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ABSTRACT: Large-scale assessments play a central role in shaping public policies in Basic Education
across various countries, exerting both symbolic and material effects on educational institutions and the
teaching profession. In Brazil, alongside the Basic Education Assessment System, numerous states and
municipalities have developed their own assessment models, resulting in a continuous presence of
external audits in the school routine. This study examines how teachers in public education systems
interpret these assessment processes, with a particular focus on their perceptions regarding the potential
differential value placed on specific subjects prioritized in standardized exams. The data used in this
analysis are derived from a survey conducted in four states in the Northeast region of Brazil (Bahia,
Paraiba, Pernambuco, and Rio Grande do Norte). The findings indicate that teachers perceive an
overemphasis on Portuguese and Mathematics, with this perception being more pronounced among
teachers in systems that enforce high-stakes policies.

Keywords: accountability, education policy, education assessment, teachers.

VALORIZAGAO DIFERENCIADA DO ENSINO DE PORTUGUES E DE MATEMATICA: A INFLUENCIA
DAS POLITICAS DE ACCOUNTABILITY

RESUMO: As avaliagoes em larga escala ocupam um lugar central no direcionamento de politicas
publicas na Educacio Basica em uma diversidade de paises na contemporaneidade, com efeitos
simbolicos e materiais sobre as institui¢oes escolares e a categoria docente. No Brasil, além do Sistema
de Avaliacio da Educacio Basica, varios estados e municipios desenvolveram modelos préprios de
avaliagdao, de modo que o cotidiano escolar é permanentemente atravessado por auditorias externas. Neste
artigo, buscou-se analisar como docentes das redes publicas interpretam esses processos, com énfase em
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suas percepgoes acerca de uma possivel valorizagao diferenciada das disciplinas priorizadas nos exames
estandardizados. Os dados utilizados sao resultantes de su#rwey realizado em quatro estados da regiao
Nordeste (Bahia, Paraiba, Pernambuco e Rio Grande do Norte). Constatou-se que a percep¢ao dos
professores é de uma sobrevalorizacio de Portugués e Matematica, sendo esse indice mais elevado entre
docentes de redes que impoem politicas de forte responsabilizacao (high stake).

Palavras-chave: accountability, politica da educagao, avaliagao da educacio, docentes.

VALORIZACION DIFERENCIADA DE LA ENSENANZA DE PORTUGUES Y MATEMATICA: LA
INFLUENCIA DE LAS POLITICAS DE ACCOUNTABILITY

RESUMEN: Las evaluaciones a gran escala desempefian un papel central en la configuracién de las
politicas publicas en Educacion Basica en una variedad de paises, con efectos simbélicos y materiales en
las instituciones escolares y la categoria docente. En Brasil, ademas del Sistema de Evaluacion de la
Educacién Basica, varias provincias y municipalidades han desarrollado sus propios modelos de
evaluacion, de modo que la vida escolar esta permanentemente influenciada por auditorias externas. En
este articulo buscamos analizar cémo los docentes de escuelas publicas interpretan estos procesos, con
énfasis en sus percepciones sobre una posible valoracioén diferenciada de las materias priorizadas en los
examenes estandarizados. Los datos utilizados se derivan de survey realizado en cuatro estados de la region
Notdeste de Brasil (Bahia, Parafba, Pernambuco y Rio Grande do Norte). Se constaté que la percepcion
de los docentes es de una sobrevalorizaciéon de Portugués y Matematica, siendo este indice mas elevado
entre los docentes de redes que imponen politicas de fuerte responsabilizacion (bigh stake).

Palabras clave: accountability, politica educativa, evaluaciéon educativa, docentes.

INTRODUCTION

Large-scale assessments in the context of basic education in Brazil are almost entirely
focused on Portuguese Language and Mathematics, considered fundamental skills for students' academic
and professional success. However, the emphasis on large-scale testing can lead to a greater valuation of
the teaching of these two subjects and, consequently, of their teachers in the daily school routine. This
is especially true in school systems that adopt accountability policies with economic incentives, such as
rewards or bonuses, linked to student performance.

Research indicate that accountability policies aimed at improving academic results promote
a highly competitive internal environment within schools. In this setting, performance is constantly
evaluated and results are publicly shared, encouraging comparisons among educational institutions,
municipalities, states, regions, and countries (Fardella; Sisto, 2015; Lessard, 2004; Levitt et al., 2008;
Oliveira, 2018). These policies, directly linked to the school work process, lead to an intensification of
teaching activities and the incorporation of logics characteristic of the capitalist labor organization into
the management of public schools. Notably, there has been an increase n the use of economic incentives
linked to evaluation processes that hold teachers accountable for their students' academic results (Ruz,
2014; Oliveira, 2017).

The logic of accountability is based on the idea that individuals, through knowledge of their

actions, should improve their practice. This reasoning of moral and professional accountability has been
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widely used in public education systems around the world, developing formal mechanisms and specific
systems for measuring student performance, associated or not with policies of material incentives (Maroy;
Voisin, 2013; Lessard, 2004). Rewards or bonuses have been used, varying between high-stakes and low-
stakes policies (Holloway et al., 2017) or as strong or high and soft or low accountability (Oliveira;
Carvalho, 2021). The central argument used by proponents of these policies is to provide an indicator
of teaching quality that can be appropriated by society, to allow the mobilization of different school
agents so that practices can be adjusted to improve the results. These policies center evaluations on
learning in Mother Tongue and Mathematics and are generally inspired by the Program for International
Student Assessment (PISA).

For two decades, the Organization for Economic Cooperation and Development (OECD)
has been conducting PISA through surveys in approximately 80 countries, representing 90% of the
wotld's economies. The OECD considers students' results in Mathematics, Mother Tongue, and Science
to be a good indicator of future economic health. In the OECD's view, countties or cities with good
schools can expect to have healthy economies, while those with weaker schools can expect to face
negative economic impacts (Asia Society, n.d.).

According to Meirieu (2004), teachers become trapped by these accountability policies, living
under consumerist pressure, defined as a tyranny of results, making them feel compelled to produce
results. This pressure can develop a dynamic that significantly devalues and denaturalizes the teaching
profession. For the author, it can also compromise the understanding of the school as an institution in
favor of an understanding of the school as a service, and represents a threat to traditional forms of
professionalization of the teaching career.

In this sense, the analyses developed in this article are based on data from a research project
that sought to understand how teachers, as a professional group, react to the evaluation processes that
affect their work today. More specifically, it analyzes how accountability policies reach teachers and how
they are interpreted.

The first section of the text explores the relationship between the rise of an educational auditing
culture and the evolving dynamics of the teaching profession. Next, the methodological aspects are
presented, detailing the data sources, sampling procedures, variables, and the statistical techniques
employed to obtain the results. The third section investigates whether teachers' perceptions of the
increased emphasis on Portuguese and Mathematics in assessments—and consequently in schools—are
influenced by several factors: the type of accountability policy of the federated entity, the stages of Basic
Education in which they work, and the subjects they teach. Finally, the conclusion discusses the potential

effects of disciplinary hierarchization on the structure of pedagogical work and professional collegiality.

ACCOUNTABILITY POLICIES AND THE (RE)CONFIGURATION OF TEACHING
WORK

Since the 1990s, large-scale external assessments have become crucial tools in shaping
educational policies around the world. This rise of a culture of evaluation and evidence-based policies is
associated with neoliberal ideology and New Public Management. These concepts, which gained traction

in the late century 20" century, prompted changes in the State with an emphasis on economic and
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technical rationality. The aim was to enhance the effectiveness, efficiency, and results of public services,
according to a logic typical of the private sector (Verger; Normand, 2015).

At the global level, this paradigm is supported by PISA, in a process based on information
and persuasion, so that the measured performance of students justifies and legitimizes reforms that
emphasize accountability, learning outcomes, and quality assurance. Sobe (2019) highlights that, in this
movement, teacher performance also becomes a central concept, with the professional competence of
teachers sometimes placed on a pedestal, and sometimes pathologized, depending on the performance
of the networks and institutions to which they are linked. According to the author, the dissemination of
large-scale assessments, increasingly focused on greater individualization in the measurement of data and
quality, profoundly interferes with the practices, subjectivities, and identities of teachers and contributes
to a reconfiguration of professional collegiality.

PISA has enabled the construction of an international consensus in which educational
quality is understood as resulting in Reading, Mathematics, and, more recently, Science. This not only
narrows the understanding of the role of education in the context of citizenship and the full development
of the individual, favoring a utilitarian view of education, but also contributes to an excessive
accountability of teachers, since these exams and the resulting indices are insufficient to measure other
intra-school factors and extra-school variables that significantly influence student performance. In this

sense, Molstad et al. (2019) warn that

Education is transformed from a continuous process involving students and teachers embedded
in a school context into fixed numbers that signal success or failure. Education is therefore
restricted to a single focal point based on numbers. These numbers work as “fact” and “truth”
about educational knowledge and encompass phenomena such as “teachers” and “teaching.”

(Molstad et al., 2019, p. 25).

In this perspective, the authors point out that teachers are increasingly viewed as objects that
can be shaped to improve the educational systems, rather than as active subjects. The reports produced
from these evaluations guide both teacher training policies that aim for greater predictability regarding
teaching activities and content. Also, these evaluations influence accountability policies, which may
include bonuses for teachers who adequately meet the established goals, among other material incentives.
Even when these evaluations are not directly linked to teachers' remuneration, they can still represent a
risk to teacher professionalism, as they influence the organization of school work, pedagogical
management, and career development. The changes introduced in these areas interfere with power and
authority relations in educational systems and contradict professional legitimacy based on the defense of
autonomy, collaborative work, and collegial decision-making regarding learning processes.

The logic of PISA finds its parallel in the Brazilian Basic Education Assessment System
(Saeb-Sistema de Avaliagao da Edncagao Bdsica). Initiated in the 1990s with a diagnostic character regarding
the quality of education, the model evolved in a way that converged with the OECD assessment,
assuming a central role as a driver of public policies through the systematic measurement of student

performance in Reading and Mathematics®. For more than a decade, Saeb has been associated with

2 The Portuguese and Mathematics tests are administered to students in the 5th and 9% grades and the 3rd year of high school,
covering all public schools. Starting with the 2019 edition, the Saeb assessment included questions in Human Sciences and
Natural Sciences for 9th-grade students, on a sample basis.
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accountability policies of varying intensity, especially since the formulation, in 2005, of the Basic
Education Development Index (Ideb), measured based on the concepts of flow (data on school
progression) and learning (results of student tests in Saeb). This assessment allows for the definition of
biennial targets to be achieved not only by the country, but also by schools, municipalities, states, and the
Federal District.

The preponderance of educational regulation based on statistical data in contemporary times
is further confirmed by the number of subnational entities that have developed their evaluation systems
— 22 states and hundreds of municipalities (Bauer, 2020). Many of these are linked to teacher
accountability policies, as pointed out by Zatti and Minhoto (2019), who identified that in eight states,
teacher evaluation policies condition career progression; in ten states, bonus payments occur; and in four
states, there are double effects, both bonuses and career progression effects.

In this context, the growing adoption of accountability policies linked to student
performance evaluation and teacher accountability becomes important to understand how these
professionals interpret this phenomenon in their daily work. Considering that school success or failure is
condensed in the results of Portuguese and Mathematics, the following section of the article discusses

teachers' perceptions of a differentiated valuation of these subjects in the school context.

METHODOLOGY

Data source and characterization of the states surveyed

The proposed analysis uses data from the research project “The conditions of provision of
public basic education in four states of Northeast Brazil,”’ conducted in 2021 and 2022 by the National
Institute of Science and Technology in Educational Policy and Teaching Work (INCT Gestrado-Instituto
Nacional de Ciéncia e Tecnologia Politica Educacional e Trabalho Docente), in Bahia, Rio Grande do Norte,
Pernambuco, and Parafba. This selection was based on analyses grounded in documentary studies on
educational policies being developed in all nine states of the region (Oliveira et al., 2019), with an
emphasis on those related to the accountability of school actors.

Thus, we observed that standardized assessments have become a fundamental component
in educational management and exert performative pressure on schools and education professionals in
the Northeast region. According to the scope, pace, and intensity of the accountability policies developed,
Oliveira and Clementino (2019) categorized the states into three groups: high accountability systems
(Ceara, Paraiba, and Pernambuco); medium accountability systems (Alagoas, Maranhio, and Piaui); and
low accountability systems (Bahia, Rio Grande do Norte, and Sergipe).

The first group is composed of states that develop high-accountability policies, adopting
strategies of bonuses and rewards for the results achieved by both teachers and students: Ceara, Paraiba,
and Pernambuco. These three states have their school performance evaluation system; they establish
agreements with partners for in-service training, seeking to identify experiences of teachers who have

“good practices”; and they develop their initiatives to reward schools and their professionals, considering

3 The research was approved by the Ethics Committee, according to CAAE 15185819.2.0000.5149 — Opinion 3.388.336.
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the achievement of established goals and criteria, and positioning the awards as an instrument to
encourage teachers' commitment to the goals.

The second group consists of three states that have medium-accountability systems: Alagoas,
Maranhao, and Piaui. In these states, incentives for performance improvement are not directly given to
teachers in the form of rewards or sanctions, but rather employ participatory strategies that seek to
involve and engage them. Although they have their evaluation systems, the stimulus for performance
improvement is provided through in-service training activities with teachers, courses, workshops,
seminars, and other strategies to promote the involvement of participants in achieving policy objectives.

The third group consists of states with low accountability systems or a complete lack of
accountability: Bahia, Rio Grande do Norte, and Sergipe. This group is characterized by policies that,
while acknowledging the importance of evaluation as a measure of educational quality, either do not have
a well-developed evaluation system or lack one. Also, there are no clear normative provisions found that
link actions directed at teachers by the education secretariat with the pursuit of results on standardized
tests.

Based on this classification, two states were considered to have high accountability
(Pernambuco and Parafba), and two states have low accountability (Bahia and Rio Grande do Norte),
selected for the research to facilitate the identification of similarities and contrasts. The category of
medium accountability was discarded since the policies implemented in those contexts were more
undefined and diffuse. The analyzed universe comprises 280,087 teachers in municipal and state public
basic education schools located in the states of Bahia, Paraiba, Pernambuco, and Rio Grande do Norte,

according to data from the 2021 School Census.

Sampling procedures

Through a probabilistic and representative sampling design of the population of the four
selected states, the procedure to select the elements to be surveyed considered criteria related to the
characteristics of the universe. First: to obtain an adequate geographical distribution, the state capitals
necessarily comprised the sample (self-representing) and covered all the mesoregions of each state.
Second: the size of the municipalities was considered, classified according to population size as follows:
Small size — those with a population of up to 10,000 inhabitants; Medium size — with a population of
10,000 to 20,000 inhabitants; and Large size — with a population of over 20,000 inhabitants. Third: within
each municipality, the educational units were randomly selected, in which all teachers are part of the
sample. Finally: what is called cluster sampling was used, whose peculiarity is that all elements belonging
to that group must be surveyed. In other words, in each selected educational unit, all teachers assigned
to it are interviewed.

After developing these procedures, data collection was conducted electronically using a self-
administered form, including 1,109 basic education teachers distributed across the four states of
northeastern Brazil. However, criteria were included to limit the data set. First, the teachers needed to
work in only one stage of basic education, as this is one of the variables to be analyzed, as described in
the following section. Second, the teachers had to instruct students from the early years of elementary

school to high school, excluding those in daycare and preschool. This is because there is no application
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of tests to students in early childhood education. As a result, the analyzed sample was restricted to 801

teachers from public basic education schools in Bahia, Paraiba, Pernambuco, and Rio Grande do Norte.

Variables analyzed

Among the variables analyzed in the study, two refer to the functional situation of the
teachers. The first relates to the stage of Basic Education in which they work at that school [SF2. In this
school, you currently teach in:], and the option must encompass a single category, as stipulated by one of
the data delimitation criteria. The responses were: Elementary School (1st to 5th grade) [36.1%], Middle
School (6th to 9th grade) [29.2%], and High School [34.7%].

The second variable refers to which subject(s) the teachers taught at that school [SF2.1.
Which subjects?]. The questionnaire presented the following categories: Not applicable (Early Childhood
Education/Elementary School — 1st to 5th grade); 1. Arts; 2. Biology; 3. Science; 4. Physical Education;
5. Philosophy; 6. Physics; 7. Geography; 8. History; 9. Foreign Language; 10. Portuguese Language; 11.
Mathematics; 12. Chemistry; 13. Sociology; and 14. Other. Thus, this variable was transformed into two
others, one focused on the Portuguese Language subject and the other on Mathematics. In the case of
Portuguese Language, the categorization was as follows: Portuguese Language — which includes those
who indicated teaching this subject, also encompassing those who stated being responsible for one or
more other subjects — [16.1%]; Other subject(s) [47.8%]; and Elementary School teacher (early grades)
[36.1%)]. For Mathematics, the procedure was similar: Mathematics — which includes those who
indicated teaching this subject, also encompassing those who stated being responsible for one or more
other subjects — [13.6%]; Other subject(s) [50.3%]; and Elementary School teacher (early grades)
[36.1%.

Another variable included in the analyses was the classification of the accountability policy
of the federated entity, as explained previously, linked to the public network — municipal or state — of
the schools to which the teachers were affiliated. The resulting categories were: State — L.ow stake [10.6%];
State — High stake [31.8%]; Municipal — Low stake [28.2%]; and Municipal — High stake [29.3%].

Finally, data on teachers' perceptions were collected. First, their perception of the increased
value placed on mathematics teaching was captured [AE5. In this school, do you perceive that in the last
ten years there has been a greater appreciation for mathematics teaching?]. As a result, 87.6% answered
Yes, and 12.4% answered No. Then, the same question was asked about the value placed on Portuguese
language teaching [AEG. In this school, do you perceive that in the last ten years there has been a greater
appreciation for Portuguese language teaching?|. The result showed that 91.2% answered Yes, and 8.8%

answered No.

Statistical technique

Among the variables analyzed in the study, two refer to the functional situation of the
teachers. The first relates to the sub-stage of Basic Education in which they work at that school [SF2. In
this school, which grade level do you currently teach?|, and the option must encompass a single category,
as stipulated by one of the data delimitation criteria. The responses were Elementary School (Ist to 5th
grade) [36.1%], Middle School (6th to 9th grade) [29.2%], and High School [34.7%].
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The statistical technique called Logistic Regression is used to assess the effects on the
valuation of Portuguese Language and Mathematics teaching in basic education schools. This tool
belongs to the family of regression models, which allow describing the relationship between the response
variable and one or more explanatory variables (Hosmer; Lemeshow, 1989). The specificity of the logistic
model is that the response variable is of the binary type, that is, it assumes only two possible values —
yes of no.

The logic of the model is the estimation of the relationship between the explanatory
variables and the probability of an event occurring (or not), whose transformation into a simple
probability is done through a logistic function. Understanding this notion of the probability of
occurrence (or non-occurrence) of the response variable is essential, as it is not a simple estimation. In
other words, what is sought is not to estimate the dependent variable through the explanatory variables,
but rather to compare the effects between the response categories in the dependent variable.

In this study, the focus is exclusively on comparing the probabilities of occurrence between
the categories of the explanatory variables. Thus, the interpretation of the Logistic Regression model
relies on the measure called the odds ratio, which consists of comparing the probability of an event
occurring with the probability of that event not occurring (Hair et al., 2009, p. 223). Regarding the
possible results, when the ratio is equal to one (odds ratio = 1), the association between the explanatory
variable and the dependent variable is ruled out. If the result is greater than one (odds ratio > 1), not
only is the association confirmed, but it is also inferred that the explanatory variable increases the chances
of the event occurring. And when the result is less than one (odds ratio < 1), it is concluded that, in
addition to an association existing, the explanatory variable had the opposite effect, that is, it decreased
the chances of the event occurring,

In our case, two Logistic Regression models are used. The first was to compare the influence
of the explanatory variables on the perception of the value placed on Portuguese LLanguage teaching, and
the second, on Mathematics. Since the focus of this study is not on estimating the response variable, the
constants (3o) are not included in the implemented models.

Model 1, whose dependent variable is the teachers' perception of whether there has been

greater appreciation of Portuguese Language teaching in the last ten years, is expressed as follows:

Y = BiiBasic Education Stage + B2 Subject(s) Taught + 3 Accountability Policy + €

Where:

Y: response variable referring to the perception of greater appreciation of Portuguese
language teaching in the last ten years (0 = No; 1 = Yes)

Biia=0,1,2: regression coefficient of the variable Basic Education Stage (0 = Elementary
School — early years [reference]; 1 = Elementary School — later years; and 2 = High School)

B2, ¢ =0, 1, 2 3 regression coefficient of the variable Subject(s) Taught (0 = Portuguese

[reference]; 1 = Other subject(s); and 2 = Elementary School teacher)
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Bk o =0,1,2 3: regression coefficient of the variable Accountability Policy (0 = State — Low

stake [reference]; 1 = State — High stake; 2 = Municipal — Low stake; and 3 = Municipal — High stake)

€: associated error term

Model 2, on the other hand, presents as the dependent variable the teachers' perception of

the increased value placed on mathematics teaching in the last ten years, and is thus expressed as:

Y = Bi; Stage of Basic Education + B2 Subject(s) taught + B3 Accountability policy + €

Where:

Y: response variable referring to the perception of the increased value placed on mathematics
education in the last ten years (0 = No; 1 = Yes)

Bii,a=0,1,2: regression coefficient of the variable Stage of Basic Education (0 = Elementary
School — eatly years [reference]; 1 = Elementary School — later years; and 2 = High School)

B2, 6 = 0,1, 2, 3 regression coefficient of the variable Subject(s) taught (0 = Mathematics
[reference]; 1 = Other subject(s); and 2 = Elementary School teacher)

Bk o =0,1,2 3: regression coefficient of the variable Accountability Policy (0 = State — Low
stake [reference]; 1 = State — High stake; 2 = Municipal — Low stake; and 3 = Municipal — High stake)

€: associated error term

The Enter method was used, which includes all explanatory variables in the Logistic
Regression models, as all are considered relevant. Because the objective is solely to compare the odds
ratios between the categories of the independent variables, the constant was not included in the model
development.

The implementation of the Logistic Regression models produces several statistics. The
logistic coefficients, defined as f's, act as a weighting factor for the independent variables for their
discriminatory power, similar to a regression weight. The Standard Error (SE) denotes the expected range
of the coefficient across multiple samples of the data. The Wald statistic represents the test statistic used
to verify the significance of the logistic coefficient, whose interpretation is similar to the F or t values
used for testing the significance of regression coefficients. Exp(f) denotes the odds ratio, corresponding
to the exponential or antilogarithm of the parameter, whose interpretation was presented previously. The
Significance Level (Sig.), also called Type I Error, refers to the probability of accepting the alternative

hypothesis when, in fact, it is false.
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RESULTS

Here, we describe the results of the Logistic Regression applied to two models. The first was
related to the Portuguese Language and the other to Mathematics. The focus is on comparing the
influence of the explanatory variables on the perception of the increased value placed on these subjects
in the school context.

Regarding the Portuguese Language, the three explanatory variables showed statistical
significance (Sig. < 0.05) in the logistic model (Table 1). Regarding the stages of Basic Education, the
results show that the chance of a teacher in the final years of Elementary School perceiving that there
has been a greater appreciation of Portuguese language teaching in the last ten years is 6.59 times that of
a teacher in the initial years of the same stage. In other words, the chance of a teacher in the final years
perceiving the greater appreciation of Portuguese language teaching is 6.59 times higher than that of a
teacher in the initial years of Elementary School perceiving the same situation. In High School, teachers
also demonstrated an increased perception of the greater appreciation of the Portuguese Language (Sig.
< 0.05), but corresponding to 4.14 times the chance observed among those in the initial years of
Elementary School.

When considering the subjects taught, it is possible to confirm that teachers in the eatly years
of Elementary School have a 13.13 times greater chance than Portuguese language teachers of perceiving
greater value placed on this subject in the last ten years (Table 1). The comparison between Portuguese
language teachers and those of other subjects was not statistically significant.

Accountability policies have had a significant impact on teachers' perceptions regarding the
increased importance of Portuguese language teaching. As indicated in Table 1, teachers in the State —
High Stake group are 5.02 times more likely to hold this view compared to their counterparts in the State
— Low Stake group (p < 0.05). Additionally, teachers in the Municipal — High Stake group are 2.36 times
more likely to appreciate the heightened value placed on Portuguese language teaching when compared

to those in the State — Low Stake group.

Table 1
Logistic model regarding teachers' perceptions of the increased value placed on Portuguese Language teaching according to
the level of education, the subject(s) they teach, and the type of accountability policy — BA/PB/PE/RN, 2021-2022

Variables B SE Wald G.L. Sig Exp(B) C.I (95%)
School level
(0) Elementary School 16.294 2 0.000
(1) Middle School 1.89 052 1336 1 0.000  6.59 2.40 —18.12
(2) High School 142 044 1052 1 0.001  4.14 1.76 —=9.78
Subjects taught
(0) Portuguese LLanguage 2341 2 0.000
(1) Other subject(s) -0.47 0.37  1.66 1 0.198  0.63 0.31 —1.28
(2) Elementary school 258 055 2200 1 0.000  13.13 4.48 — 38.49
teacher
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Accountability policy
(0) State — Low stake 2635 3 0.000
(1) State — High stake 1.61 039 1688 1 0.000  5.02 2.32-10.83
(2) Municipal — Low stake -0.07 049  0.02 1 0.893  0.94 0.36 — 2.45
(3) Municipal — High stake 1.21 058 438 1 0.036  3.36 1.08 — 10.47

Source: Prepared by the authors based on the microdata from the research “The conditions of provision of public basic

education in four states of Northeast Brazil”.

Regarding Mathematics education, two of the three explanatory variables showed statistical
significance (Sig. < 0.05) in the logistic model (Table 2). The basic education stage did not show statistical
significance, which allows us to state that the chances of teachers perceiving greater value in mathematics
education are similar across the analyzed categories.

Based on the subjects taught, it can be concluded that teachers in the eatly years of
elementary school are 7.78 times more likely than mathematics teachers to report a greater appreciation
for their subject over the past decade (see Table 2). In contrast, the comparison between Portuguese
Language teachers and those of other subjects did not yield statistically significant results.

Accountability policies also significantly influenced teachers' perceptions regarding the
increased value of Portuguese language teaching. As shown in Table 1, the chance of a teacher in the
State — High stake group having this view is 4.31 times higher than that of a teacher in the State — Low
stake group (Sig. < 0.05). However, this is the only category that showed statistical significance.

Table 2
Logistic model regarding teachers' perceptions of the increased value placed on mathematics education according to the level
of education, the subject(s) they teach, and the type of accountability policy — BA/PB/PE/RN, 2021-2022

Variables B SE Wald G.L. Sig. Exp(@) I.C. (95%)
School level

(0) Elementary School 5.26 2 0.072

(1) Middle School 1.13 049 5206 1 0.022  3.10 1.18 — 8.14

(2) High School 0.38 040 092 1 0.338  1.46 0.67 - 3.17
Subjects taught

(0) Portuguese Language 2059 2 0.000

(1) Other subject(s) 0.54 031 3.10 1 0.078  1.72 0.94 - 3.14

gi ilfrmemary school 205 050 1698 1 0000 778  2.93-20.63
Accountability policy

(0) State — Low stake 2494 3 0.000

(1) State — High stake 1.67 038 19.78 1 0.000  5.31 2.55-11.09

(2) Municipal — Low stake -0.19 048 0.16 1 0.687  0.83 0.33-2.10

(3) Municipal — High stake 043 051 0.71 1 0.399 153 2.93 - 20.63

Educ. Rev. |Belo Horizonte|v.42|e48990|2026



12

Source: Prepared by the authors based on the microdata from the research “The conditions of provision of public basic

education in four states of Northeast Brazil”.

FINAL CONSIDERATIONS

The comparison of the influence of different stages of Basic Education on the perception
of an increased appreciation for teaching was observed in the case of Portuguese Language, but not in
Mathematics. Specifically for Portuguese language instruction, teachers in the final years of Elementary
School were more likely to recognize this greater appreciation.

For both Portuguese and Mathematics, teachers in the early years of Elementary School were
more likely to perceive an increased appreciation for these subjects compared to those who teach only
one of the subjects. It is important to note that from 1st to 5th grade, there is no division of teachers by
subject; one teacher is typically responsible for teaching all subjects to the students.

Regarding accountability policies, the chance of a teacher in the State — High-stakes group
perceiving a greater appreciation for the teaching of Portuguese and Mathematics is higher than that of
a teacher in the State — Low-stakes network. In both cases, the chances increase by more than 400%.

Accountability policies often focus on specific subjects to evaluate student performance,
which leads to classifying schools and teachers based on these results. This approach can create divisions
within the teaching community, undermining the collaborative efforts crucial for the comprehensive
development of education. According to Seabra et al. (2022), the foundation of teacher collaboration lies
in interdependence. This means that collaboration involves individuals working together to achieve
greater results than they could accomplish alone. In this context, Day (2004) emphasizes that effective
teacher collaboration necessitates that teachers observe each othet's daily practices, engage in discussions
and reflections about these practices, and collectively plan and assess their work. Ultimately, this joint
investigation of teaching and learning processes helps achieve common goals that have been agreed upon
collectively, where teachers interact as equals rather than in hierarchical roles (Seabra et al., 2022, p. 6406).

The factors influencing teacher appreciation are quite broad. However, the focus on teaching
Mother Tongue and Mathematics—driven by current evaluation processes—may be creating new
hierarchies and divisions among the teaching staff (Oliveira, 2022). This shift has led to the development
of new pedagogical practices and organizational procedures that change school routines and educational
processes for both teachers and students. These are significant cultural changes that must be understood
and interpreted in the context of the political factors guiding these processes, particularly concerning the
dominant concept of quality in education. Such changes also affect the school climate, which is defined
as an emotional environment that fosters a sense of belonging and self-esteem (Block, 2011).

The International Labour Organization (ILO) reinforces the emphasis on the need to
prioritize human resource development in educational systems. In this regard, it considers that, among
the strategies that will directly contribute to improving the quality of education, is sustained investment
in the professional development of teachers and in improving their working and employment conditions.
With this, it reaffirms that the status of teachers and the status of education are strongly related, and that
their credibility among families and community members, and the trust in their concern for the well-
being of children, is intimately linked to their ability to provide the quality of education that families seek
for their children.
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In conclusion, it is important to emphasize that teacher appreciation is closely linked to
various factors. These include employment conditions, salary, career opportunities, and subjective
elements that shape social relationships within the school. Consequently, any changes in the school
climate, the teaching process, and other aspects of school culture resulting from new evaluation methods

must be analyzed while taking into account competing conceptions of education.
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