian general educational schools with respect to remuneration and more
specifically performance-related pay. Table 34 concludes the descriptive statis-
tics about pedagogues’ opinions of the remuneration implemented in their
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school. Thus, it is possible to conclude that, despite the fact that pedagogues
have very high opinions of performance-related pay both being motivating for
teachers and supporting the achievement of school goals, it is still a rather un-
common management tool in Estonian general educational schools. Based on
the results of this study, it is only being used in 25.1% of Estonian general edu-
cational schools. The results also indicate that instead of rewarding teachers for
performance, in more than half (51.3%) of the Estonian general educational
schools, teachers are paid according to their workload and occupational level. In
the author’s opinion this is hazardous because when salary is closely tied to
workload teachers are motivated to do overtime which may lead to stressed
teachers and a low quality of education. However, before explaining the re-
search results, it is important to note that because performance-related pay is
still quite uncommon in Estonian general educational schools, it is important to
use the study result with discretion. It is possible that the pedagogues in this
study who agreed that performance-related pay is reasonable have not actually
weighed all the pros and cons of performance-related pay because they do not
sufficiently understand this management tool.

Table 34. Opinions of the implementation of a reward system in Estonian general edu-
cational schools in total and by respondent type (headmasters vs. teachers)

Claims about Frequencies (%) Mean (SD), N
teachers’ salaries aM | T | Total M T Total
71: PRP motivat- |[Pos | 752|763 | 70.5 |4.17(0.89) | 4.21(1.02) | 4.2(1)
ing for teachers Neg | 33 | 64 5.6 285 2,072 2,357
72: PRP supports [Pos | 68.8 | 69.6 | 64.3 | 4.03(0.96) | 4.01 (1.05) | 4.01 (1.04)
goal achievement 283 2,028 2,311
Neg 5 8 7.1
73: Salary based |Pos 55 | 557 51.3 | 3.5(1.52) | 3.73(1.34) | 3.7 (1.36)
on workload and 284 1,914 2,198
occupational level |[Neg | 28.6 | 18.3 | 18.1
74: PRP is Pos |27.9|27.1| 25.1 | 1.66(0.47) | 1.66 (0.47) | 1.66 (0.48)
implemented Neg | 54.7]51.9] 483 246 1,710 1,956
75: Fairness of Pos | 76.7 | 61.5| 63.5 | 4.05(0.9) |3.64(1.17) | 3.7 (1.19)
PRP Neg | 29 | 142 | 12.7 103 662 765

Note: The number before the claim refers to its number in the questionnaire (see Appendix 3);
PRP — performance-related pay; HM — headmasters; T — teachers; “Pos” — answers rather or
totally agree; “Neg" — answers rather or totally not agree; The answers “hard to evaluate, do not
really know” are not presented in this table; statistics about the total are in boldface; A 5-point
scale has been used

Source: author’s calculations
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There is another aspect as well that may distort the research results. As identi-
fied in the discussion in the theoretical section’®, teachers in Estonia have ex-
tremely low salaries, and this raises their expectations of a salary increase.
However, combining the lack of knowledge about performance-related pay and
this high expectations of an increase in their salary, the opinions of perfor-
mance-related pay being motivating for teachers may be overestimated. How-
ever, as several authors have indicated (Burgess ef al., 2001; Armstrong, 2001;
Lazear, 2001, 2003; Chamberlin et al., 2004; Milanowski, 2007), performance-
related pay is implemented for two main reasons: 1) motivating teachers; 2)
increasing school performance. The results presented in Table 34 show that the
objective of implementing performance-related pay may be primarily related to
the idea that it motivates teachers. The results of the Wilcoxon Signed Rank
Sum test confirm that pedagogues’ opinions of performance-related pay being
motivating for teachers are statistically significantly higher compared to peda-
gogues’ opinions about performance-related pay supporting the achievement of
school objectives (Wilcoxon Signed Rank Sum test results: Z-test value -12.95,
p-value 0.00). However, both headmasters (Z-test value -2.86, p-value 0.00) and
teachers (Z-test value -12.72, p-value 0.00) see performance-related pay rather
as a tool for motivating teachers than achieving better school performance.
Certainly, this result may be explained by the demotivating low salary level in
Estonian general educational schools because a salary that is too low may ham-
per the satisfaction of lower needs which in the end may impede teacher self-
actualisation (Ramlall, 2004).

Performance-related pay is most frequently executed in the four larger cities
in Estonia — Narva, Parnu, Tartu and Tallinn (see Figure 20). In addition, based
on the Kruskal-Wallis test, it is possible to conclude that staff in Estonian gen-
eral educational schools that are located in the 4 largest Estonian cities — Tal-
linn, Tartu, Narva and Parnu — have more positive opinions towards perfor-
mance-related pay motivating teachers (mean 4.27, SD 0.98, Chi-Square 7.73,
p-value 0.02). This may be explained by the fact that schools already imple-
menting performance-related pay have more favourable opinions towards this as
a management tool.

" See a more detailed discussion about labour force and salary of teachers from sub-

chapter 1.2.3.
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Narva 25 286
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Figure 20. The implementation of performance-related pay in Estonian general educa-
tional schools based on the research in this dissertation with respect to counties (%)
Source: author’s calculations

In addition, the pedagogues were asked to specify why performance-related pay
had not been taken into use in their school. One of the most frequent answers to
this question based on the case studies is that school budgets are too restricted
and the financial resources required to reward teachers on the basis of their
performance (see Appendix 8) do not exist. Headmasters from all three case
study schools noted that restricted school budgets is the main reason why per-
formance-related pay is either implemented modestly or not implemented at all.
For example, the school headmaster from one school (school No. 1) stated that
although they try to reward teachers on the basis of performance, this activity is
not systematic because only 3% of the teachers’ salary fund can be used for
performance-related pay. The headmaster from the second school (school No. 2)
indicated that performance-related pay is implemented as much as the school
budget allows. Therefore, only one-off incentives are offered. The headmaster
from the third school (School No.3), however, admitted that because of the lack
of resources, teachers are hardly ever rewarded for performance. Some differ-
ences emerge when comparing teachers’ answers and headmasters’ answers.
While headmasters point out that the lack of monetary resources is an important
restriction in rewarding teachers on the basis of performance, teachers empha-
sise the difficulties in selecting performance-related pay criteria and evaluating
their performance. In addition, the issue that teachers might not be motivated by
monetary resources after all is pointed out as well. Therefore, teachers have
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broader fears about implementing performance-related pay compared to head-
masters.

The statistics in Table 34 (p. 147) show that despite the very high opinions
of performance-related pay, the fairness of its implementation in the schools
studied is valued slightly lower. Nevertheless, 61.5% of teachers think that
performance-related pay used to reward their performance is fair. Problems with
the fairness of the teacher performance appraisal system were witnessed in the
previous subchapter as well (see subchapter 2.2.1). In order to analyse whether
the negative opinions about performance-related pay may stem from dissatis-
faction with the teacher performance appraisal system implemented in Estonian
general educational schools, the claims that have resulted in more negative
opinions about both the performance appraisal and performance-related pay are
compared (see Table 35).

The author initially compared pedagogues’ opinions about whether teacher
performance appraisal has an influence on teaching performance with the claim
that performance-related pay supports the achievement of school objectives. This
was followed by comparing pedagogues’ opinion of the fairness of performance
appraisal and performance-related pay. The results show that pedagogues believe
less that performance appraisal has an influence on teachers work compared to
their opinions about performance-related pay supporting the achievement of
school objectives. This result is a little worrying because a reward system implies
the use of an evaluation system, which makes it possible to assess the
performance of these activities. When comparing the opinions of the fairness of
the performance appraisal and performance-related pay implemented in Estonian
general educational schools, the results indicate that the fairness of the teacher
performance appraisal system and performance-related pay is perceived equally.

Table 35. Comparative view of pedagogues’ opinions of teacher performance appraisal
and performance-related pay

Claim Statistics

a) |PA has an influence on teachers’ work Mean (SD) 3.53(1.03)

performance N 2,327

PRP supports the achievement of school goals | Mean (SD) 4.01 (1.04)

N 2,311

Wilcoxon signed rank sum test results Z-test value -16.82*

b) |PA system implemented in our school makes |Mean (SD) 3.61(0.97)

it possible to appraisal the performance of N 2,236
teachers fairly

PRP implemented in our school is fair Mean (SD) 3.7(1.14)

N 765

Wilcoxon signed rank sum test results Z-test valus -0.46

Note: * significant difference between groups at 0.05 level; 5-point scale; SD — standard devia-
tion; PA — performance appraisal; PRP — performance-related pay; N — sample size
Source: author’s calculations
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However, the analysis of the implementation of performance appraisal and per-
formance-related pay in Estonian general educational schools reflected that the
evaluations of performance-related pay are slightly higher than the evaluations
of performance appraisal. That may be due to negative opinions towards per-
formance appraisal, as people do not like to be controlled, or also due to bad
practices having been implemented in Estonian schools. However, as the design
of teacher performance appraisal is related to developing teacher remuneration
(see Figure 13, p. 82), then any dissatisfaction about the performance appraisal
system may create negative opinions towards performance-related pay as well.
The results (see Table 36) indicated that although there are statistically signifi-
cant relationships between performance appraisal and performance-related pay,
the results are rather weak or moderate, meaning that the pedagogues do not
emphasise the link between teacher performance appraisal and performance-
related pay. Therefore, the study provided only partial evidence about the suc-
cess of performance-related pay being dependent on the teacher performance
appraisal system, and opinions towards performance pay depending heavily on
the validity and reliability of the criteria used to assess performance (Chang and
Hahn, 2006; Ingvarson, 2007). The results indicate higher correlations only in
the case of school headmasters. Therefore, in the case of headmasters it is pos-
sible to conclude that they see an important link between assessing teachers’
performance and performance-related pay. For example, when performance
appraisal is arranged systematically and its principles are well understood, per-
formance-related pay is seen as being more motivating for teachers. The result
indicates that school headmasters acknowledge the importance of a fair and well
organised teacher performance appraisal system in order to develop fair and
accepted performance-related pay.

Table 36. Correlations between performance appraisal and performance-related pay
claims (with respect to headmasters and teachers)

PRP motivates PRP supports achieve-
ment of school goals
Performance appraisal p N p N
Teachers

42: Systematic 0.06** | 1,976 0.11** 1,939
43: PA principles are well 0.05* 1,987 0.1%** 1,949
understood
44: Teachers are involved 0.03 1,944 0.11%* 1,908
45: PA has an influence on teachers’ | 0.13** | 1,965 0.17** 1,923
work performance
46: Fairness of PA 0.07*%* | 1,887 0.12%* 1,855
48: Sufficient feedback 0.03 2,027 0.05%* 1,982
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PRP motivates PRP supports achieve-
ment of school goals
Performance appraisal p N p N
Headmasters

42: Systematic 0.26** 280 0.25** 277
43: PA principles are well 0.23** 278 0.17** 276
understood
44: Teachers are involved 0.22%* 277 0.17%%* 275
45: PA has an influence on teachers’ | 0.2%** 277 0.2%* 277
work performance
46: Fairness of PA 0.21%* 271 0.25%* 268
48: Sufficient feedback 0.19** 277 0.18** 277

Note: The number before the claim refers to its number in the questionnaire (see Appendix 3);
Spearman correlation; p — correlation coefficient; *correlation is significant at 0.05 level;
**correlation significant at 0.01 level; N — sample size; PRP — performance-related pay

Source: author’s calculations

The explanation of the low correlations concerning teachers, on the one hand,
may be that teachers are less aware of performance management as a manage-
ment tool, which explains how performance appraisal and performance-related
pay are related to each other. On the other hand, because of the low salary level,
teachers may have high expectations of performance-related pay, and therefore,
the problems of performance appraisal are not recognised in that light. How-
ever, this is a very hazardous situation because a good reward system implies
that the school has developed a fair and reliable system for assessing teachers’
work performance (Thorpe and Homan, 2000). However, as still some relation-
ships exist, the author emphasises that the problems concerning the appraisal
system in schools should be eliminated before implementing performance-re-
lated pay.

In addition to the influence of the teacher performance appraisal system, as
the development of performance-related pay is related to several characteristics
of school management (see also Figure 13, p. 82), the following discussion
concentrates on the relationships between characteristics of school management
(strategic management, resource management and organisational culture) and
pedagogues’ opinions of the performance-related pay implemented in their
school. As both the fairness and character of performance-related pay in sup-
porting the achievement of school objectives were viewed more critically on the
part of the pedagogues, then the following analysis concentrates on those two
factors.

The correlation analysis of the characteristics of strategic management and
the performance-related pay implemented in Estonian general educational
schools implies the importance of strategic management in developing
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performance-related pay (see Table 37). However, those characteristics
primarily influence pedagogues’ perceptions about the fairness of performance-
related pay because in these cases the correlations are rather strong (marked in
boldface).

Table 37. Correlations between the characteristics of strategic management of schools
and pedagogues’ opinions about the performance-related pay implemented in their
school

Strategic management PRP supports achiev- | PRP implemented
characteristics ing school objectives in school is fair
p N p N

1: Defined its vision and mission 0.09** 850 0.2°%** 281
2: School performance indicators are 0.05 279 0.14 102
defined in development plan

6: Teachers understand their role in 0.13** 2,274 0.22%* 752
school development plan

7: Development plan has been intro- 0.09** 2,252 0.21%* 751
duced to interest groups

8: Trends in society are considered 0.07** 2,276 0.26%* 753
when planning activities

9: Changes are based on the analysis 0.12%%* 2,264 0.32%%* 753
of previous activities

10: Pupil and parent feedback is 0.1%** 2,206 0.26%* 734
involved (satisfaction inquiries)

11:Teachers are involved in designing 0.09** 2,172 0.35%* 719
action plan

Note: The number before the claim refers to its number in the questionnaire (see Appendix 3);
Spearman correlation; p — correlation coefficient; **correlation significant at 0.01 level; Correla-
tion coefficients higher than 0.3 are in boldface’’; N — sample size; PRP — performance-related
pay appraisal

Source: author’s calculations

It seems to matter that schools are making changes based on the analysis of
previous activities and teachers are involved in the creation of action plans
whether performance-related pay is perceived as being fair or not (see Table 38).

77 In some social sciences situations (e.g. where the measures are based on 5-point

Likert scales), a correlation of 0.3 might be regarded as relatively strong and a corre-
lation of 0.5 as very strong (De Vaus, 2002).
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Table 38. Pedagogues’ opinions of the fairness of the performance-related pay imple-
mented in their school with respect to making school changes based on analysis and
involving teachers in designing action plans

Claim PRP implemented in | Mann-Whitney
school is fair U-test results
Mean (SD) N Z-test value
Changes are based on the analysis | Pos. 3.82(1.07) | 666 -5.43%
of previous activities Neg. 2.11(1.15) 19
Teachers are involved in designing | Pos. 3.91 (1.06) 557 -7.56*

action plans

Neg. | 234(1.13) | 41

Note: * significant difference between groups at 0.05 level; 5-point scale; SD- standard deviation;
N- sample size; PRP — performance-related pay; “Pos.” — answers rather or totally agree; “Neg.” —
answers rather or totally not agree; The answers “hard to evaluate, do not really know” are not
presented in this table

Source: compiled by the author

The additional statistical analysis indicates that in schools where plans are based
on the analysis of the past and where teachers participate in compiling action
plans, the opinions of the fairness of performance-related pay is statistically
significantly higher. Thus, the results indicate the importance of analysing the
internal context of the school. Certainly, analysing the previous activities of the
school and the influence of these activities on school performance is relevant in
designing performance-related pay, as it is necessary to analyse whether the
reward system implemented has induced greater effort from teachers or not.
Similarly, analysing previous activities is essential, as effort from teachers is
rewarded based on past performance (Hanley and Nguyen, 2005; Marsden and
Belfield, 2006; Neal, 2011). In addition, the results reflect the importance of
teacher involvement in strategic planning. As in the findings pointed out previ-
ously about the teacher performance appraisal system (see subchapter 2.2.1), the
results indicate teacher involvement in composing action plans helps them un-
derstand what activities teachers are expected to fulfil, and therefore, they are
more targeted towards achieving set objectives. Therefore, as action plans em-
phasise the key activities that are also taken as the basis for rewarding teachers
on the basis of performance, teachers also understand how salary is differenti-
ated. They have a clear overview of what constitutes school success as well as
their individual professional success. When teachers understand how their sal-
ary is formulated then the performance-related pay system is more likely to be
seen as fair.

The correlations between school resource management and performance-re-
lated pay reflect the importance of well organised resource management in re-
warding teachers on the basis of their performance (see Table 39).
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Table 39. Correlations between characteristics of school resource management and
pedagogues’ opinions about the performance-related pay implemented in their school

Resource management PRP supports achiev- | PRP implemented

characteristics ing school objectives in school is fair
p N p N

26: Resources are used according to 0.07%* 1,923 0.3%* 670

development plan and budget

27.3: Teachers are involved in school 0.04 2,298 0.25%* 761

budget design

28: Enough monetary resources to 0.05% 2,013 0.18%%* 679

execute development plan

32: School struggles to pay costs at 0.02 1,774 -0.12* 618

the end of the year

34: School monetary resources are 0.07** 1,964 0.39%* 674

used effectively

39: The need for human resources is 0.09%* 1,975 0.32%* 673

analysed regularly

Note: The number before the claim refers to its number in the questionnaire (see Appendix 3);
Spearman correlation; p — correlation coefficient; *correlation is significant at 0.05 level;
**correlation significant at 0.01 level; Correlation coefficients higher than 0.3 are in boldface;
N — sample size; PRP — performance-related pay

Source: author’s calculations

Although the correlations between resource management characteristics and
pedagogues’ opinions about performance-related pay supporting school objec-
tives are statistically significant, they are weak, meaning that pedagogues do not
emphasise the role of resource management in supporting school objectives as
much as they emphasise its role in creating fair performance-related pay. How-
ever, as emphasised in the theoretical section of this dissertation, resource allo-
cation plays an important role in performance-related pay because monetary
incentives should be offered in order to motivate teachers to achieve the key
activities that constitute success for the organisation, and performances that
exceed standards should be rewarded (Cutler and Waine, 1999; Wyman and
Allen, 2001; Performance-Pay for Teachers..., 2007; Tiirk, 2008). Therefore, the
finding that resource allocation does not seem to matter in achieving schools’
objectives is problematic. In the author’s opinion, concentrating on rewarding
the activities that matter in order to raise school performance should be more
emphasised than just rewarding teachers on the basis of what they see as being
fair. For example, when teachers put a lot of effort into raising pupil results in
national examinations, they expect to be rewarded for this effort as well. How-
ever, if raising pupil national examination results is not seen as a critical activity
in improving overall school performance, teachers should not be offered extra
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reward just because they expect it. On the contrary, rewarding only those
activities that matter most helps headmasters to turn the attention of the teachers
towards achieving the schools’ strategic objectives. The analysis of the peda-
gogues’ opinions of the fairness of performance-related pay and characteristics
of resource management are presented in Table 40.

Table 40. Pedagogues’ opinions of the fairness of the performance-related pay imple-
mented in their schools with respect to characteristics of resource management

Claim PRP implemented | Mann-Whitney
in school is fair U-test results
Mean (SD) N Z-test value
Resources are used according to Pos. 3.85(1.08) | 567 -3.29%

development plan and budget Neg. 288 (1.2) 16

School monetary resources are used | Pos. 3.94(1.04) | 518 -6.51*
effectively Neg. | 2.54(1.15) | 35
The need for human resources is Pos. 3.88 (1.08) | 525 -5.52%

analysed regularly

Neg. | 2.63(1.08) | 27

Note: * significant difference between groups at 0.05 level; 5-point scale; SD — standard devia-
tion; N — sample size; PRP — performance-related pay; “Pos.” — answers rather or totally agree;
“Neg.” — answers rather or totally not agree; the answers “hard to evaluate, do not really know”
are not presented in this table

Source: compiled by the author

In order to create a fair performance-related pay system, school resources are
expected to be used according to the development plan and budget, and simi-
larly, the higher the opinions of the effectiveness of the use of monetary re-
sources, the more positive the opinions of the performance-related pay imple-
mented in schools. In addition, when schools analyse their human resources
regularly, the performance-related pay implemented in schools is more likely to
be seen as fair. Although the previous findings showed that the characteristics
of resource management mattered more in encouraging positive opinions about
performance-related pay being fair, the more specific analysis (Mann-Whitney
U-test) about the characteristics that help formulate pedagogues’ opinions about
the fairness of performance-related pay indicates that whether the performance
appraisal system is in accord with school strategic plans is seen as an important
determinant of the fairness of performance-related pay. However, the additional
correlation analysis conducted on the basis of respondent groups showed (see
Table 41) an important correlation exists between the perceived fairness of
performance-related pay and whether the resources are allocated based on the
school development plan and budget, whether the need for human resources is
analysed regularly and whether monetary resources are allocated effectively for
both headmasters and teachers. Therefore, allocating resources according to the
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school objectives is an important aspect in creating fair and accepted perfor-
mance-related pay.

Table 41. Correlations between characteristics of resource management and the per-
ceived fairness of performance-related pay implemented in schools with respect to the
respondents (headmasters vs. teachers)

Resource management characteristics PRP implemented in school is
fair
Headmasters Teachers

p N p N
26: School resources are used according to the 0.25%* 103 | 0.31*%* | 567
development plan and budget
34: School monetary resources are used 0.32%* 100 | 0.39%* | 574
effectively
39: The need for human resources is analysed 0.34%* 100 | 0.31** | 573
regularly

Note: The number before the claim refers to its number in the questionnaire (see Appendix 3);
Spearman correlation; p — correlation coefficient; **correlation significant at 0.01 level; correla-
tion coefficients higher than 0.3 are in boldface; N — sample size; PRP — performance-related pay

Source: author’s calculations

In addition, when talking about the effective usage of monetary resources and
the influence this has on the fairness of performance-related pay, the theory
implies that differentiating teachers’ salaries (rewarding them by performance)
instead of raising their overall salary level is certainly more cost effective
(Chamberlin et al., 2004). Therefore, selecting the right reward system for the
school may influence pedagogues’ opinions about the effective allocation of
monetary resources.

Similarly, as with creating a fair teacher performance appraisal system,
teacher involvement in budget design and the school’s ability to pay its costs at
the end of the year did not affect the formulation of opinions of performance-
related pay. The analysis of the open-ended questions showed that the head-
masters’ power to manage resources varies enormously in the schools studied
because the local authorities often dictate school budgets, costs, teacher salaries
and workload. Both headmasters and teachers mentioned that school develop-
ment and the use of new management methods are restricted by the lack of
financial resources. This finding is in accord with the framework of the Esto-
nian education system, which can be characterised by local empowerment’. As
local empowerment refers to the transfer of responsibility to an intermediate
authority between central (or state) governments and schools, local authorities

" See a more detailed discussion about the changes taking place in the education sec-

tor that necessitate the implementation of new management tools in subchapter 1.2.1.
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are participating actively in the strategic management of schools. Therefore, it is
understandable that school budgets are rather seen as restrictions on school
performance. Although the answers to the open-ended questions and case stud-
ies referred to the lack of monetary resources being an important reason for not
rewarding teachers in the basis of performance, concern about whether schools
have enough monetary resources to execute their development plans had statis-
tically significant, albeit weak, relationships to pedagogues’ opinions about
performance-related pay. The implication of this finding may be that it is not the
lack of monetary resources that is important here, but the inability to manage
them according to the strategic aims of the schools.

Thirdly, correlations between the characteristics of organisational culture
and pedagogues’ opinions of the performance-related pay implemented in their
school shows statistically significant, albeit not very strong, relationships be-
tween organisational culture and pedagogues’ opinions about performance-
related pay supporting the achievement of school objectives (see Table 42).
However, there are several characteristics that have relatively strong relation-
ships to pedagogues’ opinions about the fairness of the performance-related pay
implemented in their school. The explanation of organisational culture posi-
tively influencing opinions towards performance-related pay is logical and
matches the results of several studies (Kelly et al., 2008; Hanley and Nguyen,
2005; Delaney and Huselid, 1996; Becker and Gerhart, 1996; Schneider, 2000;
Harris ef al., 2003) in light of the fact that good organisational culture and good
relationships with the headmaster leads to more committed and satisfied em-
ployees.

Table 42. Correlations between characteristics of the school’s organisational culture
and pedagogues’ opinions about the performance-related pay implemented in their
school

Organisational culture PRP supports achiev- | PRP implemented

characteristics ing school objectives in school is fair
p N p N

12.1: Headmaster involves teachers in 0.06** 2,274 0.39** 752

school development and management

14: Communicating with the 0.06** 2,295 0.37%* 758

headmaster is easy

15: Teachers follow ethical norms and | 0.06** 2,271 0.22%* 753

principles

16: Headmaster follows ethical norms 0.05%* 2,264 0.35%* 742

and principles

19: School keeps in touch with alumni |  0.09** 2,18 0.21** 737

20:Teachers are active in public life of |  0.07** 2,226 0.17** 740

the community
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Organisational culture PRP supports achiev- | PRP implemented

characteristics ing school objectives in school is fair
P N P N
21: School values international, 0.06** 2,265 0.38%* 755

national, regional and local achieve-
ments by teachers

Note: The number before the claim refers to its number in the questionnaire (see Appendix 3);
Spearman correlation; p — correlation coefficient; **correlation significant at 0.01 level; Correla-
tion coefficients higher than 0.3 are in boldface; N — sample size; PRP — performance-related pay
Source: author’s calculations

To be more specific (see Table 43), the study shows the importance of encour-
aging teachers — valuing their achievement and involving them in school man-
agement and development. This kind of behaviour generates a performance-
oriented atmosphere, which is necessary for implementing performance-related
pay in the first place (Lancer Julnes and Holzner, 2001). Involvement is crucial
because involving teachers increases employee commitment and satisfaction,
which reduces resistance to change. Solving does not mean dictating, but
learning together through discussion, negotiation and agreement (Mattila and
Aaltio, 2006). Similarly, as found for teacher performance appraisal, in order to
create fair performance-related pay, headmasters should turn a lot of attention to
their ethical behaviour and developing communication between teachers.

Table 43. Pedagogues’ opinions of the fairness of the performance-related pay imple-
mented in their schools with respect to characteristics of organisational culture

Claim PRP implemented | Mann-Whitney
in school is fair U-test results

Mean (SD) | N Z-test value

Headmaster involves teachers in Pos. 3.88 (1.06) | 603 -7.59%*
school development and management Neg. 2.31(1.06) | 39

Communicating with the headmaster is | Pos. 3.84 (1.06) | 649 -5.84*
casy Neg. 2.34(1.32) | 29

Headmaster follows ethical norms and | Pos. 3.8(1.08) | 672 -4.01*
principles Neg. | 2.47(1.25) | 15

School values international, national, |Pos. 3.86 (1.05) | 650 -6.21%*
regional and local achievements by

teachers Neg. | 2.17(1.13) | 24

Note: * significant difference between groups at 0.05 level; 5-point scale; SD — standard devia-
tion; N — sample size; PRP — performance-related pay; “Pos.” — answers rather or totally agree;
“Neg.” — answers rather or totally not agree; the answers “hard to evaluate, do not really know”
are not presented in this table

Source: compiled by the author
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Therefore, the Estonian study provided empirical evidence about the crucial role
of school management in performance-related pay design. Strategic manage-
ment is essential as it provides the necessary framework and information for
performance-related pay design and allows teachers to understand their role
within the organisation, and therefore, also directs them to work towards the
most important strategic aims of the school. Resource management matters as it
supports the achievement of school objectives in terms of allocating monetary
resources to the most important activities and rewards for good performance in
achieving the goals. Finally, organisational culture creates the necessary men-
tality for achieving important tasks and is a supportive tool in making the
change happen within schools.

However, the positive influence of those characteristics of school manage-
ment on pedagogues’ opinions about performance-related pay was also found
using other methods of statistical analysis”. The regression analysis, where
opinions about performance-related pay was used as a dependent variable and
factors of the characteristics of school management were independent varia-
bles®, indicated positive and statistically significant relationships between stra-
tegic management (B = -0.15""), organisational culture (B = -0.13) and peda-
gogues’ opinions about performance-related pay motivating teachers. Therefore,
the regression analysis provided additional evidence about the importance of
good communication, headmasters following ethical norms, involving teachers’
opinions and proposals in school development and management and valuing
teachers’ achievements as characteristics of organisational culture, and intro-
ducing the implementation of the school development plan to different interest
groups, making summaries of the implementation of the school development
plan, informing teachers of their role in implementing the school development
plan as characteristics of strategic management. However, those results need to
be treated with caution because the descriptive level of this model is relatively
low (Adjusted R Square 0.07).

In education, teachers are rewarded on the basis of performance in order to
enhance school performance and retain good teachers. In this study, perfor-
mance indicators related to pupil academic performance and a school’s ability
to attract teachers are compared between schools that reward teachers on the
basis of performance and schools that do not. As school objectives are often
measured using school performance indicators related to pupil academic

7 The other statistical methods for exploring the relationships between school manage-

ment and pedagogues’ opinions about the teachers’ performance-related pay imple-
mented in their school were performed during the project ,,Performance and analysis of
its influencing drivers in general educational schools”. The specific results of the factor
analysis and regression analysis are discussed in the project report on pages 182—184,
(Turk et al., 2011)

% See the description about this measurement tool in subchapter 2.1.2, p. 108—109.

' The dependent value is transformed using square root transformation. As the var-
iables are negatively skewed, a reflection is computed (the direction of all of the rela-
tionships are reverse).
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performance (Eberts et al., 2002; Griffith, 2004; Cavalluzzo, 2004; Rivkin et
al., 2005; Figlio and Kenny, 2007; Kingdon and Teal, 2007; Holmlund and
Sund, 2008; Atkinson et al., 2009), the author implements additional statistical
analysis (graphical analysis, Independent Samples t-test and correlation
analysis) to find empirical evidence of the relationships between the
implementation of performance-related pay and pupil academic performance.
The results of the Independent Samples T-test indicate (see Table 44) higher
results in performance indicators that evaluate pupil academic performance in
schools that reward teachers on the basis of performance. For example, primary
schools that implement performance-related pay have higher average final
examination results and a higher percentage of pupils continuing studies at the
next school level. Secondary schools also have higher average national
examination results and percentages of pupils continuing studies at university in
state-funded student places. Despite the results of the Independent Samples t-
test which show statistically significantly higher pupil academic performance in
schools that reward teachers on the basis of performance, the differences are not
remarkable.

Table 44. School performance indicators valuing pupil academic performance with
respect to Estonian general educational schools implementing performance-related pay

School performance | Statistics Implementation of PRP Independent
indicators' Samples T-test
Yes No t-test value
Primary schools
Average results in final | Mean (SD) 4.31(0.36) | 4.26(0.39) 2.2%
exams N 465 865
% of pupils continuing |Mean (SD) | 96.89 (4.34) | 95.63 (7.5) 4.56*
at the next school level |N 624 1203
Secondary schools
Average results in Mean (SD) | 63.11 (8.77) | 59.24 (6.75) 7.85%
national examinations |N 444 639
% of pupils continuing |Mean (SD) | 17.49(18.61) | 10.07 (9.82) 7.7%
at university in a state- |N 444 645
funded student place

Note: * significant difference between groups at 0.05 level; 5-point scale; SD — standard devia-
tion; N — sample size; 'The data about the school performance indicators studied during this dis-
sertation is gathered from the Estonian Information System on Education (EHIS — Eesti Hariduse
Infosiisteem, www.etis.ee)

Source: author’s calculations

The results of the correlation analysis (see Table 45) reflect statistically signifi-
cant relationships between the implementation of performance-related pay and
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pupil academic performance. However, it is worth mentioning that these rela-

tionships are not strong.

Table 45. Correlations between the implementation of performance-related pay and

pupil academic performance

Primary school

Implementation of PRP

p N
Average results in final exams 0.06* 1,330
% of pupils continuing studies at the next school level 0.09%** 1,827

Secondary school

Implementation of PRP

p N
Average results of national examinations 0.24** 1,083
% of pupils continuing studies at university in a state- 0.25%* 1,089

funded student place

Note: Spearman correlation; p- correlation coefficient; * correlation significant at 0.05 level;
**correlation significant at 0.01 level; N — sample size; PRP — performance-related pay
Source: author’s calculations

The strongest relationships may be found between the implementation of per-
formance-related pay and the average results in national examinations (p = 0.24)
and the percentage of pupils continuing studies at university in a state-funded
student place (p = 0.25) in secondary schools. Therefore, the author performed a
graphical analysis based on the data from secondary schools in Estonia for those
two performance indicators. The results are presented in Figure 21.

Based on these graphs, it is possible to conclude that some relationships
between the implementation of performance-related pay and average national
examination results and some relationships between the implementation of per-
formance-related pay and the percentage of pupils continuing studies at univer-
sity in a state-funded student place may be found based on secondary schools
located in the larger cities (Tallinn, Tartu, Pédrnu and Narva). In secondary
schools that are located in the larger cities, the schools that implement perfor-
mance-related pay experience higher average national examination results (over
70 points) and a higher percentage of pupils continuing studies at university in
state-funded student places (60—-70%).

162



Average results of national examinations

Percentage of pupils continuing studies in university

90,0

80,0

>

70,0

>

60,0—

>

50,0

>

40,0—

Implementation
of PRP
%48 QO yes
®no

30,0

[98) N [ D ~
(=) (=) (=] (=) [«
] | ] | |

)
S
|

on a state-funded student place

[
Bigger cities (Tallinn,
Tartu, Pdrnu, Narva)

Smaller cities

School’s location

Bigger cities (Tallinn,
Tartu, Parnu, Narva)

Smaller cities

School’s location

163

Municipalities

Implementation
of PRP

Q yes

%8 ®no

Municipalities

Figure 21. Graphical analysis about the relationships between the implementation of
performance-related pay and pupil academic performance (average national examina-
tion results and the percentage of pupils continuing studies at university in a state-
funded student place)

Source: author’s calculations

Secondly, when comparing schools that implement performance-related pay
with schools that do not, the results indicate (see Table 46) that in the case of
both primary and secondary schools, schools that implement performance-



related pay are better placed in terms of having teachers with the required
qualifications.

Table 46. The presence of teachers with the required qualifications with respect to
Estonian general educational schools that do and do not implement performance-related

pay

School performance Statistics Implementation of PRP Independent
indicators' Samples T-test
Yes No t-test value

Primary schools

Presence of teachers with | Mean (SD) | 89.72 (9.83) | 85.57 (14.7) 7.22%
required qualifications N 632 1221

Secondary schools
Presence of teachers with | Mean (SD) | 92.66 (7.78) | 90.85 (9.48) 3.46*
required qualifications N 444 644

Note: * significant difference between groups at 0.05 level; 5-point scale; SD — standard devia-
tion; N — sample size; 'The data about the school performance indicators studied during this dis-
sertation is gathered from the Estonian Information System on Education (EHIS — Eesti Hariduse
Infosiisteem, www.etis.ee)

Source: author’s calculations

Despite the results of the Independent Samples t-test, which shows statistically
significant differences, the result of the correlation analysis indicate significant,
albeit weak, relationships between implementing performance-related pay and
the presence of teachers with the required qualifications (see Table 47).

Table 47. Correlations between the implementation of performance-related pay
and the presence of teachers with the required qualifications based on Estonian
general educational schools

Implementation of PRP
p N
Presence of teachers with required qualifications in PS 0.15%* 1,853
Presence of teachers with required qualifications in SS 0.1%* 1,088

Note: Spearman correlation; p- correlation coefficient; **correlation significant at 0.01 level; N —
sample size; PRP — performance-related pay; PS — primary schools; SS — secondary schools
Source: author’s calculations

It is worth mentioning that although the previous analysis made it possible to

compare school performance indicators that have different rewarding strategies,
the results do not make it possible to conclude whether performance-related pay
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would also lead to higher school performance and attract more teachers. The
relationships between teacher incentives and pupil performance could also be
due to better schools adopting teacher incentives or teacher incentives eliciting
more effort from teachers. Similarly, one cannot be sure whether the positive
relationship between teacher individual pay and pupil performance is due to the
incentives themselves or to unobserved school quality (Figlio and Kenny,
2007).

Based on the findings of this subchapter, it is possible to conclude that de-
spite the empirical evidence that Estonian schools have positive opinions to-
wards paying teachers based on their performance, this result may only be due
to teachers being rewarded rather moderately in Estonia. The relationships be-
tween the implementation of performance-related pay and school performance
indicators was only more powerful in the case of schools located in larger cities.
Therefore, this may not be due to the suitability of performance-related pay in
rewarding teachers, but the existence of demotivatingly low salaries. Similarly,
it is worth mentioning that although there are primarily positive views about
performance-related pay, there are still many respondents who do not believe
that implementing performance-related pay in their school would result in
something good. For example, some respondents in this study pointed out that
performance-related pay would result in increased competition between teach-
ers, which would have a negative influence on the school’s micro-climate.

2.3.2. The current use of and pedagogues’ preferences in
selecting performance-related pay criteria

During the design and implementation of performance-related pay, the charac-
teristics of teachers’ activities become particularly relevant because they are
most directly linked to creating teachers’ individual pay, and therefore, the cri-
teria for a teacher performance-related pay scheme should most likely be se-
lected from among those activities. Therefore, further analysis concentrates on
finding the relationships between the learning process, environment and peda-
gogues’ opinions about the performance-related pay implemented in their
school. The results presented in Table 48 reflect statistically significant, albeit
weak or moderate, relationships between characteristics of the learning process
and pedagogues’ opinions about performance-related pay implemented in
schools.

Table 48. Correlations between the characteristics of the learning process and peda-
gogues’ opinions about the performance-related

Learning process characteristics PRP supports achiev- | PRP implemented
ing school objectives in school is fair
P N P N
87: In our school pupils learn things 0.13%* 2,285 0.26** 756
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Learning process characteristics PRP supports achiev- | PRP implemented

ing school objectives in school is fair
p N p N

necessary for life

89: Pupils are being taught based on 0.11%* 2,283 0.27%* 752

their individual abilities

90: The support systems are devel- 0.09** 2,259 0.26** 745

oped based on the pupils’ needs

91: School deals with developing 0.14%* 2,27 0.25%%* 749

pupil interests and talents

93: Pupils’ academic performance is 0.15%%* 2,233 0.29%%* 740

analysed systematically

94: Pupils’ development in general 0.11%* 2,182 0.25%* 732

skills is analysed systematically

98: School supports pupil participa- 0.14** 2,268 0.28%%* 753

tion in olympiads, competitions etc.

99: Teachers use modern teaching 0.12%%* 2,247 0.24%* 745

methods (incl. IT)

Note: The number before the claim refers to its number in the questionnaire (see Appendix 3);
Spearman correlation; p — correlation coefficient; **correlation significant at 0.01 level;
N — sample size; PRP — performance-related pay

Source: author’s calculations

That is somewhat surprising as the performance-related pay criteria are primar-
ily linked to teachers’ activities in the learning process. However, for the same
reason, according to expectations the correlations between pedagogues’ opinion
about the fairness of performance-related pay and learning process characteris-
tics are stronger. The study showed that in schools where pupil academic per-
formance is analysed systematically, and where pupil participation in olympiads
is valued, performance-related pay is seen as fairer. In those cases the values of
the correlation coefficients are near to 0.3, which is counted as relatively strong.
On the one hand, this result may reflect that teachers are rewarded based on
pupil academic performance and pupil performance in olympiads and competi-
tions in Estonian general educational schools (see Table 49). On the other hand,
this may reflect that those criteria should be emphasised while rewarding teach-
ers’ performance.
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Table 49. Pedagogues’ opinions about the fairness of the teacher performance-related
pay implemented in their school with respect to learning process

Claim PRP implemented in | Mann-Whitney
school is fair U-test results

Mean (SD) N Z-test value

Pupil academic performance is Pos. 3.84 (1.1) 601 -3.54*

analysed systematically Neg. 3.11(1.27) 37

School supports’ pupil participa- | Pos. 3.75(1.11) 723 -3.76*

tion in olympiads and competi- Neg. 1.86(0.9) 7

tions

Note: * significant difference between groups at 0.05 level; 5-point scale; SD — standard devia-
tion; N — sample size; PRP — performance-related pay; “Pos.” — answers rather or totally agree;
“Neg.” — answers rather or totally not agree; The answers “hard to evaluate, do not really know”
are not presented in this table. Source: compiled by the author

Although teachers are primarily rewarded on the basis of learning outcome
indicators because they are more measurable compared to learning process
indicators, the correlation analysis indicated that despite all the assumptions, the
characteristics of the learning process matter in creating opinions about perfor-
mance-related pay in schools (see Table 50).

Table 50. Correlations between characteristics of the learning environment and peda-
gogues’ opinions about the performance-related pay implemented in their school

Learning environment PRP supports achiev- | PRP implemented

characteristics ing schools’ objectives | in school is fair
P N P N

81: Pupils understand what teachers 0.12%%* 2,276 0.24%* 753

expect of them

82: Pupils are encouraged to give their 0.14** 2,295 0.31%* 758

best

83: Pupils follow the rules and 0.1%** 2,294 0.28%%* 758

discipline

84: Teachers care for pupils 0.09%* 2,298 0.26%* 761

85: Teachers treat pupils fairly 0.08%* 2,279 0.24** 755

86: Pupils can always turn to the 0.1** 2,286 0.26%* 754

teacher with their problems

97: Pupils are involved in organising 0.14** 2,212 0.25%** 743

school life

Note: The number before the claim refers to its number in the questionnaire (see Appendix 3);
Spearman correlation; p — correlation coefficient; **correlation significant at 0.01 level; Correla-
tion coefficients higher than 0.3 are in boldface; N — sample size; PRP — performance-related pay
Source: author’s calculations
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For example, the additional analysis using the Mann-Whitney U-test reflects
that in schools where pupils are encouraged to give their best (mean 3.77, SD
1.1), the opinions of the fairness of performance-related pay are statistically
significantly higher (Z-test value -3.91, Asymp. Sig 0.00*) compared to schools
where pupils are not encouraged (mean 2, SD 1.25). However, this finding may
also imply the importance of creating a performance-oriented culture among
pupils. Although evaluating the achievement of teachers in establishing the
learning process is subjective and difficult, it is still an important factor in cre-
ating a supportive atmosphere for the learning process. Therefore, teachers can
be rewarded for creating a learning environment, however, this should be done
as a one-off incentive not as regular pay.

To conclude, the Estonian study also indicated the importance of teachers’
activities; however, the relationships were not as strong as they were in the case
of the characteristics of school management. Despite this, in addition to several
learning process activities that should be taken into consideration when re-
warding teachers on the basis of performance, teachers’ efforts in creating a
motivating learning environment should also be emphasised.

Additional evidence about the positive influence of the learning process on
pedagogues’ opinions about performance-related pay was found by also con-
ducting other methods of statistical analysis®>. The regression analysis, where
opinions about performance-related pay was the dependent variable and factors
about characteristics of teachers’ activities were independent variables® indi-
cated positive and statistically significant relationships between the learning
process (B = -0.23%) and pedagogues’ opinions about performance-related pay
being motivating for teachers. In addition, the regression analysis between the
factors of teachers’ activities and pedagogues’ opinions of performance-related
pay supporting the achievement of school objectives provided evidence that
higher levels of the learning process (f = -0.25) create more favourable feelings
about performance-related pay supporting schools achieving their goals. How-
ever, those results need to be treated with caution because the descriptive level
of this model was relatively low (Adjusted R Square 0.07 and 0.06).

One of the aims of this dissertation was to ascertain teacher and headmaster
preferences in selecting the criteria for rewarding teachers on the basis of per-
formance. Therefore, the author compared headmasters’ and teachers’ opinions
of the rationality of the performance-related pay criteria implemented in Esto-

%2 The other statistical methods for exploring the relationships between teachers’

activity characteristics and pedagogues’ opinions about the teachers’ performance-re-
lated pay implemented in their school were performed during the project ,,Performance
and analysis of its influencing drivers in general educational schools”. The specific
results of the factor analysis and regression analysis are discussed in the project report
on pages 182—-184, (Tirk ef al., 2011)

¥ See the description about this measurement tool from subchapter 2.1.2, p. 108—109.
% Dependent value is transformed using square root transformation. As the variables
are negatively skewed, a reflection is computed (the direction of all of the relationships
are reverse).
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nian general educational schools (see Figure 22). It is possible to conclude from
these results that both headmasters’ and teachers’ preferences in the two most
rational performance-related pay criteria match. Both of them think that
teachers’ participation in school development and teaching-methodological
work should be rewarded. When ranking the preferences, interesting results
appear about academic performance. Both teachers and headmasters do not see
pupil academic performance as being a reasonable criterion for rewarding
teachers on the basis of performance. This result concurs with the theory, which
underlines (Meyer, 1997; Mancebon and Bandres, 1999) that the indicators
commonly used to assess school performance — average and median test scores —
are highly flawed because they tend to be affected by pupil mobility and by
non-school factors from outside the formal education context that contribute to
pupil achievement (e.g. peers and family, pupil personality, innate abilities etc.).
In addition, academic performance is not only influenced by single teachers but
other factors as well. Likewise, the author emphasises that measuring school
performance on the basis of academic performance is hazardous, as it is cumu-
lative over time, and therefore, academic performance indicators reflect infor-
mation about school performance that tends to be out of date.

1 74.5

Participation in school development ] 885
Teaching-methodical work |‘78|'785 9
Instructing junior teachers |7i~|1 83.6

. . . I ’

Helping students with low academic ] 73.3
performance ] ! ] 80.9

Instruction of extracurricular ]171.8
activities ‘ ‘ ] 79.2

Pupils' results in olympiads, ]168.3
exibitions and competitions : ]|78.2
L. ]159.4

Participation in school management 1 705

I \ -

Pupils' academic performance | 60'|27 5

‘ .
Number of pupils with special ]73.3
educational need ‘ J ] 691
Teachers' actual weekly work load 777 1704
: 55.4
Avergae size of the class 330
0 20 40 60 80 100

OTeachers' preferences ~ OSchool headmasters' preferences
Figure 22. School headmasters’ and teachers’ preferences according to the rationality of
the performance-related pay criteria for rewarding teachers’ performance

Note: The % of answers totally agree and tend to agree are presented in the current figure; Sam-
ple size 2,357.
Source: author’s calculations
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However, it is problematic that although pedagogues feel that pupil academic
performance is not the best criteria, the analysis of the open-ended questions
indicated that rewarding teachers based on pupil academic performance is very
common in the Estonian general educational schools studied (see Table 51).

Table 51. Ten most frequently used performance-related pay criteria in Estonian gen-
eral educational schools with respect to category of performance-related pay criteria

Category of | Performance-related pay criteria used in No. of
PRP Estonian schools mentions
criteria’
l. LP Pupil participation, instruction and results in 395
olympiads, exhibitions and competitions
2. SM Participation in school development 160
3. LP Instruction in extra-curricular activities 158
4. LP Pupil academic performance, teachers’ work in pre- 120

paring pupils for national examinations

5. LP Current pupil academic performance (positive cur- 59
rent grades, annual grades, progress in class and in
school)
6. SM Participation in school management 49
7. LP The work of a homeroom teacher 40
8. SM Teachers’ additional work, special tasks (keeping the 40

school’s chronicle, administering the school’s web
page, editing and publishing the school’s newspaper,
compiling and implementing matriculation tests,
revising them etc.)

9. LP Teaching-methodological work 36

10 SM Teachers” work discipline 27

Note: Sample size 1,388; See the total list of performance-related pay implemented in Estonian
general educational schools from Appendix 11; LP — learning process; SM — school management;
PRP — performance-related pay; ' The categorisation of the criteria is done based on the key
characteristics of school performance, Figure 6, p. 49

Source: compiled by the author based on the pedagogues’ answers to open-ended questions

However, teachers are most frequently rewarded for pupil participation, in-
struction and results in olympiads, exhibitions and competitions. The 1,388
answers to the open-ended questions pointed out 52 different performance-re-
lated criteria (see Appendix 11) and pupil participation in olympiads, exhibi-
tions and competitions were mentioned 395 times. Because it is the most com-
mon performance-related pay criteria then it is understandable why the relation-
ship between the perceived fairness of performance-related pay implemented in

170



schools and pupil results in olympiads was statistically significant (see the cor-
relations in Table 48, p. 165, and more detailed statistics in Table 49, p. 167).
The focus on pupil academic performance may be caused by schools trying to
achieve high scores in key performance indicators set at the government level®.
In addition, the pedagogues’ answers showed that the ten most common
performance-related pay criteria are linked to learning process or school man-
agement. This is understandable, as the learning process and school manage-
ment are both easier to assess compared to the learning environment. However,
it is worth mentioning that the objective of school is seen as being much
broader than just producing pupils with high academic performance (Pdhikooli-
ja glimnaasiumiseadus, 2010). Their general skills are more valuable for coping
in society and life. Similarly, the learning environment plays an important role
in creating a favourable atmosphere for gaining knowledge and skills (Depart-
ment of Education, 2000).

Therefore, the author agrees that academic performance can be used as one
of the indicators of school performance, but not as the main indicator. If possi-
ble, then criteria related to creating the learning environment should be consid-
ered as well. The results of the open-ended questions provided some empirical
evidence that in some Estonian general educational schools (5 mentions, see
Appendix 11), teachers’ efforts in creating the learning environment are re-
warded. For example, teacher communication and getting along with pupils,
discipline in the classroom, creating a motivating and creative learning envi-
ronment, the performance of teachers in the classroom and supporting and in-
volving pupils are evaluated based on satisfaction questionnaires conducted
among pupils. Certainly, learning environment indicators are subjective by
nature, but they provide valuable additional information about creating the nec-
essary environment for learning on the one hand, and developing general skills
(communication skills, ability to analyse, and think etc.) on the other.

While creating a fair and accepted performance-related pay scheme for
teachers, teachers should accept those criteria that form the basis for assessing
their performance. As Vroom et al. indicated (2005), the assumption for imple-
menting performance-related pay is that the financial incentive should be cor-
related to the performance outcome, and teachers should have the power to
influence school performance. Otherwise the reward system may cause dissatis-
faction and resistance, and the performance-related pay system might be per-
ceived as unfair. Based on the theory of performance-related pay*® on the other
hand, headmasters should develop performance-related pay schemes and criteria
for directing the performance of teachers towards achieving overall school per-
formance (Dransfield, 2000; Hanley and Nguyen, 2005), because the basic con-
cepts underlying performance-related pay is that employees perform better

% See a more detailed description of key performance indicators defined at the govern-

ment level in subchapter 1.1.2.
% See the discussion about the definition and essence of performance-related pay in
subchapter 1.1.2.
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when their compensation is more closely linked to their effort or outputs, and
organisational performance will improve with employee incentives more closely
aligned with organisational goals (Heinrich and Marschke, 2009). Similarly, as
mentioned in the theoretical section, headmasters are accountable to the gov-
ernment, and the performance of teachers is primarily evaluated by headmas-
ters. The aforementioned discussion may result in differences in headmasters’
and teachers’ preferences in selecting performance-related pay criteria. How-
ever, in order to achieve balanced school performance, it is recommended to
foster synergy. The results suggest similar indications (see Table 52), but there
is not very strong evidence about the aforementioned theoretical assumptions
about headmasters’ and teachers’ preferences.

Table 52. A comparative view of what pedagogues view as the most reasonable teacher
performance-related pay criteria on the basis of the category of each criteria

Headmasters Teachers

Mean | Rank No. | Mean | Rank No.
Learning process related criteria
Teaching-methodological work 4.44 2. 4.16 l.
Pupil results in olympiads, exhibitions and 43 3. 4.02 4.
competitions
Helping pupils with low academic 4.28 5. 4.02 3.
performance
Instruction in extra-curricular activities 4.17 6. 3.96 7.
Pupil academic performance 3.95 8. 3.69 9.
Number of pupils with special 3.88 9. 4.01 5.
educational needs
Teachers’ actual weekly workload 3.35 10. 3.94 8.
Average size of the class 3.21 11. 3.53 11.
School management related criteria
Participation in school development 4.51 L. 4.03 2.
Instructing junior teachers 4.28 4. 3.97 6.
Participation in school management 4.12 7. 3.62 10.

Note: The rank number reflects the rank in pedagogues’ preferences; Criteria that teachers prefer
more compared to headmasters are marked in boldface; ' The categorisation of the criteria is
conducted based on the key characteristics of school performance, Figure 6, p. 49

Source: author’s calculations

Although the results indicate that teachers prefer criteria related to their effort in
creating the learning process, the result that headmasters are keen on criteria that
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evaluate teacher participation in school management was not so clear. However, to
ascertain the most remarkable gaps between headmasters’ and teachers’
preferences, the author made additional calculations based on both headmasters’
and teachers’ opinions of performance-related pay highlighted in the questionnaire.
Despite the fact that the gap between headmasters’ and teachers’ preferences are
most remarkable in the case of participation in school development and
management (see Appendix 12), the ranking of the preferences does not show very
large differences in headmasters’ and teachers’ opinions about performance-related
pay criteria. Although the gap between headmasters’ and teachers’ opinions about
teacher participation being reasonable is considerable in percentage points, teachers
put participation in school development in second place in performance-related pay
criteria preferences. A similar finding can be seen, with a slightly greater difference,
for the criteria “teacher participation in school management”, where headmasters
put this in seventh place and teachers in tenth position.

So, basically, the preferences of headmasters and teachers are quite similar.
The finding about teacher participation in school management is similar to re-
sults from previous analyses (see Table 15, p. 119), which reflect that head-
masters do not sufficiently involve teachers in management decisions, such as
creating the performance appraisal system. The results also indicate that alt-
hough both teachers and headmasters did not value academic performance
highly as a performance-related pay criterion, headmasters have higher opinions
of rewarding teachers on the basis of pupil academic performance compared to
teachers. However, that may result from the fact that national examination re-
sults are published annually in Estonian daily newspapers in order to provide
parents with information, since in Estonian general educational schools they
have the freedom to choose a school for their children (Table 7, p. 78). Thus,
parents often evaluate schools on the basis of these charts. However, the budg-
ets in Estonian schools are directly dependent on the number of pupils, and as
parents in Estonia have the freedom to choose the best school for their children,
headmasters are motivated to achieve higher results in the national examination
rankings and are willing to motivate teachers to achieve this. Teachers, how-
ever, do not have complete power to influence pupil academic performance
because it is affected by other factors as well, which is why they are not so keen
on being rewarded on the basis of pupil academic performance.

When analysing performance-related pay criteria in terms of how reasonable
each criterion is, both headmasters and teachers rank “instructing junior teach-
ers” highly. Therefore, instructing young teachers is seen as an important per-
formance appraisal criterion for rewarding teachers. However, based on the
medians (see more specific descriptive statistics in Appendix 13), it is possible
to conclude that headmasters’ preferences in performance-related pay criteria
vary more than teachers’ preferences. The medians have a maximum value in
the case of four performance-related pay criteria: participation in school devel-
opment, teaching-methodological work, pupil results in olympiads, exhibitions
and competitions and teachers’ activities in helping pupils with low academic
performance to gain knowledge in the subjects taught and pass them.
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The medians do not reflect significant differences between teachers’ prefer-
ences in selecting performance-related pay criteria for rewarding them. How-
ever, some differences emerge when differentiating performance-related pay
criteria between pedagogues (teachers vs. headmasters). The results of the
Mann-Whitney U-test indicate that there are statistically significant differences
between headmasters’ and teachers’ opinions in all performance-related pay
criteria (see Appendix 13). However, the results provide evidence that teachers
value the performance-related pay criteria “actual weekly workload”, “average
size of the class” and “number of pupils with special educational needs” statisti-
cally significantly higher than headmasters. Interesting findings can be found
from the case studies about the opinions of those criteria. First of all, it is im-
portant to note that teachers are rewarded on the basis of those criteria in two
schools (school No. 1 and school No. 3, see Appendix 8). However, teachers
have ambivalent opinions about those criteria in the studied schools. For exam-
ple, 4 teachers out of 6 believe that those criteria matter, as they determine how
much effort teachers have to exert when preparing lessons and teaching pupils
based on their individuality. However, those teachers are not sure whether those
criteria are actually suitable as performance-related pay criteria because they do
not reflect actual performance. Teachers argue that despite the size of the class,
all teachers have to make an effort in order to achieve high pupil performance.

Therefore, the results actually indicate that teacher preferences are more re-
lated to their individual performance in the classroom. Certainly, the number of
pupils with special educational needs is important in achieving school objec-
tives, as schools have to produce citizens who can cope in society. Therefore, in
order to achieve this, extra effort should be exerted when dealing with pupils
who are more likely to face difficulties in adult life if they do not receive special
attention during their school years. In the author’s opinion, paying teachers on
the basis of actual weekly load is necessary in the sense that teachers’ overtime
work should be rewarded. Nevertheless, tying teachers’ salaries to workload
may result in teachers concentrating on working long hours, which may lead to
exhaustion. Therefore, overtime should not be rewarded on a regular basis.

In addition to the criteria pointed out in the questionnaire, the pedagogues
participating in this research had an opportunity to mention additional perfor-
mance-related pay criteria not listed in the questionnaire, but that they see as
important activities to be rewarded for. The respondents most frequently men-
tioned that not only should work with low-performance pupils be rewarded, but
their work with talented and smart pupils should also be valued. Teaching based
on pupil capability, interests and talent is essential as it makes it possible to
concentrate on pupil development and also raise their motivation to learn, which
also may result in raising their academic performance. In addition, rewarding
teacher self-development was also seen as a great tool to enhance teaching
qualifications and knowledge.

The case studies implemented in three Estonian general educational schools
provided additional information about the performance-related pay systems in
their schools. For example, in the first school (School No. 1, see Appendix 8),
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where performance-related pay is not implemented systematically (is not im-
plemented regularly, but is dependent on the availability of school resources),
teachers are rewarded whenever there are unused resources in the salary fund.
When that occurs, teachers are rewarded if their pupils have gained good results
in olympiads or competitions or if teachers have contributed to projects.

In the second school (school No. 2), where performance-related pay is im-
plemented systematically, performance-related pay is believed to both motivate
teachers and support the achievement of the school’s objectives. However, the
teachers emphasised the motivational influence of performance-related pay
more compared to the headmasters. The performance-related pay in this school
is primarily based on academic performance, in particular on rewarding teachers
on the basis of high results in the national examinations. Similarly, those teach-
ers are rewarded who prepare pupils for olympiads. However, it is important to
note that the peculiarities of the class are taken into consideration. For example,
it is possible that less high results in national examinations are rewarded as
well, if the general ability of the class is also low and the teacher has managed
to induce some increase in their results. Similarly, when teachers at a higher and
lower occupational level both perform equally in instructing pupils for olympi-
ads, the teacher at the lower occupational level will get a higher bonus com-
pared to the teacher at the higher occupational level. In addition, teachers are
rewarded on the basis of organising entrance exams and participating in school
management and development. This approach is motivating for all teachers and
also takes into consideration the current developmental situation. The context
for potential increases in performance varies and is also dependent on other
factors, which makes the performance-related pay system motivating for teach-
ers and also sustainable. However, it is mentioned that in the context of re-
stricted budgets, additional work will be rewarded before exceptional perfor-
mance. The weakness of the performance-related pay system in the second
school is said to be the lack of written principles and the lack of rewards for
teachers that teach subjects where no national examinations, olympiads or com-
petitions are held. In the teachers’ opinions, their work in preparing innovative
study materials should also be rewarded.

The third school rarely implements performance-related pay, and when they do,
teachers are paid according to pupil results in national examinations, pupil results in
olympiads and instructing extra-curricular activities. Similarly, additional work in
instructing extra-curricular activities and participation in school development
(participation in projects) are also rewarded. However, one teacher in the school
believes that teachers should not be paid according to their performance in
instructing extra-curricular activities as this is not related to the everyday learning
process. Similarly, a salary system based on occupational level is seen as unfair
when the weekly workload is modest. However, one teacher that participated in the
case study noted that pupil results in olympiads is not the result of teacher
performance, but is directly the pupils’ own effort, and therefore, teachers should
not get paid for something that they do not do. In her opinion, teachers should be
rewarded for participating in school management and development, for instructing
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young teachers, compiling new study materials, working with low performing
pupils and other additional work. In addition, group-based performance-related pay
should be emphasised in the case of national examination results, and organising
several events in cooperation is also an important part of teaching.

Therefore, the case studies showed that despite the lack of monetary resources,
schools have found ways to provide one-off incentives to motivate their teachers.
This shows that schools are active in finding solutions to problems concerning the
demotivating fact of low salaries. Similarly, the case studies indicated the
increasing interest in the principles of performance-related pay among teachers.
They have opinions about what performance-related pay should be like in school,
and what activities should be emphasised in order to raise school performance.

2.4. Synthesis and discussion of the research results about
the relationships between school management, teachers’
activities and implementation of performance
management

2.4.1. Teacher performance appraisal and performance-related pay
as a tool for managing school performance

The current research provides empirical evidence of the importance of school
management in designing a teacher performance appraisal system and perfor-
mance-related pay (see Table 53). While developing teachers’ appraisal and
remuneration, not only should the core process in educational production®” — the
learning process and the learning environment that supports the process — be
considered, but school management as an important tool in managing the
learning process and the environment towards achieving greater school perfor-
mance/outcomes. Therefore, the current study indicated significant relationships
between characteristics of school management and pedagogues’ opinions about
both teacher performance appraisal and performance-related pay implemented
in schools.

¥ See a more detailed discussion of the educational process in subchapter 1.1.3.
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Table 53. Validity of propositions 1a and 3b and a summary of the main findings™

Results of testing the propositions

Proposition 1a: Strategic management, resource management and Validity:
organisational culture are positively related to pedagogues’ opinions Supported
about the PA implemented in their schools.

o Correlation analysis indicated statistically significant relationships between
characteris-tics of school management and pedagogues’ opinions of the PA im-
plemented in their school: 1) Strategic management — medium to relatively strong
relationships® (correlation coefficients 0.17-0.45); 2) Resource management —
medium to relatively strong relationships (correlation coefficients 0.2-0.44); 3)
Organisational culture — weak to relatively strong relationships (correlation coef-
ficients 0.16-0.46)

e C(ase studies: additional evidence about the importance of school management
characteristics in PA design and implementation.

*Regression analysis indicated strategic management (f=0.3, t-test value= 5.21, p-

value=0.00), orga-nisational culture (f=0.11, t-test value= 1.89, p-value=0.06) and

resource management (=0.1, t-test value= 1.83, p-value=0.07) are positively related
to pedagogues opinions of PA having an influence on work performance.

Proposition 3b: Strategic management, resource management and Validity:
organisational culture are positively related to pedagogues’ opinions Supported
about the PRP implemented in their schools.

o Correlation analysis indicated statistically significant relationships between
characteristics of school management and pedagogues’ opinions of the PRP im-
plemented in schools: 1) Strategic management — weak to relatively strong rela-
tionships (correlation coefficient varied from 0.07-0.35); 2) Resource management
—weak to relatively strong relationships (correlation coefficients 0.05-0.39); 3)
Organisational culture — weak to relatively strong relationships (correlation coef-
ficients varied 0.05-0.39).

e Case studies: reflected the importance of organisational culture on resource
management.

*Regression analysis indicated strategic management (f=-0.15, t-test value=-2.33, p-

value=0.02) and organisational culture (f=-0.13, t-test value= -1.95, p-value=0.05) are

positively related to pedagogues’ opinions of PRP being motivating for teachers’.

Note: PA — performance appraisal; PRP — performance-related pay; * additional factor and re-
gression analysis was run during the project “Performance and the analysis of influencing drivers
in public schools” (Tiirk et al., 2011)

Source: author’s calculations

% See the measuring tool for testing propositions 1a and 3b from Table 12, p. 107 and

Table 13, p. 113.

¥ In some social sciences situations a correlation of 0.3 might be regarded as relatively
strong and a correlation of 0.5 might be regarded as very strong (De Vaus, 2002).

% As the variables are negatively skewed, a reflection is computed (the direction of all
of the relationships are reverse).
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Therefore, well-organised school management would benefit from developing
an accepted performance management in Estonian general educational schools.
The important characteristics of school management that formulate pedagogues’
opinions about performance appraisal and performance-related pay are pre-
sented more specifically in Figure 23. Therefore, the influence of strategic man-
agement is most significant during the creation of performance appraisal rather
that developing a performance-related pay system. In the case of teacher per-
formance appraisal, the level of strategic management formulates pedagogues’
opinions about the influence of performance appraisal on teachers’ work per-
formance and its perceived fairness. In the case of performance-related pay,
strategic management has an important influence only on the perceived fairness.
However, it is important that strategic management was statistically significant
in formulating pedagogues’ opinions of performance-related pay, although the
relationship was rather weak. The results are in accord with the theory, as stra-
tegic management provides a solid basis for setting the aims of the teacher per-
formance appraisal system and its design.”’ As teacher performance appraisal
should evaluate teacher performance in activities that constitute success for the
school, unsuccessful strategic management may lead to an appraisal system that
concentrates on irrelevant aspects.

' see the recommended stages in developing a performance appraisal system in Figure

8, p. 67.
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Similarly, as the development of teacher performance appraisal influences the
design of the teachers’ reward system, drawbacks in strategic management in-
fluence teacher performance appraisal first.

However, the results indicate the importance of good planning and involve-
ment during strategic management in order to obtain valuable information from
strategic management necessary for developing a fair and accepted teacher
performance appraisal system and performance-related pay system and to create
favourable opinions about those management tools. The result emphasises both
the importance of analysing the external environment (trends in society and
pupil and parent feedback) combined with knowledge from within the school
(internal environment). In particular, school behaviour in terms of analysing
previous activities and making changes based on the results of this analysis is
emphasised. However, the analysis of previous activities influences peda-
gogues’ opinions about both performance appraisal and performance-related
pay. This is logical because both of these aspects of performance management
concentrate on providing estimations of teachers’ past behaviour. Certainly, it is
important to emphasise that the past is being evaluated based on the school’s
view of the future. Therefore, good planning in strategic management provides
the necessary knowledge for both designing and implementing performance
management.

Teacher involvement in strategic management is essential as it makes teach-
ers aware of the behaviours expected of them, and therefore, helps teachers to
understand the role they have to play in achieving the school’s general objec-
tives. Involvement in formulating action plans is crucial for affecting opinions
about both performance appraisal and performance-related pay, indicating that
when teachers have an opportunity to share their view about the behaviour nec-
essary to raise school performance, they also understand what aspects of their
behaviour are being evaluated and rewarded, which also provides them with
clearer objectives and enables them to concentrate on what is most relevant.

Resource management issues, more specifically whether the allocation of
school resources is in accord with the school development plan and budget,
whether the school’s resources are used effectively and whether the need for
human resources is analysed regularly have an influence on pedagogues’ opin-
ions about performance appraisal and the fairness of performance-related pay.
This finding implies that whenever school resources (both intangible and tangi-
ble resources) do not support the aims and tasks set during strategic manage-
ment, then opinions of performance appraisal and the related remuneration may
fall. This must be expected and accords with the theory, as the idea behind per-
formance appraisal and performance-related pay is that they should create a link
between the behaviour of individual teachers and the general objectives of their
school. Therefore, the influence of teacher performance appraisal is initially
seen as being low, when the decisions about the need for human resources are
not based on a teacher performance appraisal that makes systematic overviews
of the current state of school personnel possible. Similarly, when monetary
resources are not distributed to areas that are seen as important in terms of
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school development, although teacher performance in those areas are being
evaluated, then teachers may experience a role conflict and not understand what
is expected of them. Therefore, conflict between the strategic plans and actual
behaviour may harm opinions of performance appraisal.

Secondly, when the performance-related pay system does not support the
strategic aims set in the development plans, and teachers’ remuneration is allo-
cated according to other factors (e.g. workload, rank order in the bonus list —
teachers who did not get bonuses recently will get them next), a conflict may
also occur between the strategic aims and actual behaviour, as teachers are more
likely to concentrate on those aspects that are the basis of the performance-re-
lated pay. As pointed out in the theory that performance-related pay is a tool for
attracting teachers to schools, this result might also imply that when schools do
not regularly analyse their need for human resources and do not design perfor-
mance-related pay to encourage teachers to increase their professional
knowledge and skills and to attract better teachers, then performance-related
pay can be seen as rather unfair.

Finally, characteristics of organisational culture were important in both per-
formance appraisal and performance-related pay. The results indicated the im-
portance of creating a performance-oriented and cooperative atmosphere (in-
volving teachers and valuing their achievement) in order to develop teacher
performance appraisal and performance-related pay that is accepted in the
school. Organisational culture is also essential because it forms a framework for
behaviour and communication within the organisation, which is important in
fashioning pedagogues’ opinions of performance appraisal and performance-
related pay. When school managers follow ethical norms in their behaviour and
put a lot of effort into developing communication between teachers, perfor-
mance management appraisal and remuneration are more likely to succeed. The
finding from the study about the importance of organisational culture empha-
sises the importance of good cooperation between headmasters and teachers
while implementing new management tools. It is important to note that favour-
able relationships between headmasters and teachers make it possible to manage
change smoothly. For example, the study by Mattila and Aaltio (2006) empha-
sised the importance of taking the staff into consideration when strategic deci-
sions are made. Commitment is possible only through the participation of the
personnel. Therefore, when developing performance appraisal and performance-
related pay in Estonian general educational schools, these aspects need to be
taken into consideration.

During this study, statistically significantly lower opinions of teacher per-
formance appraisal and performance-related pay were expressed by teachers
(see Table 54) that headmasters may have only modestly involved in the devel-
opment of performance appraisal. The Mann-Whitney U-test indicated that
teachers’ opinions of their involvement were statistically significantly lower
than headmasters’ opinions. This is an important shortcoming in the implemen-
tation of performance management, as the study provided empirical proof that
teacher involvement is statistically significantly and positively related to teachers’
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opinions of the implemented teacher performance appraisal in their school.
Similarly, sample comparison methods and case studies conducted in Estonian
general educational schools showed that those teachers who had been asked to
participate in the process of creating the performance appraisal system, had
statistically significantly higher opinions of the performance management sys-
tems executed. Therefore, the more teachers are involved in the creation process
the more positive they feel about the performance appraisal implemented in
their schools. When teachers are involved, they understand what is expected of
them and they perceive that they are being valued within the organisation.

Table 54. Validity of propositions 1b and summary of the main findings®

Results of testing the proposition

Proposition 1b: Teacher involvement in the process of creating the PA | Validity:
is positively related to teacher opinions about the PA system Supported
implemented in their school.

o The results of the Mann-Whitney U-test indicate that teachers have statistically
significantly lower opinions of the systematic arrangement of PA, the clarity of its
principles and to the fairness of PA.

o The results of the Mann-Whitney U-test reflect that teachers have statistically
significantly lower opinions (3.61, SD 1.05) of the involvement process compared
to school headmasters (mean 3.97, SD 0.78) (Z-test value -5.31, Asymp. sig=0.00)

o Correlation analysis showed that teacher involvement in the process of creating
PA is related to teachers’ opinions concerning the PA implemented in their schools
(correlation coefficients with respect to different claims vary from 0.47 to 0.70).

o  Mann-Whitney U-test results show that teachers who had been involved in the crea-
tion of PA, have statistically significantly higher opinions of the systems executed
in their schools.

o Case studies: teachers have more negative views about PA in schools that have
forced performance appraisal without teacher involvement.

Note: PA — performance appraisal; SD — standard deviation
Source: author’s calculations

The main problems in implementing performance management in Estonian
general educational schools revolve over performance appraisal issues. For
example, less than half of the pedagogues in Estonian general educational
schools see the influence of performance appraisal on teachers’ work perfor-
mance (see Table 15, p. 119). Similarly, one of the most frequently cited rea-
sons for teachers’ opposition to performance-related pay is that it is difficult to
evaluate teacher performance accurately (Milanowski, 2007). The question
about the relationships between teacher performance appraisal and perfor-
mance-related pay arise from the stages of teacher remuneration design (Figure
13, p. 82), as performance appraisal design usually occurs before developing the

2 See the measurement tool for testing proposition 1b in Table 12, p. 107.
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remuneration scheme. However, the results of the Estonian study provided par-
tial evidence that the implementation of performance-related pay may fail if the
performance appraisal system is perceived as being unfair (see Table 55).

Table 55. Validity of proposition 3a and a summary of the main findings”

Results of testing the proposition

Proposition 3a: Teachers’ opinions about the PA system are posi- | Validity: Partly
tively related to their opinions about PRP supported

o Wilcoxon signed rank sum test indicated that respondents have less belief that PA
has an influence on teachers’ work performance. PRP on the other hand is seen as
an important tool in achieving school objectives (Z-test value 16.82, p=0.00).

o Statistically significant positive, albeit weak correlations were found between
opinions of PA and PRP (correlation coefficients vary from 0.05 to 0.13 in the
case of teachers and 0.17 to 0.26 in the case of headmasters).

e (ase studies: one of the reasons for not implementing PRP in the teachers’ opinion
is the difficulties in evaluating the activities that should be rewarded.

Note: PA — performance appraisal; PRP — performance-related pay; SD — standard deviation
Source: author’s calculations

For instance, the study indicated that positive opinions of performance appraisal
have a positive influence on opinions of performance-related pay. Therefore,
performance-related pay cannot be implemented well if problems with perfor-
mance appraisal are left unresolved in the organisation. In addition, when
schools are already implementing performance-related pay, then it is recom-
mended to review the appraisal system and remove all the shortcomings that
cause teacher dissatisfaction. Although there are statistically significant rela-
tionships between performance appraisal and performance-related pay in Esto-
nian general education schools in the case of both teachers and school head-
masters, the results are rather weak or moderate. To go even further, it is possi-
ble to say that teachers do not realise the link between performance appraisal
and performance-related pay in the way that headmasters do.

The explanation in this case is that teachers have very high expectations of
performance-related pay so that the problems with performance appraisal are
not recognised. Similarly, the lack of knowledge about the relationships be-
tween performance appraisal and performance-related pay may also cause this
result. However, this is a hazardous situation because a good reward system
should be based on fair and reliable evaluation and creating a teacher perfor-
mance appraisal system is certainly an essential part. Evidence of the teachers’
knowledge of the importance of proper evaluation can be found from the case
studies where teachers highlighted this as one of the reasons why performance-
related pay is implemented modestly.

? See the measuring tool for testing proposition 3a in Table 13, p. 113.
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When synthesising the findings of the aforementioned propositions (see Ta-
ble 54 and 55) about teacher involvement and the influence of performance
appraisal on teacher remuneration and the results of propositions 1a and 3b (see
Table 53, p. 177), an important pattern for management theory can be
highlighted (see Figure 24).
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Figure 24. Empirical evidence about the relationships between teacher involvement and
pedagogues’ opinions about performance appraisal and performance-related pay

Note: PM — performance management; PA — performance appraisal; PRP — performance-related pay
Source: compiled by the author based on the results of testing propositions 1a, 1b, 3a, 3b

The following pattern emphasises the joint opinions of headmasters and teach-
ers in the process of achieving school objectives. Therefore, when setting the
framework for school performance management, which it is assumed will en-
hance school performance, the participation of both teachers and headmasters in
the planning and creation process is essential. If the performance appraisal sys-
tem is developed as a joint effort, then the principles of performance appraisal
are well understood, and the performance appraisal system will be perceived as
being fair and systematically organised. Opinions of performance appraisal, on
the other hand, relate to opinions of performance-related pay, which means that
positive opinions of performance appraisal help produce positive opinions of
performance-related pay. Therefore, performance-related pay is perceived as
being fair when employees have had an opportunity to develop it according to
their own needs and expectations. However, a lack of involvement or headmas-
ter-centred management creates negative opinions among teachers and too
much concentration on school management. That is hardly ever a favourable
situation for school development. The author recommends creating a synergy
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between school management and the learning process in order to guarantee the
balanced development of the school. This can be achieved through emphasising
both school management and characteristics of teachers’ activities in teacher
performance appraisal and performance-related pay.

A crucial stage in the development of both performance appraisal and per-
formance-related pay is the selection of criteria based on how teachers’ work
performance is being evaluated and rewarded. The validity of the propositions
defined to determine the relationship between the characteristics of teachers’
activities and pedagogues’ opinions of performance appraisal and performance-
related pay are presented in Table 56, and make it possible to conclude which
criteria pedagogues see as important.

Table 56. Validity of propositions 2a and 5a and a summary of the main findings™*

Results of testing the propositions

Proposition 2a: The learning process and learning environment are Validity:
positively related to pedagogues’ opinions about the teacher PA imple- | Supported
mented in their schools.

Correlation analysis indicated statistically significant relationships between charac-
teristics of teachers’ activities and pedagogues’ opinions of the PA implemented in
their school: 1) Learning process - medium to relatively strong relationships (correla-
tion coefficient varied from 0.22 to 0.38); 2) Learning environment - medium to rela-
tively strong relationships (correlation coefficients 0.22 to 0.34).

*Regression analysis indicated learning process (=0.39, t-test value= 6.88,
p-value=0.00) is positively related to pedagogues’ opinions about PA having an influ-
ence on work performance.

Proposition 5a: The learning process and learning environment are Validity:
positively related to pedagogues’ opinions about the PRP implemented in | Supported
their schools.

Correlation analysis indicated statistically significant relationships between charac-
teristics of teachers’ activities and pedagogues’ opinions of the PRP implemented in
their school: 1) Learning process - weak to medium relationships (correlation coeffi-
cient varied from 0.09 to 0.29); 2) Learning environment - weak to relatively strong
relationships (correlation coefficients 0.08 to 0.31).

* Regression analysis indicated learning process (=-0.25, t-test value= -3.62,
p-value=0.00) is positively related to pedagogues’ opinions of the PRP being
motivating for teachers''.

Note: PA — performance appraisal; PRP — performance-related pay; SD — standard deviation;
*additional factor and regression analysis was run during the project “Performance and analysis
of influencing drivers in public schools” (Tiirk et al., 2011) Source: author’s calculations

™ See the measuring tool for testing propositions 2a and 5a in Table 12, p. 107 and

Table 13, p. 113.
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Therefore, both the learning process and learning environment were related to
pedagogues’ opinions of performance appraisal and performance-related pay.
However, the relationships were not as strong as in the case of school manage-
ment characteristics. Nevertheless, the current analysis makes it possible to
define what needs to be taken into consideration in the design of both of these
management tools, and provides additional information about the selection of
both performance appraisal and performance-related pay criteria.

The important characteristics of teachers’ activities that help form peda-
gogues’ opinions about performance appraisal and performance-related pay are
presented more specifically in Figure 25. The results indicate that the charac-
teristics of the learning process and learning environment are more related to
pedagogues’ opinions of performance appraisal than performance-related pay.
Similarly, the characteristics of the learning process are more related to peda-
gogues’ opinions compared to the learning environment. This result may be
explained by the fact that the characteristics of the learning process are more
directly linked to the teachers’ work in the classroom and because it is also
much easier to measure. Therefore, characteristics of the learning process are
primarily used in appraising and rewarding teachers. The learning environ-
ment’s modest influence on pedagogues’ opinions of performance appraisal and
performance-related pay, on the other hand, may result from its subjective na-
ture. However, while appraising the performance of teachers based on aspects
of the learning environment is quite common, rewarding teachers based on
aspects of the learning environment is not common and is hazardous as well
because precise numerical estimations of individual efforts to create a good
learning environment are difficult to ascertain. Because of the subjectivity the
theory also states that teachers prefer not to be judged on the basis of their per-
formance in the classroom. For example, the teachers’ work in creating the
learning environment is often appraised via a single classroom observation.
Such an approach is also common in England (DfEE, 2000). This appraisal is
quite random, and is not sufficient or reliable. Appraisal results can become
distorted due to the appraisers’ preferences in terms of teaching technique and
bias and value judgements. Furthermore, teachers do not like their faults being
pointed out by outsiders whose only role is to do a sample inspection and whose
estimation is inaccurate and tendentious because they only do sample inspec-
tions. Therefore, it is understandable that a more significant link exists between
the learning process and opinions rather than the learning environment and
opinions.

However, as the learning environment is still an important factor that con-
tributes to the success of the learning process (Department of Education, 2000),
the performance of teachers in this field should be emphasised systematically in
the case of teacher performance appraisal. The study showed that the character-
istics of the learning environment such as encouraging pupils, disciplining pu-
pils, the fair treatment of pupils, involving pupils in organising school life, set-
ting clear expectations for pupils and creating good relationships between pupils
should be appraised during teacher performance appraisal.
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If this is done, the opinions of the teacher performance appraisal system imple-
mented in schools are much more positive. Secondly, the teacher performance
appraisal system should capture activities that are very much related to creating
learning interest. For example, in the pedagogues’ opinions from Estonian gen-
eral educational schools, analysing pupil development in general skills, teach-
ers’ performance in teaching pupils things necessary in life, teaching based on
needs, capabilities, talent and interests are all seen as important in addition to
appraising pupil development in academic performance. While designing per-
formance-related pay for teachers, two characteristics of the learning process
and one characteristic of the learning environment matter relatively highly.
Therefore, while rewarding teachers, the Estonian study indicated the im-
portance of pupil academic performance and pupil participation in olympiads
and competitions. The reason behind this may be the current practice in Esto-
nian general educational schools where teachers are primarily rewarded ac-
cording to pupil participation and results in olympiads and pupil academic per-
formance (results in national examinations, positive current grades, annual
grades, pupil progress in class and in school) (see Appendix 11).

The previous analysis provided some additional hints about selecting per-
formance appraisal and performance-related pay criteria. However, the results
of testing the validity of the propositions aimed at determining pedagogues’
opinions about the use and preferences of performance appraisal and perfor-
mance-related pay criteria are presented in Table 57.

The central idea in implementing performance management is to raise school
performance (Mwita, 2000; Armstrong, 2000; Hartog et al., 2004; Kettl and
Kelman, 2008; Krishnapillai, 2009; Walker et al., 2010)95. However, there are
various ways to define school performance, and because school performance is
easier to measure on the basis of pupil grades and examination results, many
schools measure their performance on the basis of pupil academic performance.
Academic performance may be emphasised because it is set as a key perfor-
mance indicator by the Estonian Ministry of Education and Research, who
compare school achievement using those key performance indicators. There-
fore, school headmasters are motivated to perform well in pupil academic per-
formance. The Estonian study indicated that Estonian schools do not have a
unified view of school performance because the performance indicators men-
tioned by the respondents vary considerably. However, the results also showed
that school performance is most frequently defined through pupil academic
performance. Therefore, the problem is that, at least based on the Estonian
study, the performance indicators tend to be too narrow, which may mean that
teachers focus on preparing pupils for national examinations and not to partici-
pate in society.

% See the definition of performance management from Appendix 1.
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Table 57. Validity of propositions 2b, 2¢, 5b and summary of the main findings”

Results of testing the propositions

Proposition 2b: The achievement of school objectives is primarily Validity:
evaluated according to pupil academic performance. Supported

o Estonian schools do not have a unified view of school performance — the perfor-
mance indicators mentioned by the respondents vary considerably.

o Open-ended questions: The school performance indicators in Estonian general
educa-tional schools are academic performance centred. The 3 most frequently men-
tioned school performance indicators: 1) current academic performance, grades (286
mentions); 2) the percentage of pupils continuing studies at the next level of education
(257); 3) national examination results (246). Those 3 most important school perfor-
mance indicators are those that have been listed as key performance indicators by the
Ministry of Education and Research (also evaluated during external school evalua-
tions).

Proposition 2c: Teachers’ preferences in selecting teacher perfor- Validity:
mance appraisal criteria are different from headmasters’ preferences. Supported

e Descriptive statistics: During the learning process, teachers emphasised the im-
portance of pupil results in olympiads, exhibitions and competitions and instruction in
extra-curricular activities. Headmasters put more emphasis on criteria that are more
related to school management (e.g. teacher cooperation, instructing junior teachers).

o Mann-Whitney U-test results: teachers have statistically significantly higher opin-
ions (mean 3.18, SD 1.56) compared to headmasters (mean 2.92, SD 1.43) about one
perfor-mance appraisal criterion — number of pupils taught (Z-test value -1.99,
Asymp.sig =0.05), and higher opinions of the criterion “teachers’ actual weekly
workload”.

e Case study results: most valued criteria in PA are teachers’ weekly workload, num-
ber of pupils taught, the performance of teachers in the classroom, giving feedback,
communicating with pupils, teachers’ work with low performing pupils, work in in-
structing extra-curricular activities and pupil academic performance. Participation in
school management is not valued so highly.

% See the measuring tool for testing propositions 2b, 2¢, 5b in Table 12, p. 107 and

Table 13, p. 113.
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Results of testing the propositions

Proposition Sb: Teachers’ preferences in selecting criteria for reward- | Validity:
ing their work are more directly linked to their work in the classroom. | Supported

o Descriptive statistics: teachers prefer criteria that are related to their individual
effort in creating the learning process. Headmasters’ and teachers’ preferences for PRP
criteria vary, but not to a large extent. Headmasters and teachers value teacher partici-
pation in school development and teaching-methodological work.

o The Mann-Whitney U-test result: teachers have higher preferences only in three
criteria — teachers’ actual workload (z-test value -7.85, p=0.00), average size of the
class (z-test value -4.68, p=0.00), and number of pupils with special educational needs
(z-test value -1.93, p=0.05).

e (Case studies: evidence about concentrating on teachers’ individual work in the
class-room. Teachers should not be rewarded based on pupil results in olympiads or
competitions, teachers’ additional work in instructing extra-curricular activities, aca-
demic performance and work in homeroom teaching.

Note: PA — performance appraisal; PRP — performance-related pay
Source: author’s calculation

The three most frequently mentioned performance indicators were current aca-
demic performance, grades, the percentage of pupils continuing studies at the
next level of education and the results of the national examination. Certainly, it
is much easier to define school objectives exclusively in terms of academic
performance, but the question is whether good results in national examinations
guarantee that schools achieve their main objectives at the government level —
produce young people who are creative, multifaceted, socially mature, reliable,
conscious of their objectives and achievement-oriented in different fields of life
(PShikooli- ja giimnaasiumiseadus, 2010). Similarly, concentrating exclusively
on key performance indicators valued at the governmental level may result in
the special characteristics of individual schools being overlooked. However,
while identifying the implications of these results, since respondents were only
asked to mention the three most important criteria, these results do not make it
possible to conclude that Estonian schools concentrate exclusively on those
criteria. However, these results make it possible to form a general map of the
emphasis of Estonian general educational schools.

As the previous discussion indicated it is important to create a performance
management system in cooperation with both teachers and headmasters, it is
also important that both teachers’ and headmasters’ preferences for performance
appraisal and performance-related pay criteria are taken into consideration. This
helps achieve synergy between school management and teachers’ activities. The
Estonian study indicates that although there are concurrencies in teachers’ and
headmasters’ preferences in selecting performance appraisal criteria (e.g. creat-
ing a motivating and creative learning environment, teaching-methodological
work), headmasters’ and teachers’ views of reasonable performance appraisal
differ. Differences may be found when analysing the pedagogues’ top ten
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preferences. Therefore, developing a unified and shared performance appraisal
system may become more difficult as teachers and headmasters opinions do not
always match.

In conclusion, teachers emphasise performance appraisal criteria that are
more directly linked to their performance in creating the learning process. For
example, compared to headmasters’ opinions, teachers have statistically signifi-
cantly higher opinions of the criterion “number of pupils taught” and higher
opinions of “teachers’ actual weekly workload”. In addition, they emphasise the
importance of pupil results in olympiads, exhibitions and competitions, helping
pupils with low academic performance to gain knowledge in the subjects taught
and help them pass and instruction in extra-curricular activities, while these are
not among the headmasters’ ten most valued performance appraisal criteria. As
expected, school headmasters have higher opinions of performance appraisal
criteria related to teachers’ participation in school management and develop-
ment. School headmasters emphasise teachers’ cooperation with parents and the
performance of teachers in the classroom, while teachers do not think that these
criteria should be among the ten most essential performance appraisal criteria.
The criteria that are most directly linked to the learning process and learning
environment can be seen in the results of the case studies implemented in three
Estonian general educational schools. Therefore, criteria related to both the
learning process and the learning environment should be considered in the
teacher performance appraisal system. In contrast to the quantitative study (the
questionnaire), participation in school management is not valued so highly in
the case studies of Estonian general educational schools.

The current study reflected that a shared view of performance-related pay
may not be as difficult as one may assume because although headmasters’ and
teachers’ preferences for performance-related pay criteria varied, the concur-
rence of these preferences was more significant. This is positive because it is
definitely a good sign that headmasters’ and teachers’ are of the same opinion
about the main purpose of school. However, teachers see that their salary should
be more dependent on the teachers’ actual workload, average size of the class
and number of pupils with special educational needs. Therefore, it is possible to
conclude that teachers’ preferences are more related to their individual perfor-
mance in the classroom. This finding was confirmed by the results of the case
studies as well. For example, teachers who participated in the case study indi-
cated that all those activities that are not directly linked to work in the class-
room should not be rewarded. Instructing extra-curricular activities, results in
olympiads and occupational level were mentioned as examples. The importance
of performance-related pay criteria that were linked to individual work effort in
the classroom can be found from the results of the correlation analysis between
the learning process and pedagogues’ opinions of both performance appraisal
and performance-related pay (see also Figure 25, p. 187). However, while con-
sidering the educational process (see subchapter 1.1.3.) and singularities that
emanate from the education sector; for instance, the importance of cooperation
among teachers in order to achieve integration between several subjects, then
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concentrating exclusively on individual teacher performance during appraisal
and remuneration is not the best solution. Similarly, as schools are currently
more like business organisations, the participation of teachers in school man-
agement should be emphasised as well. Despite the common solution that
teachers are rewarded according to aspects of the learning process that are easier
to measure, the current study indicates the importance of the characteristics of
the learning environment as well. This kind of information can be gathered from
satisfaction interviews; however, characteristics of the learning environment
should not be the basis of remuneration on a regular basis, but rather used as an
incentive.

Additional information can be found from the comparative view of school
performance indicators and the most frequently used performance appraisal and
performance-related pay criteria in Estonian general educational schools (see
Appendix 14). As a result, it is possible to conclude that while Estonian schools
measure their performance primarily based on pupil academic performance
(running academic performance, the percentage of pupils continuing their stud-
ies at the next school level and the results of national examinations), both per-
formance appraisal criteria and performance-related pay criteria are not as ori-
ented towards academic performance as one would assume. For example, the
two most frequently used performance appraisal criteria are participation in
school management and cooperation with parents, which concern school sus-
tainability. In the case of performance-related pay criteria, it is essential to con-
clude that they should be objectively measured and linked to teachers’ personal
work effort. It is a positive sign that three of the most popular performance-
related pay criteria used in Estonian schools are directly linked to the individual
performance of teachers. However, as pupil academic performance is seen as an
important outcome of Estonian general educational schools, teachers are often
rewarded based on the current academic performance of pupils and the results in
national examinations. The author of this dissertation points out that academic
results are influenced by several factors in addition to the work of teachers
(Hanushek, 1997). Therefore, criteria concerning pupil academic performance
are not seen as the most objective for use in individual pay schemes.

Another interesting finding is that in the case of performance appraisal and
performance-related pay, teacher participation in school development and man-
agement in evaluated and rewarded, but the active involvement of teachers in
school management and development is not seen as an important school per-
formance indicator. Therefore, the author of this dissertation questions the link
between the school appraisal and remuneration aspects of performance man-
agement and school performance indicators. One of the reasons why it is diffi-
cult to believe that schools monitor their achievement on the basis of set per-
formance indicators is that the criteria used to appraise the work of teachers and
calculate performance-related pay are not in accord with the defined perfor-
mance indicators. For example, indicators that appraise teachers on the basis of
pupil academic performance are not among the ten most frequently used teacher
performance appraisal criteria in Estonian general educational schools.
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Furthermore, the two most frequently mentioned performance appraisal crite-
ria — participation in school management (92%) and cooperation with parents
(90.3%) — are more related to valuing teachers’ activities and openness in guar-
anteeing the school’s sustainability.

When analysing performance-related pay criteria, the picture is different. It
is argued that pupil academic performance (both current academic performance
and examination results) is popular for rewarding teacher performance (see
Appendix 14). In the author’s opinion, that may be unfair because pupil aca-
demic performance is not directly and exclusively influenced the efforts of
teachers. Similarly, the empirical study in this dissertation provided additional
proof that academic performance indicators are not valued very highly by
teachers. The explanation behind these negative opinions is the fact that teach-
ers are collegially responsible and the educational process takes years and is
affected by the contribution of many teachers (Storey, 2000). Headmasters on
the other hand are quite motivated to monitor the achievement of academic
performance, as many parents choose the school for their children based on the
annually published national examination charts. However, it is not possible to
conclude from this research whether teachers are rewarded for pupil academic
performance on a group or individual basis. If on a group basis then the problem
is not so large.

The reason for noteworthy differences between the school performance indi-
cators and performance appraisal criteria may be political. Internal evaluation
has been compulsory in Estonian schools since 2010, and schools have started
to turn considerable attention towards appraising the performance of both
schools and teachers. Therefore, these criteria that have been taken as the basis
for performance appraisal are rather new. Likewise, schools have been provided
with support materials to help them develop internal evaluation systems in ac-
cordance with key performance indicators valued at the government level”’.
However, schools have not turned enough attention to revising their school
performance indicators and integrating their school objectives, performance
measures and the criteria used to evaluate the achievement of school goals.
Similar results can be seen in the author’s previous studies (Irs and Ploom,
2009), where during the analysis of internal evaluation reports, no relationships
between the school’s principal values and the learning process were found, the
development of the school curriculum was weakly related to the evaluation of
pupil development, personnel development and extra-curricular activities, and
schools lacked the knowledge and skills to understand their performance indi-
cators, and therefore, they were not able to make conclusions based on school
performance data. Therefore, schools need to review their strategic documents
and make sure they are in line with the changes taking place.

In summary, there are many studies offering proof that teacher pay would re-
sult in better pupil outcome (Loeb and Page, 2000; Kingdon and Teal, 2007;
Figlio and Kenny, 2007; Atkinson et al., 2009). However, Hanushek and Rivkin

7 See the key performance indicators at government level in subchapter 1.1.2., p. 26
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(2007) conclude that general salary increases for teachers would be both expensive
and ineffective. They emphasise that compensation and career advancement should
be linked more closely to the teachers’ ability to improve pupil performance.
However, several studies have tried to find proof about the relationship between
performance-related pay and school performance indicators with the aim of
identifying the necessary information for deciding whether to implement
performance-related pay or not. Although the author of this dissertation did not
have any longitudinal data to analyse the long-run influence of performance-related
pay, the data in this study made it possible to compare the schools that reward their
teachers on the basis of performance with schools that do not. The results of the
propositions about the relationships between implementing performance-related pay
and school performance indicators are presented in Table 58.

Table 58. Validity of propositions 4a and 4b and a summary of the main findings”™

Results of testing the propositions

Proposition 4a: Schools that reward teachers on the basis of their | Validity: Partly
performance have higher results in performance indicators that supported
evaluate pupil academic performance.

o The results of the Independent Samples T-test indicate higher results of
performance indicators that evaluate pupil academic performance in schools that
implement PRP: 1) in final examination results in primary schools (t-test 2.2, p=0.03);
2) the percentage of pupils continuing studies at the next school level in primary
schools (t-test 4.56, p=0.00); 3) average national examination results in secondary
schools (t-test 7.85, p=0.00); 4) percentage of pupils continuing studies at university in
a state-funded student place in secondary schools (t-test 7.7, p=0.00);

o Correlation analysis reflects statistically significant, albeit weak to moderate
relationships between the implementation of PRP and pupil academic performance
indicators (correlation coefficient varies from 0.06 to 0.25). Strongest relationships
may be found between the implementation of PRP and average results of national
examinations (r=0.24) and percentage of pupils continuing studies at university in a
state-funded student place (r=0.25) in secondary schools.

o Based on the graphs, some relationships between the implementation of PRP and
average national examination results and the some relationships between the
implementation of PRP and the percentage of pupils continuing studies at university in
state-funded student places may be found in secondary schools located in the larger
cities (Tallinn, Tartu, Parnu and Narva). Secondary schools located in the larger cities
that implement PRP experience higher results in national examination results (over 70
pints) and a higher percentage of pupils continuing studies at university in a state-funded
student place (60—-70%).

Proposition 4b: Schools that reward teachers on the basis of their | Validity: Partly
performance have more teachers with the required qualifications. supported

o The results of the Independent Samples T-test indicate higher results in terms of

% See the measuring tool for testing propositions 4a and 4b in Table 13, p. 113.
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Results of testing the propositions

performance indicators in attracting teachers to schools that reward teachers on the
basis of their performance:

1) presence of teachers with the required qualifications in primary schools (t-test 7.22,
p=0.00); 2) presence of teachers with the required qualifications in secondary schools
(t-test 3.46, p=0.00).

o Correlation analysis reflects statistically significant, but weak relationships
between the implementation of PRP and the presence of teachers with the required
qualifications in schools: a) weak relationships (correlation coefficient 0.1) between
the implementation of PRP and the presence of teachers with the required
qualifications in primary schools.

b) weak relationships (correlation coefficient 0.15) between the implementation of
PRP and the presence of teachers with the required qualifications in secondary
schools.

Note: PRP — performance-related pay
Source: author’s calculations

The Estonian study provided empirical evidence of positive relationships be-
tween performance-related pay and school performance indicators, as the
schools that rewarded teachers on the basis of their performance have slightly
better pupil academic performance (e.g. average primary school final examina-
tion results, percentage of pupils continuing studies at the next school level (in
secondary schools), average national examination results and percentage of
pupils continuing studies at university in a state-funded student place). These
relationships are weak to moderate. Although the study also indicated that both
primary and secondary schools that implemented performance-related pay are
better placed in terms of teachers on staff with the required qualifications, the
correlation coefficients were rather weak. This has also been identified as a
problem in other similar studies (Ballou and Podgursky,1995; Hanushek, 1997,
Loeb and Page, 2000). Likewise, despite the fact that statistical tests show that
there are statistically significant relationships, the differences are not so notable
when comparing the descriptive statistics.

The reason why the relationships between the implementation of perfor-
mance-related pay and pupil academic performance are higher compared to the
presence of teachers with the required qualifications may stem from the current
practice implemented in Estonian general educational schools. As the analysis
indicated, teachers in Estonian general educational schools are primarily re-
warded based on pupil academic performance (see Appendix 11). Therefore, as
pupil academic performance is rewarded, there is the possibility that teachers
are motivated to train pupils to achieve higher academic performance. Bonuses
for attracting qualified teachers, however, were not pointed out in the peda-
gogues’ answers.

However, it must be noted that because of the lack of longitudinal data, the
analysis raises the question of whether performance-related pay actually raises
school performance or is it simply that performance-related pay tends to be

195



implemented in higher performing schools. The results showed that perfor-
mance-related pay is primarily implemented in schools that are located in the
larger cities — Tallinn, Tartu, Narva and Parnu (Figure 20, p. 149). Therefore,
the higher results in pupil academic performance may be the result of the socio-
demographic background of the pupils in non-rural schools, but also because
they have a better selection of pupils. However, in the author’s opinion, the
differences in pupil academic performance may not be caused by regional as-
pects, but by the state of the organisational culture in schools. For example, the
study indicated that in schools where teacher achievement is valued highly,
pedagogues have higher opinions of both performance appraisal and perfor-
mance-related pay (see Table 23, p.127 and Table 43, p. 159). However, as
positive opinions create a favourable intention to adopt” (Aladwani, 2001; Ar-
menakis and Harris, 2002; Johnson et al., 2006), those schools that have higher
opinions of performance appraisal and performance-related pay are more likely
to implement performance management.

2.4.2. Managerial proposals for developing teacher performance
appraisal and performance-related pay in Estonian general
educational schools

The research conducted in Estonian general educational schools provided useful
information that also allows the author of this dissertation to make proposals for
preparing the appraisal and remuneration aspects of performance management
in Estonian general educational schools. Similarly, proposals for teacher per-
formance appraisal and performance-related pay design and the selection for
performance appraisal and performance-related pay criteria are also presented.
According to the framework for preparing schools for implementing teacher
performance management (see Figure 7, p. 59), there are three important steps
to the successful implementation of performance management — creating
awareness, positive opinions and the positive intention to adopt. However, be-
fore the preparatory work, headmasters in Estonian general educational schools
need to gather a complete understanding of the current situation in schools. For
example, the result of the Estonian study about the statistically significantly
higher opinions of the implementation of performance appraisal and perfor-
mance-related pay among headmasters compared to teachers (see Table 15, p.
119) may indicate that headmasters do not have a complete understanding of the
current situation and of the opinions of their teachers. Working with the teach-
ers in order to map the current situation in schools is essential to identify the
strengths, weaknesses, opportunities and threats for their school in order to
obtain all necessary information for defining schools objectives, and upon
which school performance appraisal and performance-related pay would be

? See the framework for preparing schools for implementing teacher performance

management in Figure 7, p. 59.
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founded. Similarly, mapping all knowledge makes it possible to gather opinions
and possible sources of resistance concerning the implementation of perfor-
mance appraisal and performance-related pay. To gather this information, a
SWOT-analysis, satisfaction inquiries, group and individual interviews and
round-table discussions could be conducted.

Firstly, school headmasters in Estonian general educational schools need to
deal with creating an awareness response among teachers. For example, the
Estonian study indicated that teachers are much less aware of the relationships
between performance appraisal and performance-related pay compared to
headmasters (see Table 36, p. 151). Similarly, the study showed that perfor-
mance-related pay is seen more as a motivational tool for teachers than a tool
for supporting schools in achieving their objectives (Table 35, p. 150). The
study may also indicate some misinterpretations concerning performance-re-
lated pay. In situations where teacher’s salaries are low, teachers are highly
interested in changing the salary system without understanding the real outcome
of the change. Teachers need to be aware that performance-related pay is im-
plemented in light of key activities that constitute success for their school.
Therefore, a lot of effort should be directed to raising teacher awareness about
the appraisal and remuneration aspects of performance management, and about
their principles and benefits. Headmasters can introduce performance appraisal
and performance-related pay themselves or encourage teachers to participate in
conferences related to performance management, workshops and if necessary,
invite lecturers and practitioners to schools to share their experience both from
Estonia and abroad. Indeed, if teachers have more specific questions that the
headmaster cannot answer, then the headmaster should not be afraid to encour-
age the teachers to contact an authorised person from the government (Estonian
Ministry of Education and Research) or similar organisation that supports
schools during such changes. But headmasters should also be willing to offer
teachers additional reading and guidance.

Creating awareness, positive opinions and the positive intention to adopt is
carried out during the design of both teacher performance appraisal and perfor-
mance-related pay. The findings about performance appraisal and performance-
related pay design, and the proposals for solving those issues are presented in
Figure 26. The current research also provided additional confirmation concern-
ing the management theory that good and conscious management would benefit
the organisation through committed and favourably disposed employees. This,
however, makes it much easier to employ new management practices. Authors
exploring change management (Aladwani, 2001, Johnson et al., 2006) empha-
sise the importance of positive opinions in managing any change associated
with the implementation of new management tools. Therefore, to implement
performance appraisal and performance-related pay and enhance school perfor-
mance using those tools, the quality of school strategic management, resource
management, organisational culture needs to be emphasised.

To be more specific, the study showed that in order to create an accepted and
fair performance appraisal and performance-related pay system, schools need to
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determine their objectives based on the trends taking place in society and proper
analysis of the previous activities within the school. However, in order to guar-
antee common opinions among teachers and headmasters in schools, which
would lead to more balanced school development, teachers should be involved
in school development and formulating action plans. When teachers have had an
opportunity to participate in strategic management, they understand their role in
the organisation. When teachers understand what is expected of them, they
understand the aim of their work and there is less resistance to performance
appraisal and performance-related pay. Similarly, involvement in strategic man-
agement creates positive opinions among teachers towards new management
tools because they have an opportunity to design them based on their own needs
and expectations.

In addition to strategic management, resource management is essential in
performance appraisal and performance-related pay design, as it provides the
necessary resource allocation for implementing strategic aims and rewarding
teachers for their excellent performance in achieving the school’s objectives. It
is very important that school resources be allocated based on each school’s
development plan — the key activities in achieving its objectives should be sup-
ported with the necessary personnel and financial resources.
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Figure 26. The evidence from the Estonian study and proposals for developing teacher

performance appraisal and performance-related pay

Note: PA — performance appraisal; PRP — performance-related pay; SM — school management,

LP — learning process; LE — learning environment

Source: compiled by the author based on Figure 8, p.67, Figure 13, p.82 and the result of the

study (subchapters 2.2-2.3)

Otherwise, the employees may not understand what kind of behaviour is ex-
pected of them. However, there is another concern with school resource
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management as well. Since school headmasters are provided considerable
autonomy in managing their budget (see Appendix 5), then it is important that
they continuously analyse school resources — both intangible and tangible.
Effective resource management provides additional confidence about school
resources. For example, the Estonian study indicated that one of the reasons
why performance-related pay is not implemented in Estonian general
educational schools is that school headmasters fear that they do not have enough
monetary resources to reward teachers on the basis of their performance. But on
the contrary, implementing performance-related pay can save money because it
does not have to be spread so widely (Chamberlin et al., 2004). However, this
assumes good planning of resources. Therefore, the higher the quality of
resource analysis, the more predictable the future costs and revenues, and
therefore, the opinions towards performance-related pay can also increase.

But making plans and analysing resources does not help the organisation to
achieve its goals. Therefore, the human factor needs to be valued more highly.
Headmasters should first create a performance-oriented atmosphere within the
organisation conducive to implementing performance management in Estonian
general educational schools. Valuing teachers’ achievements is essential in
creating a performance-oriented culture in the organisation. In addition, partici-
pation in school development (participation in development projects etc.) and
management would encourage teachers to achieve the general objectives of the
school. However, at a time when performance-oriented culture is just being
developed, a lot of attention should be turned to creating an open atmosphere in
support of it. In order to achieve that, headmasters should focus on developing
communication with teachers and developing and following ethical norms.

Creating positive opinions assumes the involvement of teachers in the pro-
cess of developing performance management. The study in this dissertation
provided empirical evidence about the importance of involvement. Therefore, in
order to develop an accepted teacher performance appraisal, teachers should be
involved in the process of designing performance appraisal. Teacher involve-
ment may minimise any difficulties with implementing performance manage-
ment that emanate from the various preferences of different teachers concerning
both performance appraisal and performance-related pay criteria. School head-
masters have to ascertain the final objectives of their schools, but it is essential
to do this in cooperation with teachers and including their proposals. This is
necessary as teachers have the most important role in shaping the learning pro-
cess and environment. However, teachers’ activities should be emphasised in
order to achieve a balanced school development. The characteristics of the
learning process and environment become especially important when selecting
performance appraisal and performance-related pay criteria. The current study
indicated, however, that while teachers’ preferences in selecting performance
appraisal criteria are related to the learning process, headmasters value teachers’
activities related to school management more. The proposals for selecting the
criteria for teacher performance appraisal are presented in Table 59.
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Table 59. Recommended teacher performance appraisal criteria

Performance appraisal criteria related to school management

Participation in the school development plan

Participation in designing the school action plan

Cooperation with parents

Participation in creating the school social and cultural environment (incl. coopera-
tion with colleagues)

e Participating in human resource development and instructing young teachers

e Involvement in school development and innovation (participation in projects)

Performance appraisal criteria related to teachers’ activities

Learning process Learning environment

e Teaching based on the analysis of indi- | ¢ Encouraging pupils to give their best
vidual pupil academic performance o Fair treatment of pupils

e Teaching based on the analysis of indi- | e Creating an environment where pu-
vidual pupil development in general pils understand what is expected of
skills them

e Teaching pupils things necessary for o Involving pupils in organising
life school life

e Teaching pupils based on their individ- | e Creating good relationships and
ual abilities trust with pupils (pupils can always

e Participation in developing support turn to teachers with his/her
systems problem)

e Developing pupil interest and talent o Communication with pupils

e Teaching-methodological work e Pupils follow discipline in the class-

room

Source: compiled by the author based on Table 33, p. 144, Figure 23, p. 179, Figure 25, p. 187

However, the main idea behind selecting those criteria stems from combining
teachers’ and headmasters’ preferences and the characteristics of school man-
agement, the learning process and the learning environment. Therefore, while
developing teacher performance appraisal, not only should their work in devel-
oping the learning process be valued, but also their effort in developing the
learning environment and school management. Participation in school manage-
ment has become relevant because of the changes taking place in the education
sector, where schools are rather seen as business organisations. Therefore,
teachers have an important role as the members of the organisation who con-
tribute to overall school performance. Performance appraisal criteria should
encourage teachers to design strategic views, organisational culture, personnel
development and raise the level of the school’s innovativeness.

During the work in the classroom, performance appraisal criteria should first
of all encourage teachers to raise pupil motivation and interest in learning.
Therefore, it is recommended to appraise teachers’ teaching work based on the
analysis of pupil progress, capabilities, interest and talent. Similarly, the work
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of teachers in developing teaching-methodology should be emphasised. Despite
the difficulties in measuring the performance of teachers in developing the
learning process, it is an important aspect of teachers’ activities because it influ-
ences how pupils cope in the learning process. However, while measuring the
performance of teachers in developing the learning environment, satisfaction
inquiries conducted with pupils and parents should also be taken into consider-
ation.

As with the selection of performance appraisal criteria, the most difficult
part in designing performance-related pay is selecting the criteria that form the
basis for how teachers are rewarded. The Estonian study indicated that before
developing performance-related pay, any shortcomings concerning performance
appraisal should be resolved (see Table 36, p. 151). Based on these research
results the author aimed to provide her perspective on performance-related pay
in Estonian general educational schools (see Table 60). The framework for
developing practical proposals for choosing performance-related pay criteria is
presented in Table 9, p. 90.

In the author’s opinion, the salary system should encourage teachers’ profes-
sional development, value teachers’ achievements and teachers’ participation in
school management and development. However, salaries for teachers should not
be tied to or focused on workload. If teachers are rewarded primarily on the
basis of workload, they may do a lot more overtime, which results in a decrease
in teaching quality and the learning process. In addition, the author notes that it
is useful for schools to develop both individual and group-based rewards. How-
ever, more attention should be focused on developing the most difficult part of
the performance-related pay system — the regular individual bonus system for
teachers. These activities should be directly linked to the teachers’ individual
work and be objectively measured. The Estonian study indicated that teachers’
preferences in terms of performance-related pay criteria were mostly related to
their direct efforts in the classroom. However, concentrating performance-re-
lated pay exclusively on teachers’ work in developing the learning process is
one-sided because, as the Estonian study indicated, teachers’ participation in
school management and their efforts in developing the learning environment are
seen as important as well.

The regular individual performance of teachers should incorporate out-
standing outcomes in teaching-methodological work (study materials, study
means, teaching techniques) that create learning interest among pupils. Teach-
ing-methodical work was highly valued both by headmasters and teachers. The
feedback about study materials may be gathered from pupils and parents (satis-
faction inquiries, development interviews), class observations, teachers self-
evaluation reports and from e-school. One good thing is that teaching-method-
ological work is highly individual, and is therefore suited to an individual pay
scheme. However, the author recommends caution with class observations be-
cause teachers do not like their faults being highlighted by outsiders whose only
role is to conduct sample inspections, which are less accurate and more tenden-
tious than long-term assessments (DfEE, 2000).
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Table 60. Proposals for performance-related pay criteria for rewarding teacher for their
work in Estonian general educational schools

Performance-related pay criteria in Estonian general educational schools

Regular | Group Individual

bonus
Bonus for complet- | Teachers’ activities and working performance:

ing tasks and objec- | a) Teacher participation in school development

tives set for groups: (projects funded by EU, events organised be-
a) Rewards for tween schools, representing school, perfor-
change agents mances and presentations at seminars etc.).
b) Rewards for b) Teaching-methodological work (study materi-
other project als, study means, teaching techniques)
teams. c) Teachers’ activities in helping pupils with low

academic performance to gain knowledge in
the subjects taught and helping them to pass.

d) Teachers’ work with pupils with special educa-

tional needs

e) Teachers’ activities in dealing with talented

pupils.

f) Instruction in extra-curricular activities
Teachers’ competence (knowledge, skills, expe-
rience):

a) teachers owning the required qualifications

Incentive | Gain-sharing: Incentive for overtime work:
bonus a) Dividing the in- | a) Instructing junior teachers
(one-off centive or award | b) Participation in school strategic management
payment) money between (compiling a development plan and action
teachers collec- plan).
tively responsi- | ¢) Incentives for extra workload in extraordinary
ble for school circumstances
achievement in | Incentive for activities outside lessons:
competitions a) Instructions for events, competitions and other
etc. activities outside lessons.
School incentive Incentive for performance which exceeds
bonus shared be- standards:
tween teachers: a) Pupil results in olympiads, exhibitions and
a) Higher pupil competitions.
academic per- b) National, regional and local awards for
formance. teachers.

Incentive for creating learning environment
a) Teachers’ activities in encouraging pupils to
give their best

Source: compiled by the author based on Figure 23, p. 179, Figure 25, p. 187 and Table 52, p.
172; the results of the case studies (see Appendix 8)

The regular individual performance of teachers should incorporate outstanding
outcomes in teaching-methodological work (study materials, study means,
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teaching techniques) that create learning interest among pupils. Teaching-me-
thodical work was highly valued both by headmasters and teachers. The feed-
back about study materials may be gathered from pupils and parents (satisfac-
tion inquiries, development interviews), class observations, teachers self-evalu-
ation reports and from e-school. One good thing is that teaching-methodological
work is highly individual, and is therefore suited to an individual pay scheme.
However, the author recommends caution with class observations because
teachers do not like their faults being highlighted by outsiders whose only role
is to conduct sample inspections, which are less accurate and more tendentious
than long-term assessments (DfEE, 2000).

Other important activities in achieving the school objectives and motivating
teachers include teachers’ activities in helping pupils with low academic per-
formance to gain knowledge in subjects taught and help them pass, teachers’
work with pupils with special educational needs and teachers’ activities in
dealing with talented pupils. So far, the problem in Estonian general educational
schools is that too much value is placed on school performance in the national
examinations (see Figure 19, p. 142 and Appendix 9), which results in teachers
concentrating too much on preparing pupils for these examinations. Therefore,
pupils with lower performance receive less attention, teachers even sometimes
recommend these pupils not attempt the more difficult examinations at all.
Similarly, there might be very talented pupils in a class who need extra exer-
cises and study materials to satisfy their interest. Otherwise they might become
bored and even disturb others in the classroom. Both of these situations are
unfavourable in the context of school performance. Teachers’ activities in
dealing with low-performance and talented pupils, and pupils with special edu-
cational needs are not so difficult to evaluate because the teachers' council'”
has information about pupil progress, regress or problems, and in addition, the
schools monitor pupil progress via development interviews implemented with
pupils and their parents. Other indicators for measuring the progress of low-
performance pupils and pupils with special educational needs includes, for ex-
ample, drop-out rates. As mentioned previously, creating an interest in learning
and being active is also very important. This is especially relevant in the case of
children who come from more problematic families. Therefore, teachers who
contribute their spare time to organising extra-curricular activities should be
rewarded regularly as well. This effort can be easily measured in terms of the
working hours introducing extra-curricular activities. However, a regular indi-
vidual bonus should not only be directed towards teachers’ activities, but also
teachers’ competence. For example, the presence of teachers with the required
qualifications is a problem in some Estonian general educational schools. That
also determines the quality of teaching. Therefore, in the author’s opinion,
schools should motivate their teachers to educate themselves and gain
knowledge on the topics they teach.

1% Teacher council is a board of teachers on the school level.
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In addition to regular individual bonuses, teachers should be offered incen-
tives as well. Incentives, of course, acknowledge a one-off effort, and does not
cover on-going activities. Over time work is in this category. However, it is
important to note that regular incentives for over time is not sustainable in terms
of school development, as teachers may do too much over time, which leads to
stressed teachers and a worsening of the quality of the teaching. Incentives may
involve, for example, instructing junior teachers, extra workload in extraordi-
nary circumstances and participation in school strategic management. The au-
thor emphasises participation in strategic management as it allows teachers to
understand their role in the organisation and helps teachers to adjust to a per-
formance-oriented culture. Instructing young teachers is important in guaran-
teeing school sustainability. Similarly, teachers’ efforts in organising events,
competitions and so on, outside the classroom should also be acknowledged. All
these activities are easy to measure in terms of working hours.

However, individual incentive bonuses are a good way to acknowledge and
value performance which exceeds the standard. The research indicated that it is
important that the school administration value teachers’ achievements. For ex-
ample, good results in olympiads, exhibitions and competitions and rewards
given for teachers at the national, regional and local level need more attention
and acknowledgement. Despite the fact that the characteristics of the learning
environment are more difficult to assess, incentive bonuses should be offered to
teachers to encourage pupils. Emphasising the learning environment recognises
the role of a good atmosphere in creating an interest in learning and supporting
the learning process. This activity can be evaluated based on satisfaction in-
quiries.

School headmasters should encourage cooperation between teachers as well.
Therefore, offering group bonuses would be beneficial. Many teachers com-
mented in the questionnaire in the Estonian study that performance-related pay
is not suitable for the teaching profession, as it creates competition between
them. That is not good for the pupils as their education is dependent on several
teachers’ effort and cooperation (Storey, 2000). However, that is the reason why
schools should implement group bonuses in addition to individual bonuses. A
group bonus emphasises cooperation, and therefore, motivates teachers to work
with each other. A regular group bonus is a good tool for motivating groups to
complete tasks and objectives set them. While discussing the management of
change associated with performance management, change agents would be a
good target group for such bonuses. During the development and implementa-
tion of performance appraisal and performance-related pay, headmasters may
perform the role of change agents who deal with making the changes happen
within the organisation as smoothly as possible. However, headmasters have an
opportunity to delegate this task to teachers as well. However, before involving
change agents from within the organisation, it is important to remember that
they should have the required knowledge to execute the changes. Therefore, the
teachers involved in the change process as change agents should be completely
aware of performance management and its principles. Training should be
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offered if necessary. However, to value change agents, they should be rewarded
for their effort and motivated to tell good stories about the gains from perfor-
mance management. The alternative to involving change agents from within the
school is bringing respected outsiders into the school to talk about their experi-
ence. However, these outsiders should be opinion leaders and have an important
impact on the teachers. As with change agents, other project teams involved in
different important fields should be rewarded on a group basis as well. How-
ever, this kind of reward can only apply to the duration of the project and until
the goals have been achieved.

As the individual performance of teachers in developing pupil academic per-
formance is hard to distinguish, a bonus for achieving high academic perfor-
mance should be offered on a group rather than an individual basis. Teachers
participating in this research admitted that in their opinion academic perfor-
mance is not the best performance indicator for evaluating their individual per-
formance (Figure 19, p. 142 and Appendix 8 and 9). This is also seen as being
dependent on the work of other teachers, family and peers (Rivkin et al., 2005).
Offering an incentive, not a regular bonus for improving pupil academic per-
formance would increase the problem that too much attention is placed on aca-
demic performance, which is not the overall objective of educational institu-
tions. One advantage of offering teachers group bonuses for improving pupil
academic performance is the rising interest among teachers in co-operating in
the learning process. Similarly, as teachers in Estonian general educational
schools are primarily rewarded on the basis of pupil results in national exami-
nations (see Appendix 11), this is not fair for those teachers who teach subjects
where national examinations are not held (e.g. music, industrial arts). Group
incentive bonuses for academic performance can also facilitate the integration
of the different subjects taught in schools.

The approach developed by the author does not claim to be suitable for every
school in the Estonian education sector. Every school has to develop its own
reward system taking into consideration its unique qualities and of course, in-
volving all important parties influenced by that pay system.

While selecting the right timing for implementing performance appraisal and
performance-related pay, school headmasters should monitor when the aware-
ness, opinions and intentions to adopt have reached a favourable level before
commencing the implementation phase. The current study indicates that teach-
ers have relatively high opinions of performance-related pay. According to the
theory, favourable opinions may indicate that it may be a good moment to start
implementing. As human behaviour is directed towards the satisfaction of needs
and these needs drive employees in organisational change (Alas and Vadi,
2006), then high opinions of performance-related pay would be a good basis for
implementing the change in the teaching salary system because it makes the
changes easier to implement. In addition, Marcinkoniene and Kekéle (2007)
recommend starting the change in areas where the new assumptions are likely to
function or bring quick successes. However, despite the fact that the opinions
about performance-related pay were relatively high (see Table 34, p. 147), the
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current study did not confirm whether these high expectations of performance-
related pay are due to teachers hoping to be rewarded on the basis of their per-
formance or because teachers have high hopes of a salary increase. As teaching
salaries in Estonian general educational schools are rather low, teachers may
have overly high expectations about benefiting from changes to the salary
system.
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CONCLUSIONS

Accountability, autonomy and choice play a leading role in recent school re-
forms in many countries. This, however, has resulted in the need for schools to
be more productive and raise their performance. To achieve this, several private
sector management techniques are being incorporated to into the education
sector. For example, performance management, including performance ap-
praisal and performance-related pay are being incorporated into schools. Prac-
tices from abroad indicate that schools who have implemented performance
management have achieved a commitment to the attainment and welfare of
pupils at their school, an appreciation of the crucial role that teachers play, an
atmosphere of trust between teacher and team leader, encouragement to share
good practice and the integration of performance management within the overall
approach to managing the school. However, the implementation of private sec-
tor management practices involves problems as well. Furthermore, criticisms
and a lack of understanding about performance appraisal and performance-re-
lated pay among pedagogues cause caution and scepticism. For instance, teacher
performance appraisal is often seen as a means of control rather than a tool for
developing teachers and improving their performance. The fear of the use of
performance-related pay is related to the belief that an objective evaluation
system is difficult to create.

However, in order to guarantee that performance appraisal and performance-
related pay is adopted successfully in schools, school headmasters should be
well aware of the managerial aspects that influence the design and implementa-
tion of these management tools. In addition, as the educational process primar-
ily consists of the activities of teachers, then the ability of teachers in managing
the learning process and learning environment should be taken into considera-
tion. Therefore, the difficulty in developing both performance appraisal and
performance-related pay in schools lies in developing those systems to create
synergy between school management and teachers’ activities, and therefore,
balanced school development.

The current dissertation concentrates on the opinions of pedagogues in Esto-
nian general educational schools. Information about pedagogues’ opinions
makes it possible to understand what causes dissatisfaction among pedagogues
while implementing the appraisal and remuneration aspects of performance
management, how to overcome these causes and what steps are reasonable
when designing and launching performance appraisal and performance-related
pay in Estonian general educational schools. This dissertation aims to provide
proposals for developing teacher performance appraisal and remuneration as-
pects of performance management in Estonian general educational schools.
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Theoretical background for developing the teacher
appraisal and remuneration aspects of performance
management in schools

Performance management is described as a management tool for improving
organisational performance through concentrating on the achievement of the
organisation’s strategic objectives. The author concentrates on the appraisal and
remuneration aspects of performance management. The author defines perfor-
mance management as a tool for achieving the objectives of an organisation
through monitoring performance and goal achievement and stimulating perfor-
mance. It is nevertheless essential to emphasise that the details of performance
management varies considerably. As performance management is very difficult
to define, scholars have often described it on the basis of the processes that take
place during it.

The author defines performance appraisal as a tool for monitoring the indi-
vidual performance of an employee in achieving the objectives of an organisa-
tion. In the opinion of the author, performance-related pay is a monetary tool for
achieving the goals of the organisation through motivating employees to de-
velop and improve their performance both as individuals and in teams. There-
fore, in addition to achieving the tasks set for the employees, the definition also
emphasises personal and professional development and cooperative effort
among employees in raising the performance of the organisation.

As performance management literally means managing performance, it is es-
sential to define the term performance. As the current dissertation concentrates
on the education sector, the author focuses on school performance. A school’s
task is to produce young people that are creative, multifaceted, socially mature,
reliable, conscious of their objectives and achievement-oriented in different
fields of life, such as being a partner in personal life, a culture bearer and devel-
oper, an employer in different occupations and roles and a person responsible
for guaranteeing the sustainability of society and the natural environment.
Therefore, the objectives of school are multifaceted and broad, which makes
evaluating success difficult. However, as there is too little agreement on the
performance or goals of education, the relationship between the actions of
teachers and the learning of pupils is too complex and difficult to describe.

Nevertheless, several empirical studies provide additional proof that teach-
ers’ activities and school management have an influence on school perfor-
mance. Evidence about the importance of teachers’ activities may be found in
the teacher effectiveness model (Department of Education, 2000), which is the
basis of the education compensation policy in England. This model identified
three main characteristics within teachers’ control that significantly influence
pupil progress: teaching skills, professional characteristics and the learning
environment. Based on these three attributes, it is possible to distinguish effec-
tive from less effective teachers, and therefore, it is recommended that the
model of teacher effectiveness be used while appraising and rewarding the per-
formance of teachers. However, the author of this dissertation prefers to view
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school performance in broader terms, believing that good school management
impacts the progress made by the school as do the activities of the teachers.
Combining an understanding of the activities of teachers and school manage-
ment and background information collected on best practices in executing per-
formance management, performance appraisal and performance-related pay
from abroad and the current situation in Estonia, the author compiled a concep-
tual model for preparing the research, the research questionnaire, executing the
study and analysing the performance of schools. The model is called “the key
characteristics of school performance” and it describes how school performance
is determined through school management and teachers’ activities.

In addition, evaluating the opinions of pedagogues is central to this study be-
cause people will act in ways that are in line with their opinions. Therefore,
positive opinions about performance appraisal and performance-related pay
create a positive intention to adopt and implement performance management,
which is also assumed to have a positive impact on school performance. The
current dissertation also seeks evidence on whether schools implementing per-
formance-related pay have higher results in performance indicators that evaluate
the academic performance of pupils and the presence of teachers with the re-
quired qualifications.

As school management plays an important role in designing school perfor-
mance, finding the relationships between characteristics of school management
and the opinions of pedagogues about performance appraisal and performance-
related pay gives valuable information about which school managerial aspects
need to be taken into consideration when designing performance appraisal and
performance-related pay. The components of performance management: per-
formance planning; reviewing and appraising performance; recognising and
rewarding performance; and coaching and feedback are related to strategic
management, resource management and organisational culture of schools. Sim-
ilarly, these school managerial aspects are tightly related to both performance
appraisal and performance-related pay design. For example, strategic manage-
ment is topical in defining the objectives of school, which on the other hand is
essential in defining the aims of the performance appraisal and performance-
related pay being developed in school. Resource management gives the neces-
sary resource allocation (both tangible and intangible resources) and organisa-
tional culture creates the essential context for performance management in
school.

Therefore, in order to understand, which aspects of strategic management,
resource management and organisational culture should be taken into consider-
ation in performance appraisal and performance-related pay design, it is essen-
tial to ascertain the relationships between those characteristics of school man-
agement and the opinions of pedagogues about performance appraisal and per-
formance-related pay. Special attention is turned to teacher involvement as the
research on performance management has showed significant influence of
teacher involvement to performance management implemented in schools. To
conclude, the evidence about those relationships allows developing proposals
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for creating positive awareness, opinions and adoption intension of performance
management during the performance appraisal and performance-related pay
design.

In addition this dissertation purposed to provide proposals for developing the
criteria for evaluating and rewarding the performance of teachers. As the indi-
vidual performance of teachers is related to creating learning process and
learning environment, then while developing a teacher performance appraisal
system that aims to evaluate the individual performance of teachers, the activi-
ties in developing the learning process and learning environment should be
considered more carefully. Those activities become topical in performance-
related pay as well, especially when developing the individual based bonus.
Therefore, during this study relationships between the characteristics of school
management and the activity of teachers and the opinions of pedagogues about
performance appraisal and performance-related pay are being discovered. As
finding the synergy between school management and the activity of teachers is
relevant in balanced school development, then the preferences of teachers and
headmasters in selecting performance appraisal and performance-related pay
criteria are discovered and compared. As headmasters are accountable for gov-
ernment, who has defined the key performance indicators of schools on the
governmental level, then it is assumed that headmasters are keener on achieving
those key performance indicators. However, this is hazardous, as the general
key performance indicators do not allow schools to take their peculiarities fully
into consideration. Therefore, the study determines on what performance indi-
cators is school performance defined and whether teacher performance appraisal
and performance-related pay systems support the achievement of those perfor-
mance indicators. All this allows bringing out managerial proposals for school
managers for selecting the appraisal and performance-related pay criteria.

The data and research methodology

Research work implemented for this dissertation was held during 2007-2010.
The questionnaire of the study consisted of both school management questions
(implementation of schools’ strategic management, resource management, or-
ganisational culture and implementation of performance appraisal and perfor-
mance-related pay) and questions related to the activities of teachers (learning
and teaching process). In addition, the questionnaire involved section about
school performance indicators and general data about the pedagogues (gender,
occupational level, qualification, age, pedagogical experience, working experi-
ence, workload). Schools’ characteristics were taken from the database of Esto-
nian Educational Information System.

The complete sample of this study consisted of all Estonian general educa-
tional schools that teach children in the 9th grade (children of the age of 15-16)
and 10th grade (children of the age of 16—17) and the headmasters, who manage
those schools. In total, 2,165 teachers teaching in the 9th and 10th grade and
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298 headmasters participated in this study. Therefore, a total rate of response
was 37.5% in case of teachers and 61.2% in case of headmasters. The structure
of the final sample of the study accords to the structure of the complete sample
with the respect to gender and age, and pedagogical experience which allows
making generalisations about the complete sample.

The research enabled to gather both quantitative and qualitative data about
the opinions of pedagogues in Estonian general educational schools. The quan-
titative data is multifaceted and allows making proposals for both performance
appraisal and performance-related pay design and implementation. The author
collected quantitative data about the opinions in 5-point scale related to school
strategic management, resource management, organisational culture and opin-
ions about performance appraisal and performance-related pay implemented in
Estonian general educational schools (the opinions of pedagogues, sample size
2,463). In addition the author has quantitative data about the answers of teachers
about their involvement to performance appraisal design and opinions about
performance appraisal implemented in Estonian general educational schools
(sample size 2,165). The quantitative data is supported with the qualitative data
about the practice of performance appraisal and performance-related pay in
Estonian educational schools. This was gathered during the case studies imple-
mented in three Estonian general educational schools. The author has qualitative
data about the school performance indicators of 298 schools as well, giving
valuable information about the school performance aspects valued by Estonian
general educational schools. These data are useful as is allows to ascertain the
important managerial aspects of developing performance appraisal and perfor-
mance-related pay in Estonian general educational schools.

In addition to managerial aspects, the research enabled to gather data for se-
lecting the criteria for performance appraisal and performance-related pay of
teachers. The author has quantitative data about the opinions of pedagogues in
5-point scale about learning process and learning environment implemented in
studied schools and the opinions about the implementation of performance ap-
praisal and performance-related pay (sample size 2,463). In addition, the quan-
titative data about the opinions of pedagogues about performance appraisal and
performance appraisal criteria provided additional information about the prefer-
ences of learning process, learning environment and school management aspects
that need to be considered while selecting performance appraisal and perfor-
mance-related pay criteria. Quantitative data is supported with the qualitative
data. For example during this research, the author gathered qualitative answers
about school performance indicators (3,450 answers of pedagogues in total) and
open answers about performance-related pay used in studied schools (1,388
open answers about performance-related pay criteria). In addition, the case
studies performed in three Estonian general educational schools allow gathering
more specific data about the current practices about the selection performance-
related pay criteria used in schools for rewarding the performance of teachers.

To ascertain, which characteristics of school management and the activities
of teachers are related to the opinions of pedagogues about performance
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appraisal and performance-related pay implemented in their schools, the
correlation analysis is conducted (Spearman correlation). To find additional
evidence whether those characteristics of school management and activities of
teachers create differences in pedagogues’ opinions between groups, a sample
comparison (Mann-Whitney U-test) and descriptive statistics were calculated.
Both correlation analysis and sample comparisons (Mann-Whitney U-test) are
run in order to identify evidence about whether teacher involvement in
performance appraisal design is related to them having positive opinions about
the performance appraisal implemented in their schools, and identify the
differences between the opinions of teachers who have been involved and those
who have not. In order to gather additional evidence from case studies,
transcriptions of the case studies are analysed using a priori and grounded
coding. Additional factor and regression analysis conducted with these data by
the author that are reflected in the project report (Tirk et al., 2011). The
aforementioned analysis allows making practical proposals for developing a
teacher performance appraisal and performance-related pay scheme.

Testing the propositions and their validity

The results of testing the propositions are presented in Figure 27. The first
group of propositions, related to school management issues concerning opinions
about performance appraisal, were supported showing statistically significant
and positive relationships between the characteristics of school management
and the opinions of pedagogues about the performance appraisal system imple-
mented in their school. In addition, the results indicated the importance of in-
volving teachers in the creation of the performance appraisal system in schools,
as the relationships between teacher involvement and teachers’ opinions of the
performance appraisal implemented in their school were statistically significant
and relatively strong.

All the propositions in the second group, about performance appraisal crite-
ria, were also supported. Therefore, the results indicated positive relationships
between the learning process, learning environment and the opinions of peda-
gogues about the performance appraisal system implemented in their school,
showing the importance of the learning process and learning environment in
evaluating the performance of teachers. In measuring school performance, how-
ever, the academic performance of pupils is the principal indicator used. The
study also showed that the preferences of teachers in selecting teacher perfor-
mance appraisal criteria differ from the preferences of headmasters. Teachers
prefer appraisal criteria that measure their activity in managing the learning
process and learning environment, while headmasters value criteria related to
school management.
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Figure 27. Framework and propositions for the empirical study of teacher performance
appraisal and performance-related pay in Estonian general educational schools and the
validity of the tested propositions

Note: PA — performance appraisal; PRP — performance-related pay; P — proposition or proposition
group; P1: school management to do with opinions about PA; P2: PA criteria; P3: school man-
agement issues to do with opinions about PRP; P4: relationship between PRP and school perfor-
mance; P5: PRP criteria; Confirmed propositions are given a “+” sign; partially confirmed propo-
sitions are marked with “+/~”

Source: compiled by the author

The third group of propositions was about school management issues concern-
ing opinions of performance-related pay. Firstly, the proposition concerning the
relationships between the opinions of pedagogues about performance appraisal
and the opinions of pedagogues about performance-related pay was partly sup-
ported because the relationships were moderate to relatively weak. However,
strategic management, resource management and organisational culture are
positively related to pedagogues’ opinions about the performance-related pay
implemented in their schools.

The results of the fourth group of propositions indicated statistically signifi-
cant albeit slightly unclear evidence that implementing performance-related pay
would result in greater numbers of teachers with the required qualifications and
higher pupil academic performance. Testing the fifth group of propositions
about performance-related pay criteria showed statistically significant and posi-
tive relationships between the activities of teachers (the learning process and
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learning environment) and the opinions of pedagogues about performance-re-
lated pay, and therefore, both of these aspects need to be taken into considera-
tion in selecting criteria for rewarding teachers for their performance. The study
also indicated that teachers prefer criteria that evaluate their individual perfor-
mance in the classroom.

Generalisations of findings

The present study provided additional confirmation concerning the management
theory that good and conscious management benefits the organisation through
committed and favourably disposed employees. Therefore, in order to employ
new management practices more smoothly, aspects of school management
should be taken into consideration. For example, the current study provided
empirical evidence that strategic management, resource management and or-
ganisational culture influence the opinions of pedagogues about the perfor-
mance appraisal and performance-related pay implemented in their schools.
Therefore, well-organised strategic management, resource management and
organisational culture are important in performance appraisal and performance-
related pay design, as it helps develop awareness, positive opinions and inten-
tion to adopt.

To be more specific, the present study emphasised the role of strategic
management because it provides the necessary framework and input for defin-
ing school objectives as a result of planning, and therefore, also forms the basis
for performance appraisal and performance-related pay design. Schools should
always consider the changes taking place both inside and outside the organisa-
tion when setting long and short-term objectives. Planning should also be the
basis for determining school performance indicators, and the performance man-
agement system should be developed in light of those indicators. If the school
performance indicators do not match the performance appraisal and perfor-
mance-related pay then the system may fail to enhance school performance as
teachers will not be motivated to achieve the goals set in the strategic plan.
Instead, they will be motivated to satisfy the objectives set in the reward system
or the appraisal system.

The study indicated that in order to develop a well-functioning performance
management system, effective resource management is essential because it
provides additional confidence about the resources and the demand for re-
sources becomes more predictable. This is necessary in the context of imple-
menting performance-related pay. For example, the Estonian study indicated
that one of the reasons why performance-related pay is not implemented in
Estonian general educational schools is that school headmasters fear they do not
have enough monetary resources to reward teachers on the basis of perfor-
mance. On the contrary, implementing performance-related pay makes it possi-
ble to save money because finances do not have to be spread so widely and it is
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possible to concentrate on the most important activities to guarantee success for
schools.

Finally, in the development of the appraisal and remuneration aspects of per-
formance management, organisational culture creates a performance-oriented
and supportive atmosphere for performance management in schools through
valuing teacher performance, developing good communication and sharing
ethical norms within the school. The findings of the present study emphasise the
importance of good cooperation between school headmasters and teachers while
implementing new management tools. Therefore, it is necessary to involve
teachers in the design of performance appraisal and performance-related pay.
However, positive opinions of performance appraisal create positive opinions of
performance-related pay as well. Therefore, headmasters involving teachers in
the process of creating teacher performance appraisal may be the key to a suc-
cessful implementation of both performance appraisal and performance-related
pay. When teachers are involved, they understand their particular role in the
organisation, what is expected of them and that they are being valued within the
organisation.

Another contribution of this research concerned selecting the criteria for per-
formance appraisal and performance-related pay. The Estonian study indicated
that headmasters’ preferred appraisal criteria are those linked to school man-
agement, while teachers, on the other hand, prefer criteria related to their work
in developing the learning process. However, the study also indicated the im-
portance of teachers’ work in developing the learning environment, as this plays
an important role in supporting the learning process and creating an interest in
learning. Therefore, quality teacher performance appraisal that is also aimed at
the balanced development of the school, should combine criteria related to the
learning process, the learning environment and school management.

Likewise, the study provided empirical evidence that teachers believe that
schools need to guarantee that reward systems are linked as directly as possible
to the teachers’ individual achievements. However, performance-related pay
should not be viewed so narrowly, as it should motivate the teachers to develop
and improve their work both as individuals and in teams. Therefore, perfor-
mance-related pay is also a tool to encourage cooperative efforts to raise school
performance and for motivating teachers to be involved in school management
and development as well. We must not forget that good school management
associated with a well-developed learning process and learning environment
could lead to enhanced school performance. Therefore, synergy between school
management and teachers activities needs to be achieved while developing per-
formance-related pay. This study also confirms the work of authors who claim
that pupil academic performance is not a good performance indicator to use as
the basis of a reward system.

The study showed that the pedagogues in Estonian schools have positive
opinions of paying teachers based on their performance. However, it is possible
that these feelings are not because they believe that performance-related pay is
suitable for rewarding teachers, but because they generally have high expecta-
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tions of a salary increase. The overall salary level in the Estonian education
sector is rather modest and the issue of a salary increase has been out in the
open for several years. The current education system relies on overworked and
underpaid teachers that hardly provide a favourable context for educating citi-
zens. The solution to the problem of low salaries for teachers in the author’s
view is not a general increase in teachers’ salaries, but differentiating salary
levels based on the teachers’ performance in achieving school objectives.
Therefore, the author proposes implementing a performance-related pay system,
which makes it possible to link teachers’ incomes with their ability to increase
school outcomes and pupil performance.

However, despite the teachers’ positive opinions about performance-related
pay and its several advantages, there are also several disadvantages, which may
negate all the benefits of rewarding teachers on the basis of their performance.
The most critical problems arise in developing a fair and accepted system that
would allow every teacher to be rewarded on the basis of excellent perfor-
mance. Similarly, the general organisational culture of each school must not be
harmed by increased competition between teachers because in order to achieve
integration between the subjects taught, cooperation among teachers is crucial.
In summary, every school has to ascertain which reward system is most suitable
for achieving the school’s objectives and motivating teachers. However, per-
formance-related pay is seen as a good tool for differentiating teachers’ salaries,
and a good alternative to the current salary system, which primarily rewards
teachers on the basis of occupational level and workload.

The generalisations about the managerial aspects of performance appraisal
and performance-related pay discussed here on the basis of Estonian general
educational schools can easily be projected to managing the design and imple-
mentation of teacher performance appraisal and performance-related pay in
schools in other countries. However, the selection of performance appraisal and
performance-related pay criteria is more specific on the context of the education
sector. Irrespective of this limitation, some general aspects can be used in per-
formance appraisal and performance-related pay design in other countries. For
example, the author emphasises the importance of finding synergy between
school management and the activities of teachers and attending to the achieve-
ment of teachers both as individuals and as team members.

In conclusion, despite of the evidence of several studies about the positive
relationships between the implementation of performance-related pay and
school performance indicators, the current study found no strong evidence that
rewarding teachers on the basis of their performance would help attract more
qualified teachers and achieve higher academic performance in pupils. In addi-
tion, in contrast to expectations, it was not possible to prove the existence of
perceived strong positive relationships between performance appraisal and per-
formance-related pay. This suggests the need for further research development.
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Limitations and recommendations for further research

This study is the first time performance management was studied so systemati-
cally in Estonian general educational schools, which means there is no compar-
ative data to analyse the change over time. This influences the results of meas-
uring the relationships between performance-related pay and school perfor-
mance. The influence of performance-related pay on school performance can
only be proven by comparing indicators of school performance when teachers
were not being rewarded on the basis of their performance with when they are.
Because of the lack of longitudinal and comparative data, unfortunately no
conclusions can be made about whether the implementation of performance-
related pay in Estonian general educational schools would actually benefit
schools in terms of increased school performance. Therefore, it is currently only
possible to compare the performance indicators in those school that have im-
plemented performance-related pay with those schools that have not. However,
it is not possible to conclude whether the differences actually result from re-
warding teachers on the basis of their performance or because performance-
related pay is implemented in schools that are located in the larger cities where
it is much easier to select the best teachers and attract capable pupils.

Another issue that may influence the results of this study stems from the lack
of knowledge among pedagogues about the existence and use of the new man-
agement tools — teacher performance appraisal and performance-related pay.
Although performance-related pay is not so common, the opinions of this man-
agement tool among pedagogues in Estonia may be coloured by the fact that
they have not experienced it. This limitation is particularly relevant in the cur-
rent context in Estonia, where the expectation of a salary increase among teach-
ers is high. Teachers might think that any change to their salary system will
result in a salary increase. It is important to emphasise that in order to reduce
the risk to the research outcome of the limited understanding of teacher perfor-
mance appraisal and performance-related pay, explanatory paragraphs were
prepared and presented before the teacher performance appraisal and perfor-
mance-related pay blocks in the questionnaire.

Based on the aforementioned limitations, further research needs to be con-
ducted. Firstly, longitudinal data needs to be gathered to analyse the dynamics
of performance management, pedagogues’ opinions and change in Estonian
general educational schools. A study of this kind could be an annual event for
both educational leaders and school headmasters. Collecting longitudinal data
makes it possible to identify implications about the causal relationships between
performance-related pay and school performance. Conclusions about whether
the implementation of performance-related pay would actually increase school
performance can only be achieved through more detailed analysis. Subsequent
analysis should concentrate on determining the link between performance ap-
praisal and performance-related pay in order to determine more specific reasons
for the weak perceived relationships between performance appraisal and per-
formance-related pay. Additional qualitative analysis would also provide
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valuable information about the relationships between performance-related pay
and school performance and the reasons for the weak relationships between
performance appraisal and performance-related pay in Estonian general
educational schools.

Although one of the strengths of this study is that it was part of the larger
project, “Performance and the analysis of influencing drivers in public schools”,
initiated in cooperation with the Estonian Ministry of Education and Research
and the University of Tartu, this is also a source of limitations. The project team
consisted of three different research groups each with their own research topics —
financial management, quality management and performance management. The
author of this dissertation was a member of the performance management
research group. Because the questionnaire for the study was limited, only a
limited number of claims could be included in the current study. The same lim-
itation affected the case studies as well. Therefore, not all relevant issues could
be included in this study. Therefore, in further research, the model of the key
characteristics of school performance needs to be studied more specifically,
gathering extra data about the professional characteristics of teachers, schools,
and their organisational culture, and more specific information about the learn-
ing process and the learning environment in schools. In addition the data on the
external environment should be included in the analysis process because, as
Hanushek (1997) concluded, family and peers of pupils have an important in-
fluence on pupil performance.
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Appendix |. Definitions of performance management by several authors, year
published and focus

Focus Author, |Definition of performance management
year
Individual Rogers, PM is an integrated set of planning and review proce-
centred view | 1990 dures which cascade down through the organisation to
provide a link between each individual and the overall
strategy of the organisation.
Macaulay |It is an approach to management which seeks to sarness
and Cook, |and focus employee performance. A key visible sign of
1994 PM is that each member of a team is able to answer these
questions: What is expected of me? How am I doing?
What shall I do next? What help do I need to do better?
Organisation | Mwita, Performance management refers to the integrated, sys-
centred view | 2000 tematic approach to improving organisational perfor-
mance to achieve an organisation’s strategic aims and
promote its mission and values.
Lohman et | PM is an approach that managers perform in order to
al.,2004 |reach predefined goals that are derived from the com-
pany’s strategic objectives.
Process Winstan- | PM breaks down into three main processes:
centred view |ley and 1. setting objectives;
Stuart- 2. managing performance to objectives; and
Smith, 3. measuring performance against objectives.
1996
Armstrong, | PM is a process which is designed to improve organisa-
2000 tional, team and individual performance and which is
owned and driven by line managers.
Dransfield, | Well-developed performance management includes: a
2000 statement outlining the organisation’s values; a state-
ment of the organisation’s objectives; individual objec-
tives which are linked to the organisation’s objectives;
regular performance reviews throughout the year (per-
formance appraisal, performance measurement); perfor-
mance-related pay; training and counselling.
Heinrich, |Outcome based PM. Plethora of idioms and acronyms for
2002 PM initiatives — planning, programming and budgeting,

performance-based budgeting, performance-related pay,
performance planning, total organisational performance
system, management by objectives, performance meas-
urement. The central purpose of these initiatives is to
improve public management and programme outcomes.
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Focus Author, |Definition of performance management
year
Smith and |4 components of PM: 1) Formulation of strategy, 2)
Goddard, |Deve-lopment of performance measurement,; 3) Appli-
2002 cation of analytical techniques to interpret such
measures;4) Deve-lopment of instruments designed to
encourage appropriate organisational responses to per-
formance information.
Process Hartog et | PM deals with the challenge organisations face in defin-
centred view |al., 2004 |ing, evaluating and stimulating employee performance
with the ultimate goal of improving organisational per-
formance.
Kettl and |PM is using measures as a tool to improve performance
Kelman, |along dimensions measured.
2008
Soss et al., | PM is disciplinary, not just in the sense that it involves
2009 the allocation of penalties, but also in the deeper sense —
the use of organised techniques to produce self-regu-
lating subjects who, under conditions of apparent auton-
omy, conduct themselves in ways that are consonant with
prevailing institutions, values and interests.
Heinrich, |PM is a system of performance evaluation combined
and with an incentive system. Rational model for a perfor-
Marschke, | mance evaluation and incentive system model works
2009 when organisational goals and production tasks are
known, employee efforts and performance are verifiable,
performance information is effectively communicated,
and there are a relatively small number of variables for
managers to control. However, this approach is stringent,
and in the public sector, rarely observed in practice.
Krish- PM is a framework which allows an organisation to an-
napillai, |alyse its data to make strategic and tactical decisions.
2009 PM enables an organisation to define measures and man-
age performance against strategic goals. Important to
define key performance indicators.
Nunn et | PM focuses on the evaluation and management of the
al., 2009 |entire organisation’s performance. Performance man-

agement and evaluation are closely associated with man-
aging organisations objectives. It involves senior manag-
ers setting indicators and targets in relation to desired
outcomes but allowing local managers the autonomy to
innovate to achieve these.

238




Focus Author, |Definition of performance management

year

Walker et | PM is associated with setting clear organisational goals,

al., 2010 | specifying targets and indicators to link goals to perfor-
mance outcomes, and taking action to influence
achievement against targets.

Mone et | PM can be conceptualised as the overarching framework

al., 2011 | for guiding managers in their efforts to increase en-

gagement in their organisations. Five PM activities:
setting performance and development goals; providing
on-going feedback and recognition, managing employee
development; conducting mid-year and year-end ap-
praisals; building a climate of trust and empowerment

Note: PM — performance management. Source: compiled by the author

239




Appendix 2. Examples of studies estimating the relationships between
teacher salaries and school performance

Author Sample, other available The research Results, findings
(year) information proposition
Ballou and | All colleague graduates in | Across-the-board | Partly supported: raising
Podgursky |1972 in USA increase in teach- | teachers’ salaries 20% makes
(1995) ers’ salary levels only a slight difference.
will significantly
improve the pro-
spects of recruiting
smarter teachers
(teachers with
higher SAT scores)
Hanushek | Study gathers 90 publica- | There is a positive | Partly supported: There is no
(1997) tions, contains 377 separate | link between school | strong or consistent relationship
production function esti- resources and pupil | between school resources and
mates. performance. pupil performance. However,
there is very weak support for
the notion that simply providing
higher teacher salaries or
greater overall spending will
lead to improved pupil perfor-
mance. Pupil’s family and peers
have an important influence on
pupil performance.
Loeb and | State level panel-data There is a positive | Partly supported: raising
Page (1960-1990), USA. Au- link between teacher wages 10% reduces
(2000) thors regress pupil high- teacher wages and | high school drop-out rates by
school drop-out rate on pupil outcomes. 3—6%. The cost of raising
teacher wages 10 years Raising teachers’ teachers’ salaries may outweigh
earlier. Only teachers at the | wage would result | the positive impact on pupil
age of 20-64 and working |in lower drop-out | achievement.
at least 26 week during a rates.
relevant year were included
Darling- Data from a 50-state survey | Policy investments | Supported: State policy sur-
Hammond | of policies (US), state case |in the quality of veys and case study data analy-
(2000) study analyses, the 1993— | teachers are related | sis suggests that policies
94 Schools and Staffing to improvements in | adopted by states regarding
Surveys (SASS), and the pupil performance. |teacher education, licensing,
National Assessment of hiring and professional devel-
Educational Progress. opment may make an important
difference in the qualifications
and capacities that teachers
bring to their work.
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Author

Sample, other available

The research

Results, findings

(year) information proposition

Eberts et | Case study — a comparison | Individual merit Supported: After implement-

al. (2002) |of two schools in USA: 1) |pay systems for ing the merit pay system, and
school that implemented teachers have a rewarding teachers by the out-
merit pay; 2) school that positive effect on | come of course completion, the
maintained a traditional pupil outcome. course completion percentages
compensation system. rose more than 40%.
Data used to measure pupil Merit pay was not offered for
outcomes: 1994/95— higher class attendance and
1998/99 high school course therefore merit pay had little
completion, class attend- effect on class attendance.
ance, grade point average, Merit pay systems were unre-
passing rates conditional on lated to pupil achievement.
course completion.

Johnson Longitudinal interview Teachers’ salary is | Supported: broader profes-

and study. Sample included 50 | one of the im- sional concerns about pay,

Birkeland | first and second-year portant factors in prestige, and career opportuni-

(2003) teachers working in a wide |deciding whether to | ties continue to figure in indi-
range of Massachusetts continue studying. | vidual teacher choices. All
public schools—urban and respondents argued that they
suburban; elementary, valued their work with pupils,
middle and high; large and but they were variously dissatis-
small; conventional and fied with low pay and the lack
charter. of public respect for teachers.
Study seeks for respond- Therefore, the economic costs
ents’ reasons for staying in of choosing to teach serve as a
their schools, moving to significant deterrent to staying
new schools, or leaving in that highly demanding pro-
public school teaching fession
within their first 3 years of
teaching.

Smithers | Research investigates the | Teachers’ salary is | Supported: Five main factors

and factors affecting teachers’ | one of the im- were found to influence teach-

Robinson | decisions to leave the portant reasons for |ers’ decisions to leave: work-

(2003) profession during the cal- | leaving the profes- |load, new challenge, the school

endar year 2002 in Eng-
land.

sion.

situation, salary and personal
circumstances. Of these, work-
load was by far the most im-
portant, and salary the least.
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Author

Sample, other available

The research

Results, findings

(year) information proposition

Rhodes et | Focus group of 7 teachers | Explore the facets | Supported: 67% (n = 89) of

al. (2004) | (from both the primary (n | of professional respondents identifying salary
=4) and secondary (n =3) |experience which |as demotivating indicated that
sectors). Additional quali- |impact directly on | this facet was deeply dissatis-
tative survey (368 teach- teacher satisfaction, | fying. Higher pay was placed in
ers). dissatisfaction, position No 1 in rank order of
Region under research: morale and likely | factors most likely to lead to
schools in LEA, where retention. Teacher | retention in the teaching profes-
educational standards are | salary is one of the |sion in the next five years.
below national and statisti- | factors.
cal neighbour averages in
all key stages (16 high
schools, 45 primary
schools, 3 special schools,
one pupil referral unit).

Cavalluzzo | 108,000 individual pupil Teachers’ profes- | Supported: Seven of nine

(2004) records collected from sional characteris- | indicators of teacher quality that
Miami-Dade County Public | tics impact pupil were included in the analyses
Schools. Each pupil record |achievement in resulted in appropriately signed
was linked to his or her mathematics in the |and statistically significant
subject-area teacher to ninth and tenth evidence of their influence on
create a rich data set con- | grades. pupil outcomes. These findings
taining information on suggest that school systems that
teacher characteristics, wish to target pay increases to
pupil background and teachers of the highest quality
behaviour, and school can use National Board Certifi-
environment. Pupil gains cation (NBC) for this purpose.
were then examined in
school years 1999-2000 to
2002-2003.

Rivkin et | Data for three cohorts: 3rd | Schools and teach- | Supported: Teachers have

al. (2005) |through 7th grade test ers have an influ- | powerful effects on reading and

scores for one cohort (4th
graders in 1995) and 4th
through 7th grade test
scores for the other two
(4th graders in 1993 and
1994). For each cohort
there are more than
200,000 pupils in over
3,000 public elementary
and middle schools

ence on achieve-
ment.

mathematics achievement,
though little of the variation in
teacher quality is explained by
observable characteristics such
as education or experience. The
results suggest that the effects
of a costly ten pupil reduction
in class size are smaller than the
benefit of moving one standard
deviation up the teacher quality
distribution, highlighting the
importance of teacher effec-
tiveness in the determination of
school quality.
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Author

Sample, other available

The research

Results, findings

Final sample: 534 schools
(the rate of response 40%).
4,515 pupils from 12"
grade were explored.

incentives and
pupil performance

(year) information proposition
Hanushek | Data from Texas schools The level of teach- | Party supported: Both wages
and Rivkin | (379 teachers), USA ers’ salary affects | and pupil characteristics affect
(2007) the quality of pupil |teachers’ choices and results in
instruction and a sorting of teachers across
pupil achievement. |schools. Little evidence is
found that teachers’ transitions
are detrimental to pupil
learning.
Overall salary increases for
teachers would be expensive
and ineffective — recommended
to use performance-related pay.
Kingdon The data set consisted of Performance-re- Supported: for private schools
and Teal 902 pupils surveyed across | lated pay does have | there is convincing evidence for
(2007) 20 government-funded and |an impact on pupil | causation running from
10 private schools, and a achievement teacher’s pay to achievement.
sample of 172 teachers for No statistically significant
India. relationships could be found in
the case of government schools.
Figlio and | Overall sample: 1,319 There is a positive | Supported: test scores are
Kenny public and private schools |link between indi- | higher in schools that offer
(2007) in USA. vidual teacher individual financial incentives

for good performance.
Moreover, the estimated rela-
tionship between the presence
of merit pay in teacher compen-
sation and pupil test scores is
strongest in schools that may
have the least parental over-
sight.

Atkinson et
al. (2009)

Teacher level data,
matched with test scores
and value-added in Eng-
land. Sample used data
from 18 schools, covering
182 teachers and almost
23,000 pupils.

Payment scheme
based on pupil
attainment in-
creases teacher
effort

Supported: scheme did im-
prove test scores and value
added on average by about half
a grade per pupil. The results
showed that teachers eligible
for the incentive payment in-
creased their value -added by
almost half a GCSE grade per
pupil relative to ineligible
teachers, equal to 73% of a
standard deviation. Heteroge-
neity across subject teachers
was found, with maths teachers
showing no improvement.

Source: compiled by the author
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Appendix 3. The questionnaire for school headmasters in Estonian general
educational schools*

Uldhariduskoolide tulemuslikkuse ning seda mdjutavate tegurite analiiiis
Hea koolijuht,

Palun hinnake 5-pallisel skaalal, mil mé&ral ndustute alljargnevate véidetega:

1 — pole iildse ndus;

2 — pigem pole ndus;

3 —raske hinnata (nii ja naa);

4 — pigem ndus;

5 — tdiesti nous;

0 — ei oma informatsiooni sellele kiisimusele vastamiseks/ei oska vastata/ei saa
kiisimusest aru.

Uuringu kiigus saadud andmeid kasutatakse ainult iildistuste tegemiseks ning
tulemuste hilisemal avaldamisel teie isikuandmeid ega kooli nime ei kasutata.

Kiisimustele vastamiseks kulub keskmiselt 30 minutit.

Alljiargnevad kiisimused on kooli strateegilise juhtimise kohta.

L. Meie koolil on sonastatud kooli missioon ja visioon. 123450
2. Oleme oma arengukavas méadratlenud kooli votmetulemused. 123450

3. Oleme kooli arengukavasse kavandanud kooli pikaajalised 123450
investeeringuvajadused.

4. Oleme viimase aasta jooksul teinud kokkuvdtteid kooli 123450
arengukava elluviimisest.

5. Oleme viimase aasta jooksul korrigeerinud kooli arengukava. 123450

6. Meie kooli todtajad teadvustavad oma rolli kooli arengukava 123450
elluviimisel.

7. Oleme viimase kahe Gppeaasta jooksul tutvustanud kooli 123450

arengukava tditmist erinevatele huvigruppidele (nt
lapsevanemad, kohalik omavalitsus jne).

8. Arvestame oma tegevuse planeerimisel tihiskonnas toimuvate 123450
arengutega (laste arv piirkonnas, ootused koolile, majanduslik
keskkond, to6turg, huviharidus, piirkonna arenguplaanid jne).

9. Muudatused meie kooli igapdevatoos pohinevad senise 123450
tegevuse analiiiisil.

*

The claims included in this dissertation are marked with grey background.
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10.

11.

13.

14.
15.
16.

17.

18.

19.
20.

21.

Kooli tegevuste planeerimisel arvestame Opilaste ja
lapsevanemate seas labiviidud rahulolu-uuringute
tulemustega.

Oleme tootajate rahulolu-uuringu tulemusi arvestanud kooli
tookorralduse ja jirgmise Oppeaasta tooplaani koostamisel.

12.1  Opetajad

12.2  JOpilased

12.3  lapsevanemad

12.4  kooli pidaja

12.5 hoolekogu

12.6  muu (palun lisage vajadusel)

Meie koolis on jargmistel huvigruppidel soovi korral
kéttesaadav teave koolis toimuva kohta:

13.1  Odpetajad

13.2  Opilased

13.3 lapsevanemad

13.4  kooli pidaja

13.5 hoolekogu

13.6  muu (palun lisage vajadusel)

Kooli juhtkonnaga suhtlemine on meie koolis lihtne.
Meie kooli opetajad jargivad eetilisi norme ja pohimétteid.
Kooli juhtkonna liikmed jérgivad eetilisi norme ja
pOhimdtteid.

Tunneme elavat huvi selle vastu, milline on arvamus meie
koolist {ihiskonnas.

Meie kooli tegemisi on meedias (nt ajalehes, raadios)
piisavalt kajastatud.

Peame regulaarset sidet oma vilistlastega.

Meie kooli dpetajad osalevad aktiivselt piirkonna avalikus
elus ja kohaliku kogukonna tegevuses

Meie kool vadrtustab dpetajate saavutusi erinevates
valdkondades rahvusvahelisel, vabariigi, maakonna ja
kohaliku omavalitsuse tasandil.

123450

123450

123450
123450
123450
123450
123450

123450
123450
123450
123450
123450

123450
123450
123450

123450

123450

123450
123450

123450
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Jargmised kiisimused kisitlevad teie kooli ressursside juhtimisega seotud tee-
masid.

22.  Meie koolis on arengukava (sh tegevuskava) eclarve 123450
koostamise aluseks.

23.  Meie kool arendab oma materiaal-tehnilist baasi vastavalt 123450
kooli arengukavale.

24. Investeeringute kavandamisel analiiiisitakse nende 123450
kasutamisega seotud voimalikke tdiendavaid tulusid.

25. Investeeringute kavandamisel analiiiisitakse nende 123450
kasutamisega seotud tdiendavaid tegevuskulusid (nt kiite).

26. Meie koolis kasutatakse nii rahalisi kui mitterahalisi 123450
ressursse (ruumid, aeg, inimesed) kooskolas kooli
arengukava ja eelarvega.

27. Kooli eelarve koostamisse on kaasatud jargmised huvigrupid:

27.1  kohalik omavalitsus 123450
27.2  hoolekogu 123450
27.3  opetajad 123450
27.4  muu (palun lisage vajadusel)

28. Koolil on piisavalt rahalisi vahendeid oma arengukava 123450
taitmiseks.

29. Kooli koostdd kohaliku omavalitsusega kooli rahalise 123450

seisundi juhtimisel on véga hea.

30. Vordleme riigieelarvest koolile arvestatud vahendite hulka 123450
kohaliku omavalitsuse eelarvest koolile eraldatud
riigieelarveliste vahendite summaga.

31. Mulle kéttesaadav kuluinformatsioon on oma detailsuselt 123450
piisav juhtimisotsuste tegemiseks.

32. Aasta Iopus on koolil probleeme kulude katmisega, kuna 123450
eelarves ettendhtud vahendid on eelnevalt ara kulutatud.

33. Kohaliku omavalitsuse eelarvevahendite mitte digeacgne 123450
lackumine takistab kooli toimimist.

34. Kooli rahalisi ressursse kasutatakse efektiivselt. 123450

35.  Kooli ruume ja rajatisi saavad dppe- ja kasvatustoost vabal 123450
ajal piisavalt kasutada ka teised huvigrupid.

36. Kool rendib oma pinda vilja liiga palju, takistades dppe-ja 123450
kasvatust6od, huvitegevust (nt aula, ujula, vdimla,
arvutiklass, kohvik, s66kla, muud ruumid).
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37. Kooli juhtkond saab piisavas ulatuses otsustada renditulude 123450
(voi muude omatulude) kasutamise {ile.

38. Kooli tegelike kulude kujunemisel on olulised jargmised

tegurid:

38.1  Opilaste arv 123450
38.2  klassikomplektide arv 123450
38.3  koolimaja ruumiline maht 123450
38.4  kooli juhtimine ja haldamine 123450

38.5  muu (palun lisage tegurid, mida peate oluliseks, kuid
mis eelnevast loetelust puuduvad)

39.  Analiiiisime ja prognoosime regulaarselt oma 123450
personalivajadust.
40. Personali koolituste planeerimisel arvestame iga tootaja 123450

enesetdiendamise vajadustega.

41. Meie koolis toimub Opetajate arendamine koolituskava 123450
alusel.

Jargmised viited esitatakse Opetajate t60 hindamise kohta teie koolis, mille
kdigus antakse hinnang Opetajate tegevusele, tdomahule ja toGtulemustele.
Opetajate t66 hindamisel méairatakse kindlaks nende todalane edukus ning selle
vastavus piistitatud eesmarkidele.

42, Opetajate toStulemuste ja tegevuse koolisisene hindamineon 123450
meie koolis korraldatud siisteemselt.

43. Meie koolis rakendatav opetaja t66 hindamissiisteem ja selle 123450
pohimotted on arusaadavad.

44. Meie koolis kaasatakse Opetajaid piisavalt oma t66 123450
hindamissiisteemi véljakujundamisse.

45.  Opetaja t66 hindamisel on otsene mdju tema todtulemustele. 123450

46. Meie koolis rakendatav Opetajate hindamissiisteem 123450
voimaldab hinnata dpetaja tood diglaselt.

47.  Opetaja t66 hindamisprotsess 15peb hindamis- 123450
arenguvestlusega.

48.  Opetajale antav tagasiside tema t66 kohta on piisav. 123450

49. Kooli 16puklasside dpilaste tagasiside on dpetajate t66 123450

hindamissiisteemi koostisosa.
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Alljargnevalt on esitatud opetajate to6d iseloomustavad niitajad, millele
vastates andke palun esmalt hinnang nende rakendatavuse kohta teie koolis
(vastusevariantidega jah, ei vOi ei tea). Seejirel hinnake kdigi nditajate ots-
tarbekust opetajate t66 hindamisel 5-pallilisel skaalal.

50. Osalemine kooli juhtimisel (6ppendukogu, hoolekogu ja

ainekomisjonid)

Rakendatakse meie koolis Jah, ei, ei tea

On otstarbekas rakendada Opetajate t66 hindamisel 123450
51. Osalemine kooli arendamises (EL projektid,

koolidevahelised iiritused, esinemised seminaridel jt)

Rakendatakse meie koolis Jah, ei, ei tea

On otstarbekas rakendada dpetajate t66 hindamisel 123450
52. Noorte dpetajate juhendamine

Rakendatakse meie koolis Jah, ei, ei tea

On otstarbekas rakendada dpetajate t66 hindamisel 123450
53. Koostdo kolleegidega

Rakendatakse meie koolis Jah, ei, ei tea

On otstarbekas rakendada dpetajate t66 hindamisel 123450
54. Koostdo lapsevanematega

Rakendatakse meie koolis Jah, ei, ei tea

On otstarbekas rakendada dpetajate t66 hindamisel 123450
55.  Oppemetoodiline t66 (dppematerjalid, -vahendid,

-metoodika)

Rakendatakse meie koolis Jah, ei, ei tea

On otstarbekas rakendada dpetajate t66 hindamisel 123450
56.  Opetaja esinemine ja dppetdd niitlikustamine tunnis

Rakendatakse meie koolis Jah, ei, ei tea

On otstarbekas rakendada dpetajate t66 hindamisel 123450
57.  Oppeaine sisu seostamine praktikaga ja teiste ainetega

Rakendatakse meie koolis Jah, ei, ei tea

On otstarbekas rakendada dpetajate t66 hindamisel 123450
58.  Opetaja tegelik nidala koormus

Rakendatakse meie koolis Jah, ei, ei tea

On otstarbekas rakendada dpetajate t66 hindamisel 123450
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59.

60.

61

62.

63.

64.

65.

66.

67.

68.

Opetatavate dpilaste arv

Rakendatakse meie koolis

On otstarbekas rakendada opetajate t66 hindamisel
Hariduslike erivajadustega dpilaste arv klassis/riihmas
Rakendatakse meie koolis

On otstarbekas rakendada opetajate t66 hindamisel

Motiveeriva ja loova dpikeskkonna loomine klassis
(Opimiljoo, klassiruumi Shkkond)

Rakendatakse meie koolis

On otstarbekas rakendada Opetajate t66 hindamisel
Opiedu puudutava tagasiside andmine Spilastele
Rakendatakse meie koolis

On otstarbekas rakendada Opetajate t66 hindamisel
Suhtlemine ja ldbisaamine dpilastega
Rakendatakse meie koolis

On otstarbekas rakendada Opetajate t66 hindamisel

Klassivilise tegevuse juhendamine (huviringid, kasvatusto0)

Rakendatakse meie koolis
On otstarbekas rakendada Opetajate t66 hindamisel

Opetajate tegevus dpilaste jireleaitamisel dppeaine
omandamisel

Rakendatakse meie koolis
On otstarbekas rakendada Opetajate t66 hindamisel

Opilaste edasine haridustee (sissepiis kdrgkooli voi
kutsekooli, toimetulek selles)

Rakendatakse meie koolis
On otstarbekas rakendada Spetajate t66 hindamisel

Opilaste dpitulemused (riigieksamite tulemused,
piirkondlikud ja kohalikud tasemet6d)

Rakendatakse meie koolis

On otstarbekas rakendada Spetajate t66 hindamisel
Opilaste tulemused oliimpiaadidel, niitustel ja vdistlustel
Rakendatakse meie koolis

On otstarbekas rakendada Gpetajate t66 hindamisel

Jah, ei, ei tea

123450

Jah, ei, ei tea

123450

Jah, ei, ei tea

123450

Jah, ei, ei tea

123450

Jah, ei, ei tea

123450

Jah, ei, ei tea

123450

Jah, ei, ei tea

123450

Jah, ei, ei tea

123450

Jah, ei, ei tea

123450

Jah, ei, ei tea

123450
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69.

70.

Opetajate toodistsipliin (dokumentatsioon, todplaanist kinni

pidamine)
Rakendatakse meie koolis
On otstarbekas rakendada Opetajate t66 hindamisel

Muu (palun lisage, kui peate veel midagi oluliseks, mis
loetelust puudub)

Jah, ei, ei tea

123450

Alljargnevad véited on Opetajate tulemustasustamise ning selle aluseks olevate
niitajate kohta. Tulemustasustamine on palgavorm, mis arvestab Opetajate
toGtasustamisel nende tegevuse ja todtulemustega. Tulemustasustamise koostis-
osadeks on lisaks pdhipalgale ka lisatasu, tulemustasu, preemia vdi muu

rahaline tasu.

71.
72.

73.

74.

75.

76.

77.

Tootulemustepohine tasustamine on dpetajatele motiveeriv.

Tootulemustepohine tasustamine toetab kooli eesmarkide
saavutamist.

Opetajate t66 tasustamisel lihtutakse meie koolis vaid
normtundidest ja ametipalgast.

Meie kool rakendab Opetajate tasustamisel
tulemustasustamist (kui ei, siis palun jatke vahele kaks
jérgmist kiisimust).

Opetajate tootulemustepdhine tasustamine on meie koolis
odiglane.

Palun loetlege vahemalt kolm koige olulisemat tegevust
ja/voi tulemust, millest lahtutakse teie koolis dpetajate
tulemustasustamisel:

1)
2)
3)

Minu arvates oleks meie koolis otstarbekas Opetajate
tulemustasustamisel 1&htuda alljargnevatest néitajatest
(tegevustest, tulemustest):

77.1 osalemine kooli juhtimisel (Gppendukogu,
hoolekogu ja ainekomisjonid)

77.2  osalemine kooli arendamises (EL projektid,
koolidevahelised iiritused, esinemised seminari-
del jt)

77.3  noorte Opetajate juhendamine

123450
123450

123450

123450

123450

123450

123450

123450
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77.4

77.5
77.6
7.7
77.8

71.9

77.10

77.11

77.12

oppemetoodiline t66 (Oppematerjalid, -vahendid,
-metoodika)

Opetaja tegelik nidala koormus
keskmine dpperithma suurus
Opetatavate hariduslike erivajadustega Opilaste arv

klassivélise tegevuse juhendamine (huviringid,
kasvatustoo)

Opetajate tegevus Opilaste jareleaitamisel Gppeaine
omandamisel

oOpilaste dpitulemused (riigieksamite tulemused,
piirkondlikud ja kohalikud tasemet66d)

Opilaste tulemused oliimpiaadidel, nditustel ja
voistlustel

muu (palun lisage, kui peate veel midagi oluliseks,
mis loetelust puudub)

123450

123450
123450
123450
123450

123450

123450

123450

123450

Jargmised kiisimused on dppe- ja kasvatusprotsessi kohta teie koolis.

78.
79.
80.
81.
82.
83.
84.
85.

Olen rahul kooli poolt pakutava haridusega.

Olen rahul dpetamise kvaliteediga meie koolis.

Meie opilastele meeldib koolis kéia.

Opilased saavad aru, mida dpetajad neilt ootavad.

Meie koolis julgustatakse Gpilasi andma endast parimat.

Meie Opilased jargivad koolis kehtestatud reegleid.

Meie opetajad hoolivad dpilastest.

Meie koolis kohtlevad opetajad Gpilasi Giglaselt.

123450
123450
123450
123450
123450
123450
123450
123450

Jargmised viited kasitlevad kooli tulemuslikkusega seotud néitajaid.

86.

87.

88.
89.

90.

Meie koolis saab dpilane alati oma murega Opetaja poole
poorduda.

Meie koolis dpivad opilased seda, mida neil on tarvis elus
edukaks toimetulekuks.

Meie koolis kohtlevad dpilased tiksteist hésti.

Meie koolis ldhtutakse dpetamisel Gpilase individuaalsetest

vOimetest.

Meie koolis ldhtutakse tugiteenuste kavandamisel dpilaste

vajadustest.

123450

123450

123450
123450

123450
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91.

92.

93.

94.

95.

96.

97.

98.

99.

100.

Meie koolis tegeldakse piisavalt dpilase huvide ja andekuse
arendamisega.

Meie koolis pakutavad valikained vastavad Opilaste
soovidele.

Meie koolis analiilisitakse siisteemselt iga Gpilase opiedu
(edasijoudmist veerandite, Gppeaastate 1oikes)

Meie koolis analiiiisitakse siisteemselt iga dpilase
iildoskuste arengut.

Opilase arenguvestlusel on oluline roll tema dppeedukuse
tostmisel.

Opilase arenguvestlusel meie koolis osaleb tavaliselt ka
lapsevanem.

Oleme koolielu korraldamisel (tunnid, vahetunnid,
klassiviline tegevus) arvestanud dpilaste soovide ja
ettepanekutega.

Toetame Opilaste osalemist oliimpiaadidel, voistlustel,
naitustel, konkurssidel jne.

Meie kooli dpetajad kasutavad piisavalt kaasaegseid
(arvutipohiseid, aktiviseerivaid, isiksusekeskseid jne)
Opetamis- ja kasvatusmeetodeid.

Meie kool on dpilaste arengu igakiilgseks toetamiseks
teinud piisavalt koostood jargmiste huvigruppidega
(tiritused, projektid, ressursside hankimine):

100.1 Ilasteaiad (nt eelkool, laste koolikiilastused,
tutvustus)

100.2  jargneva kooliastme Sppeasutused (nt
sisseastumistingimused, Opilaste ndustamine
edasidoppimise osas)

100.3  lapsevanemad (nt klassivéline tegevus, rahaline
toetamine, lapse arenguvestlus)

100.4 opilased (nt iiritused, kooliraadio, -ajaleht,
konkursid, dpilaste omaalgatuslik tegevus)

100.5 kohalik omavalitsus (nt eelarve kujunemine,
arenguplaanide kooskolastamine, lobitd0)

100.6 meedia (nt ajakirjandus, raadio)

100.7 teised koolid (nt personali vahendamine, mobiilsus,

sopruskoolid, ka vilismaal)

100.8 ettevotted (nt sponsorlus, iihisiiritused, todkohtade
tutvustus, praktikakohad jne)

123450

123450

123450

123450

123450

123450

123450

123450

123450

123450

123450

123450

123450

123450

123450
123450

123450
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101.

102.

100.9  muu (palun lisage partnereid, keda peate veel
oluliseks)

Meie koolis analiiiisitakse jargmisi niitajaid:
101.1 Opilaste arv Opetaja kohta

101.2 klasside tdituvus koolis

101.3 Opilasi iihe arvutiklassi arvuti kohta
101.4  Opetajaid iihe dpetaja todarvuti kohta
101.5 kooli kogukulu Spilase kohta

101.6  riigieelarvest koolile arvestatud vahendite summa
(Gpilase kohta)

101.7 Opetajate osalemine tdiendkoolitustel

101.8 Opetajate voolavus

101.9 Opetajate rahulolu-uuringute tulemused
101.10  dpetaja kutse-eetika rikkumised

101.11  lapsevanemate rahulolu uuringute tulemused
101.12  lapsevanemate ligipads E-koolile

101.13  muu (palun lisage niitajad, mida peate veel
oluliseks)

Meie koolis analiiiisitakse jargmisi 0ppe- ja kasvatustoo
tulemusi:

102.1 oppe tulemuslikkus aineti (hinded)
102.2  Kklassikursuse kordajate arv
102.3 pohjuseta puudumiste arv dpilase kohta

102.4  koolikohustuse mittetiitjate osakaal pdhikooli
Opilaste arvust

102.5 tugisiisteemide rakendamise mdju dpilase
Opiedule

102.6  riigieksamite tulemused (keskmine tulemus
vorrelduna tleriigilise keskmisega)

102.7 tasemetodde tulemused (keskmine tulemus
vorrelduna tleriigilise keskmisega)

102.8 Opilaste vdljalangevus pdhikoolist

102.9 Opilaste viljalangevus giimnaasiumist
(keskkoolist)

102.10  edasidppijate osakaal pohikooli/glimnaasiumi
16petajate koguarvust

123450

123450
123450
123450
123450
123450
123450

123450
123450
123450
123450
123450
123450

123450
123450
123450
123450

123450

123450

123450

123450
123450

123450
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102.11  oma kooli huviringides osalevate opilaste osakaal 123450
102.12  dpilaste rahulolu-uuringute tulemused 123450

102.13  muu (palun lisage tegurid, mida peate veel
oluliseks)

103.  Meie kooli kdige tugevam kiilg on:

104.  Meie kooli kdige ndrgem kiilg on:

105. Kooli tulemuslikkuse kolm kdige olulisemat niitajat on:
)
2)
3)

Palun vastake jargmistele kiisimustele:

Kooli nimi:
Olen:
Mees
Naine
Vanus:

Alla 33 aasta

3342 aastat

4353 aastat

53-62 aastat

63 aastat ja vanem
Pedagoogiline staaz:

Kuni 5 aastat

5-10 aastat

11-20 aastat

21 ja rohkem aastat
Toostaaz selles koolis:

Kuni 5 aastat

5-10 aastat

11-20 aastat

21 ja rohkem aastat
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Appendix 4. The principles of operation for Estonian general educational
schools

The activity of Estonian general educational schools is regulated by the Primary
Schools and Secondary Schools Act (Pohikooli- ja giimnaasiumiseadus, 2010).
The act regulates the basis for organising the learning process, ascertains the
rights and responsibilities of the pupils, the parents, the schools and the school
keepers and describes the basics of financing schools and implementing state
surveillance. The act regulates the activities of both municipal schools (admin-
istered by local authorities) and state schools (administered by the Estonian
Ministry of Education and Research).

In Estonia, general education consists of the primary school and secondary
school levels. Primary school is a general educational school that creates the
possibilities for gaining primary education and school obligation. The estimated
time for achieving the fulfilment of the primary school curricula is nine years.
There are three main school levels in primary schools:

1) Ischool level — 13 grade;
2) 1I school level — 4"—6™ grade;
3) III school level — 7"-9" grade.

Secondary school is the educational level that follows primary school. The
nominal study period in this school level is three years. Secondary school cre-
ates the possibilities for obtaining general and secondary education. The current
dissertation explains the education system on the example of municipal schools
(see Figure). Municipal schools are schools that are established by the council
of the local authority. Therefore, unlike private and national schools, in the case
of municipal schools, the local authority has taken the role of education pro-
vider.

According to the laws of the Republic of Estonia, the Estonian Ministry of
Education and Research is the institution responsible for developing educational
policy in Estonia (Haridus- ja Teadusministeeriumi pohiméérus, 2009). The
ministry implements the national curriculum, enforces and cancels educational
licences for schools as well as the tasks and rules of the teachers’ councils, de-
termines the minimum required number of employees in schools and the mini-
mum requirements for school teachers. In addition, it enforces the teachers’
minimum salary level and executes state surveillance over schools. Likewise,
the national curriculum developed by the ministry is a framework for building
up the whole education system. It consists of learning objectives, expected
learning outcomes, rules and procedures for evaluating pupils, requirements for
the learning environment, organising the learning process and graduation, but
also sets requirements for the schools’ curricula and subjects taught.

As the ministry develops the framework and requirements for the Estonian
education sector, it also has the obligation to execute surveillance over the
teaching and learning process in Estonian schools. During surveillance, the
teaching and learning process and their adherence to the law is checked.
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The Estonian Ministry of Education and Research:

o Enforces the national curriculum

o Enforces and cancels education licences for schools and the tasks and rules of the
teachers’ council

e Enforces the minimum required number of school’s employees and qualification
requirements for teachers

o Enforces the teachers’ minimum salary level

e Executes erate surveillance 1

School keeper=local authority .
Enforces the school’s statutes, confirms the school’s budget \
nstructs the school’s board of trustees and the rules of their activities
nforces the order of ratifying the school’s development plan

Recruits and employs the sﬁoil headmaster

School — lead by school headmasters
e Enforces the schools’ curriculum
e Enforces the school’s rules of procedures
e Administers the school’s budget
o Takes responsibility for the schools’ teaching and learning process
e Enforces the school’s internal evaluation procedure

E Pupil council

! Teachers' council

\ e The school’s development plan, curriculum, rules of
1

@ procedures.
\ Teachers — manage the teaching and learning process /

Figure. The scheme of the Estonian education system based on general educational
schools (municipal schools)
Source: Compiled by the author based on Pdhikooli- ja glimnaasiumiseadus, 2010

Likewise, the task of surveillance is to analyse the problems in implementing
the act of law during the learning and teaching process, and if necessary, modify
the act of law. The school keepers in the Estonian education sector are mostly
local authorities. Therefore, schools are mostly established by local authorities,
but the Ministry of Education and Research enforces and cancels education
licences for schools. Local authorities also enforce school statutes as the basis
of their activities, enforce the order to ratify a school’s development plan and
recruits and employs school headmasters. In addition, it constructs a school’s
board of trustees, determines the rules and procedures for the board’s activities
and confirms the school’s budget. The implementation of Estonian educational
strategies and plans takes place at the school level. Therefore, the quality of the
Estonian education sector is dependent on each school’s quality in Estonia.
Therefore, school headmasters as the leaders and managers of Estonian schools
have a great responsibility in achieving quality. School headmasters take

256



responsibility for the teaching and learning process, other activities imple-
mented in school, a school’s general shape and development and the rightful
and rational use of monetary resources under their jurisdiction (Pdhikooli- ja
glimnaasiumiseadus, 2010). The school headmaster represents the school and
acts in its interests, manages the school’s budget, enforces the school’s rules of
procedure and enforces the school’s internal evaluation process. It is also essen-
tial to emphasise that school headmasters enforce the school’s curriculum as
well. A school’s curriculum certainly follows the main streams pointed out in
the national curriculum, but they have considerable autonomy in developing the
school’s own learning and teaching process.

However, in addition to a headmaster, school management decisions are
shaped by several boards compiled from the members of the school’s interest
groups as well. For example, before enforcing the school’s curriculum, rules
and procedures and the school’s development plan, they must be submitted to
the board of trustees, the pupil council and the teachers’ council for their com-
ments. It is also important to note that compiling a development plan for a
school must be based on the result of the schools internal evaluation reports.
Internal evaluation reports are composed by school headmasters, but before
enforcing them, the board of trustees, teachers’ council and pupil council have
the right to make comments.

The teachers’ council consists of the school’s headmaster, head teachers,
teachers, assistant teachers and others involved in the teaching and learning
process (Pohikooli- ja glimnaasiumiseadus, 2010). The tasks of the teachers’
council involve organising, analysing and evaluating the teaching and learning
process under their jurisdiction and making decisions necessary for school ad-
ministration. However, the tasks of the teachers’ council are enforced by the
Estonian Ministry of Education and Research.

The board of trustees in primary schools involves the school keeper (a repre-
sentative of the local authority), the teachers’ council and the representatives of
parents, alumni and organisations that support schools. It is worth mentioning
that the representatives of parents, alumni and other organisations are the ma-
jority of the members of the school’s board of trustees. If the primary school has
a pupil council, then a representative of the pupil council is also a member of
the board of trustees. In secondary schools in addition to the aforementioned, a
representative of pupils is a compulsory member of the board of trustees. The
board of trustees is a

permanently performing body, which aims to coordinate the activities and
effort of pupils, pedagogues, school keepers, parents and supportive organisa-
tions in directing, planning and monitoring teaching and learning. In addition, it
develops better conditions for teaching and learning and provides estimates for
the school’s budget plan (Pohikooli- ja glimnaasiumiseadus, 2010). The school
headmaster is accountable before the board of trustees and both pupils and par-
ents have the right to turn to the board concerning teaching and learning.
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Appendix 5. School financing and budget

Each school has its own budget and the school headmaster is responsible
for administering the budget rationally and rightfully. The revenues of
municipal general educational schools in Estonia consist of the follow-
ing:

assignments from the government budget;

assignments from the budget of the local authority;

income from legal persons;

donations;

revenues from extra-curricular activities prescribed in the school’s statute;
assignments from other municipalities whose pupils are educated in those
schools.

Therefore, schools total revenues are determined by assignments from the gov-
ernment budget and local authority’s budget, income from legal persons, dona-
tions and revenues from extra-curricular activities that are prescribed in the
school’s statute. However, the most sizeable part of the budget is determined by
the assignments from the government budget. The grant-in-aid from the state
budget is calculated at the governmental level and is allocated to local authori-
ties as a lump sum. Local authorities have the power to decide the specific allo-
cation of the monetary resources between different schools and within the
schools. The scheme for calculating the financing of educational costs of local
authorities is presented in Table.

The financing scheme for educational costs in Estonia is based on the costs
of pupil, class, school level, school, local authority and curriculum. The finan-
cial means are provisionally divided into two groups (Uldhariduse rahas-
tamismudel, 2011). Firstly, the uniform and constant costs that emanate from
executing the education policy and legislation. For instance, the minimum sal-
ary level of teachers, minimum increment for homeroom teachers and the vol-
ume of curriculum are enacted by legislation. In the context of this dissertation
it is important to note that teacher salary levels in the Estonian education system
are determined by the teachers’ occupational levels. However, the salary level
on a certain occupational level is agreed upon between the government, the
representatives of the associations of local authorities and teaching unions. The
agreed salary level is confirmed by the government. If agreement has not been
achieved, then the government will decide and enforce the minimum salary
level itself.

Secondly, educational costs consist of the costs that are related to local pe-
culiarities and decisions taking into consideration the environment within which
the school operates, the characteristics of pupils, teachers and so on, that are
characteristic for this region. The purpose of this approach is to guarantee equal
opportunities for every school in Estonia.
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Table. The scheme for calculating the financing of the educational cost for local au-

thorities
A B C D
\_ Financing Grant-in-aid
Head Additional TOTAL
money financing

1 |Regular I & II school level X X BI+Cl
o |class 11T school level X X B2+C2
3— Secondary school X - B3
4 | Language immersion X - B4
5| Supplement for homeroom teacher X - BS
6 |SEN I-1II school level and secondary X X B6+C6

schools
7 Supplement for homeroom teacher X B7

8 | Evening Evening and distance learning - B8
9— Supplement for homeroom teacher X - B9

10 | Supplement | Additional financing for SEN - X C10

grant-in-aid | pupils
11| Administrative costs X - Bl11
12 | Supplement for special case - X Cl2
13 | Learning in Estonian in Russian speaking classes Al3
14 | Teacher-supervisors Al4
15 | Learning in prison AlS
16 | Learning in hospital Al6
17 | Subsidiary for consolidation Al7
F Compensation for decrease Al8
19 Means for salary TOTAL Sum Sum B19+C19
(B1:B12) | (C1:C12)

20 | Other Text books A20
21 | Learning materials (incl. workbooks) A21
22| Investments A22
23 | Events for pupils A23
24 | Subject sections A24
25 | Schooling for pre-school teachers A25
26 | RESERVE A26

SUM TOTAL Sum(D19:D
26)

Note: SEN — learning process related to teaching pupils with special educational needs; Evening —
learning process related to evening and distance learning; The formulas in the table are entered
taking into consideration the row numbers and column letters
Source: compiled by the author based on Uldhariduse rahastamismudel, 2011
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The size of the grant-in-aid is primarily dependent on the number of pupils
studying in the municipal school and on the estimated operating costs of a study
place. In addition, the state may offer grant-in-aid for covering transportation,
accommodation or other costs of pupils as well. The per capita money allocated
to schools is calculated according to the school level that the pupils are studying
at. Per capita money is calculated with the aim of covering the teaching costs of
a class. Therefore, it covers teachers’ salaries based on occupational level and
workload, taxes (social security tax, unemployment insurance) and means for
schooling (textbooks, workbooks etc.). However, it is also important to note that
separate calculations are executed in the case of language immersion classes
and classes where the number of pupils does not exceed the expected quota to
cover the teaching costs of the classroom. Additional financing is offered for
teaching pupils with special educational needs.

The financing scheme of the Estonian education sector includes subsidies for
homeroom teachers, resources for ensuring teachers-supervisors’ salary and
supplements for administrative costs. The extra increment for homeroom
teaching is calculated based on the teachers current salary level allowing a 10%
bonus for teaching one estimated classroom (in primary schools the estimated
size of the class is 24 pupils, in secondary schools 36 pupils). An additional
subsidy is calculated for homeroom teaching evening classes and pupils with
special educational needs. When rewarding teacher-supervisors, an additional
sum of money is calculated based on the difference between the pedagogues’
salary level and the teacher-supervisors’ salary level. The number employed in
the school administration and their salary level is decided by local authorities.
However, supplementary grant-in-aid for school administration costs is calcu-
lated based on pupils and the number of classes in the school.

The current financial scheme allows complementary financing for schools
operating in special circumstances; for example, schools that need preservation
because they offer compulsory education in geographically difficult areas.
Likewise, these schools need additional financing because of the difficulties in
finding qualified teachers. Similarly, additional financing is offered for the
consolidation of schools. The amount of grant-in-aid for textbooks, learning
materials and investments is calculated based on the number of pupils in the
local authority. Additional resources are allocated for learning in hospital and
prison.

It is important to note that if possible on the basis of the current government
budget, the per capita money is rounded allowing additional finances for local
authorities managing educational costs. This allows school keepers to make the
following decisions based on local needs (Uldhariduse rahastamismudel, 2011):
1) Decisions directed to pedagogues and headmasters: raising salaries,

differentiating salaries, lowering the work load, guaranteeing salary in-

creases for teachers with higher occupational levels, raising schooling costs.
2) Decisions directed to pupils: offering additional teaching for pupils with
lower academic performance, increasing the number of subjects taught,
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developing pupils with special talent, offering more text books and other
learning materials, involving pupils with special educational needs.
3) Decisions directed to school: making investments.

However, the availability of finances is dependent on the load of the school. A
higher load school increases the availability of financial resources, and there-
fore, raises the average salary level as well. But it is also important to note that
other municipalities participate in the finance process if their citizens are stud-
ying in those schools. Similarly, the proportion of the sum financed is depend-
ent on the number of pupils and the estimated operating costs of the study place.
However it is worth mentioning that the Estonian Ministry of Education and
Research enforces the marginal rate of monthly operating costs per study place.
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Appendix 6. Size and composition of the sample of the main research
conducted in Estonian general educational schools with the respect to age,
pedagogical experience, working experience in school, weekly workload,

occupational level, qualification

Headmasters Teachers Total
Age
Under 33 13 (4.4%) 306 (14.1%) 319 (13%)
33-42 57 (19.1%) 491 (22.7%) 548 (22.2%)
43-52 123 (41.3%) 731 (33.8%) 854 (34.7%)
53-62 92 (30.9%) 541 (25%) 633 (25.7%)
63 and older 13 (4.4%) 88 (4.1%) 101 (4.1%)
Missing - 8 (0.4%) 8(0.3%)
Pedagogical experience
Less than 5 years 28 (9.4%) 303 (14%) 331 (13.4%)
5-10 years 12 (4%) 272 (12.6%) 284 (11.5%)
11-20 years 80 (26.8%) 554 (25.6%) 634 (25.7%)
21 and more years 178 (59.7%)| 1,026 (47.7%)| 1,204 (48.9%)
Missing - 10 (0.5%) 10 (0.4%)
Working experience in their
school
Less than 5 years 89 (29.29%) 537 (24.8%) 626 (25.4%)
5-10 years 54 (18.1%) 460 (21.2%) 514 (20.9%)
11-20 years 77 (25.4%) 555 (28.6%) 632 (25.7%)
21 and more years 78 (26.2%) 606 (28%) 684 (27.8%)
Missing - 7 (0.3%) 7(0.3%)
Weekly workload
18 and more hours N/A| 1,657 (76.5%)| 1,657 (76.5%)
9-17 hours 362 (6.7%) 362 (6.7%)
up to 8 hours 136 (6.3%) 136 (6.3%)
Missing 10 (0.5%) 10 (0.5%)
Occupational level
Teacher-supervisor N/A 125 (5.8%) 125 (5.8%)
Senior teacher 399 (18.4%) 399 (18.4%)
Teacher 1,495 (69.1%)| 1,495 (69.1%)
Junior teacher 78 (3.6%) 78 (3.6%)
Missing 68 (3.1%) 68 (3.1%)
Qualification
Specialised-pedagogical N/A| 1,499 (69.2%)| 1,499 (69.2%)
Pedagogical 466 (21.5%) 466 (21.5%)
Specialised 115 (5.3%) 115 (5.3%)
Missing 85 (3.9%) 85 (3.9%)

Note: Percentages in the table indicate the percentage of respondents of the particular subsample;
N/A — not asked in questionnaire; Missing — answers with the value of “0” and no answer

Source: compiled by the author
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Appendix 7. An example of the questionnaire in the case studies

Teacher performance appraisal

L.

2.

How is teacher appraisal related to school development and management
decisions?

What are the pros and cons of the teacher performance appraisal system
implemented in your school? To what extent and how should teacher per-
formance appraisal implemented in your school be changed?

How are development interviews with teachers performed in your school?
How do you evaluate the quality of feedback given to teachers about their
competence, behaviour and work performance?

How and to what extent are teachers involved in the development of teacher
performance appraisal? Do teachers have an opportunity to express their
opinions about the performance appraisal system implemented for
appraising their performance? What has the school done in order to
guarantee fairness and understanding of the principles of teacher
performance appraisal?

How and to what extent are the results of teacher performance appraisal
introduced to other teachers? How are the performance appraisal results that
are below standard introduced to teachers? How are they motivated to de-
velop and improve their performance?

To what extent is feedback from senior pupils on the performance of teach-
ers taken into consideration?

Teachers’ performance-related pay

1.

Based on what are teachers rewarded in your school? To what extent is
performance-related pay implemented in your school? What are the perfor-
mance-related pay criteria that form the basis of teacher remuneration? If
performance-related pay is not implemented, why not?

How and based on what was performance-related pay developed in your
school? Were teachers involved in the development process?

What are the pros and cons of the performance-related pay implemented in
your school? What can be done in order to improve it?

How does the size of the class and the teacher’s actual weekly workload
influence performance? What is their importance in teacher performance-
related pay.
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Appendix 8. The results of the case studies

School No. 1

School No. 2

School No. 3

Description of school
Number of pupils: over 200

School specialisation: sciences
School type: secondary school

(including primary school)

Description of school
Number of pupils: over 200
School specialisation:
sciences

School type: secondary
school (including primary
school)

Description of school
Number of pupils:
over 200

School specialisation:
humanitarian
(languages)

School type: second-
ary school (including
primary school)

Teachers

> PA

1. Relationships between PA and school development and management

Headmaster: During appraisal
teacher participation in school

development is appraised
Teachers:

PA results are considered in
making school management
decisions (T1;T2; T3).
Keywords of usage of PA in
school management:

e Schooling decisions (T1);
e Need for change (T1; T3);

o Planning teachers work load

(T2)

e Making decisions whom to
involve into school man-
agement (T2)

e Feedback about school
management

Headmaster: Formal PA is
not implemented because of
teachers’ high motivation.
Teachers:

PA issues from schools’

development plan (T1)

PA results are used for mak-

ing school management

decisions (T1; T2; T3).

Keywords in use of PA

results:

e Making school develop-
ment plan (T1; T3)

e Feedback about school
management (T2)

e Involves teachers in
school management, be-
cause during PA school
managerial aspects are
considered (T2)

e Planning teachers’ work
load (T3)

Other comments:

PA supports school manage-
ment only when teachers do
not feel controlled (T3).

The importance of trust
during PA (T3)

Headmaster: PA is
related to school
management through
compulsory internal
evaluation when
teachers perform
their self-evaluation.
Teachers:

PA is done through
self-evaluation which
is part of internal
evaluation
(T1;T2;T3)

PA is becoming more
linked to school
management (T1; T2)
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School No. 1

School No. 2

School No. 3

2. Pros and cons of PA. Needs for change.

Headmaster:
Pros: PA fulfils its objective,

internal evaluation is related to
teachers self-evaluation, multi-

faceted PA system (variety of
criteria and source of infor-
mation)

Cons: PA principles are not
documented, government
evaluation system does not
answer to pupils’ needs, con-
centration on teachers’ work
outside the classroom, weak
link between PA and rewards
and recognition

Change issues: new ideas for
valuing the performance of

teachers in the context of a lack

of monetary resources.
Teachers:
Pros:

e Teachers obtain information
for their professional devel-

opment (T1).

e Several sources of PA (pu-
pil satisfaction inquiries,
class observations, self-
evaluation, development
interviews) (T2; T3)

Cons:

e Teachers do not understand

the benefit of PA (T1)

o FExtra obligation for teach-
ers (T2;T3)

o Lack of negative feedback
(T2)

Change issues:

o Introducing the benefits of
PA to teachers (T1; T3);

e [nvolve teachers in school
management ... “when

teachers see that headmaster

values their opinions, then

teachers are more motivated
to develop and see the useful-

ness of PA during it” (T1)

e Regular feedback (develop-

ment interviews) (T3)

Headmaster

Pros: Competence model -

PA is linked to making pro-

posals for teachers’ occupa-

tional level and provides the
basis for schooling plan.

Teachers:

Pros:

o Regular development
interviews for new teach-
ers (T1; T2; T3);

o Trust between school
manager and teachers (T1;
T3);

e Teachers are not being
controlled (class observa-
tions not implemented)
(T1; T2; T3).

Change issues:

e Less emphasis on pupil
feedback (“their feedback
does not allow making
conclusions about actual
teaching quality”) (T1).

Headmaster:

Pros: Use of model of
good teacher, based
on which, teachers,
pupils and parents
give feedback on
teacher’s perfor-
mance. PA values
teachers’ additional
work with talented
pupils and pupils
with special educa-
tional needs. Low
attention is put to
teachers’ work out-
side the classroom.
Change issues: more
attention should be
paid to teachers’
work in helping
pupils with low per-

formance.

Teachers:

Cons:

e PA is only imple-
mented in order to
raise teachers’ oc-
cupational level
(T1);

e Lack of feedback
based on PA re-
ports (T2);

e Unfair that teach-
ers have to take
full responsibility
for pupil perfor-
mance (T3).

Change issues:

e More concentra-
tion on teachers’
effort in school
development and
public relation-
ships (T3).
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School No. 1

School No. 2

School No. 3

3. Implementation of development interviews. Feedback

Headmasters: Because of the
changes in schools in our re-
gion (secondary schools are
turned into primary schools and
one state secondary school is
being established), develop-
ment interviews have been
stopped. Traditionally, devel-
opment interviews are held
biennially, to avoid the routine.
During development inter-
views, the results of teacher
self-evaluation, pupil satisfac-
tion inquiries and class obser-
vations are discussed. The
feedback depends a lot on the
teachers — some teachers pro-
pose useful ideas for their own
development and that of the
school, with some teachers the

development interview is just a

Sformality.

Teachers:

Development interviews are

biennial (T; T2; T3)

Usefulness of development

interview:

e very useful information
about teacher behaviour and
performance (T1; T2);

o [mprovement possibilities
for teachers and solutions
for achieving them are
worked out in co-operation
with headmaster (T1; T2);

e Development interviews are
not very beneficial (T2).

Headmaster: Annual devel-
opment interviews are unnec-
essary because the compe-
tence of our teachers is so
high. Interviews about home-
room teaching and teaching
values are held twice a year.
During these interviews the
performance of teachers
teaching their subject is not
discussed. Instead, their
performance in getting along
with pupils is discussed.
Teacher

Development interviews are

held Primarily with new

teachers based on necessity
and problems arising (T1;T2;

T3),

Usefulness of development

interview:

e The main emphasis is put
on the discussion of the
general development of
the school (not giving
feedback about teachers’
competence, behaviour
and work performance)
(T1)

e Teachers have an oppor-
tunity to share their
opinions about school
management and relation-
ships to headmasters (T1).

Headmaster devel-
opment interviews
are conducted annu-
ally during teacher
self-evaluation.
Teachers:
Development inter-
view is conducted
annually based on
self-evaluation results
(T1; T2; T3).
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School No. 1

School No. 2

School No. 3

4. Teacher involvement in PA. Guaranteeing the fairness and understanding of PA

Guaranteeing the fairness and understanding of PA

Headmaster: PA is based on
self-evaluation forms and
teachers have an opportunity to
makes some proposals about
those forms. Still to some
extent they are forced by the
head teachers.

Teachers:

PA is developed by headmaster
and teachers are not involved
(T1).

PA is determined at govern-
ment level (self-evaluation)
(T2)

Teachers have an opportunity
to make proposals (T1; T2;
T3).

Teacher involvement should be
more systematic (T3)

Headmaster: teachers are
involved. Teacher involve-
ment in school management
in very important.

Teachers:

The principles of PA are set
by headmasters (T1)

When designing these kinds
of management processes,
implementation teams are
established, where only some
groups of teachers participate
(T1; T2).

Teachers have an opportunity
to express their opinions
during development inter-
views (T1; T2; T3).

How is the fairness and

understanding of PA guar-

anteed:

e employing objective
evaluation criteria (T1);

e current ability level of the
study group should be
taken into consideration
(T1);

e Involving teachers in the
development of PA (T3).

Headmaster: PA is
developed by school
management, teach-
ers only partially
involved.

Teachers:

PA is developed by
headmaster based on
government require-
ments for internal
evaluation (T1; T2;
T3).

5. Introducing PA results

Headmaster: Teachers’ indi-
vidual performance results are
not introduced to other teach-
ers. Low performing teachers
get their feedback from head
teacher after the class observa-
tion. The discussion about
improvingthe performance of
teachers is held between head
teacher and teacher, if possible,
schoolings are offered. Later,
additional feedback is gathered
about the performance of
teachers for defining whether
teacher has improved.

Headmaster: Our school
issues from the structure of
working experience while
developing schools’ staff. It
is important to support new
teachers in a way that they
gathered knowledge from
senor teachers’ experience.
Co-operation and habit to
share knowledge and experi-
ence with other is an im-
portant part of our schools’
culture.

Teachers:

Other teachers’ performance
results are not available (T1;
T2; T3) Public discussion on
other teachers’ results is not
ethical (T2)

Headmaster: Indi-
vidual performance
results are not availa-
ble to other teachers.
The results are dis-
cussed with school
management.
Teachers: Individual
results are discussed
during development
interviews (T1; T2;
T3)
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School No. 1

School No. 2

School No. 3

5. Introducing PA results

Teachers:

Individual teacher performance
is not public (T1; T2; T3)

The results of the pupil satis-
faction inquiries are public.
The issues of low performing
teachers are discussed during
development interviews and
solutions for overcoming them
are proposed by headmaster
(T1; T2; T3).

Low performing teachers are
supervised (class observations)
to see whether they have im-
proved their behaviour after
development interviews (T1;
T3).

6. Involving pupil feedback in PA

Headmaster: All pupil feed-
back is taken into consideration
during feacher development
interview.

Teachers:

Pupil feedback reflects the
actual situation in the class-
room; therefore, it should be
included in teacher PA (T1; T2;
T3).

Pupil feedback is discussed
during development interview
(T1; T2)

Senior pupil feedback may be
more objective, but in our
school, all pupil feedback is
considered (T1; T2).

Headmaster: School expec-
tation inquiries are held
among 10th grade and 12th
grade pupils, additional
satisfaction inquiries with the
respect to subjects taught are
performed in 11th grade.
Teachers:

Pupil feedback is involved
(T1; T2; T3) and should be
involved (T1; T3). Pupil
feedback should not be the
main criteria for PA (T1).

Headmaster: Pupil
feedback is involved
regularly.

268




School No. 1

School No. 2

School No. 3

7. principles for teachers’ salary, implementation of PRP, PRP criteria. The reasons for not implementing PRP.

Headmaster: Teachers’ salary
is based on teachers’ work load
and occupational level. In
exceptional cases, the number
of pupils is taken into consider-
ation as well. PRP is not im-
plemented systematically;
Olympiads and extra-curricu-
lar activities are rewarded.
Reason for not implementing
PRP systematically: lack of
monetary resources (only 3%
of the teachers’ salary fund can
be used for PRP)

Teachers:

Teaches are paid according to

work load and occupational

level (T1; T2; T3). If perfor-
mance exceeds standard then
one-off small incentive bonuses
are offered (T1; T2; T3).

The criteria of PRP:

e participation in projects
(ThH

e pupils’ good results in
olympiads (T1)

The reasons for not imple-

menting PRP regularly:

o Difficulties in selecting PRP
criteria (e.g. teachers cannot
be rewarded by academic
performance because it is
dependent on the level of
pupils in the classroom)
(T1; T2)

e Incentive monetary bonus is
not motivating for teachers,
because teachers do their
work because they like it
(T1).

o Lack of monetary resources
in teachers’ salary fund
(T3).

Headmaster: Teachers are
rewarded based on occupa-
tional rank.

PRP is implemented regu-

larly based on teachers’ extra

work (if monetary resources
allow). PRP is paid based on
pupils’ results in national
exams, and results in olympi-
ads and competitions.

Teachers:

Teacher salary is dependent

on its occupational level (T1;

T2; T3) and working hours

(T2)

One-off incentives are of-

fered (T1;T2; T3).

The criteria of PRP:

e results in the national
examinations (T1; T2; T3)

e results in olympiads (T1;
T2; T3).

e managing or participation
in school management
working groups (T2),

e participation in school
development (T2),

o Incentives for homeroom
teachers of graduation
classes (T2).

e reviewing entrance exami-
nations (T3)

e developing a new subject
or course (T3)

o teaching-methodological
materials (T3)

The reasons for not imple-

menting PRP regularly:

e schools’ monetary re-
sources (T1;T2;T3)

Headmasters:
Teachers are re-
warded based on
occupational level
and working hours.
PRP is rarely imple-
mented. Gain-shar-
ing has been used.
Additional work in
preparing pupils for
national examina-
tions is rewarded.
PRP is rarely imple-
mented because of
lack of monetary
resources. During
PRP, pupil results in
olympiads and com-
petitions are empha-
sised
Teachers:
Occupational level
and working hours
are rewarded
(TL;T2).
Additional work is
rewarded by PRP
(T1; T2)
The PRP criteria are:
e results in national
examinations
(T1);
extracurricular
activities (T2; T3);
e instructing pupils
for olympiads
(T2).
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School No. 1

School No. 2

School No. 3

8. Development of PRP, teacher involvement

Headmaster: PRP is not im-
plemented systematically.
Teachers have an opportunity
to make proposals about allo-
cating one-off incentives.
Teachers:

PRP is not implemented sys-
tematically; therefore, there is
no system (T1; T3).

Teachers can make proposals
for paying one-off incentives
(T1).

Teachers’ salary committee
decides teachers’ salaries (T2).

Headmaster: Teachers are
involved in making school
decisions, including PRP.
Teacher salaries are decided
by the salary committee
where teachers are also
members. “Every teacher has
to be a part of the school’s
overall vision, but this re-
quires good relationships
with teachers. Teachers’
work should be acknowl-
edged, recognised and re-
warded and teachers should
be involved”.

Teachers:

PRP is developed by head-
master; I was not involved
(T1).

The current salary system is
developed by teachers’ salary
committee, where teachers
participate (T2; T3).
Teachers have been asked for

Headmaster: PRP is
developed by the
school’s development
manager and head-
master.

9. Pros and cons of PRP. Need for change

their opinion (T2).
Headmaster: Headmaster: Headmaster:
Pros: School has a possibility | Cons: School does not have | Cons: Too much
to pay one-time small incen- salary fund for PRP emphasis on addi-
tives for teachers. Teachers: tional work.
Cons: lack of monetary re- Pros: Change issues:

sources. Because of this PRP
criteria are not selected.
Teachers:

Pros:

Enables to reward teachers for
extra work outside lessons
(T2).

Cons: Paying one-time incen-
tives is too chaotic — there is no
certain system (T1)

e PRP rewards teachers’
additional work that is
done * outside lessons
(T1; T3)

e PRP values work, despite
of what results are
achieved by pupils (T2)

e PRP is not dependent on
the subjects taught (T2).

Cons:

e Rewarding the hours spent
for preparing pupils is not
correct as it values the
teachers’ over-time work
(T2).

e Lack of opportunity for
additional reward for
teachers teaching subjects
where olympiads are not
held in (T3).

teachers’ evaluation

should be tied with

rewarding system,
teachers’ participa-
tion in school man-
agement and their
work in the class-
room should be
valued.

Teachers

Cons:

e PRP is too one-
sided (T1)

e Some teachers do
not have oppor-
tunity for PRP
(T2)
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School No. 1

School No. 2

School No. 3

9. Pros and cons of PRP. Need for change

Change issues: Proper system
for one-off incentives should be
developed

Unable to answer, because PRP
is not implemented (T3).

Change issues:

e instead of monetary re-
sources, teachers should
be rewarded with extra
holidays (T2).

e competition for new study
materials is organised
within schools, where best
work is rewarded (T3).

Change issues:

participation in
school develop-
ment, participation
in projects, in-
structing young
teachers, devel-
oping new feach-
ing materials
should be re-
warded (T1).
helping pupils
with special edu-
cational needs
(teaching in a for-
eign language)
should be re-
warded (T3).
Homeroom teach-
ing should be val-

10. Size of the class and teachers’ weekly workload.

ued (T3)
Headmaster: Size of the class | Headmasters: Teachers are | Headmasters:
and feachers’ weekly workload | not rewarded for average size | Teachers are re-
are easily measurable, there- of the class and teachers’ warded by additional
fore teachers are rewarded by | weekly workload. workload.
those criteria. However they Teachers: Teachers:
are one-sided and do not reflect | Opinions to those criteria: Opinions to those
teachers’ actual work effort. o they matters how much criteria:

Teachers:

Average size of a class and

weekly workload are rewarded

in our school (T1; T2; T3)

Opinions to those criteria:

e important indicators of
teachers’ performance (T1).

e are not important, because
they do not affect teachers’
performance (T3).

effort teachers have to
make for preparing les-
sons and teaching pupils
based on their individual-
ity (T1;T2;T3).

e not sure about the suitabil-
ity of those criteria in
PRP, because they do not
reflect actual performance
itself (T1, T2).

Size of the class
and workload does
not reflect teach-
ers’ work perfor-
mance and qual-
ity, therefore, they
must not be em-
phasised (T1; T2;
T3).

The size of the
class should not
be rewarded as all
the classes are
fulfilled.

Note: PA — performance appraisal; PRP — performance-related pay; HM — headmaster; T1, T2,
T3 — teachers.
Source: compiled by the author based on transcriptions made during the case studies implemented
during the project “Performance and the analysis of influential drivers in public schools” (Tiirk et

al,, 2011).
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Appendix 9. The gap between reasonability and the actual use of
performance appraisal criteria (% of “is being appraised” minus % of “rational
to use”) in Estonian general educational schools.

Performance appraisal criteria Is being Is rational to The gap
appraised (% use (% of between actual
of answers completely use and
“yes”) agree and tend | reasonability
to agree)
Participation in school 92 62.1 29.9
management
Pupil academic performance 82.9 58 24.9
Pupils' further educational career 63.5 43 20.5
Cooperation with parents 90.3 70.6 19.7
Pupil results in olympiads, 89.2 70.2 19
exhibitions and competitions
Instruction in extra-curricular 86.5 69.4 17.1
activities
Participation in school 86.7 69.8 16.9
development
Teachers' work discipline 89.2 74 15.2
Giving feedback to pupils about 86.8 72 14.8
their ongoing academic
performance
Cooperation with colleagues 87.6 74.2 13.4
Teachers' activities in helping 87.3 74.5 12.8

pupils with low academic
performance to gain knowledge in
subjects taught and help them pass.

Teachers' actual weekly work load 65 54 11
Communication and getting along 84.2 75.3 8.9
with pupils

Referring subject's content to 80.6 71.9 8.7
practice and other subjects

Teaching-methodological work 84.4 773 7.1
Number of pupils taught 50.6 45.6 5
Creating a motivating and creative 81.8 77.6 4.2
learning environment in the

classroom
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Performance appraisal criteria Is being Is rational to The gap
appraised (% use (% of between actual
of answers completely use and
“yes”) agree and tend | reasonability
to agree)

Teachers' performance in the 75.2 71.1 4.1

classroom

Number of pupils with special 64.1 64.5 -0.4

educational needs

Instructing junior teachers 69.3 70.8 -1.5

Note: The larger the absolute value of the gap, the larger the differences; Positive value indicates
that the percentage of use is higher than the percentage of its reasonability; Negative value indi-

cates that the criteria are seen as reasonable but is not used; Sample size 2,357

Source: author’s calculations
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Appendix 10. Comparative view of pedagogues’ opinions of whether teacher
performance appraisal criteria are reasonable

Performance appraisal Statistics Opinions of Mann-Whitney
criteria performance appraisal | U-test results
criteria
Head-| Teachers| Z-test | Asymp.
masters value Sig.

Participation in school Mean (SD) | 4.06 (0.1)| 3.61(1.26)| -3.49 0.00%*
management Median 4 4

N 297 2,147
Participation in school Mean (SD) | 4.21(0.1)| 3.77 (1.26)| -3.11 0.00*
development Median 4 4

N 297 2,129
Instructing junior teachers |Mean (SD) | 4.18 (1.09)| 3.8 (1.33)| -5.57 0.00%*

Median 4 4

N 293 2,122
Cooperation with Mean (SD) | 4.37 (0.89)| 3.94 (1.18)| -2.6 0.01*
colleagues Median 5 4

N 294 2,113
Cooperation with parents |Mean (SD) | 4.39 (0.81)| 3.84(1.2)| -2.44 0.02*

Median 5 4

N 292 2,114
Teaching-methodological |Mean (SD) | 4.44 (0.91)| 4.03 (1.17)| -4,37 0.00*
work Median 5 4

N 296 2,114
Teachers’ performance in | Mean (SD) | 4.35 (0.84)| 3.84 (1.26)| -5.19 0.00*
the classroom Median 5 4

N 294 2,115
Referring subject's content | Mean (SD) | 4.31(0.9)| 3.89 (1.17)| -2.47 0.01*
to practice and other Median 5 4
subjects N 297 2,114
Teachers’ actual weekly |Mean (SD) | 3.14 (1.44) | 3.42 (1.55)| -1.08 0.28
work load Median 3 4

N 292 2,105
Number of pupils taught |Mean (SD) | 2.92 (1.43)| 3.18 (1.56) | -1.99 0.05%*

Median 3 3

N 292 2,095
Number of pupils with Mean (SD) | 3.83 (1.26)| 3.67 (1.43)| -3.67 0.00*
special educational needs | Median 4 4

N 296 2,106
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Performance appraisal Statistics Opinions of Mann-Whitney
criteria performance appraisal | U-test results
criteria
Head-| Teachers| Z-test | Asymp.
masters value Sig.

Creating a motivating and |Mean (SD) | 4.46 (0.79)| 4.04 (1.15)| -4.7 0.00%*
creative learning environ- | Median 5 4
ment in the classroom N 293 2,121
Giving feedback to pupils |Mean (SD) | 4.26 (0.97)| 3.88 (1.22)| -2.2 0.03*
about their ongoing aca- Median 4 4
demic performance N 295 2,106
Communication and Mean (SD) | 4.42 (0.94)| 3.99(1.2)| -2.96 0.00*
getting along with pupils | Median 5 4

N 293 2,106
Instruction in extra-curric- |Mean (SD) | 4.11 (1.04)| 3.85(1.24)| -1.72 0.09
ular activities Median 4 4

N 291 2,100
Teachers’ activities in Mean (SD) | 4.33 (1.00)| 3.98 (1.17)| -3.56 0.00*
helping pupils with low Median 5 4
academic performance to [N 295 2,107
gain knowledge in subjects
taught and help them pass
Pupils’ further educational |Mean (SD) | 3.4 (1.29)| 3.12(1.44)| -2.53 0.01*
career Median 4 3

N 292 2,086
Pupil academic perfor- Mean (SD) | 3.83 (1.23)| 3.53 (1.34)| -0.06 0.95
mance Median 4 4

N 288 2,091
Pupil results in olympiads, |Mean (SD) | 4.16 (1.10)| 3.86 (1.25)| -0.26 0.79
exhibitions and competi- | Median 4 4
tions N 290 2,101
Teachers' work discipline |Mean (SD) | 4.45(0.74)| 3.97 (1.14)| -3.28 0.00%*

Median 5 4

N 293 2,102

Note: * significant difference between groups at 0.05 level; 5-point scale; SD — standard devia-
tion; N — sample size; Criteria that teachers prefer more compared to headmasters are marked in

boldface

Source: compiled by the author
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Appendix | 1. Performance-related pay criteria used for rewarding teachers
work performance in Estonian general educational schools

Category Performance-related pay criteria No. of
of PRP mentions
criteria

I. LP Pupil participation, instruction and results in olympiads, 395
exhibitions and competitions
2. SM Participation in school development 160
3. LP Instruction in extra-curricular activities 158
4, LP Pupil academic performance, teachers’ work in 120
preparing pupils for national examinations
5. LP Pupils’ current academic performance (positive current 59
grades, annual grades, pupil progress in class and in
school)
6. SM Participation in school management 49
7. LP The work of a homeroom teacher 40
8. SM Teachers’ additional work, special tasks (keeping the 40
school’s chronicle, administering the school’s web page,
editing and publishing the school’s newspaper,
compiling and implementing matriculation tests,
revising them etc.)
9. LP Teaching-methodological work 36
10. SM Teachers’ work discipline 27
11. PC Teachers’ qualification, self-development, participation 26
in training
12. LP Instructing research work and projects, reviewing them 25
13. LP Teachers’ weekly workload 24
14. LE Communicating and getting along with pupils (based on 19
satisfaction questionnaires)
15. LE The discipline in the classroom 18
16. LE Creating motivating and creative learning environment 16
17. LP Resulting work with pupils with special educational 15
needs
18. SM Cooperation with parents 15
19. LP Conducting development interviews 14
20. PC Teachers being socially active 10
21. SM Instructing junior teachers and trainees 10
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Category Performance-related pay criteria No. of
of PRP mentions
criteria

22. LP Work with talented pupils 9
23. SM Cooperation with school interest groups 8
24. SM Relations with school manager (salary is paid based on 8
headmasters’ personal opinion)
25. PC Creativity and innovativeness of teachers 8
26. PC Teachers’ occupational level 7
27. SM Cooperation with colleagues 6
28. LP Pupil individual development 5
29. PC Working experience 5
30. LP Number of pupils taught 5
31. LE Pupil feedback about the performance of teachers in the 4
classroom
32. SM Loyalty and commitment 4
33. SM Participation in creating school image 4
34, LP Organising study tours, concerts and excursions 4
35. LP Helping pupils with low academic performance in 4
gaining knowledge and passing subjects
36. SM The result of the internal evaluation 4
37. LP Language immersion, teaching in bilingual classes 3
38. PC Teachers” work ethics and morals 2
39. LP Number of pupils performing national examination in 2
the subject taught
40. SM Jubilees 2
41. LE Supporting and involving pupils 2
42, PC Teachers’ characteristics, dutifulness 2
43. LP Continuing studies at university, running performance at 2
that school level
44. LP Using modern IT-solutions in the classroom 2
45. SM Awards, titles and acknowledgement of teachers 2
46. LP Fee for teaching a subject difficult by nature 2
47. LP The importance of the subject taught 1
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Category Performance-related pay criteria No. of

of PRP mentions
criteria

48. LP Reviewing examinations 1

49. SM Order in getting incentives (teachers who have not been 1

rewarded for a long time get the incentive next)

50. SM Annual bonus at the end of the year (% of the base pay) |

51. SM International cooperation 1

52. SM Writing and publishing 1

Note: Sample size 1,388; LE — learning environment; LP — learning process; SM — school man-
agement, PC — teachers’ professional characteristics; PRP — performance-related pay
Source: compiled by the author based on the pedagogues’ answers to open questions
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Appendix 12. The gap between pedagogues’ preferences in performance-
related pay criteria (% of headmasters “totally agree” minus % of teachers
“totally agree”)

Performance-related pay Headmasters’ | Teachers’ | The gap between

criteria preferences | preferences headmasters'
(% of rather | (% of rather and teachers'
and totally and totally preferences

agree) agree)

Participation in school 88.3 74.5 13.8

development

Participation in school 72.5 59.4 13.1

management

Pupil academic performance 71.5 60.2 11.2

Instructing junior teachers 83.6 71.1 10.5

Pupil results in olympiads, 78.2 68.3 9.9

exhibitions and competitions

Teachers' activities in helping 80.9 73.3 7.5
pupils with low academic

performance to gain knowledge in
subjects taught and help them pass

Instruction in extra-curricular 79.2 71.8 7.4
activities

Teaching-methodological work 85.9 78.7 7.2
Number of pupils with special 69.1 73.3 -4.1
educational need

Average size of the class 38.9 55.4 -16.5
Teachers' actual weekly work load 474 70.4 -22.7

Note: The larger the absolute value of the gap, the larger the difference; Positive values indicate
that headmasters have higher opinions of performance-related pay criteria and negative values, on
the other hand, reflect teachers’ higher preferences; Sample size 2,357

Source: author’s calculations
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Appendix 13. Comparative view of school headmasters’ and teachers’
opinions of how reasonable performance-related pay criteria are in rewarding
teachers’ work performance in Estonian general educational schools

Performance-related pay Statistics Opinions of PRP criteria | Mann-Whitney U-
criteria test results
Head- Teachers| Z-test | Asymp.
masters value Sig.
Participation in school Mean (SD) 4.12(1.07)| 3.62(1.33)| -6.19 0.00%*
management Median 4 4
N 285 2,088
Participation in school Mean (SD) 4.51(0.77)| 4.03(1.08)| -7.72 0.00%*
development Median 5 4
N 287 2,089
Instructing junior teachers Mean (SD) 4.28(0.86)| 3.97(1.12)| -4.34 0.00*
Median 4 4
N 285 2,083
Teaching-methodological Mean (SD) 4.44 (0.79)| 4.16(1.02)| -4.57 0.00*
work Median 5 4
N 285 2,083
Teachers' actual weekly Mean (SD) 3.35(1.37)| 3.94(1.29)| -7.85 0.00*
work load Median 35 4
N 284 2,089
Average size of the class Mean (SD) 3.21(1.23)| 3.53(1.34)| -4.68 0.00*
Median 3 4
N 284 2,081
Number of pupils with Mean (SD) 3.88(1.23)| 4.01(1.19)| -1.93 0.05%*
special educational needs Median 4 4
N 284 2,083
Instruction in extra-curricular | Mean (SD) 4.17 (0.98)| 3.96(1.16)| -2.59 0.01%*
activities Median 4 4
N 282 2,092
Helping pupils with low Mean (SD) 4.28(0.97)| 4.02(1.11)| -4.09 0.00*
academic performance to gain | Median 5 4
knowledge in subjects taught |N 283 2,089
and help them pass
Pupil academic performance | Mean (SD) 395(1.21)| 3.69(1.22)| -4.10 0.00*
Median 4 4
N 286 2,088
Pupil results in olympiads, Mean (SD) 43 (1.03)| 4.02(1.16)| -4,34 0.00%*
exhibitions and competitions | Median 5 4
N 269 1,955

Note: * significant difference between groups at 0.05 level; 5-point scale; SD — standard devia-
tion; PRP — performance-related pay; N — sample size; Criteria that teachers prefer more com-
pared to headmasters are marked in boldface

Source: compiled by the author
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Appendix 14. Comparative view of the 10 most frequently mentioned
performance appraisal criteria, performance-related pay criteria and school
performance indicators in Estonian general educational schools

10 most frequently
mentioned indicators of
school performance in
Estonian schools (the
number of mentions)

10 most frequently
mentioned PA criteria
used in Estonian
schools (the % of
answers "'yes')

10 most frequently
mentioned PRP criteria
used in Estonian schools
(the number of mentions)

Current academic perfor-
mance — learning results,
current grades or scores,
pupils managing at the
current school level (286)

Participation in school
management (92%)

Pupil participation,
instruction and results in
olympiads, exhibitions and
competitions (394)

The percentage/number of

pupils continuing studies at
the next level of education

(257)

Cooperation with
parents (90.3%)

Participation in school
development (160)

The results in national
examinations (246)

Teachers' work
discipline (89.2%)

Instruction in extra-
curricular activities (158)

Pupils’, teachers’ and
parents’ satisfaction with
school (209)

Pupil results in
olympiads, exhibitions
and competitions
(89.2%)

Pupil academic
performance, teachers’
work in preparing pupils
for national examinations
(120)

Pupil satisfaction with
subjects studied, their
interest and motivation to
learn, positive opinions
towards school and learn-
ing processes, joy from
knowledge (191)

Cooperation with
colleagues (87.6%)

Pupil current academic
performance (positive
current grades, annual
grades, pupil progress in
class and in school) (59)

Coping with life, life skills
(185)

Teachers' activities in
helping pupils with low
academic performance
to gain knowledge in
subjects taught and help
them pass (87.3%)

Participation in school
management (49)

Pupil results and
achievements in academic
competitions and
exhibitions (139)

Giving feedback to
pupils about their
ongoing academic per-
formance (86.8%)

The work of a homeroom
teacher (40)
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10 most frequently

school performance in
Estonian schools (the
number of mentions)

mentioned indicators of

10 most frequently
mentioned PA criteria
used in Estonian
schools (the % of
answers "yes'")

10 most frequently
mentioned PRP criteria
used in Estonian schools
(the number of mentions)

8. | The presence of well-
qualified teachers in
schools (138)

Participation in school
development (86.7%)

Teachers’ additional work,
special tasks (keeping the
school’s chronicle,
administering the school’s
web page, editing and
publishing the school’s
newspaper, compiling and
implementing matricula-
tion tests, revising them
etc.) (40)

9. |The results and coping

level of education (high

with learning on the next

school or university) (134)

Instruction in extra-
curricular activities
(86.5%)

Teaching-methodological
work (36)

10. | Low drop-out rate (103)

Teaching-methodologi-
cal work (84.4%)

Teachers’ work discipline
27

Note: PA — performance appraisal; PRP — performance-related pay; Sample size 2,357.

Source: author’s calculations
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SUMMARY IN ESTONIAN

Opetajate té6soorituse juhtimise hindamise ja
tootasustamise aspektid eesti iildhariduskoolide niitel

Too aktuaalsus

Tulenevalt tihiskondlikest arengutest on koolide toimimispShimdtted muutunud.
Néiteks peavad koolid konkureerima omavahel nii Opilaste kui ka Opetajate
parast ning keskenduma oma tulemuslikkuse tostmisele. Seetottu rakendavad
koolid enam erasektori juhtimispraktikaid, nagu néiteks tdosoorituse juhtimist
(sh todsoorituse hindamist ja tulemustasustamist). Olenemata uute juhtimis-
praktikate oodatavast kasust organisatsioonile, on nende rakendamine prob-
leemimahukas, tuues kaasa palju vastuolusid ning konflikte. Nditeks on mitmete
avaliku sektori juhtimist uurivate autorite arvates avalik ja erasektor iiksteisest
nii erinevad, et kditumiste ning juhtimispraktikate {ilevotmine erasektorist pole
avalikule sektorile sobiv ega tulemuslik (Propper, Wilson, 2003). Sellest olene-
mata rakendatakse tdnapéeval tdosoorituse juhtimist ka avalikus sektoris ning
see on saamas iiha igapdevasemaks ka haridussektoris. Seda eelkdige seetdttu,
et todsoorituse juhtimine tagab organisatsiooni edu eesmérkide saavutamisele
suunatud ldhenemise kaudu (Macaulay, Cook, 1994; Winstanley, Stuart-Smith;
1996; Hartog et al., 2004). Lisaks voib leida niiteid Ameerika Uhendriikide,
Suurbritannia ja Austraalia koolide praktikast (Storey, 2000; Tomlinson, 2000;
Hanley, Nguyen, 2005; Mardsen, Belfield, 2006), kus rakendatakse to0soorituse
juhtimist eesmérgiga muuta Opetajaametit atraktiivsemaks, tdsta kooli tulemus-
tele orienteeritust ning siduda Opetajate tegevus ja tulemused otseselt kooli
eesmirkidega.

Eesti haridusstrateegia aastaks 2020 toob vélja olulised véljakutsed Eesti
koolidele, sealhulgas Opetaja positsiooni ja Opetajakutse reputatsiooni tostmise
iihiskonnas. Uheks vdimaluseks selle saavutamisel on dpetajate palgasiisteemi
mitmekesistamine, vdhendades keskendumist vaid Opetajate tookoormusele
ning ametijargule. Uus palgasiisteem peaks motiveerima Opetajate professio-
naalset arengut ja arvesse votma Opetaja to0 mitmekesisust. Samuti plaanitakse
kaotada Opetajate palgaerinevused kohalikes omavalitsustes (Eesti hariduse viis
viljakutset..., 2011). Siiski voib kahelda, kas iiletildine Opetajate palgatdus oleks
efektiivne ning kas koolidel oleks selleks iildse vajalikku raha. Seetottu ei ole
lahenduseks iildine palgatdus, vaid Opetajate palga diferentseerimine tulenevalt
nende tdosooritusest ning kooli eesmirkide tditmisest. Autori arvates oleks
Eesti iildhariduskoolides otstarbekas rakendada senisest enam Opetajate tule-
mustasustamist, mis voimaldab siduda todtasu dOpetajate toOsooritusega.

Selleks et tdsta Eesti iildhariduskoolide tulemuslikkust ning tagada olukord,
kus koolid oleksid varustatud hastitasustatud, motiveeritud ja professionaalsete
Opetajatega, on voetud uueks suunaks Opetajate té0soorituse juhtimine. Kuigi
Eesti koolidele on antud suur otsustamisdigus, ei ole koolijuhtidel sageli selleks
piisavalt padevust ja vahendeid ning sellest tulenevalt kardetakse ka eelseisvaid
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muudatusi. Selleks et muudatusi valutumalt ellu viia, tuleks koolidele vilja
tootada metoodilised materjalid ning vajadusel pakkuda ndustamisteenust
Opetajate to0soorituse juhtimise valdkonnas.

Esimese sammuna tuleks kaardistada hetkeolukord Eesti tildhariduskoolides,
samuti maératleda pedagoogide, st nii koolijuhtide kui ka dpetajate arvamused
Opetajate tdodsoorituse hindamisest ja tulemustasustamisest ning uurida t&o-
soorituse juhtimise vOimalusi ja perspektiive Eesti iildhariduskoolides.
Doktoritdos toestatakse empiiriliselt, kuidas dpetajate tegevus ning kooli juhti-
mine mojutavad pedagoogide arvamust tdosoorituse juhtimisest. Selle pohjal
saab vilja tootada soovitusi Opetajate té0soorituse hindamise ja tulemustasus-
tamise arendamiseks, sh todsoorituse hindamise ja tulemustasustamise kritee-
riumide valikuks.

Uurimuse eesmark ja uurimisiilesanded

Doktoritdd eesmérk on tdotada vilja soovitused Opetajate todsoorituse hinda-
mise ja toOtasustamise arendamiseks Eesti iildhariduskoolides. Doktoritdo
tulemusena tuuakse vélja olulised aspektid Opetajate todsoorituse hindamise ja
tulemustasustamise kujundamisel ja rakendamisel ning soovitused Opetajate
toosoorituse hindamise ja tulemustasustamise kriteeriumide valikuks. T66
eesmairgi saavutamiseks on piistitatud jargmised uurimisiilesanded:

1. Analiilisida to6soorituse juhtimise, sealhulgas todsoorituse hindamise ja tule-
mustasustamise olemust, protsessi ja nende eripérasid haridussiisteemis.

2. Tootada vilja raamistik, et analiilisida kooli tulemuslikkuse kujunemist ja
seda, kuidas Opetajate tegevuse ning kooli juhtimise aspektid seda moju-
tavad.

3. Formuleerida uurimisviited kooli juhtimise, dpetajate tegevuse aspektide ja
pedagoogide arvamuste vaheliste seoste kohta, Opetajate to0soorituse
hindamise ja tulemustasustamise kriteeriumide kohta ning opetajate tulemus-
tasustamise ja kooli tulemusniitajate vaheliste seoste kohta.

4. Tootada vélja Eesti lildhariduskoolide Opetajate todsoorituse hindamise ja
tulemustasustamise uurimismetoodika (sh ankeet), tuginedes eespool mai-
nitud teoreetilisele analiiiisile.

5. Analiilisida seoseid kooli juhtimise karakteristikute ja pedagoogide arva-
muste vahel hindamisest ja tulemustasustamisest eesmirgiga méiratleda
aspektid, mis on olulised Opetajate tO0soorituse hindamise ja tulemus-
tasustamise siisteemi véljatodtamisel ja rakendamisel koolides.

6. Analiilisida seoseid Opetajate tegevuse karakteristikute ja pedagoogide
arvamuste vahel hindamisest ja tulemustasustamisest, et méératleda Opetaja
t00 aspektid, mida peaks koolides hindama ja tasustama.

7. Vilja todtada soovitused koolijuhtidele ja haridusjuhtidele iildhariduskoolide
Opetajate toosoorituse hindamise ning tulemustasustamise arendamiseks ning
Opetajate todsoorituse hindamise ja tulemustasustamise aluseks olevate
hindamiskriteeriumide valikuks.
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T060 uudsus ja praktiline tahtsus

T66 uudsus seisneb selles, et tegemist on siisteemse ja mahuka uuringuga, mis
voimaldab teha {ildistusi Eesti iildhariduskoolide O&petajate todsoorituse
hindamise ja tulemustasustamise kohta. Samuti vdimaldab doktorit6d uuring
vélja tuua kooli juhtimise ja Opetajate tegevuse aspektid, mis mdjutavad
toosoorituse juhtimise viljatodtamist ja rakendamist. Doktorito6 raames tehtud
uuring on osa Tartu Ulikooli ning Haridus- ja Teadusministeeriumi koostdds
algatatud projektist “Uldhariduskoolide tulemuslikkuse ja seda mdjutavate
tegurite analiiis. Sellest tulenevalt annab see Haridus- ja Teadusminis-
teeriumile tdiendavat infot Eesti hariduspoliitika kujundamiseks. Doktorit6o
autor kuulus projekti alamtoogruppi, mis tegeles Opetajate todsoorituse juhti-
mise temaatikaga ning kooli tulemuslikkuse karakteristikute mudeli vélja-
tootamisega, mis voimaldas iihtlasi vélja td6tada Opetajate to0soorituse hinda-
mise ja tulemustasustamise kriteeriumid. Autor vastutas ka tdOsoorituse juhti-
mise osa statistilise analiiiisi eest ning todtas sellele tuginedes vilja soovitused
Opetajate to0soorituse hindamise ja tulemustasustamise kohta.
Lisaks eelnevale on t661 oluline véértus, mis véiljendub alljargnevas:

e Opetajate todsoorituse juhtimise uurimine vdimaldab mdista, millised
tegevused aitavad tdsta koolide tulemuslikkust ning seega pdorata enam
tahelepanu kooli eesmirkide tditmisele. Sellest tulenevalt vdib Oelda, et
uuring on oluliseks sisendiks Opetajate toOsoorituse juhtimise siisteemi
kujundamiseks ja selle rakendamisega kaasnevate muudatuste juhtimiseks.
Opetajate toosoorituse juhtimisel on koolidele kaks pdhilist kasu. Esmalt
saavad kasu Opilased, kuna nende Opetajatel on palju tipsem iilevaade
Opilaste voimetest ning Opetajad saavad seeldbi pakkuda ka enam toetust ja
abi ning julgustada Opilasi piiiidlema korgemate eesmérkide poole. Teisalt
voidavad Opetajad, kuna neil on hea vdimalus koostdds koolijuhiga jilgida
paremini enda todsooritust ja saada selle kohta tagasisidet (DfEE, 2000).

e Uuring Opetajate td0soorituse juhtimise hetkeolukorrast Eesti iildharidus-
koolides annab vajalikku teavet Opetajate td0soorituse hindamise ja
tulemustasustamise eelistest ja puudustest, mis aitab méératleda voimalused
nende arendamiseks. Uhtlasi on see informatsioon viga vajalik inimestele,
kes teevad poliitilisi otsuseid, ja ametnikele, kelle tooks on planeerida ning
ellu viia Eesti haridusstrateegiat.

e Teadmised seostest kooli juhtimise ja Opetajate tegevuse aspektid ning
pedagoogide arvamuste vahel on kasulikud, et tootada vélja soovitused
Opetajate toosoorituse hindamiseks ja tulemustasustamise kujundamiseks
Eesti iildhariduskoolides. Uute juhtimispraktikate kohandamisel tuleb suurt
tdhelepanu podrata koostegemisele, kaasates erinevaid huvigruppe kogu
protsessi véltel. Pedagoogide positiivne suhtumine uutesse juhtimisprakti-
katesse on nende rakendamise edukuse eelduseks. Seetottu tuleb nii perso-
nalipoliitika, koolituse kui ka organisatsiooni arenguprogrammide kéigus
keskenduda arvamuste kujundamisele, et muudatusi oleks voimalik kiiremalt
ja valutumalt ellu viia.
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o Teave Opetajate arvamustest td0soorituse hindamise ja tulemustasustamise
kohta on kasulik koolijuhtidele, kuna see voimaldab hinnata opetajate eelis-
tusi ja ndgemust, mis aitab omakorda koolijuhtidel kujundada motivatsiooni-
siisteemi, mis julgustaks Opetajaid kooli eesméarke paremini tditma.

e Olenemata suurest hulgast todsoorituse juhtimise teemalisest kirjandusest (sh
teadusartiklitest), on nende allikate pohifookuses tdnaseni usaldusviirsete
toosoorituse hindamiskriteeriumide valiku kiisimus (Fletcher, 2001).
Doktoritd6 toob vilja vdimalikud hindamiskriteeriumid nii Spetajate to06-
soorituse hindamiseks kui ka tulemustasustamiseks. Need pohinevad uuringu
tulemustel, aga viljendavad ka autori ndgemust.

e Uuringus tuuakse vélja soovitused Opetajate tOdsoorituse hindamise ning
tulemustasustamise arendamiseks ja rakendamiseks {ildhariduskoolides.

e Doktoritdo tulemusi on voimalik rakendada nii Eesti kui ka teiste riikide iild-
hariduskoolide juhtimisel, sh Opetajate to0soorituse hindamise ja tulemus-
tasustamise siisteemide arendamisel ja rakendamisel. OECD uurimustest
(2008) selgub, et Eesti haridussiisteemi iilesehitus ja pShimotted on heaks
nditeks paljudele teistele riikidele, mistdottu on Eesti praktikate jalgimine
kasulik riikidele, kes on oma haridussiisteemi iimber kujundamas.

To0 lilesehitus ja teoreetiline tagapohi

Doktoritdd koosneb kahest pohiosast (vt joonis 1). Esimene osa on teoreetiline
iilevaade ja alus koolide tulemuslikkuse ning Opetajate tdosoorituse juhtimise
hindamise ja toGtasustamise aspektide uurimiseks. See koosneb kahest ala-
peatiikist. Esimene alapeatiikk annab {ilevaate Gpetajate toOsoorituse juhtimisest
kui juhtimisvahendist ja selle komponentidest. T60s tuuakse vilja, kuidas
erinevad autorid (Rogers, 2000; Macaulay, Cook, 1994; Winstanley, Stuart-
Smith, 1996; Armstrong, 2000; Mwita, 2000; Heinrich, 2002; Smith, Goddard,
2002; Lohman et al., 2004; Hartog et al., 2004) on libi aegade kisitlenud
toosoorituse juhtimist. Tulenevalt todsoorituse juhtimise sOnastamise keeru-
kusest on selle méératlemisel keskendutud protsessikesksusele, mistdttu
keskendub ka autor oma doktoritods kahele olulisele tegevusele — todsoorituse
hindamisele ja tulemustasustamisele. Autor defineerib tddsoorituse juhtimist kui
vahendit organisatsiooni eesmairkide téditmiseks todsoorituse hindamise ja
jélgimise ning tulemustele innustamise abil.

Teisalt on enam téhelepanu pdoratud tddsoorituse juhtimise hindamise ja
tootasustamise aspektidele. Seetottu keskendutakse teoreetilise osa esimeses
alapeatiikis kooli vilis- ja sisehindamise analiiiisimisele ning Opetaja to06-
soorituse hindamise mdistele, piiritledes viimase koha kooli hindamissiisteemis.
Doktoritdos kisitletakse Opetajate tdosoorituse hindamist kui kooli sise-
hindamise osa, mis keskendub &petajate individuaalsete tootulemuste moot-
misele.
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Teoreetiline osa

- ™~

Empiiriline osa

s

TSJ olemus - todsoorituse
hindamise ja tootasustamise
aspektid:

o TSJ kui juhtimisvahend — olemus ja
protsess.

o To6soorituse hindamise ja
tulemustasustamise olemus ja
kasutusala.

o TSJ eripéra koolides, toGsoorituse
hindamise ja tulemustasustamise
kriitika.

Alapeatiikk 1.1.

Uuringu kavandamine ja metoodika:
e Uurimisprotsessi, valimi, mddtmis-
vahendite kirjeldus ja valik.

Alapeatiikk 2.1.

v

A 4

Empiirilise uuringu tulemused Eesti
iildhariduskoolide dpetajate
toosoorituse hindamisest:

e Opetajate toGsoorituse hindamise
rakendamine ja seosed pedagoogide
arvamustega.

e Opetajate todsoorituse hindamis-
kriteeriumide kasutamine ja
pedagoogide eelistused nende valikul.

Alapeatiikk 2.2.

v

TSJ siisteemi kujundamine ja
rakendamine — Gpetajate
toosoorituse hindamine ja
tulemustasustamine:

o Tegevusraamistik dpetajate
todsoorituse juhtimise
ettevalmistamiseks.

e Toosoorituse hindamine siisteemi
viljatootamise etapid ja
pohimétted.

o Tulemustasustamise siisteemi
viljatootamise etapid, pohimdtted
ja alternatiivid.

e Uurimisvdited.

Alapeatiikk 1.2.

Empiirilise uuringu tulemused Eesti
iildhariduskoolide dpetajate
tulemustasustamisest:

o Opetajate tulemustasustamise
rakendamine ja seosed pedagoogide
arvamustega.

e Opetajate tulemustasustamise
kriteeriumide kasutamine ja
pedagoogide eelistused nende valikul.

Alapeatiikk 2.3.

v

Uuringu tulemuste siintees ja arutelu:

o Opetajate toosoorituse hindamise ja
tulemustasustamise rakendamisega
seonduvate tulemuste stintees.

o Soovitused dpetajate toGsoorituse
hindamise ja tulemustasustamise
siisteemi véljatootamiseks.

e Soovitused Opetajate todsoorituse
hindamise ja tulemustasustamise
kriteeriumide valikuks.

Alapeatiikk 2.4.

Joonis 1. Doktorit606 struktuur.

Mairkus: TSJ — todsoorituse juhtimine.
Allikas: autori koostatud.

Jargnevalt késitletakse Opetajate tulemustasustamise olemust, selle eeliseid,
puudusi ja kasutamise eesmirke. Autor kisitleb tulemustasustamist kui rahalist
juhtimisvahendit, mis aitab kaasa kooli eesmirkide téitmisele Opetajate
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motiveerimisel nii individuaalse todsoorituse kui ka grupipohiste saavutuste
tostmise abil. Doktoritods tuuakse vélja tulemustasustamise eelised, analiiii-
sitakse erinevaid uuringutulemusi, et leida tdestust tulemustasustamise posi-
titvse moju kohta kooli tulemusniitajatele. Vélja on toodud erinevad uuringud,
mille eesmérgiks on kindlaks méédrata rahaliste tasude ja kooli tulemusnéitajate
vahelised seosed (Ballou, Podgursky, 1995; Hanushek, 1997; Loeb, Page, 2000;
Eberts et al., 2002; Johnson, Birkeland, 2003; Smithers, Robinson, 2003;
Rhodes, 2004; Hanushek, Rivkin, 2007; Kingdon, Teal, 2007; Figlio, Kenny,
2007; Atkinson et al., 2009). Mitmetes uuringutes leiti, et dpetajate rahaline
tasu tostab nii kooli kui ka dpilaste tulemusi. Siiski pole need seosed alati nii
selged ning soltuvad suuresti ka kasutatavast uurimismetoodikast. Lisaks on
erinevad autorid rohutanud kooli tulemuslikkuse mddtmise keerukust ning
probleemi saada selleks katte vajalikke andmeid.

Motivatsiooniteooriatele tuginedes saab vélja tuua rahaliste tasude raken-
damise pohjendatuse. Carraheri uuringust (2011) selgus, et to6tajad on rahul-
olevad, kui tunnetavad, et neid koheldakse Giglaselt. Selle alla kdib ka tajutav
Oiglustunne seoses tootasuga. Kui t66 eest makstav tasu ei vasta todtajate poolt
oOiglaseks hinnatud palgatasemele, tekitab see neis alamotiveeritust. Eesti
haridussektor on viie kdige vihem tasustatud majandussektori hulgas. Samas on
aga ndudmised haridustootajate kvalifikatsioonile ning tddsooritusele véga
kdrged. Abroidi (2008) uuringu tulemusel selgus, et Eesti Opetajad tunnevad, et
nende t60 eest ei maksta vadrilist tasu, mis on omakorda viinud nende moti-
vatsiooni langusele. To6tajad pingutavad enam, kui neil on lootust saada oma
too eest vadrilist tasu. Sellest tulenevalt oleks hea toosoorituse eest makstavad
rahalised hiivitised véériliseks tasuks ka Eesti Opetajatele. Léhtudes Vroomi
ootuste teooriast (Vroom et al., 2005), saab Opetajate tulemustasustamist Eesti
uldhariduskoolides rakendada vaid eeldustel, kui see on seotud koolide
tulemuslikkusega ning Opetajatel on vdimalus kooli tulemusnéditajaid oma
tegevusega mdjutada. Samuti on oluline eeldus, et dpetajad véirtustavad rahalisi
hiivitisi.

Kuna doktoritoé on kirjutatud Eesti lildhariduskoolide niitel, keskendub
autor Opetajate toosoorituse hindamise ja tulemustasustamise eripirade vélja-
toomisele haridussektoris. Selleks, et mdista Opetajate toosoorituse hindamise ja
tulemustasustamise vahelisi seoseid ning rolli kooli juhtimises, analiilisib autor
haridusprotsessi sisend-viljund mudeli abil (vt joonis 2). Véljundina vaadatakse
kooli tulemusniitajaid, mille tditmise poole koolid piitidlevad. Motivat-
sioonisiisteemide, sh tulemustasustamise abil saavutatakse kvaliteetsem Oppe-
to0, Opetajaameti suurem populaarsus ning Opetajate aktiivsem enesetdien-
damine (Performance-Pay for Teachers..., 2007; Wyman, Allen, 2001; Tiirk,
2008).
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Sisend Opiprotsess ja Viljund, kooli
Opetajad (teadmised, motlemine, dpikeskkond tulemused/tule-
arvamused, isiksus, suhtlemis- Opetamine ja juhen- [““,S“altfulad )
oskused). damine. Opilaste 1§.1ksuSJa
Opilased (iseloom, Opetajate, dpilaste N equus (kupsqg
sotsiaaldemograafilised omadused). :> ja lapsevanemate hgrldusalgn§ litku-
Immateriaalsed ja materiaalsed koostoo. mine, positsioon
ressursid. Opetajate ja Spi- tthiskonnas jt).
Regulatsioonid. laste arendamine.

ﬁ Kooli juhtimine ﬁ II
Motivatsioonisiisteemid, sh Toosoorituse hindamine
tulemustasustamine Opetajate tédsoorituse hindamise
Opetajate motiveerimine. <:| tulemused (dpiprotsess,

Opetajate tulemustasustamine opikeskkond).
(kriteeriumid, protsess, individuaalne ja Opilaste tulemused (saavutused,
grupipdhine tasu). areng jt).

Joonis 2. Haridusprotsessi mudel — Opetajate todsoorituse hindamise, motivatsiooni-
stisteemi ja kooli tulemusnéitajate vahelised seosed.

Allikas: Irs et al., 2009.

Protsessi, mille kaudu sisendid valjunditeks muudetakse, tuleks pidevalt ana-
liiisida ja anda tagasisidet Opetajate to0soorituse kohta. Vaja on hinnata kooli
eesmirkide saavutamiseks olulisi tegevusi, sh Opetajate toOsooritust. Haid
tulemusi kooli eesmarkide tditmisel tuleks omakorda viériliselt tasustada. Kdik
see peaks motiveerima Opetajaid otseselt tditma kooli eesmérke. Seega toimib
motivatsioonisiisteem kui sisend, mis tagab kooli parema véljundi.

Hariduspoliitikas tehakse sageli otsuseid iilaltoodud sisend-véljund mudeli
pohjal. Samas pole sisendi ja véljundi vahel leitud selget seost ning seega ei
pruugi sisendi rahastamine tagada véljundi saavutamist (Worthington, 2001).
Samuti on véga raske otseselt mddratleda sisendit ja viljundit, kuna neil on
palju erinevaid mojutegureid (Brown, Saks, 1975; Hansuhek, 1981). Sisendid ja
véljundid tuleb ka koolitiitipide 15ikes erinevalt defineerida ja nende hinda-
miseks erinevaid hindamiskriteeriume kasutada. Vaadeldava mudeli rakenda-
mist komplitseerivad ka haridusjuhtide pohjendamatult suured ootused sisen-
dile. Sageli ollakse arvamusel, et rahaliste vahendite suunamine sisendisse aitab
suurendada viljundit. Sellest tulenevalt tehakse sisendite ja véljundite defi-
neerimisel suuri lihtsustusi, mistottu ei saa nende mudelite pdhjal vastu votta
konstruktiivseid hariduspoliitilisi otsuseid. Kombineerides diskussiooni Speta-
jate todsoorituse juhtimise olemusest ja haridusprotsessist, saab presenteerida
kooli tulemuslikkuse karakteristikute mudelit (vt joonis 3).
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Regiooni VALISKESKKOND
karakteristikud

Organisatsioonikultuur .
& Ressursijuhtimine

Strateegiline juhtimine  y,0); tuhtimise karakteristikud

—1

Opiprotsess (dpetamisoskuste rakendamine

Klassivilised tegevused Analiitis, hindamine, tagasiside

Ainekava ja dppemetoodika alane tegevus

Opilaste vdimetekohane arendamine, sh tugisiisteemid

Infotehnoloogia ja kaasaegsete dppemetoodikate kasutamine

Opikeskkond
Oppet6d Shkkond ja distsipliin

Opilaste toetamine ja kaasamine \ arvamused /
Head suhted, hoolimine, aus/diglane koHt!emin

Loovus ja innovaatilisus .

KOOLI TULEMUSLIKKUS

Joonis 3. Kooli tulemuslikkuse karakteristikute mudel.

Mirkus: halli virviga mérgitud tegureid — dpilaste karakteristikuid ja Opetaja personaalseid tunnu-
seid (v.a arvamused) uuringus ei késitletud.

Allikas: autori koostatud tuginedes Macaulay, Cook, 1994; Dransfield, 2000; Department of
Education, 2000; Smith, Goddard, 2002; Holbeche, 2005; Alberta Education, 2005; Professional
Standards for Teachers..., 2007.

Kooli tulemuslikkuse karakteristikute mudel kirjeldab kooli tulemuslikkuse
kujunemist, mistottu on see raamistik sobivaks aluseks ka dpetajate todsoorituse
hindamise ja tulemustasustamise kriteeriumide viljatootamisel. Tegemist on
pohimotteliselt Inglismaa dpetajate tdOsoorituse juhtimise aluseks oleva dpetaja
efektiivsuse mudeli edasiarendusega (Department of Education, 2000). Kooli
tulemuslikkuse karakteristikute mudel tihtsustab lisaks Opetaja tegevusele ka
kooli juhtimist kui olulist aspekti kooli tulemuslikkuse saavutamisel. Seega
eeldab autor, et paremaid kooli tulemusnéitajaid on vdimalik saavutada vaid
juhtimise ja Oppetdd koostods. Nimetatud mudelis on eelkdige tdhtsustatud
strateegilise juhtimise, ressursijuhtimise ning organisatsioonikultuuri rolli.
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Nimetatud mudel oli oluliseks raamistikuks uuringu planeerimisel, teostamisel
ning analiilisil. Lisaks eelnevale analiilisitakse teaduskirjanduses esitatud
Opetajate toosoorituse hindamise ja tulemustasustamise kriitikat haridussektori
kontekstis.

Teoreetilise osa teises alapeatiikis keskendutakse Opetajate toOsoorituse
juhtimise hindamise ja tOodtasustamise aspektide viljatootamisele ja raken-
damisele. Kuna aga uute juhtimispraktikate elluviimine toob kaasa vastuseisu
muudatustele, toob autor teoreetilise osa teises alapeatiikis vélja tegevusraa-
mistiku todsoorituse juhtimise ettevalmistamiseks (vt joonis 4).

v

] 1
Info E Ettevalmistavad tegevused todsoorituse juhtimiseks: E Olukorra
ZOL‘EZ E Haridusjuhtide toetus, koolijuhi pddevus ja pithendumine E Zﬁi?am
faas: | | R
| i l Juurutamise i
E 2. | kavatsuse E
! Positiivsete kujundamine !
! 1. — arvamuste '
! . kujundamine - Muudatuste :
: Te'adhkku.se agendid: }
+ | kujundamine - Opetajate arvamusliid-  [\T63soorituse
| Teavitus: kaasamine rite toetuse [3 Jjuhtimise
E - TSJT kasud - Koolitus tagamine meetodite
tlo- TSI - Tagasiside - Oige ajastuse juurutamine
E pdhimdtted valik E

Joonis 4. Tegevusraamistik tdosoorituse juhtimise ettevalmistamiseks koolides.

Mirkus: TSJ — todsoorituse juhtimine; Erinevad faasid on iiksteisest eraldatud vertikaalse kat-
kendliku joonega.

Allikas: autori koostatud tuginedes Aladwani, 2001; Armenakis, Harris, 2002; Johnson et al.,
2006.

Uute juhtimispraktikate juurutamisel Eesti haridussiisteemis on kesksel kohal
ettevalmistavad tegevused nii poliitilisel kui ka kooli juhtimise tasandil. Lisaks
tuuakse teoreetilise osa teises peatiikis vélja soovituslikud etapid Opetajate
toosoorituse hindamise siisteemi véljatodtamiseks. See raamistik vOimaldab
moista, millised kooli juhtimise ja Opetaja tegevuse aspektid mdjutavad Ope-
tajate toGsoorituse hindamise siisteemi kujundamist ja rakendamist. Nimetatud
alapunktis esitatakse ka uurimisvéited Opetajate toosoorituse hindamise kohta.
Sarnaselt tdosoorituse hindamisele tuuakse vilja ka soovituslikud etapid ope-
tajate toOtasustamissiisteemi véljatodtamiseks tulemustasustamise aspektidest
lahtuvalt. Lisaks analiiiisitakse erinevaid alternatiive Opetajate tulemustasus-
tamiseks ning defineeritakse tulemustasustamist puudutavad uurimisvaited.
Kokkuvéttes saab vélja tuua, et Eesti iildhariduskoolide toimimismehhanism
on suuresti iiles ehitatud autonoomiale, tulemusvastutusele ja lapsevanema
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vabadusele lapse kooli valikul, mis loob soodsa pinnase Opetajate toGsoorituse
juhtimiseks. Autonoomia, tulemusvastutus ja valik on koolides kaasa toonud
mitmeid olulisi strukturaalseid muudatusi (Ferlie et al., 1996; Pont et al., 2008;
Tolofari, 2005). Muutunud on rollid ja suhted nii koolisiseselt kui ka -viliselt.
Siinkohal saab néditeks tuua Opetajate ja teiste sihtgruppide osalemise kooli
otsustusprotsessides ning tugevama koost6d kooli erinevate huvigruppidega.
Muutunud on kooli juhtimine, kuna kool tegeleb ise planeerimise, eelarves-
tamise, ressursijuhtimise, inimressursside juhtimise, dpetajate hindamise ja t60-
tasustamisega. Koolijuhi roll on muutunud ligildhedaseks ettevotte juhi rollile,
mistdttu on koolijuhtidel suurem vajadus juhtimis- ja eestvedamise oskuste
jarele (Cranston, 2002).

Eesti iildhariduskoolid on kiill autonoomsed, kuid tegemist on kombi-
natsiooniga kohalike omavalitsuste ja koolide voimustamisest. Niiteks selgub
OECD (2008) uuringu tulemustest, et 66 protsenti otsustest Eesti koolides
tehakse kooli tasandil, 30 protsenti kohaliku omavalitsuse tasandil ning vaid
neli protsenti riiklikul tasandil. Detsentraliseerimine ja sellega kaasnev auto-
noomsus toob endaga kaasa suurema aruandekohustuse. Uheks selle viljundiks
on hindamise rolli tdhtsustamine. OECD-TALIS uuringu tulemused viitavad, et
2007.—2008. aastal oli Eesti haridussiisteemis vélishindamine vdrreldes sise-
hindamisega olulisem. 23,9 protsenti Eesti koolidest vastas, et viimase viie aasta
jooksul ei ole nad koolides kordagi sisehindamist teinud. Viimase viie aasta
jooksul on aga vilishindamist tehtud 47,8 protsendis Eesti koolides. Kuna alates
2010. aasta jaanuarist on sisehindamine muutunud koolidele kohustuslikuks,
vOib eeldada, et olukord on tdnaseks muutunud.

Oluliseks trendiks arenenud riikide haridussiisteemides on ka valikuvaba-
duse andmine lapsevanematele oma lapse kooli valikul (Pont et al., 2008). Seda
tehakse eesmadrgiga tosta koolidevahelist konkurentsi ning orienteeritust pare-
mate tulemuste saavutamisele (OECD, 2010). Eesti lapsevanematele on lapse
kooli valikul antud kiillalt suur vabadus. Olenemata sellest, et lastele on algselt
garanteeritud koduldhedane kool, ei ole seatud piiranguid teiste koolide vali-
kuks. Kuna aga Eesti iildhariduskoolide eelarve on soltuv Opilaste arvust ning
vanematel on vabadus kooli valida, on koolid kdrgelt motiveeritud oma tule-
musnditajaid tdstma. Lapse kooli valitakse kdige sagedamini kooli tulemus-
néitajatele tuginedes.

Doktoritdd teises osas esitatakse Eesti iildhariduskoolide Opetajate t60-
soorituse hindamise ja tulemustasustamise empiirilise uuringu tulemused.
Esmalt tutvustatakse uuringu kavandamist ja metoodikat. Selleks kirjeldatakse
uurimisprotsessi, valimit ning argumenteeritakse mootmisvahendite valiku fiile.
Teiseks analiiiisitakse empiirilise uuringu tulemusi dpetajate tddsoorituse hinda-
misest. Selleks tuuakse esmalt vélja seosed Opetajate todsoorituse hindamise
rakendamise ja pedagoogide arvamuste vahel ning teisalt analiilisitakse Ope-
tajate to0soorituse hindamiskriteeriumide kasutamist ja eelistusi kriteeriumide
valikul. Selles alapeatiikis tuuakse vilja tulemused, kuidas kooli juhtimine ja
Opetajate tegevus on seotud pedagoogide arvamustega nende koolides raken-
datavast toosoorituse hindamisest. Uhtlasi vdimaldab see m&ista, milliste
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niitajate pdhjal hindavad koolid oma tulemusi ning kas need néiitajad iihtivad
Opetajate to0soorituse hindamise aluseks olevate néitajatega.

Kolmandas alapeatiikis analiiiisitakse empiirilise uuringu tulemusi dpetajate
tulemustasustamisest. Selleks analiilisitakse tulemustasustamise rakendamise ja
pedagoogide arvamuste vahelisi seoseid. Lisaks arutletakse tulemustasustamise
kriteeriumide kasutamise ja eelistuste {ile Eesti tildhariduskoolides. See vdimal-
dab saada kasulikku infot, millised kooli juhtimise ja dpetajate tegevuse aspek-
tid mdjutavad pedagoogide arvamusi nende koolis rakendatavast tulemus-
tasustamisest. Samuti tuuakse vélja tulemustasustamise seosed koolide tulemus-
nditajatega.

Neljandas alapeatiikis keskendutakse uuringu tulemuste siinteesile ja aru-
telule. Esmalt siinteesitakse toosoorituse hindamise ja tulemustasustamise
rakendamist puudutavaid tulemusi, millele tuginedes todtatakse vilja ette-
panekud Opetajate todsoorituse juhtimise arendamiseks, sh soovitused dpetajate
to0soorituse hindamise ja tulemustasustamise siisteemi kujundamiseks ning
toosoorituse hindamise ja tulemustasustamise kriteeriumide valikuks.

Doktorit6d uurimisvéited ja -raamistik on esitatud joonisel 5. Kuna inimesed
kdituvad vastavalt oma arvamustele ning positiivsed arvamused aitavad orga-
nisatsioonis kergemini muudatusi teha (Aladwani, 2001), on selle uurimuse
keskmes Opetajate ja koolijuhtide arvamuste viljaselgitamine ja analiilisimine.
Positiivsed arvamused Opetajate toosoorituse hindamisele ja tulemustasus-
tamisele loovad head eeldused Opetajate tdosoorituse juhtimise arendamiseks.
Hasti toimiv todsoorituse juhtimise siisteem tagab omakorda koolide tulemus-
likkuse. Doktoritdd saab jagada tinglikult kaheks osaks. Esimene keskendub
Opetajate toosoorituse hindamise temaatikale, teine aga tulemustasustamisele.

Kuna oOpetajate todsoorituse hindamise juurutamine koolides on seotud kooli
juhtimisega, siis piistitab autor esmalt uurimisvéite kooli juhtimise ja peda-
googide arvamuste vaheliste seoste kohta Opetajate toOsoorituse hindamisel
(V1). Selle uurimisvéite testimine annab vaartuslikku informatsiooni, milliseid
kooli juhtimise aspekte ja tegevusi tuleks arvesse votta, et dpetajate tddsoorituse
hindamise juurutamine liheks Eesti lildhariduskoolides kiiremini ja ladusamalt.
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( \ Toosoorituse ( )

hindamissiisteemi

kujundamine \/
V1 Toosoorituse V2
hindamiskriteeriumide
valik
A

Pedagoogide arvamused dpetajate
toosoorituse hindamisest ja
tulemustasustamisest

Kooli juhtimise
karakteristikud

Tulemustasustamise
Kkriteeriumid valik

Opetajate tegevuse
karakteristikud

Tulemustasustamise
kujundamine

— V4 —
v

Kooli tulemused

Joonis 5. Eesti {ildhariduskoolide Opetajate todsoorituse hindamise ja tulemustasus-
tamise alase uuringu raamistik ja uurimisvaited.

Mirkus: V: véide voi védidete grupp; V1: kooli juhtimine ja pedagoogide arvamused tddsoorituse
hindamisest; V2: toosoorituse hindamise kriteeriumid; V3: kooli juhtimine ja pedagoogide arva-
mused tulemustasustamisest; V4: seosed tulemustasustamise ja kooli tulemusnéitajate vahel; V5:
tulemustasustamise kriteeriumid.

Allikas: autori koostatud.

Oluline on rohutada, et dpetajate tddsoorituse hindamine Eesti iildhariduskoo-
lides kujundab ka pedagoogide arvamusi toosoorituse juhtimisest kui juhti-
misvahendist. Kui nditeks Opetajaid ei kaasata nende tddsoorituse hindamise
siisteemi viljatootamisse, siis voivad nad tajuda todsoorituse hindamise siis-
teemi ebadiglasena ning nende todpanust objektiivselt mittehindavana. Sellest
tulenevalt vdivad pedagoogide arvamused t6dsoorituse hindamisest muutuda
negatiivsemaks. Uks suuremaid viljakutseid dpetajate todsoorituse juhtimisest
kujundamisel on aga tdosooritust usaldusvairselt modtvate kriteeriumide valik
(V2). Doktoritods antakse vastus, millistest kriteeriumidest ja nditajatest lahtu-
takse kooli tulemuste modtmisel ning Opetajate todsoorituse hindamisel, tuues
vilja ka pedagoogide arvamused nende otstarbekusele.

Empiirilise osa teises pooles keskendutakse Opetajate tulemustasustamisele
ning piistitatakse uurimisvaide tulemustasustamise ja kooli juhtimise aspektide
vaheliste seoste kohta (V3). Naiteks tekib Opetajate tulemustasustamise vilja
todtamisel kiisimus Opetajate todsoorituse hindamise ja tulemustasustamise
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vaheliste seoste kohta. Tekib kiisimus, kas negatiivsed arvamused Opetajate
toosoorituse hindamisest pohjustavad ka negatiivseid arvamusi nende tule-
mustasustamisest. Teadmised kooli juhtimise ja pedagoogide arvamuste vahe-
listest seostest aitavad mdista, milliseid kooli juhtimise tegevusi tuleb arvesse
votta, et Opetajate tulemustasustamise juurutamine liheks koolides ladusamalt
ning tekitaks dpetajates vihem vastuseisu.

Lisaks eeldab autor, et td0soorituse juhtimine, sh eriti tulemustasustamine
viib kokkuvdttes kooli korgemate tulemusnditajateni (V4). Eeldatakse, et
tulemustasustamist rakendatavatel koolidel on korgemad tulemusnéitajad
Opilaste akadeemilise tulemuslikkuse osas, samuti on nende koolide kindlus-
tatus ndutava kvalifikatsiooniga Opetajatega parem. Teoreetilises osas piistitatud
uurimisvéited Opetajate to0soorituse hindamisest ja tulemustasustamisest Eesti
iildhariduskoolide néitel on koondatud tabelisse 1.

Tabel 1. Emmpiiriliseks uuringuks pistitatud uurimisvdited Opetajate tdodsoorituse
hindamisest ja tulemustasustamisest Eesti iildhariduskoolides.

Kate- Alam- Uurimisviide
gooria | kategooria

Kooli Uurimisviide 1a: Strateegiline juhtimine, ressursijuhtimine
juhtimine ja  |ja organisatsioonikultuur on positiivselt seotud
pedagoogide |pedagoogide arvamustega to0soorituse hindamise
arvamused rakendamisest nende koolides.

to0soorituse
hindamisest

Uurimisviide 1b: Opetajate kaasamine todsoorituse
hindamissiisteemi kujundamisse on positiivselt seotud
nende arvamustega toosoorituse hindamise rakendamisest
nende koolides.

Toosoorituse | Uurimisviide 2a: Opiprotsess ja opikeskkond on
hindamise positiivselt seotud pedagoogide arvamustega todsoorituse
kriteeriumid | hindamise rakendamisest nende koolides.

Uurimisviide 2b: Kooli eesmérkide saavutamist
mdoddetakse peamiselt Opilaste akadeemiliste
tulemusnéitajate abil.

Uurimisvaited to0soorituse hindamisest

Uurimisviide 2¢: Opetajate eclistused dpetajate
toosoorituse hindamiskriteeriumide valikul erinevad
koolijuhtide eelistustest.

Kooli Uurimisviide 3a: Opetajate arvamused dpetajate
2+ |juhtimine ja |tddsoorituse hindamisest on positiivselt seotud nende
';E % é pedagoogide |arvamustega tulemustasustamisest.
é E) g ?&iﬁln&lss_ed Uurimisviide 3b: Strateegiline juhtimine,
5 2z . ressursijuhtimine ja organisatsioonikultuur on positiivselt
5 & |tasustamisest

seotud pedagoogide arvamustega tulemustasustamise
rakendamisest nende koolides.
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jate vahelised
seosed

Kate- Alam- Uurimisviide

gooria | kategooria
Tulemus- Uurimisviide 4a: Tulemustasustamist rakendavatel
tasustamise ja | koolidel on korgemad tulemused niitajate osas, mis
kooli mdddavad oOpilaste akadeemilist tulemuslikkust.
tulemusnaita-

Uurimisviide 4b: Tulemustasustamist rakendavatel
koolidel on enam ndutava kvalifikatsiooniga dpetajaid.

Tulemus- Uurimisviide 5a: Opiprotsess ja dpikeskkond on
tasustamise | positiivselt seotud pedagoogide arvamustega
kriteeriumid | tulemustasustamise rakendamisest nende koolides.

Uurimisviide Sb: Opetajate eelistused tulemustasustamise
kriteeriumide valikul ldhtuvad sellest, et need oleksid
voimalikult otseselt seotud nende individuaalse t66ga
klassiruumis.

Uurimisviited tulemus-tasustamisest

Allikas: autori koostatud.

Ulaltoodud uurimisviidete pdhjal tootatakse vilja soovitused dpetajate todsoorituse hindamise ja
tulemustasustamise siisteemi viljatdStamiseks ja juurutamiseks ning todsoorituse hindamise ja
tulemustasustamise kriteeriumide valikuks.

Empiiriline uuring

Doktorit6d uurimisprotsessi, mis kestis perioodil 2007-2010, on kirjeldatud
joonisel 6. Doktoritdd on osa projektist “Uldhariduskoolide tulemuslikkuse ja
seda mdjutavate tegurite analiiiis®, kus osales kolm Tartu Ulikooli uurimis-
gruppi: finantsjuhtimise, kvaliteedijuhtimise ja Opetajate todsoorituse juhtimise
toogrupp. Doktoritéd autor kuulus Opetajate tddsoorituse juhtimise toogruppi
ning vastutas tddsoorituse juhtimise aluseks oleva uurimisraamistiku vélja-
toGtamise eest, samuti Opetajate todsoorituse hindamise ja tulemustasustamise
kriteeriumide véljatootamise eest, mis lisati hindamiseks kiisimustikku. Autor
vastutas ka Opetajate to0soorituse juhtimist puudutava analiilisi ning Opetajate
todsoorituse juhtimise arendamise soovituste véljatootamise eest.

Esimese etapina kogus ja analiilisis autor nii teoreetilist kui ka empiirilist
taustinformatsiooni todsoorituse juhtimise — toosoorituse hindamise ja tulemus-
tasustamise kohta (Ferlie et al., 1996; Department of Education, 2000; Arnott,
2000; Raab, 2000; Alberta Education, 2005; Professional Standards for
Teachers..., 2007, Oppeasutuse sisehindamine..., 2008; OECD, 2008; Nikkanen,
Lyytinen, 2005).
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2007 2008 '““T ______________________ £ 2010 2011

| 2009| ! L S

| — —>
Taust- Uurimis- \\Kisimus-\\ Kusimus- Kiisitluse Uuringu \\ Analiiis ja
info etoodika \\ tiku tiku ja etteval- \\teostamine \\ siintees
kogu- dljatoota- Mestimine //meetodite ‘mistamine //(sh juhtumi-

mine mine kohandamine uuringud)

. Tagasiside koohjuhtldelt, * Uurmgut e Kvant.uuring:
petajatelt, ministeeriumi|| tutvustavad 298 koolijuhti,
ametnikelt kirjalikuq 2165 dpetajat Soovi-

o Pilootuuring 10 koolis p&drdumised e Juhtumuuring: | | tused
(valim: 10 koolijuhti ja || ® Uuringut tutvus- | | 12 intervjuud
51 6petajat) tav artikkel

Kiisimustik
ja uuringu
raamistiku
vilja-
toGtamine

Joonis 6. Doktoritdd uuringuprotsess.

Mirkus: plokknooltel on mérgitud uuringuprotsessi pohitegevused. Tegevuste tulemused on mér-
gitud nooltega ihendatud kastidesse. Toetav tegevus uuringu osalusmiéra tdstmiseks on mérgitud
katkendliku joonega kasti.

Allikas: autori koostatud.

Kogutud taustainfole tuginedes tdotati vdlja uuringu raamistik, mis kirjeldaks
kooli tulemuslikkuse kujunemise protsessi. See voimaldas tdotada vilja kooli
tulemuslikkuse karakteristikute mudeli, mis oli aluseks doktorit6é empiirilise
uuringu tegemisel Eesti {ildhariduskoolides. Mudel vdimaldab vélja tuua ka
voimalikud hindamiskriteeriumid nii dpetajate kui ka koolijuhtide t6&soorituse
hindamiseks ja tasustamiseks.

Eesti iildhariduskoolides tehtud uuring oli peamiselt kvantitatiivne. Empii-
rilise uuringu ankeet koostati tuginedes kogutud andmetele, loodud mudelile
(joonis 3, lk 280) ning pdhinedes mitmetel Tartu Ulikooli ning Haridus- ja
Teadusministeeriumi {ihistes todgruppides tehtud otsustele. Olulist sisendit
ankeedi koostamisel andsid ka Kulno Tiirgi 2000.—2008. aastatel Eesti kooli-
juhtide tidiendkoolituste raames tehtud juhtumiuuringute tulemused.

Viljatootatud kiisimustikku testiti esmalt mdne koolijuhi, dpetaja ja Haridus-
ja Teadusministeeriumi tootaja peal. Pérast kiisimustiku esmast testimist tehti
ka pilootuuring juhuslikult valitud kiimnes Eesti {ildhariduskoolis kolmest eri
maakonnast — Lidnemaa (3 kooli), Viljandimaa (4 kooli) ja Tartumaa (3 kooli).
Pilootuuringus osales kokku 51 Opetajat ja 10 koolijuhti. Pilootuuringu tule-
muste pohjal korrigeeriti ankeeti sisuliselt ning tdiustati tehniliselt ja vormilt.

Pohiuuring tehti 2009. aasta novembrist kuni 2010. aasta jaanuarini. Uuringu
iildkogumisse kuulusid koikide Eesti iildhariduskoolide Gpetajad, kes Opetavad
9. ja 10. klassi dpilasi ning nende koolide juhid. Uldkogumisse kuulus 487
koolijuhti. 2008/2009. dppeaasta tulemustel Opetab kolmandas kooliastmes
(7.-9. klass) ja glimnaasiumiastmes kokku 10 776 Opetajat, kellest 5772 dpetab
itheksanda ja kiimnenda klassi Opilasi. Kvantitatiivne uuring tehti nii kirjalikult
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kui ka elektrooniliselt. Elektroonilise ankeedi puhul kasutati e-formulari (elekt-
roonilist vahendit), mis voimaldas viia kiisitluse ldbi Internetis. Suurem osa
tdidetud ankeetidest lackus elektroonilisel kujul. Vaid kaks koolijuhti (0,7
protsenti) ja 40 Opetajat (1,8 protsenti) tagastasid kiisimustiku paberkandjal
traditsioonilise posti teel. Kokkuvdttes osales uuringus 2165 iiheksandas ja
kiimnendas klassis Opetavat Opetajat (37,5 protsenti kdikidest kolmandas
kooliastmes ja giimnaasiumiastmes dpetavatest dpetajatest) ning 298 koolijuhti
(61,2 protsenti koikidest iildkogumis olnud koolijuhtidest).

Kogutud andmete analiiiisimisel kasutati statistikatarkvara SPSS, millega
tehti kirjeldav statistika analiiiis, korrelatsioon- ning graafikute analiilis. Samuti
testiti Mann-Whitney U-testi, Independent Samples t-testi ja Wilcoxon Signed
Rank Sum testi abil valimite keskmiste erinevusi. Nimetatud meetodeid kasutati
nii Opetajate tdosoorituse hindamist kui ka tulemustasustamist puudutava
uuringu korral (vt tabel 2 ja 3). Lisaks kasutatakse osaliselt projekti “Uld-
hariduskoolide tulemuslikkuse ja seda mojutavate tegurite analiilis kaigus
tehtud uurivat faktoranaliiiisi, faktorite usaldusvidirsuse testimist ja regres-
sioonanaliiiisi.

Lisaks kvantitatiivsetele andmetele sisaldas uuringu kiisimustik moningaid
avatud vastustega kiisimusi. Avatud vastustega kiisimusi esitati lisainformat-
siooni saamise eesmargil Eesti iildhariduskoolides kasutatavate Opetajate
todsoorituse hindamise ja tulemustasustamise kriteeriumide kohta, aga ka
selleks, et saada teavet pohjustest, miks koolides tulemustasustamist ei raken-
data ning milliseid tulemusniitajaid véairtustatakse uurimisalustes koolides.
Avatud kiisimuste vastuste analiiisimisel kasutati nii a prori kui ka pohistatud
kodeerimist. 4 priori kodeerimisel ldhtutakse juba eelnevalt piistitatud teemade
raamistikust (Taylor, Gibbs, 2010). Naiteks tugineti doktoritdds kodeerimisel
uuringuks piistitatud uvurimisvéidetele, kiisimustikule ning teoreetilises osas
tOstatatud teemadele. Pohistatud kodeerimist kaasati, kuna see vodimaldab
koodidel tekstist selle lugemise hetkel esile tousta (Taylor, Gibbs, 2010). Seega
voimaldab selline kodeerimine saada lisainformatsiooni ning ei ole piiratud ette-
antud uurimisraamistikust. POhistatud kodeerimine on eriti kasulik koolides
rakendatavate tdosoorituse hindamise ja tulemustasustamise kriteeriumide
méadratlemisel.

Uuringu kiigus iiles kerkinud kiisimustele vastuste saamiseks tehti kolmes
Eesti iildhariduskoolis ka juhtumiuuringud. Juhtumiuuringute raames tehti 12
intervjuud, kus igast uuritavast koolist kiisitleti kolme Opetajat ja selle kooli
juhti. Intervjuude aluseks oli juhtumiuuringute kiisimustik, mis pandi kokku
tuginedes eelnevale kvantitatiivsele analiilisile ja selle tulemustele. Juhtumi-
uuringu kdigus tehtud intervjuud lindistati ning transkribeeriti. Tulemuste
analiiiisiks kasutati taas nii a priori kodeerimist kui ka pohistatud kodeerimist.
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Tabel 2. Opetajate todsoorituse hindamist puudutavate uurimisviidete testimise meto-

doloogia.

Uurimisviite
testimise eesmark

Andmete tiilip

Meetodid

Andmed

Tulemused

Temaatika: Téosoorituse hindamise kujundamisega

kaasnevad kooli juhtimise

aspektid

Uurimisviited Kvant. andmed |Korrelat- Pedagoogide |Soovitused
1a, 1b. pedagoogide sioon- arvamused, |kooli

1. Teha kindlaks, arvamustest analiiiis valimi suurus |juhtimise
millised KJ karakte- |(5-palliskaalas) |(Spearman), |2463. arendamiseks,
ristikud on seotud kooli strateegi- * faktor-ja |Opetajate mida tuleks
pedagoogide arva- lisest ja ressursi- |regressioon- |arvamused, |Opetajate
mustega TSH-st. juhtimisest ja analiiiis. valimi suurus | tddsoorituse
2. Leida tdestust, kas | OK-st ning Mann- 2165. hindamise

KJ karakteristikud | koolides raken- | Whitney 12 intervjuud | kujundamisel
pohjustavad datavast TSH-st. | U-test ja 3 koolist. silmas pidada.
gruppidevahelisi Kvant. andmed | kirjeldav

erinevusi peda- Opetajate kaasa- | statistika.

googide arvamustes. | misest TSH vilja- | 4 priori ja

3. Leida, kas Opeta- | to0tamisse ja pohistatud

jate kaasamine TSH | arvamustest kodeeri-

kujundamisse on TSH-st (5-palli- | mine.

seotud nende posi-
tiivsete arvamustega
koolides rakendata-
vast TSH-st.

skaala).
Juhtumiuuringute
transkriptsioonid.

Temaatika: toosoorituse hindamise Kkriteeriumide va

lik

Uurimisviited
2a,2b, 2¢

1. Teha kindlaks,
millised Opetaja
tegevuse karakte-
ristikud on seotud
pedagoogide arva-
mustega TSH-st.

2. Leida toestust, kas
need Opetajate tege-
vuse karakteristikud
pOhjustavad
gruppidevahelisi
erinevusi peda-
googide arvamustes.
3. Méératleda pohi-
lised tulemusnéitajad
Eesti tildharidus-
koolides.

Kvant. andmed
pedagoogide
arvamustest
(5-palliskaalas)
OP-st ja OKK-st
ning koolides
rakendatavast
TSH-st.

Kvant. andmed
pedagoogide
arvamustest
(5-palliskaalas)
TSH kriteeriumi-
dest.

Kwvalit. vastused
kooli tulemusnii-
tajate kohta.
Juhtumiuuringute
transkriptsioonid.

Korrelat-
sioonana-
liis
(Spearman),
* faktor- ja
regressioona
naliiiis.
Mann-
Whitney
U-test ja
kirjeldav
statistika.

A priori ja
pohistatud
kodeeri-
mine.

Pedagoogide
arvamused,
valimi suurus
2463.

3450 avatud
vastust.

12 intervjuud
3 koolist.

Soovitused
hindamis-
kriteeriumide
valikuks.
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Uurimisviite
testimise eesmark

Andmete tiiiip

Meetodid

Andmed

Tulemused

4. Méaratleda
erinevused kooli-
juhtide ja Opetajate
eelistustes TSH
kriteeriumide
valikul.

Mirkus: (vaata uurimisvéiteid tabelist 1, 1k 285-286); TSH — td6soorituse hindamine; KJ — kooli
juhtimine; OP — &piprotsess; OKK — dpikeskkond; OK — organisatsioonikultuur; * projekti
“Uldhariduskoolide tulemuslikkuse ja seda mdjutavate tegurite analiiiis” raames tehtud faktor- ja
regressioonanaliiiis (Tiirk et al., 2011). Allikas: autori koostatud.

Tabel 3. Opetajate tulemustasustamist puudutavate uurimisviidete testimise metodo-

loogia.

Uurimisviite

Andmete tiiiip

testimise eesmark

Meetodid

Andmed

Tulemused

Temaatika: tulemust
aspektid

asustamise kujundamisega kaasnevad kooli juhtimise

Uurimisvéited

3a, 3b, 4a, 4b.

1. Leida, kas TSH
rakendamine on
seotud pedagoogide
arvamustega TT-st.
2. Teha kindlaks,
millised KJ karakte-
ristikud on seotud
pedagoogide arva-
mustega TT-st.

3. Leida toestust, kas
KJ karakteristikud
pOhjustavad
gruppidevahelisi
erinevusi peda-
googide arvamustes.
4. Selgitada, kas TT
rakendavatel koolidel
on korgemad
tulemusnaéitajad.

Kvant. andmed
pedagoogide
arvamustest
(5-palliskaalas)
strateegilisest
juhtimisest, res-
sursijuhtimisest
ja OK-st ning
koolides raken-
datavast TT-st.
Kvant. andmed
pedagoogide
arvamustest
TSH-st ja TT-st.
Avatud vastused
koolide tulemus-
niitajatest (vélja-
vote EHIS-st) ja
TT rakendamisest
(jah/et).
Juhtumiuuringute
transkriptsioonid.

Korrelat-
sioon-
analiilis
(Spearman),
* faktor- ja
regressioon-
analiis.
Mann-
Whitney
U-test ja
kirjeldav
statistika.

A priori ja
pohistatud
kodeeri-
mine.

Pedagoogide
arvamused,
valimi suurus
2463.

487 kooli
tulemus-
nditajad.

Soovitused
kooli
juhtimise
arendamiseks,
mida tuleks
tulemus-
tasustamise
kujundamisel
silmas pidada.
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Uurimisviite Andmete tiiiip |Meetodid |Andmed Tulemused
testimise eesmirk
Temaatika: tulemustasustamise kriteeriumide valik
Uurimisvéited 5a, Sb | Kvant. andmed | Korrelat- Pedagoogide |Soovitused
1. Teha kindlaks, pedagoogide sioon- arvamused, tulemus-
millised Opetaja arvamustest analiiiis valimi suurus |tasustamise
tegevuse karakte- (5-palliskaalas) | (Spearman), |2463. kriteeriumide
ristikud on seotud | OP-st ja OKK-st |* faktor-ja |1388 avatud |valikuks.
pedagoogide ning koolides regressioon- | vastust TT
arvamustega TT-st. | rakendatavast analiiiis. kriteeriumi-
2. Leida toestust, kas | TT -st. Mann- dest.
need Opetajate Kvant. andmed | Whitney 12 intervjuud
tegevuse karakte- pedagoogide U-test ja 3 koolist.
ristikud pdhjustavad |arvamustest kirjeldav
gruppidevahelisi (5-palliskaalas) |statistika.
erinevusi peda- TT kriteeriumi- | A priori ja
googide arvamustes. |dest. pohistatud
3. Méiratleda erine- | Avatud vastused |kodeeri-
vused koolijuhtide ja |koolides kasuta- | mine.
Opetajate eelistustes |tavatest TT
TT kriteeriumide kriteeriumidest.
valikul. Juhtumiuuringute
transkriptsioonid.

Markus: (vaata uurimisvéiteid tabelist 1, 1k 285-286); TSH — téosoorituse hindamine; TT — tule-
mustasustamine; KJ — kooli juhtimine; OP — &piprotsess; OKK — dpikeskkond; OK — organisat-
sioonikultuur; * projekti “Uldhariduskoolide tulemuslikkuse ja seda mdjutavate tegurite analiiiis”
raames tehtud faktor- ja regressioonanaliilis (Tiirk ef al., 2011). Allikas: autori koostatud.

To00s piistitatud uurimisvdited ja nende analiiiisi
tulemused

Kéesolev alapunkt annab iilevaate testitud uurimisvéidete tulemustest. Dok-
toritdds piistitati teoreetilistele argumentidele ja varasematele empiirilistele
uuringutele tuginedes uurimisvéited, mida saab jagada viide gruppi: 1) véited
kooli juhtimise ja pedagoogide arvamuste vaheliste seoste kohta Opetajate
toosoorituse hindamisel; 2) véited Opetajate todsoorituse hindamiskriteeriu-
midest; 3) viited kooli juhtimise ja pedagoogide arvamuste vaheliste seoste
kohta dpetajate tulemustasustamisel; 4) véited dpetajate tulemustasustamise ja
kooli tulemuste vaheliste seoste kohta; 5) viited Opetajate tulemustasustamise
kriteeriumidest.
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Vla: Strateegiline juhtimine, ressursijuhtimine ja organisatsioonikultuur on
positiivselt seotud pedagoogide arvamustega toosoorituse hindamise raken-
damisest nende koolides.

Viide leidis kinnitust, kuna korrelatsioonanaliiiisi tulemused viitasid posi-
tiivsetele ning statistiliselt olulistele seostele kooli juhtimise aspektide ning
pedagoogide arvamuste vahel koolides rakendatavast Opetajate tOGsoorituse
hindamisest. Kooli strateegilise juhtimise ning pedagoogide arvamuste vahel
koolides rakendatavast Opetajate toosoorituse hindamisest olid keskmised kuni
vordlemisi tugevad seosed (korrelatsioonikordaja varieerus vahemikus 0,17—
0,45). Kooli ressursijuhtimise ja pedagoogide arvamuste vahel koolides raken-
datavast Gpetajate todsoorituse hindamisest olid samuti keskmised kuni vord-
lemisi tugevad seosed (korrelatsioonikordaja véartus 0,2—0,44). Kooli organisat-
sioonikultuuri ning pedagoogide arvamuste vahel koolides rakendatavast dpe-
tajate toOsoorituse hindamisest oli ndrgad kuni suhteliselt tugevad seosed
(korrelatsioonikordaja véértus 0,16-0,46). Juhtumiuuringud tdestasid kooli
juhtimise aspektide olulisust todsoorituse hindamise siisteemi kujundamisel ja
rakendamisel.

Ka autori poolt tdiendavalt tehtud regressioonanaliiiisi tulemused néitavad, et
kooli strateegilise juhtimise, ressursijuhtimise ja organisatsioonikultuuri ning
pedagoogide arvamuste vahel Opetajate todsoorituse hindamise mdjust nende
toGtulemustele on positiivsed seosed (Tiirk et al., 2011)". Uuringu pdhjal saab
viita, et mida paddevamalt korraldatud on kooli strateegiline juhtimine, organi-
satsioonikultuur ja ressursijuhtimine, seda positiivsemad on arvamused Jpeta-
jate toosoorituse hindamisest kui juhtimisvahendist. Tulemused on ootus-
pdrased, kuna vastuseis Opetajate toOsoorituse hindamisele on seda véiksem,
mida véiksem on Jpetajate vOimalus saada oma t66 kohta negatiivset tagasi-
sidet. Seega vdib viita, et kui kooli juhtimine on kdrgetasemeline, on negatiivse
tagasiside saamine véhetdendoline. Teisalt loob tugev kooli organisatsiooni-
kultuur ja inimressursi juhtimine avatud ja pithendunud dhkkonna ning ka iihise
arvamuse histi toimivast Opetajate todsoorituse hindamisest. Leitud tulemused
rohutavad Opetajate kaasamise vajadust nende todsoorituse hindamise vélja-
tootamisse ja rakendamisse, koolijuhtide eetilist kditumist, dpetajate saavutuste
véadrtustamist ning hdid omavahelisi suhteid.

V1b: Opetajate kaasamine toosoorituse hindamissiisteemi kujundamisse on
positiivselt seotud nende arvamustega toosoorituse hindamise rakenda-
misest nende koolides.

Viide leidis kinnitust. Tulemused néitasid, et mida enam kaasatakse Opeta-
jaid oma to0soorituse hindamissiisteemi véljakujundamisse, seda positiivsemad
on nende arvamused Opetajate todsoorituse hindamisest nende koolides. Seda
kinnitasid nii korrelatsioonanaliiiisi tulemused (korrelatsioonikordajad Opetajate
kaasamise ja Opetajate toOsoorituse hindamist puudutavate erinevate vididete

Doktoritdd autor osales pohitiitjana projektis “Uldhariduskoolide tulemuslikkuse ja
seda mdjutavate tegurite analiitis®.
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vahel varieerusid 0,47-st kuni 0,7-ni) kui ka erinevate vastajategruppide
keskmiste vordlused (Mann Whitney U-testi tulemused). Autor vordles nende
Opetajate arvamusi, kes olid hindamissiisteemi kujundamisse kaasatud, nende
Opetajate arvamustega, keda oli sellest protsessist vilja jaetud. Hindamissiis-
teemi kujundamisse kaasatud Opetajad suhtusid Opetajate todsoorituse hinda-
misse mérksa positiivsemalt. Lisaks nditasid uuringu tulemused Opetajate
rahulolematust ja info puudust seoses nende véhese ning siisteemitu kaasa-
misega hindamissiisteemi viljakujundamisse. Opetajatel on madalamad arva-
mused (keskmine 3,61, standardhidlve 1,05) kaasamisest vorreldes kooli-
juhtidega (keskmine 3,97, standardhilve 0,78). Opetajate ebapiisav kaasamine
on toonud kaasa ka teisi probleeme Opetajate toosoorituse hindamises. Naiteks
kaheldakse selle digluses, ei usuta selle efektiivsusesse ning tagasisidet peetakse
ebapiisavaks. Ka juhtumiuuringute tulemused niitavad, et koolides, kus ope-
tajatel ei olnud voimalust kujundada dpetajate toGsoorituse hindamise siisteemi,
olid Opetajate arvamused todsoorituse hindamisest negatiivsemad.

V2a: Opiprotsess ja épikeskkond on positiivselt seotud pedagoogide arva-
mustega toosoorituse hindamise rakendamisest nende koolides.

Viide leidis kinnitust. Korrelatsioonianaliiiisi tulemused viitasid statistiliselt
olulistele positiivsetele seostele dpetajate tegevuse aspektide ja pedagoogide
arvamuste vahel koolides rakendatavast todsoorituse hindamisest. Seosed Opi-
protsessi ja pedagoogide arvamuste vahel Opetajate tdOsoorituse hindamise
kohta olid keskmise vdi vordlemisi suure tugevusega (korrelatsioonikordajad
varieerusid vahemikus 0,22-0,38). Samad niitajad Spikeskkonna suhtes olid
enam-vihem sama tugevad (korrelatsioonikordaja véirtused 0,22—0,34).

Tédiendavalt tehtud regressioonanaliiiisi tulemused viitasid samuti statisti-
liselt oluliselt positiivsetele seostele Opiprotsessi ja pedagoogide arvamuste
vahel Opetajate todsoorituse hindamise mojust nende todtulemustele. Samas ei
leitud regressioonanaliiiisi abil seoseid aga Opikeskkonna ja pedagoogide arva-
muste vahel Opetajate todsoorituse hindamise mdjust nende todtulemustele.
Seega voib oelda, et mida positiivsemad on arvamused Opiprotsessile koolis,
seda positiivsemad on pedagoogide arvamused t6dsoorituse hindamisest. Kuna
Opetajate eelistused tOOsoorituse hindamiskriteeriumide valikul olid seotud
nende t6dga klassiruumis, on leitud tulemus ootuspérane.

V2b: Kooli eesmiirkide saavutamist méodetakse peamiselt opilaste akadee-
miliste tulemusniitajate abil.

Viide leidis kinnitust. Eesti {ildhariduskoolide tulemusnéitajad, mille alusel
nad oma sooritust hindavad, on Opilaste akadeemilise tulemuslikkuse kesksed.
Avatud kiisimuste vastustest selgus, et kolm kodige populaarsemat tulemus-
niitajat, mida moddetakse, on seotud Opilaste akadeemilise tulemuslikkusega.
Eelkoige toodi vilja jooksvad hinded (286 mainimist), jirgmises Oppeastmes
jatkavate Opilaste protsent (257 mainimist) ning riiklikud eksamitulemused (246
mainimist). See tdhendab, et kooli sooritust hinnatakse heaks, kui dpilased saa-
vutavad korgeid tulemusi riiklikel eksamitel ning nende hinded on head. Neid
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kolme kdige sagedamat kooli tulemusnditajat on nimetanud votmetulemusteks
ka Haridus- ja Teadusministeerium ning seetdttu on need vilja toodud ka
vilishindamise kriteeriumidena. Kahjuks on nimetatud nditajad seotud kooli
eesmirkidega vaid osaliselt ning Eesti tildhariduskoolidel puudub iihtne aru-
saam kooli eesmirkidest ja tulemuslikkusest — ka kooli tulemusniitajate
eelistused varieerusid suurel méaéral.

Huvitava asjaoluna saab vilja tuua, et kdikide eelduste kohaselt peaks ope-
tajate tO0soorituse hindamise ja tulemustasustamise nditajad olema valitud
selliselt, et saavutada Opilaste korgeid akadeemilisi tulemusi. Ullatuslikult
selgub, et nii dpetajate tddsoorituse hindamise kui ka tulemustasustamise niita-
jad on aga valitud méirksa laiemalt, hdlmates ka kooli jatkusuutlikkust, opilaste
iildoskusi ning kooliviliseid ja -siseseid suhteid. Olenemata sellest, et kdige
populaarsemateks kooli tulemusnditajateks olid Opilaste akadeemilise tulemus-
likkusega seonduv, ei olnud need niitajad kiimne kdige olulisema Opetaja t60-
soorituse hindamise nditaja hulgas. Veelgi enam, kaks kdige sagedamini
kasutatavat Gpetaja toosoorituse hindamise néitajat, osalemine kooli juhtimises
(92%) ja koostdd lapsevanematega (90,3%), on rohkem seotud dpetaja avatuse
ja todga kooli jatkusuutlikkuse tagamisel.

Opetajate  todsoorituse hindamiskriteeriumide erinevuse pdhjus  kooli
tulemusnéitajatest voib olla ka poliitilise taustaga. Nimelt muutus Eesti koolides
alates 2010. aastast sischindamine kohustuslikuks. Haridus- ja Teadusminis-
teerium pakkus koolidele iileminekuks palju abi- ja Oppematerjale, samuti
ndustamisteenust. Sellest tulenevalt on dpetajate todsoorituse hindamise aluseks
olevad hindamiskriteeriumid enamasti hiljem vélja tootatud vorreldes kooli
tulemusnéitajatega. Tulemustasustamise nditajate valikul on olulisim, et need
oleksid moddetavad ning et Opetajal oleks vdimalik oma tegevusega neid
mojutada. Tootasustamise aluseks olevad néitajad on vorreldes to&soorituse
hindamise kriteeriumidega enam kooskdlas kooli tulemusnéitajatega. Naiteks
on vilja toodud, et dOpilaste akadeemiline tulemuslikkus (nii jooksvad aka-
deemilised tulemused kui ka eksamitulemused) on kdige populaarsem Opetaja
tasustamise aluseks olev niitaja. Autori hinnangul on Gpilaste akadeemilise
tulemuslikkuse alusel individuaalsete tasude maksmine subjektiivne ning isegi
ebadiglane, kuna dpilaste Opitulemusi mdjutavad oluliselt ka tema sotsiaal-
demograafiline taust, eakaaslased ning vanemad, aga ka mitme erineva Opetaja
toopanused. Just viimase tdttu ongi soovitatav Opilaste akadeemiliste saavutuste
eest pakkuda gruppidele suunatud tulemustasustamist. Kokkuvottes tuleks
koolidel oma tulemusnéitajad kriitilise pilguga iile vaadata ning viia need
vastavusse toosoorituse hindamise ning tulemustasustamisega.

V2c: Opetajate eelistused opetajate toosoorituse hindamiskriteeriumide
valikul erinevad koolijuhtide eelistustest.

Viide leidis kinnitust. Koolijuhtide ning Opetajate arvamused Opetajate t60-
soorituse hindamiskriteeriumide otstarbekusest erinesid. Opetajad tihtsustavad
toosoorituse hindamisel opilaste tulemusi oliimpiaadidel, nditustel ja voistlustel
ning t60d klassivilise tegevuse organiseerimisel, mis ei ole aga koolijuhtide
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eelistuste esikiimnes. Koolijuhtide eelistused on enam seotud kooli juhtimist
puudutavate kriteeriumidega (nt koostdd lapsevanematega ning nooremate
Opetajate juhendamine). Mann-Whitney U-testi tulemused néitavad, et Ope-
tajatel on statistiliselt olulisemalt korgemad arvamused vaid iihe hinda-
miskriteeriumi suhtes — dpetatavate Spilaste arv. Opetajad viirtustavad t66-
soorituse hindamiskriteeriumidena korgemalt ka Opetaja nddalast to6koormust,
kuid dpetajate arvamused sellele hindamiskriteeriumile ei ole statistiliselt olu-
liselt korgemad koolijuhtide arvamustest.

Lisaks viitasid juhtumiuuringute tulemused, et Opetajate eelistused t&o-
soorituse hindamiskriteeriumide valikul on seotud otseselt nende individuaalse
tooga klassiruumis. Naiteks vadrtustati Eesti iildhariduskoolides Opetajate t00-
soorituse hindamisel Opetajate nédalast tookoormust, dpetatavate Opilaste arvu,
Opetajate esinemist klassiruumis, tagasiside andmist Opilastele, suhtlemist dpi-
lastega, t66d Opilaste jareleaitamisel ning Opilaste akadeemilisi tulemusi. Osa-
lemist kooli juhtimisel pidasid dpetajad oma todsoorituse hindamiskriteeriumide
hulgas aga monevdrra vihemoluliseks.

V3a: Opetajate arvamused dpetajate toosoorituse hindamisest on posi-
tiivselt seotud nende arvamustega tulemustasustamisest.

Viide leidis osaliselt kinnitust. Kuna negatiivsemad arvamused Opetajate
toosoorituse juhtimisest tulenesid suuresti rahulolematusest Gpetajate t00-
soorituse hindamisega (Wilcoxon Signed Rank Sum testi tulemused), oli oluline
kindlaks maérata, kas arvamused Opetajate todsoorituse hindamisest mdjutavad
ka arvamusi nende tulemustasustamisest. Korrelatsioonianaliiiisi tulemusel saab
viita, et vdide leidis osaliselt kinnitust, sest seosed olid enamasti vdga ndrgad
voi keskmise tugevusega (korrelatsioonikordajad varieerusid Spetajate puhul
vahemikus 0,05—0,13 ning koolijuhtide korral vahemikus 0,17-0,26). See
tdhendab, et positiivsemad arvamused Opetajate todsoorituse hindamisest v3i-
vad, kuid ei pruugi mojutada arvamusi nende tulemustasustamisest. Sellest
olenemata on Opetajate tulemustasustamise siisteemi kujundamisel oluline
keskenduda esmalt Giglase ja aktsepteeritud Opetajate toOsoorituse hinda-
missiisteemi véljatootamisele voi arendamisele. Seda tuleb aga teha koostdos
Opetajate ja vajadusel ka teiste kooli sihtgruppidega. Juhtumiuuringutes rohutati
tulemustasustamise mitterakendamise {ihe pdhjusena sobivate ja usaldusviirsete
tulemustasustamise kriteeriumide puudumist.

V3b: Strateegiline juhtimine, ressursijuhtimine ja organisatsioonikultuur on
positiivselt seotud pedagoogide arvamustega tulemustasustamise rakenda-
misest nende koolides.

Viide leidis kinnitust. Korrelatsioonanaliiiis viitas statistiliselt olulistele ning
positiivsetele seostele kooli juhtimise aspektide ning pedagoogide arvamuste
vahel koolides rakendatavast tulemustasustamisest. Seosed kooli strateegilise
juhtimise ja pedagoogide arvamuste vahel koolides rakendatavast tulemus-
tasustamise kohta olid ndrgad kuni vordlemisi tugevad (0,07-0,35). Vordlemisi
tugevat mdju pedagoogide arvamustele tulemustasustamise rakendamisest
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avaldasid eelkdige koolide strateegiliste muudatuste elluviimine tuginedes
varasema tegevuste analiilisile (korrelatsioonikordaja 0,32) ning Opetajate
kaasamine tegevusplaanide viljatootamisse (korrelatsioonikordaja véartus
0,35). Kooli ressursijuhtimise ja pedagoogide arvamuste vahelised seosed
tulemustasustamise rakendamisest koolides varieerusid ndrgast kuni vordlemisi
tugevani (korrelatsioonikordajad 0,05—0,39). Vordlemisi tugevat mdju peda-
googide arvamustele nende koolides rakendatavast tulemustasustamisest aval-
dasid pedagoogide arvamused kooli ressursside kasutusest vastavalt kooli
arengukavale ja eelarvele (korrelatsioonikordaja 0,3), ressursikasutuse efek-
tiivsusest (korrelatsioonikordaja 0,39) ning inimressursi siisteemsest analiiiisist
(korrelatsioonikordaja 0,32). Seosed kooli organisatsioonikultuuri ning peda-
googide arvamuste vahel koolides rakendatavast tulemustasustamisest olid
samuti norgad kuni vordlemisi tugevad (korrelatsioonikordajad véartustes
0,05-0,39). Organisatsioonikultuuri aspektidest 1dhtuvalt méngisid pedagoogide
arvamuste kujundamisel olulist rolli nende arvamused Opetajate kaasamisest
kooli arendusse ja juhtimisse (korrelatsioonikordaja 0,39), koolijuhiga suht-
lemise lihtsusest (korrelatsioonikordaja 0,37), koolijuhi eectilisest kéditumisest
(korrelatsioonikordaja 0,35) ja Opetajate saavutuste vadrtustamisest kooli
juhtkonna tasandil (korrelatsioonikordaja 0,38). Korrelatsioonikordajate variee-
rumine tulemustasustamist puudutavate uurimisvédidete puhul viitab peda-
googide selge iilevaate puudumisele tulemustasustamisest kui juhtimis-
instrumendist. Juhtumiuuringute tulemused rShutasid organisatsioonikultuuri
ning ressursijuhtimise olulisust tulemustasustamise véljatéotamisel ja raken-
damisel.

Lisaanaliilisina tehtud regressioonanaliiiisi tulemused viitasid statistiliselt
olulistele positiivsetele seostele vaid kooli strateegilise juhtimise ja organi-
satsioonikultuuri ning pedagoogide arvamuste vahel tulemustasustamise moti-
veerivast mojust. Mingit tdestust kooli ressursijuhtimise ja pedagoogide arva-
muste vahel tulemustasustamise motiveerivast mojust ei leitud. Statistiliselt
olulised tulemused organisatsioonkultuuri mojust réhutavad koolijuhtide ja
Opetajate omavaheliste suhete olulisust uute juhtimisvahendite rakendamisel.
Lisaks organisatsioonikultuurile nditavad tulemused ka planeerimise ja toGtajate
kaasamise olulisust sellesse.

V4a: Tulemustasustamist rakendavatel koolidel on kérgemad tulemused
niitajate osas, mis moéddavad Opilaste akadeemilist tulemuslikkust.

Viide leidis osaliselt kinnitust. Vorreldes tulemustasustamist mitteraken-
davaid koole koolidega, kes seda praktiseerivad (Independent Samples t-testi
tulemused) selgub, et viimastel on statistiliselt oluliselt korgemad tulemus-
nditajad pohikooli 10pueksamite, jargmises Oppeastmes Oppimist jitkavate
Opilaste arvu, riiklike eksamitulemuste ja tlikoolis tasuta Opinguid jétkavate
oOpilaste osakaalu osas. Korrelatsioonianaliiiis viitab samuti statistiliselt olu-
listele seostele Opetajate tulemustasustamise ja kooli tulemusnéitajate vahel.
Need seosed ei ole aga kdige tugevamad (korrelatsioonikordaja varieerub vahe-
mikus 0,06-0,25). Kdige tugevam korrelatsioon on Opetajate tulemustasus-
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tamise ja riiklike eksamitulemuste vahel (0,24) ning tulemistasustamise ja
iillikoolis tasuta dppekohal jitkavate Opilaste arvu vahel (0,25). Nende seoste
olemasolust andis kinnitust ka graafiline analiilis, mille kohaselt on nendel
koolidel, kes tasustavad Opetajaid tootulemustest ldhtuvalt, keskmised tule-
mused riiklikel eksamitel iile 70 punkti ning iilikoolis jitkavad tasuta dppekohal
60—70 protsenti keskkooli 1dpetanud Opilastest. Vaadeldavad seosed vodivad
tuleneda ka nimetatud koolide parematest rahalistest vOoimalustest Opetajate
tootasustamisel, sh tulemustasustamisel.

V4b: Tulemustasustamist rakendavatel koolidel on enam noutava kvalifi-
katsiooniga opetajaid.

Viide leidis osaliselt kinnitust. Vorreldes tulemustasustamist rakendavaid
koole nende koolidega, kes seda ei tee, selgub, et Opetajaid tulemuste jirgi
tasustavatel koolidel on suhteliselt rohkem (korgem osakaal) ndutava kvali-
fikatsiooniga Opetajaid (Independent Samples t-testi tulemused). Seose statis-
tilisest olulisusest olenemata on korrelatsioonikordaja vairtus siiski suhteliselt
ndrk. Pohikoolide puhul oli korrelatsioonikordaja véaartuseks 0,1 ja keskkoolide
puhul 0,15.

V5a: Opiprotsess ja épikeskkond on positiivselt seotud pedagoogide arva-
mustega tulemustasustamise rakendamisest nende koolides.

Viide leidis kinnitust, kuna korrelatsioonianaliiiis viitas statistiliselt olu-
listele positiivsetele seostele dpetajate tegevuse karakteristikute ja pedagoogide
arvamuste vahel nende koolides rakendatavast tulemustasustamisest. Norgad
kuni keskmise tugevusega seosed olid Opiprotsessi ja pedagoogide arvamuste
vahel tulemustasustamise rakendamisest nende koolides (korrelatsioonikordajad
0,09-0,29). Suuremat modju pedagoogide arvamustele tulemustasustamise
rakendamisest nende koolides avaldavad pedagoogide arvamused O&pilaste
akadeemise tulemuslikkuse siisteemsest analiiiisist koolis (korrelatsioonikordaja
0,29) ja arvamustest Opilaste osalemise toetamisest oliimpiaadidel ning
voistlustel (korrelatsioonikordaja véartus 0,28).

Opikeskkonna ja pedagoogide arvamuste vahel olid ndrgad kuni vordlemisi
tugevad seosed (korrelatsioonikordajate vidrtused 0,08—0,31). Vordlemisi
tugevalt mojutab pedagoogide arvamusi tulemustasustamise rakendamisest
nende koolides pedagoogide arvamus sellest, kas koolis julgustatakse Opilasi
saavutama parimad tulemusi (korrelatsioonikordaja 0,31).

Lisaks leiti regressioonianaliiiisi abil statistiliselt olulised positiivsed seosed
vaid Opiprotsessi ja pedagoogide arvamuste vahel tulemustasustamise moti-
veerivast mdjust. Opikeskkonna puhul statistiliselt olulist seost tulemus-
tasustamisega ei tuvastatud. Regressioonianaliiiisi tulemused viitasid ka statis-
tiliselt olulistele seostele Opiprotsessi ja pedagoogide arvamuste vahel tule-
mustasustamise mojust kooli eesmirkide tditmisel. Statistiliselt olulist seost
opikeskkonna ja pedagoogide arvamuste vahel tulemustasustamise mdjust kooli
eesmirkide tditmisele ei leitud.
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Tulemuste pdhjal saab vilja tuua, et pedagoogide arvamusi tulemus-
tasustamisest mdjutab statistiliselt oluliselt dpiprotsessi kvaliteet. Leitud tule-
mus on ootuspédrane, kuna Opetajate tulemustasustamine on sageli otseselt
seotud dpetaja vahetu tddsooritusega klassiruumis. Opetaja tddsooritusega
klassiruumis on aga koige otsesemalt seotud just Opiprotsessi niitajad. Seega
viljendavad tulemused iihelt poolt pedagoogide arvamust, et tulemustasus-
tamine peaks olema tiielikult seotud vaid Opetaja otseselt moddetava panusega.
Teisalt aga viljendavad tulemused pedagoogide usku, et Opiprotsessi aren-
damine viib ka kooli tulemuste tdusule. Opikeskkonna viiksemat mdju vodib
seletada asjaoluga, et Opetajatele ei meeldi, kui nende t66d hinnatakse tunni-
vaatlustega. Opikeskkonna kujundamisele hinnangu andmisel kasutatakse sageli
just tunnivaatlust, mille kéigus annab Opetaja to0le hinnangu véljastpoolt kooli
saadetud inspektor voi ametnik. Seda hindamismeetodit peetakse aga juhus-
likuks, ebaefektiivseks ning ebausaldusvéirseks, kuna hindaja ei tunne kooli
konteksti ning isedrasusi, millega peaks hindamisel arvestama. Sarnast dpetajate
poolset vastumeelsust toosoorituse hindamisele on tdheldatud ka Inglismaa
koolides (DfEE, 2000).

V5b: Opetajate eelistused tulemustasustamise kriteeriumide valikul lihtu-
vad sellest, et need oleksid voimalikult otseselt seotud nende individuaalse
tooga klassiruumis.

Viide leidis kinnitust. Uuring néitas aga, et kuigi koolijuhtide ja Gpetajate
eelistused tulemustasustamise kriteeriumide suhtes kiill erinesid, ei olnud
erinevused viga suured. Nii koolijuhtide kui ka Opetajate ndgemuse jérgi on
kdige olulisem tasustada Opetajaid vastavalt nende osalemisele kooli aren-
damises ning ka dppemetoodilise t66 eest. Opetajatel on statistiliselt oluliselt
korgemad arvamused kolme tulemustasustamise kriteeriumi sobivuse osas —
keskmine Opperithma suurus, dpetaja tegelik nddalakoormus ning erivajadustega
opilaste arv klassis. Koolijuhid véirtustavad aga Opetajatest enam Opetajate
osalemist kooli juhtimises ja arendamises, Opilaste tulemusi oliimpiaadidel,
niitustel ja voistlustel ning Opetaja t66d Opilaste jéreleaitamisel. Koolijuhtide
korged arvamused Opetajate osalemisest kooli juhtimises ja arendamises on
huvitav tulemus, kuna empiiriline uuring nditas Opetajate vihest kaasamist
Opetaja toosoorituse hindamissiisteemi viljakujundamisse. Tulemus vdib aga
viidata ka koolijuhtide puudulikele juhtimis- ja eestvedamisoskustele.

Juhtumiuuringute tulemused andsid lisatdestust, et dpetajate eelistused nende
endi tulemustasustamise kriteeriumide valikul on seotud individuaalse tooga
klassiruumis. Eelkdige vidartustati Opetajate tulemustasustamisel Opilaste tule-
musi oliimpiaadidel, akadeemilisi tulemusi ning Opetajate todd klassijuha-
tamisel.

308



To0 teoreetiline panus, piirangud ja soovitused
tulevasteks uuringuteks

Doktorit6d annab teoreetilise panuse Opetajate tdOsoorituse juhtimise vallas.
Too6s esitletakse kooli tulemuslikkuse kujunemise raamistikku, milleks on vilja
todtatud kooli tulemuslikkuse karakteristikute mudel. Selle néol on suuresti
tegemist Opetaja efektiivsuse mudeli edasiarendusega (Department of Edu-
cation, 2000), millel pohineb Inglismaa Jpetajate toosoorituse hindamis- ja
tasustamispoliitika. Kooli tulemuste karakteristikute mudel koosneb nii kooli
juhtimise (kooli strateegiline ja ressursijuhtimine ning organisatsioonikultuur)
kui ka Opetajate tegevuse (Opiprotsess, Opikeskkond ja Opetaja personaalsed
tunnused) aspektidest (vt joonis 3, lk 280).

Doktoritd6 raames tehtud uuring andis vaartuslikku informatsiooni dpetajate
toosoorituse juhtimisega kaasnevate muudatustega tegelemiseks. Uuringust
saadi kinnitust, et kooli tdhus juhtimine tagab talle edu pithendunud ja posi-
tiivselt meelestatud Opetajaskonna kujundamise niol. Positiivne meelestatus
Opetajate toosoorituse juhtimise suhtes muudaks aga uute juhtimispraktikate
juurutamise Eesti tildhariduskoolides oluliselt kergemaks ja kiiremaks. Kokku-
vottes toestas uuring empiiriliselt, kuidas kooli juhtimine m&jutab pedagoogide
arvamusi. Seega tuleks enam téhtsustada kooli juhtimise rolli ning soodustada
Opetajate kaasamist juhtimisse. Kuna muudatuste juhtimist késitlevad autorid
(Aladwani, 2001, Johnson et al., 2006) rdhutavad positiivsete suhtumiste
(arvamuste) olulisust muudatuste elluviimisel, saab jireldada, et kooli padev
strateegiline juhtimine, ressursijuhtimine ning organisatsioonikultuur on ope-
tajate toosoorituse hindamise ja tulemustasustamise siisteemi véljakujundamisel
aarmiselt olulised. Nimelt mdjutavad positiivsed arvamused kooli juhtimisest ka
pedagoogide arvamusi Opetajate tOOsoorituse hindamisest ja tulemustasus-
tamisest positiivsemaks. Uued juhtimispraktikad, sh Opetajate toGsoorituse
hindamine ja tulemustasustamine aitavad pddeva rakendamise korral olla koolil
tulemuslikum.

Uuring tdhtsustas kooli strateegilise juhtimise rolli, kuna see annab vajaliku
raamistiku ja sisendi kooli eesmérkide sOnastamiseks ning seega Opetajate
toosoorituse hindamise ja tulemustasustamise siisteemi kujundamiseks. T60-
soorituse juhtimise kontekstis rohutavad need tulemused planeerimise olulisust
koolides. Planeerimine on oluline liihi- ja pikaajaliste kooli eesmérkide sead-
miseks, vottes arvesse nii koolisiseseid kui ka -viliseid muutusi. Planeerimine
on aluseks kooli tulemusnéitajate méiératlemisel ning kooli tddsoorituse juhti-
mine peab tuginema selle kdigus vélja tootatud tulemusniitajatele. Kui kooli
tulemusnéitajad ei iihti dpetajate té0soorituse hindamise ja tulemustasustamise
aluseks olevate kriteeriumidega, siis ei pruugi see tosta kooli tulemuslikkust,
kuna Opetajad ei ole motiveeritud kooli strateegiliste eesmérkide tditmiseks.
Selle asemel keskenduvad nad pigem nende kriteeriumide tditmisele, mis on
médratletud Opetajate todsoorituse hindamise ja tulemustasustamise siisteemis.
Koolidel tuleb tulemuste saavutamisel jdlgida kooli tulemusnéitajate tditmist,
tutvustada arengukavasid huvigruppidele ning kaasata nende ettepanekuid ja
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arvamusi. Opetajate kooli juhtimisse kaasamine on kooli strateegilise juhtimise
kontekstis téhtis, kuna vdimaldab tootajatel moista nende rolli néiteks kooli
arengukava tditmisel. Kui dpetajad saavad aru, millised on nende t6dle esitatud
ootused ja mdistavad seeldbi ka nendele piistitatud eesmérke, on nad vihem
vastumeelsed ka Opetajate toosoorituse hindamise ja tulemustasustamise suhtes.

Kooli ressursijuhtimine on samuti oluline, kuna see on seotud kooli stra-
teegiliste eesmérkide tiitmiseks vajalike materiaalsete ja immateriaalsete res-
sursside jaotuse ja kasutamisega. Lisaks sellele annab Opetajate tddsoorituse
hindamine viartuslikku informatsiooni dpetajaskonna kujundamise ja aren-
damise vajadustest. Kuna koolide detsentraliseerimise kdigus on koolijuhtidele
antud suur autonoomsus kooli eelarve juhtimisel, on véga oluline, et nad ana-
liiisiksid siistemaatiliselt kooli ressursse ja nende kasutamist. Tohus ressursi-
juhtimine voimaldab koolidel saada iilevaade oma ressursikasutusest, mis on
vajalik ka Opetajate tulemustasustamise rakendamisel. Koolidel pole piisavalt ka
rahalisi vahendeid Opetajate tulemustasustamiseks. Samas vdimaldab Opetajate
tulemustasustamine rahalisi vahendeid otstarbekamalt kasutada ning mitte
jagada seda iihtlaselt laiali, vaid diferentseerida to6tasusid vastavalt tootule-
mustele. Seega voib Gelda, mida paremal tasemel on kooli ressurssijuhtimine,
seda paremini tasakaalus on kooli tulud ja kulud ning seda enam leitakse
voimalusi ka dpetajate tulemustasustamiseks.

Kooli arengukavade planeerimine ja ressursijuhtimine ei suuda aga liksinda
veel tagada kooli eesmirkide tditmist. Doktoritoos tdestatakse, et ka nn
inimfaktor ja organisatsioonikultuur on oluline, kuna see loob Opetajate t60-
soorituse juhtimiseks vajaliku toetava Ohkkonna. Organisatsioonikultuuris on
oluline tulemustele orienteeritud ja toetava tookeskkonna loomine, mis saavu-
tatakse tdnu Opetajate saavutuste viidrtustamisele, kommunikatsiooni arenda-
misele ning eetiliste normide jagamisele. Kui kooli juhtkond jirgib eetilisi
norme, vairtustab Opetajate saavutusi, tegeleb organisatsioonisisese kommu-
nikatsiooniga ja kaasab Opetajaid kooli juhtimisse, siis on Opetajad palju
positiivsemalt meelestatud kooli juhtimise ja tegevuse suhtes ning on enam
motiveeritud ka kooli eesmérke tditma. Voimalus oma ndgemusi ja ootusi ellu
viia tagab iihtlasi Opetajate positiivsed arvamused uutest juhtimisvahenditest,
nagu nditeks Opetajate todsoorituse hindamine ja tulemustasustamine.

Uuringu tulemused niitavad Opetajate ja koolijuhtide vahelise koost6d
olulisust uute juhtimispraktikate juurutamisel. Néiteks tdi Mattila ja Aaltio
(2006) uuring vilja tootajate kaasamise olulisuse strateegiliste otsuste tege-
misel. Tobtajate pithendumist on vdimalik saavutada nende kaasamise kaudu
juhtimisse. Uuring niitas, et Opetajatel, kes olid todsoorituse hindamise siis-
teemi viljatdotamisse kaasatud, olid positiivsemad arvamused nende koolides
rakendatavast Opetajate todsoorituse hindamissiisteemist. Positiivsed arvamused
toosoorituse hindamisest kujundavad aga ka positiivse ndgemuse koolides
rakendatavast Opetajate tulemustasustamisest, mistdttu on Opetajate kaasamisel
jutimisse maérgiline tdhtsus. Kui dpetajad on kaasatud, siis nad mdistavad, mil-
lised on neile pandud ootused ning tunnevad, et nende toGpanust organisat-
sioonis ka védrtustatakse.
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Stinteesides eespool mainitud tulemused, saab vilja tuua olulise raamistiku
kooli eesmaérgiliseks ja tulemuslikuks juhtimiseks (vt joonis 7). Seega on kooli
eesmérkide saavutamisel olulised nii koolijuhtide kui ka Opetajate arvamused.
Taoline ldhenemine vdimaldab saavutada siinergia kooli juhtimise ja Opetajate
tegevuse vahel. Samuti tajutakse itheskoos viljatdotatud Opetajate todsoorituse
hindamissiisteemi diglasena ning eesmérke toetavana. Kui aga Opetajate t60-
soorituse hindamise siisteemi peetakse Oiglaseks, on ka arvamused Opetajate
tulemustasustamisest soosivamad. Tulemustasustamise iiheks levinud mitte-
rakendamise pohjuseks on just kartus, et ei suudeta luua piisavalt usaldusvéirset
ja objektiivset Opetajate td0soorituse hindamise siisteemi. Koolides, kus
rakendatakse tulemustasustamist, tuleks iile vaadata Opetajate tOOsoorituse
hindamise siisteem ning kdrvaldada Opetajate rahulolematust pohjustavad
voimalikud puudujdégid.
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Joonis 7. Opetajate koolijuhtimisse kaasamise ning dpetajate todsoorituse hindamise ja
tulemustasustamise vahelised seosed.

Mirkus: TSH — to6soorituse hindamine.
Allikas: autori koostatud tuginedes uurimisvdidete 1a, 1b, 3a ja 3b testimisele.

Eespool toodud tulemused on sisendiks Opetajate todsoorituse juhtimisega
kaasnevate muudatuste elluviimiseks Eesti iildhariduskoolides. Nimelt on
muudatuste rakendamise keskmes pedagoogide teadlikkuse ja positiivsete
arvamuste ning juurutamise kavatsuse kujundamine kooli juhtimise, sh dpe-
tajate to0soorituse juhtimise suhtes. See tagaks muudatuse elluviimiseks avatud
ning kaasava dhkkonna, milleta pole véimalik uut juhtimispraktikat kasutusele
votta, kuna vastuseis muudatustele nivelleerib uutest juhtimispraktikatest saa-
dava kasu.
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Doktoritd6 panus on dpetajate tddsoorituse ja tulemustasustamise hindamis-
kriteeriumide viljatoomine. Eesti {ildhariduskoolides tehtud uuring voimaldas
vélja tuua koolijuhtide eelistused to6soorituse hindamise kriteeriumide valikul,
mis on enam seotud kooli juhtimisega. Opetajate eelistused on aga pigem seo-
tud nende t60ga Opiprotsessi kujundamisel. Uuring peegeldas ka opikeskkonna
kujundamise olulisust, kuna see méngib olulist rolli dpihuvi kujundamisel opi-
protsessis. Opetajate tddsoorituse hindamissiisteem peab tagama kooli tasa-
kaalustatud arengu ja seetottu kombineerima Opiprotsessi, Opikeskkonna, aga ka
kooli juhtimisega seotud kriteeriumid. Lisaks tdestas uuring empiiriliselt, et
Opetajate arvates tuleks Opetajate tulemustasustamine siduda voimalikult otse-
selt Gpetajate individuaalse toopanusega. Sellest olenemata arvab autor, et tule-
mustasustamist ei ole soovitatav vaadata nii kitsalt, vaid see peaks Opetajaid
motiveerima ennast arendama ja oma toosooritust parandama nii individuaalselt
kui ka kollektiivselt. Seega on tulemustasustamine ka vahend, millega tdht-
sustada kollektiivset panust kooli tulemuste tdstmisel ning innustada Spetajaid
osalema kooli arendamises ja juhtimises. Kuna doktoritdé uuring viitas, et
lisaks Opetajate tegevusele mangib kooli juhtimine olulist rolli dpetajate arva-
muste kujundamisel, tuleb Opetajate osalemist kooli juhtimisel véirtustada ja
tasustada. Uuring toi ka vilja, et akadeemilist tulemuslikkust ei tohiks liigselt
tahtsustada Opetajatele individuaalse tasu maksmisel.

Uuring néitas pedagoogide positiivseid arvamusi Opetajate tulemustasus-
tamisest. Siiski jaéb vOimalus, et positiivsed arvamused ei tulene niivord usku-
musest, et tulemustasustamine on parim viis Opetajate tasustamiseks, kuivord
ildistest ootustest Opetajate palga tousule. Tegelik palgatase ennustab héasti
tootaja rahulolu oma t66 eest saadava tasuga. Opetajate palk on Eesti haridus-
sektoris kiillaltki tagasihoidlik ning dpetajate palga kiisimus on olnud aktuaalne
juba aastaid. Tdnane haridussiisteem toetub iiletootanud ja alamakstud opeta-
jatele, mis ei ole aga soodne pinnas uue polvkonna harimiseks. Lahenduseks
pole aga iildine Opetajate palga tdus, vaid pigem Opetajate palga diferent-
seerimine nende tootulemustest 1dhtuvalt. Seda tuleks aga teha vastavalt dpe-
tajate todsooritusele kooli eesmirkide saavutamisel. Seetdttu soovitab autor
rakendada senisest enam Opetajate tulemustasustamist, mis voimaldab dpetajate
tootasu siduda nende vdimekusega tdsta kooli ja Opilaste tulemusi. Samas ei
tohi unustada, et kooli tulemuslikkuse saavutamiseks tuleks leida siinergia kooli
juhtimise ja Opiprotsessi ning -keskkonna vahel, mida tuleks samuti silmas
pidada dpetajate tulemustasustamise véljatdotamisel.

Olenemata pedagoogide positiivsetest arvamustest Opetajate tulemustasus-
tamisele, on sellel juhtimisvahendil ka mitmeid puudusi, mis vdivad elimi-
neerida selle rakendamisest saadava kasu. Koige kriitilisemad probleemid
tostatuvad oOiglase ja aktsepteeritud Opetajate tulemustasustamise siisteemi
kujundamisel, kusjuures kdige keerulisem on valida just tulemustasustamise
kriteeriume, mis vdimaldaksid motiveerivat tasu koikidele Opetajatele. Lisaks
tuleb jélgida, et Opetajate tulemustasustamisest tingitud Opetajatevaheline
konkurents ei ohustaks kooli organisatsioonikultuuri ning ei devalveeriks
meeskonnatodd. Erinevate Oppeainete ja nendes Opitu integreerimiseks on
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Opetajatevaheline koostod vidga oluline. Lopetuseks tuleb igal koolil vilja
tootada just selle kooli vajadustele, oludele ja prioriteetidele vastav Opetajate
toosoorituse hindamise ja tulemustasustamissiisteem, mis aitaks motiveerida
Opetajaid ja saavutada korgemaid tulemusi. Samas tuleb meeles pidada, et
Opetajate tulemustasustamine on hea vahend Opetajate palga diferentseeri-
miseks, mis on omakorda heaks alternatiiviks praegusele dpetajate tdokoormu-
sele ja ametijargule keskenduvale palgasiisteemile.

Doktoritd6 on aktuaalne, sest dpetajate tulemustasustamist ei ole Eestis hari-
dussektori kontekstis veel silisteemselt uuritud. Vidhese uurimispraktika tottu
selles valdkonnas voib vélja tuua ka mitmed piirangud. Kuna véljatodtatud
ankeeti rakendati esmakordselt, ei ole autoril vGimalik kasutada aegridu, seal-
juures vorrelda ja hinnata aastate jooksul toimunud muutusi. Vorreldavate
andmete puudumine mdjutab otseselt uuringutulemusi Opetajate tulemus-
tasustamise mojust kooli tulemustele. Saadud andmed voimaldavad vaid vor-
relda, kas Opetajate tulemustasustamist rakendavatel koolidel on korgemad
tulemusniitajad voi mitte. Selleks, et selgitada vilja Opetajate tulemustasus-
tamise moju kooli tulemustele, on vaja vorrelda kooli tulemusnéitajaid enne
Opetajate tulemustasustamisele iileminekut olukorraga, mil Opetajaid tulemus-
tasustakse. Samuti oleks vajalik jdlgida tulemusnéitajate diinaamikat Opetajate
tulemustasustamise siisteemi véljakujundamise protsessis. Seetottu ei saa
doktoritods kindlalt jareldada, et Opetajate tulemustasustamise rakendamine
koolides on mdjunud kooli tulemusnéitajatele positiivselt voi rakendavad seda
suuremate linnade koolid, kellel on selleks paremad rahalised voimalused voi
kellel on lihtsam t66le meelitada hdid dpetajaid ja voimalus valida voimekamaid
Opilasi.

Uuringu tulemusi voivad modjutada ka pedagoogide vdhesed teadmised
toosoorituse hindamise ja tulemustasustamise olemusest. Seetdttu vdivad arva-
mused tulemustasustamisest olla oletavad, kuna pedagoogid pole sageli seda
praktiliselt kogenud. Kuigi Opetajate tdosoorituse hindamise ja tulemustasus-
tamise ankeedi kiisimuste ploki ees selgitati tulemustasustmise sisu, vOis see
jadda osadele vastajatele ebaselgeks.

Tuginedes viljatoodud puudustele ja piirangutele, oleks vaja uuringut kor-
rata ja edasi arendada. Aegridade kogumine vOimaldab hiljem analiiiisida
tulemustasustamise rakendamise ja kooli tulemusnéitajate vahelisi pdhjuslikke
seoseid. Pohjalikke ja kindlamaid hinnanguid Opetajate tulemustasustamise
mojust kooli tulemusnditajatele on voimalik anda kordusuuringute jarel. Ka
kvalitatiivsete kordusuuringute tegemine vodimaldaks koguda véirtuslikku
informatsiooni Opetajate todsoorituse juhtimise (sh todsoorituse hindamise ja
tulemustasustamise) ning kooli tulemusnéitajate vaheliste seoste tuvastamiseks
Eesti iildhariduskoolides. See vdimaldaks ka tdiendada kooli tulemuslikkuse
karakteristikute mudelit ning koguda enam andmeid erinevate mudeli kompo-
nentide kohta — Opetajate personaalsed tunnused, Opiprotsess, Opikeskkond,
regiooni ja kooli omapéra ning organisatsioonikultuur. Kindlasti tuleks tule-
vastes uuringutes enam analiiiisida ka kooli viliskeskkonda, mis etendab kooli
juhtimisel ja tulemuslikkuses suurt rolli.
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