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General Introduction
Sheila Lawlor
Over the past decade there have been many changes to the schools’ system. Some have
intensified the initiatives of previous administrations and others have further altered the
nature of what schools and teachers are expected to do. All have been characterised by
an extensive degree of central planning and directive reminiscent of the most collectivist
period of government in UK history, that of the 1940s. Behind such plans, (the most
recent of which is the June 2009 White Paper, Your Child, Your Schools, Our Future:
Building a 21st Century Schools System), is an assumption by the Government that the
failings of the education system can be resolved through measures devised in Whitehall,
the town hall and Westminster, to determine how it should operate.
While the Government rightly senses the widespread concern at the deficiencies in our
education system, the evidence is that politicians and their officials, who may
themselves have caused many of the problems, tend to make things worse when they try
to solve them by further official action. One notorious example of this was the ‘marking
down’ of coursework when, as expected, a high proportion of AS/A2 candidates had
done very well in the new examination in 2002. Ministers appeared at first to take fright
when accused of dumbing down the A-levels and then to collude in the fraudulent
marking down of candidates who had fairly won the highest marks. The expensive
official enquiry under Mike Tomlinson deliberately ignored the very events which had
led to the setting up of the enquiry and the candidates themselves never received justice.
However, the enquiry led to pressure for even more bureaucratisation of the curriculum
and examinations.1
These increased attempts to bureaucratise education have brought little success. By
whatever measure, test results, admission to the best (or any) university or increased
social mobility, the reality is that too many pupils in this country have poor outcomes;
these are often poorer than those of their peers in similar or even less developed
economies, which spend the same, or a lower, proportion of GDP on education.2

1
A-levels: Fiasco and Future, S. Lawlor, 2003. The present Schools Secretary should be more wary than most
of unproven initiatives given his involvement in setting up the new regulatory regime in place of the Bank of
England in 1998.
2
The international comparative tests in reading, maths and science (held under the auspices of the OECD’s
programme, PISA), showed on the most recent results, the UK falling behind New Zealand, The Netherlands,
Canada and Finland and on a downward spiral itself, its results having fallen since 2003 in reading, science
and maths. See The Times, 5 Dec 2007 and The Guardian, 29 Nov and 4 Dec 2007. The comparative success
of overseas models is reflected in the high proportions of their pupils admitted to Oxford (14 per cent of
undergraduate admissions) and Cambridge (19 per cent of combined under/post graduate admissions).

1

Teachers Matter

The reasons for such comparative outcomes have been the subject of Politeia’s
Comparing Standards series.3 In 2007 Teaching Matters addressed the teaching
profession.4 The UK’s teaching profession was, the study found, characterised by
weaknesses such as failure to recruit and retain enough academically able and
professionally competent teachers. At that stage the Government denied, through its
ministers and officials, that any such problems existed: the position was not as serious
as the data suggested, and ‘standards’, we were told, had ‘never been higher’.5
The aim of this study is to broaden the discussion. How does the UK compare with
similar Western economies which share many social and educational characteristics?
How do these countries fare in recruiting and retaining teachers of high academic and
professional competence? What are the links, if any, between the standards of potential
teachers and the success in filling posts? Are there lessons from other models?
Professor John Howson has prepared this report, which follows that of Professor Bob
Moon. I am most grateful to Professor Howson for his analysis of complex international
data and the clarity and depth of his report and to Dr Hilary Constable, his co-author. In
Part II, Politeia’s education commissioners, Professor David Burghes, Dr John
Marenbon, John O’Leary and Chris Woodhead, discuss the implications of Professor
Howson’s report. Their unanimity in diagnosing the problems is remarkable given the
different approach each has had to educational reform, a difference which is reflected in
their views as to how the system should evolve. Finally, the Conclusions and
Recommendations are set out in Part III with a bold series of reforms proposed for the
next government. Although these recommendations have been framed with England in
view (since responsibility for education policy is now devolved to Scotland, Wales and
Northern Ireland), much of the comparative evidence, analysis and discussion applies to
the UK as a whole. Education in Wales is especially close to that in England (and was
until recently linked to it). The system in Northern Ireland has, by contrast, been rather
different, and the evidence here should provide a warning against some of the changes
planned there, which threaten to destroy its better features.
The aim is to ensure this country has a system which can recruit and retain as teachers
the most academically able and professionally competent candidates of each generation,
irrespective of the tides of economic fortune.

3

Politeia’s Comparing Standards series includes: Comparing Pre-School Standards, 2002; Academic and
Vocational, 16-19 Year Olds, 2002; Teaching the Teachers, 2004 and Teaching Matters, 2007.
4
Teaching Matters, Moon et al, 2007.
5
For example the Chief Executive of the Training and Development Agency for Schools, Graham Holley,
failed to consider whether teachers were equipped to teach specific subjects at school, insisting teachers were
on ‘new professional standards… [which] set out professional attributes, skills and knowledge expected at
each stage of a teacher’s career’; and the Schools Minister, Jim Knight, claimed that ‘leadership in schools
and teaching ability has increased and improved’. See The Guardian, 9 July 2007.
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Preface
Teacher Recruitment and Retention: Context and Policy
Teachers are the single most important factor in the matrix of resources for educating
students. Without sufficient adequately trained teachers, some pupils are doomed to fail,
however wonderful the buildings, appropriate the curriculum or determined the learner.
That teacher supply and quality have been such an important feature of the education
debate over the past quarter century might suggest insufficient attention has been paid to
the issue. This report explores the evidence about the teaching profession across a
number of OECD countries.
All countries are seeking to improve their schools.6 Given the impact of teacher quality
on student learning, countries are also concerned with improvements in the supply,
development and utilisation of teachers, and implementing the changes required to
ensure that the teacher workforce makes an optimal contribution to educational,
economic and social development. However, the development of technology, increasing
social diversity and other issues continue to pose many challenges for teachers and
schools. In addition, demographic and other changes in the pupil population and the
teacher workforce have significant implications for the management of teacher
recruitment and retention.7 The need to compete in a global knowledge economy poses
many issues as to how teachers should be trained and how schools need to continue to
develop.
Policy-makers today consider students should be prepared for professional lives
characterised by rapid change; the importance of life-long training matters; new
divisions of labour and collaboration between schools and other places of learning have
emerged; general education and specific requirements for specialised training should be
balanced.8 Education systems need to be capable of both responding to, and anticipating,
rapid change.9
This report therefore focuses on the details of education systems and the teacher
workforce in a number of countries within this wider context.
6

As noted in Attracting, Developing and Retaining Effective Teachers, OECD, 2005.
OECD, 2005.
8
OECD, 2000.
9
Milne, 1999; Furthermore, as the OECD pointed out, ‘… governments increasingly are steering
educational systems by goals and standards rather than by rules and regulations. This raises the need
for more explicit R&D information on the outcomes of education practices and policies both at
regional, national and international levels. The core of such an approach is that policy initiatives
should, as far as possible, be underpinned by evidence and research.’ OECD, 2004, p.61.
7

4

The Report

The Teacher Workforce
The teacher workforce in the countries being considered has both common and diverse
features. Common features include distinctions between primary and secondary teachers,
subject specialism at secondary level, degree level qualifications and remuneration based
largely on years of teaching experience. Teaching is increasingly a female-dominated
profession. Differences include whether teachers are civil servants or salaried
employees, the level of centralised or decentralised responsibility for employment,
whether teachers undertake additional responsibilities and receive additional payments
for doing so, the degree to which initial training is differentiated according to type of
school, and variations in induction and continuing professional development
requirements. Many countries are actually faced with issues of managing the retirement
of a large proportion of teachers and there are some shortages in supply in relation to
particular phases and subjects, and in some instances in relation to geographical areas
and types of school. All countries continue to focus on reforms to increase the supply
and retention of teachers and improve their quality and performance.
The Report: Aims, Methods, Data
The purpose of this report is to consider issues of teacher recruitment and retention. It
examines these issues in England and other countries in the United Kingdom and
compares them across a range of other developed countries, in order both to identify
common and different trends and practices and to indicate lessons for policymakers in
England.
Methodology and Data: Comparative Approach
International comparisons are difficult to make since education is deeply embedded in
the culture of a country and this affects the priorities, funding, organisation and
governance of systems as well as the attitudes of teachers, students and parents.
Consequently, all international comparisons need careful reading and a serious effort to
understand the context they refer to. Solutions to problems cannot always be
transplanted; even the problems and challenges are not necessarily comparable across
contexts.
However, a comparative approach to the issues of schooling in England can provide a
useful background, highlighting the specifics of teacher recruitment and retention in this
country. In the present report, a number of comparisons are made to enrich the analysis
and put it in context.

5
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Choice of Countries:
• Comparisons within the United Kingdom, between England, Wales,
Scotland and Northern Ireland.
• Comparisons with other European countries, including those with
significantly different education systems - France, Germany, the
Netherlands and Switzerland (three being members of the European Union
and the other a non-EU country).
• Comparisons on the basis of language and size – with New Zealand and the
United States, as one large and one small predominantly English-speaking
country.
• Some other comparisons with other OECD countries such as South Korea,
and where relevant, with some non-OECD countries.
Data Sources
A number of organisations that were identified as sources of internationally comparable
data were used, particularly where reports from these organisations are available in the
public domain. This report confines itself to the statutory education phases from starting
school to the end of compulsory education. This is also where large data sets are most
accessible and robust. These data sets include:
I=CA. The International Review of Curriculum and Assessment Frameworks Internet
Archive (INCA) provides regularly updated descriptions of government policy in 20
advanced economies. The website focuses on the 3-19 age range and makes particular
reference to the curriculum, assessment and initial training frameworks in place. This
English database is especially relevant in that it shows comparisons of issues arising in
relation to teaching and schooling in England. The sections on teacher training have
been funded by the TDA and other sections are funded by Qualifications and Curriculum
Authority (QCA).
OECD. The Organisation for Economic Co-operation and Development (OECD)
describes itself as a forum where the governments of 30 democracies work together to
address the economic, social and environmental challenges of globalisation. The
organisation provides a setting where governments can compare policy experiences, seek
answers to common problems, identify good practice and work to co-ordinate domestic
and international policies.
The Education Directorate collects extensive and detailed data and devotes major effort
to the development and analysis of quantitative, internationally comparable indicators
published annually in Education at a Glance (OECD, 2007). This extensive collection of
indicators enables educational policy-makers and practitioners as well as members of the
general public to see their education systems in the light of other countries’ performance.
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PISA. One particularly ambitious study by the OECD is the Programme for International
Student Assessment (PISA) which compares achievement across the education systems
of a large number of countries. PISA is a triennial survey of the knowledge and skills of
fifteen year-olds. More than 400,000 students from 57 countries took part in PISA 2006.
The focus of the survey was on science, but it also included reading and mathematics
and collected data on student, family, and institutional factors that could help explain
differences in performance.
PISA 2006 results suggest that educational excellence is found across the globe, with
Finland, Canada, South Korea and Japan among the countries whose educational
systems provide for consistent high achievement among the majority of students. PISA
includes students in private, as well as publicly funded, education and private schools
outperformed public schools in 21 countries, but the reverse was true in 4 countries.
Where countries had a larger number of schools competing for students, performance
was generally better. Neither of these findings could be attributed solely to differences in
socio-economic status.
Eurydice. Eurydice is an institutional network for gathering, monitoring, processing and
circulating reliable and readily comparable information on education systems and
policies throughout Europe. It covers the education systems of the EU member states as
well as the three countries of the European Free Trade Association which are members
of the European Economic Area, and additionally the EU candidate countries involved in
the EU Action Programme in the field of lifelong learning. Eurydice gathers and
processes data with the purpose of improving systems and policies throughout Europe. It
describes itself as the information network on education in Europe. It prepares and
publishes:
•
•
•

readily comparable and regularly updated country descriptions of the
organisation of education systems
comparative studies on specific topics of interest to European Community
member-states
indicators

7

Teachers Matter

Limitations
For many variables where data are easily available in England such as ‘teacher
vacancies’ or the characteristics of those entering teaching, there are often no similar
data sets in many other countries. Data used in many international comparisons are
inevitably less up to date than those available for education systems that have
management information systems of high quality. There is also the problem of
definitions. With different starting and leaving ages for pupils, even the simplest of
terms like ‘pupil’ or ‘teacher’ may be interpreted differently in different countries. The
under-fives, for example, may be in kindergartens, nursery schools, nursery classes or
just in classes with older pupils in other schools. Some countries maintain a range of
data, particularly those with teacher labour markets based on individual teacher
positions. Others collect and/or publish relatively little information, particularly those
where teachers are civil servants and promotion is controlled more closely by employers
than in open markets. This is also the case in countries where teacher supply is not a
major issue and is thus given less policy attention.
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I
Schooling: The Systems
The Education System
The education systems of the countries in this study, both European and Anglophone,
differ in a number of ways and these can have significant implications for the teachers
needed and the success in recruiting or retaining them. Compulsory school age varies
from 5 or 6 to 15 or 16, and as a result a greater or lesser number of teachers will be
needed proportionately for early or later years (the same will apply with respect to
staying-on rates, whether for part- or full-time courses at school); secondary systems
may be selective at upper secondary level or earlier, as on the continent, and this may
mean that a different range of qualifications for teachers is needed than that sought for
the comprehensive model. In general, the systems for the two continental countries most
similar in size and profile to the United Kingdom, France and Germany, are selective
(as is that of Switzerland), while those of the Anglophone countries, New Zealand and
the United States (and the Netherlands) are comprehensive. The school leaving
examinations and standards reflect the respective systems, with different standards of
entry to higher education, including teacher training, in the countries of our study.10
Education: Primary, Secondary and Tertiary
Education in the countries of our study has been organised traditionally in three phases,
primary, secondary and tertiary. Frequently, the secondary phase is sub-divided into
upper and lower secondary. For example, in OECD terms, in England, the sixth form is
upper secondary education. Even in countries where primary and secondary education is
compulsory upper secondary education may not be.
The formal starting age for schooling ranges from between five and six, and there are
also differences in the number of hours of instruction children receive at the early stages
of their formal schooling. The most obvious differences are the extent of pre-school
education available or the importance attached to it, and the extent of differentiation in
the secondary sector. As the need for more skilled labour has increased, the trend has
been towards greater completion rates at the upper secondary level. Nevertheless, the
tradition of introducing specialist education, often vocational in nature, in many
secondary and upper secondary systems remains in Germany, Switzerland, France and
the Netherlands. England is probably now rare in retaining only fragments of a system

10

‘Compulsory age of starting school in European countries, 2007’, Eurydice at NFER, see also Comparing
Standards Academic and Vocational, 16-19 year olds, Chris Woodhead, David Burghes, Sheila Lawlor, Sig
Prais et al, Politeia, 2002.
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that separates out the academically gifted at eleven. The following sections consider the
systems in the countries addressed in this report.11
Duration and Phases of Schooling
Duration of schooling is a critical factor in the management of the teacher workforce.
The number of years of schooling and the way they are organised affect both the
number and types of teachers required. The traditional division into three phases—
primary, secondary and tertiary, with the secondary phase often sub-divided into upper
and lower secondary education—is defined in different countries in various ways.12 In
addition, the formal age for the start of schooling ranges from between five and six in
most countries and many now provide publicly-supported pre-primary education, some
of which requires qualified teachers.
Table 1: Schooling: Duration and Phases
Country
England
France
Germany
0etherlands
Switzerland
0ew Zealand
USA

Compulsory School Age*
5-16
6-16
6-15/16
5-16
6-15
6-16
6-16/17/18

Pre-school*
3-5

Primary*
5-11

2 (3) †-6
3-6
4-5
4 (5) †-6
5 (3)†-6
3-5/6

6-11
6-10/12
5 (6) †-12
6 (7) †-12
6 (5) †-12
5/6-10/11

Lower secondary* Upper secondary*
11-16
16-18
11-15
10/12-15/16
12-15
12-15
12-16
10/11-13/14

15-18
15/16-18/19
15-16/17/18
16-18/19
16-18
13/14-17/18

‘National summary sheets on education systems in Europe: UK (England, Wales and Northern Ireland)’, Eurydice, May 2008.
‘National summary sheets on education systems in Europe: France’, Eurydice, January 2009.
‘National summary sheets on education systems in Europe: Germany’. Eurydice, July 2008.
‘Summary Sheets on Education Systems in Europe: The Netherlands’, Eurydice, 2005.
‘Basic information about the Swiss education system’ www.edk.ch/dyn/16342.php, Conference of Cantonal Ministers of Education.
‘The New Zealand Education System: An Overview’, Ministry of Education, April 2004.
‘Education in the United States: A Brief Overview’, Department of Education, September 2005.
*These terms are used in the Eurydice summary sheets as well as in the ministries’ overviews.
†UNESCO’s Global Education Digest 2008 presents alternative starting ages.

There may also be differences in the number of hours of instruction children receive at
different stages of their formal schooling as well as how it is organised. For example,
schools in the United Kingdom are usually organised on a whole-day basis, with the
prospect now of extending school days. By contrast, in Germany whole-day schools are
not always the rule, with some still offering morning or afternoon sessions or ‘shifts’ to
students up to age 14.

11

The data for this section draws on the International Review of Curriculum and Assessment Frameworks
(INCA) Internet Archive September 2007 hosted by the National Foundation for Educational Research.
12
For example, in OECD countries, and in this report, upper secondary education refers to the years of
education immediately prior to tertiary education, whereas in developing countries, which often have fewer
years of basic education entitlement, it may include education for 14-16 year olds as well, and in both these
and OECD countries, it may not be compulsory.
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System of Schooling: Comprehensive, Selective or Combination
Not all countries arrange their education in the same way. The age for transfer between
different stages and whether the transfer is automatic or depend on a qualification set,
vary. Some stages may require examinations to be taken at specific ages. The following
table indicates whether:
• There is a unitary system of schools for all students (comprehensive);
• School structures cater for different educational aptitudes (selective);
• There is a mixed system with both types of schools (mixed).
Even where the structure may be common for all, differentiated courses are usually
offered, at least at upper secondary level to suit students’ abilities and preferences.
Table 2: School Structures
Primary*

Lower Secondary (Basic)*

England

Country

Comprehensive

Mainly comprehensive

Mainly comprehensive

Upper Secondary*

France

Comprehensive

Selective at 15

Selective

0etherlands

Comprehensive

Selective at 12

Selective

Germany

Comprehensive

Selective at 10/12

Selective

Switzerland

Comprehensive

Selective at 9-12 (depending on canton)

Selective

0ew Zealand

Comprehensive

Comprehensive

Selective

USA

Comprehensive

Comprehensive

Comprehensive

‘National summary sheets on education systems in Europe: United Kingdom (England, Wales and Northern Ireland)’,
Eurydice, May 2008.
‘National summary sheets on education systems in Europe: France’, Eurydice, January 2009.
‘National summary sheets on education systems in Europe: Germany’, Eurydice, July 2008.
‘Summary Sheets on Education Systems in Europe: The Netherlands’, Eurydice, 2005.
‘Basic information about the Swiss education system’, Conference of Cantonal Ministers of Education,
www.edk.ch/dyn/16342.php, last accessed 20 March 2009.
‘The New Zealand Education System: An Overview’. Ministry of Education, April 2004.
‘Education in the United States: A Brief Overview’, Department of Education, September 2005.
The terms comprehensive and selective will used for the rest of the report.
*These terms are used in the Eurydice summary sheets as well as in the ministries’ overviews.

A comprehensive primary system based on attending a local school is the norm for the
early years of schooling with the greatest differentiation present in the upper secondary
stage. Not all countries have the same system across the whole of the country for
historical reasons and because in some countries the organisational structure is
controlled at a sub-national level.
Access/Exam System
Access to higher education is either automatic (open) in that any candidate reaching the
basic level of qualification is entitled to a place, or subject to performance in schoolleaving certificates or other evidence of performance. In general, the Anglo-Saxon
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countries are selective, in that applicants are not automatically entitled to a place with a
given qualification, although the expectation is that most of the age range with basic
qualifications will be awarded a place in some institution. By contrast, the German and
French models are open at higher education levels but are selective at secondary. This
means that the standards at entry to higher education and teacher training will vary.
Table 3: Access and Progression to Educational Phases
Country

Primary
Access

Progression

Lower secondary
Access

Progression

Upper
secondary
Access

Higher
education
Access

England

Open

Open

Open

Open

Certificate

Select

France

Open

Performance

Open

Performance

Open

Open

Germany

Open

Performance7+

Certificate

Performance

Certificate

Open

0etherlands

Open

Performance

Certificate

Performance

Certificate

Open

Switzerland

Open

Performance

Certificate

Performance

Certificate

Select

0ew
Zealand

Open

Open

Open

Open

Open

Select

USA

Open

Open/
performance

Open

Open/
performance

Open

Select

Germany In cases where children, aged 6, are not thought ready to enter primary education, they may be
obliged to spend some time in special preparatory classes.
Switzerland There are additional higher education entry requirements in certain subject areas, such as
medical science, where there is a shortage of places for students.

Progression
The system for progression at school varies from one where progression is based on
performance (as it tends to be in the continental models) to one where it is automatic.
Table four provides information about the process of progression within phases of
education, indicating where progression is normally by age cohort or by performance.
Generally, open systems have become the norm for younger children, as keeping age
cohorts together in social groups has been preferred to either accelerating the able or
holding back those who do not pass specific achievement points. There are advantages
and challenges with both approaches. The former leads to either setting or greater mixed
ability teacher; the latter can produce disaffection in those held back, especially if the
system does not provide adequate remedial teaching.
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Levels of Control and Administrative Organisation
The organisation of education is different from country to country and relates to
historical patterns. Tensions exist between the degree of central or local control and the
overlap of functions. The differences in the systems suggest
(1) A higher percentage of teachers for pre-primary or nursery age when
compulsory school age is earlier (at five rather than six as in England and the
Netherlands).
(2) A greater degree of specialisation amongst teachers, both academic and
vocational, is needed at secondary level.
Table 4: Levels of Control and Administrative Organisation
Country

Central

Regional

Sub-regional/
Municipal

School

England

Department for
Children, Schools
and Families

n/a

Local authorities

School
governing
bodies

France

Ministry through
academies

30 academies

Communes,
départments, and regions
(depending on phase of
school)

School
authorities

Germany

Federal
Government

Land ministries of
education, cultural
affairs and science

n/a

Schools’
teacher councils

0etherlands

Central
government

Provinces

Municipalities (local
authorities)

School boards

Switzerland

National
government

Cantonal
government

Municipalities

School
authorities

0ew Zealand

Ministry

n/a

n/a

School boards
or councils

Federal
government

State government

Local school district
boards

School
authorities

USA

‘National summary sheets on education systems in Europe: United Kingdom (England, Wales and Northern Ireland)’,
Eurydice, May 2008.
‘National summary sheets on education systems in Europe: France’, Eurydice, January 2009.
‘National summary sheets on education systems in Europe: Germany’, Eurydice, July 2008.
‘Summary Sheets on Education Systems in Europe: The Netherlands’, Eurydice, 2005.
‘Basic information about the Swiss education system’, Conference of Cantonal Ministers of Education,
www.edk.ch/dyn/16342.php, last accessed 20 March 2009.
‘The New Zealand Education System: An Overview’, Ministry of Education, April 2004.
‘Education in the United States: A Brief Overview’, Department of Education, September 2005.
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II
Numbers: Schools, Teachers, Vacancies, Retirements
0umbers, Pupils and Teachers
Pupil Teacher Ratios (PTRs) and Pupil =umbers
The number and proportion of teachers to pupils is commonly measured as the pupil
teacher ratio (PTR). This varies for each phase of education in the different countries
from a ratio for pre-primary of 9.8 to 19.3, to one for primary of 14.6 to 19.4 and for
secondary 11.4 to 15.5. England, although amongst countries with higher PTRs, does
not have the highest for either primary or secondary. The PTR varies across the
countries of our study and reflects such factors as:
(1) The changing number of pupils as demographic trends;
(2) The use of supporting non-teacher staff in the classroom as in England.
PTRs, a commonly used standard, is a determinant of the size of the teacher workforce.
This shows the number of pupils per teacher regardless of the size of classes they teach
and differing amounts of non-contact time. An average PTR may be consistent with a
range of different class sizes but remains an important measure for, and determinant of,
workforce size and planning. In general the ratio of pupils to teachers is higher for
primary schools than for secondary schools and lowest in upper secondary.
Table 5: Ratio of Students to Teaching Staff in Educational Institutions (2005) by
Level of Education, Calculations Based on Full-time Equivalents
Country

Pre-primary education
Students to contact
Students to
staff (teachers and teaching staff
teachers aides)
13.7
19.3

Primary
education

Secondary education
Upper
All secondary
secondary
education
education
10.3
12.2

19.4

Lower
secondary
education
14.2

Germany

10.5

13.9

18.8

15.5

14.0

15.1

0etherlands

n/a

n/a

15.9

n/a

n/a

15.8*

0ew Zealand

9.8

9.8

18.1

16.8

12.9

14.8

Switzerland1, 2

n/a

18.3

14.6

11.7

10.5

11.4

United Kingdom1, 3

16.1

16.3

20.7

17.0

11.8

14.1

United States

11.9

14.5

14.9

15.1

16.0

15.5

OECD average

14.8

15.3

16.7

13.7

13.0

13.4

EU19 average

13.4

14.0

14.9

11.9

11.8

12.2

France

1

Includes only general programmes in upper secondary education.2 Public institutions only. 3 The ratio of students to contact staff refers to
public institutions only. Source: OECD, 2007. *Key Figures from 2002-2006’, Dutch Ministry of Education,
http://www.minocw.nl/documenten/KEYFIGURES2002_2006.pdf, last accessed 8th April 2009
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As can be seen from Table 5, the United Kingdom generally has PTRs that are lower for
secondary than Germany, New Zealand and the United States though higher than in
many other OECD countries. By itself, this may not be a problem if this level of PTR
does not affect the quality of learning and/or mask above average time outside the
classroom for preparation, planning and other teaching tasks. However, in the United
Kingdom, the lowest PTRs are also in upper secondary education where the demand for
specialist teachers is greatest, whereas PTRs are at their highest at primary level, where
the supply of the generalist teachers required may be less problematic (though actual
pupil numbers will be higher, and thus, depending on PTR and class sizes, will require a
higher actual number of teachers). This trend in secondary education is similar for other
countries. A significant change in the PTR as a consequence of changes in government
policy may also have an impact on the size of the workforce needed.13 The demand for
teachers in the United States has been affected by continuing reductions in class size.
Pre-Secondary Sectors
The most recent data suggests distinct pictures for pre-primary, primary and secondary
education. The United Kingdom tends to have PTRs towards the upper end of the range
in both the pre-primary and primary phases. This means class sizes are larger than the
OECD average in the less well funded schools. The United Kingdom in general has a
slightly lower PTR for primary but higher for secondary than France, and higher than
Germany for primary but lower for secondary. The smaller countries, continental and
Anglophone, have lower for primary and are similar for secondary, with the United
States pretty similar.
Table 6: Pre-Primary and Primary Education Indicators, 2006

Primary

Pre-Primary

Country
UK
France
Germany
Netherlands
Switzerland
New Zealand
USA
UK
France
Germany
Netherlands
Switzerland
New Zealand
USA

Enrolment
Entrance
Duration
2006
Age
3
2
990,000
†
†
3(2)
3(4)
2,628,000
3
3
2,444,000
4
2(1)†
355,000
5(4)†
2
156,000
†
†
3(5)
2(1)
102,000
3
3
7,342,000
5
6
4,518,000
6
5
4,052,000
6
4
3,329,000
6(5)†
6(7)†
1,277,000
7(6)†
6
517,000
5(6)†
6(7)†
351,000
6
6
24,319,000

%
Female
50
49
48
49
48
49
49
49
48
49
48
49
49
49

%
Private
29
13
62
n/a
9
98
37
5
15
3
n/a
4
12
10

Teaching
staff 2006
44,048
141,718
208,138
n/a
n/a
7,157
457,613
250,000
217,000
238,000
n/a
n/a
22,000
1,761,000

Trained
teacher %
n/a
n/a
n/a
n/a
n/a
n/a
91
n/a
n/a
n/a
n/a
n/a
n/a
n/a

Pupil teacher
ratio 2006
22
19
12
n/a
n/a
14
16
18
19
14
n/a
n/a
16
14

Source: Global Education Digest 2008, UNESCO, 2008, † ‘National Summary Sheets on Education Systems’, Eurydice, cite different starting ages.

13

In South Korea, there is a shortage of elementary teachers, partly because of a change in policy on
retirement age but also because class sizes at elementary level are being reduced.

15

Teachers Matter

Secondary Sector
In secondary education the United Kingdom’s PTR is similar to that of other countries
in the table. However, there are known to be differences between the maintained and
private sectors. This is especially significant in London and the counties around
London, where around half of those educated in the private sector are located.
Table 7: Secondary Education Indicators, 2006
Country
UK
France
Germany
0etherlands
Switzerland
0ew Zealand
USA

Entrance
Age
11
11
10
12
13
11
12

Duration
7
7
9
6
7
7
6

Enrolment
2006
5,358,000
5,994,000
8,285,000
1,423,000
5784,000
522,000
24,552,000

% Female

% Private

PTR

49
49
48
48
47
50
49

25
25
8
n/a
7
21
8

15
12
14
13
n/a
15
15

Source: Global Education Digest 2008, UNESCO, 2008.

Table 8: Secondary and Post-Secondary 0on-Tertiary Education Indicators, 2006
Country
UK
France
Germany
0etherlands
0ew Zealand
Switzerland
USA

Total
Secondary
368,000
495,000
594,000
107,000
36,000
n/a
1,680,000

Pupil teacher
ratio (Lower)
16
13
13
n/a
15
n/a
14

Lower
secondary
147,000
249,000
412,000
n/a
17,000
n/a
921,000

Pupil teacher
ratio (Upper)
14
11
16
n/a
14
n/a
15

Upper
secondary
221,000
247,000
182,000
n/a
19,000
n/a
758,000

Source: Global Education Digest 2008, UNESCO, 2008.

Factors in the Size of the Teacher Workforce
Teacher numbers and PTRs, which vary in different countries for each of the phases,
reflect the changing demographic pupil profiles in each country; and teacher numbers
are also linked to phase. Countries also vary in the use and numbers of support staff.
They may be used primarily for administrative support or specialist activities or, as in
England, as classroom teaching assistants. In the United Kingdom, PTRs tend to be
higher and the use and proportion of teaching assistants greater.
Pupil =umbers
Schooling is a labour-intensive activity in which teachers are responsible for formal
learning, whether through direct instruction or by taking responsibility for increasingly
complex teams. Although the use of information technology has increased dramatically,
its introduction has not slowed the growth in the numbers employed. There has been no
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obvious capital substitution for teacher labour. The overall number of teachers is linked
to pupil numbers and their age and phase. Most countries have experienced some
demographic swings in the child population over the last thirty years, affecting the
numbers of teachers needed in general and for the different phases. For example, in
England, the number of teachers in the maintained sector has, since the 1980s, been
linked to the increase or decrease of pupils.

Percentage
change

1,101,129
517,056
584,073
1,074,043
529,610
48,871,350 24,319,033 24,552,317 47,382,763 24,937,931
Source: Global Education Digest 2007, UNESCO, 2007.

544,433
22,444,832

+27,086
+1,488,587

2.5%
3.1%

Primary
2006

Secondary
1999

0.2%
1.4%
-2.8%
2.6%
9.4%

4,517,618
4,051,861
3,329,349
1,277,478
350,810

Primary
1999

+21,875
+146,036
-337,956
+67,841
+75,613

9,875,411
10,045,758
11,614,650
2,700,740
873,135

Total 1999

5,192,302
5,955,495
8,185,146
1,364,806
436,901

UK
France
Germany
0etherlands
0ew
Zealand
Switzerland
USA

Secondary
2006

5,357,793 9,853,536 4,661,234
5,993,897 9,899,722 3,944,227
8,285,301 11,952,606 3,767,460
1,423,262 2,632,899 1,268,093
522,325
797,522
360,621

Country

Total 2006

0et change
1999-2006

Table 9: Enrolment

In the United States, the number of pupils is increasing, with the pupil population now
approaching 50 million and becoming increasingly diverse. Growth is now greater at
primary level and will follow through into secondary education. In Germany, where the
birth rate is falling in the new eastern Länder and migration to the west continues, the
size of the teaching force is decreasing. The number of teaching staff in schools grew in
both the primary and secondary sectors between 2002 and 2006, along with the number
of students.
Table 10: Staff and Students in Schools in 2006
Country

0o.
0o.
0o.
0o.
Primary
Primary
Secondary
Secondary
Students
Teachers
Students
Teachers
4,518,000
251,000
5,358,000
368,000
England
4,052,000
217,000
5,994,000
495,000
France
3,329,000
238,000
8,285,000
594,000
Germany
1,277,000
131,500+
1,423,000
107,000
0etherlands
351,000
22,000
522,000
36,000
0ew Zealand
517,000
41,500*
584,000
32,494*
Switzerland
24,319,000
1,737,000
24,522,000
1,680,000
USA
Source: Global Education Digest 2008, UNESCO, 2008.
See Appendix A for number of qualified teachers in England over years.
+
Dutch Ministry of Education data
*Data from Swiss Federal Statistical Office for 2007.
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Total
Students
9,876,000
10,046,000
11,614,000
2,700,000
873,000
1,101,000
48,841,000

Total Primary
and Secondary
Teachers
619,000
712,000
832,000
238,500
58,000
73,994
3,417,000

Teachers Matter

In England, teacher numbers peaked in 1980 when pupil numbers also peaked. As the
number of pupils declined throughout the 1980s teacher numbers followed, to reach an
overall low in 1991. As pupil numbers started to increase, the number of teachers has
also increased to reach nearly 404,000 by 2007. These changes are reflected in both the
public and private sectors of education. During the last thirty years, the number of
teachers working in non-state (independent) schools has increased from under forty
thousand to over sixty thousand. Provisional figures for 2008 suggest that teacher
numbers may have reached a plateau as pupil numbers have once again started to
decline.
Phase Age Structure
In addition to the impact of changing pupil numbers on the numbers of teachers, the
phase of education, e.g. whether primary or secondary, also influences the numbers of
teachers (primary pupils have fewer teachers per cohort in comparison to secondary
pupils). Different phases may have different class sizes and the level of subject
specialism can influence the numbers of teachers needed. For example, a growth in the
number of primary pupils, and thus the number of teachers required, may be easier to
manage, both because class sizes tend to be higher and because of the generalist nature
of the curriculum and of training, than a growth at secondary level, where classes are
smaller and more subject teaching is specialized. Attracting subject specialists may also
involve greater competition between the teacher and other labour markets (for example,
for IT). Systems with greater percentages of pupils staying on into upper secondary level
(normally post-16) will need more teachers and teachers with the greatest knowledge of
their subject to meet the level of specialisation.
=on-Teachers/Para Professionals
Countries also vary in the use of teaching and other support staff in schools. There are
no consistent or detailed data on this across countries, with countries keeping different
information, e.g. on clerical staff, or on specialised instructors (for example, for sport) or
personnel (such as counsellors).
Comparative data for numbers or percentage of non-teaching to teaching staff are not
collected on a like for like basis. But the evidence available suggests that England and
Wales, the United States and the Netherlands tend to appoint and train teaching
assistants. In 2001, in the United States, teaching assistants comprised some 5 per cent
of the education workforce (the United States also seems to have the highest proportion
of non-teaching staff in its education workforce).14 The evidence for England, however,
indicates that in schools the number of non-teacher ‘teaching assistants’ is rising, and the
overall number of non-teachers (including support, administrative and technical staff) in
14

‘Education Personnel’, OECD Education Statistics Database.
http://stats.oecd.org/wbos/Index.aspx?DatasetCode=RPERS Last accessed 6 April 2009.
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school is 305,000 or 41 per cent of those employed in the maintained sector. The figures
for non-teachers employed on the education budget based outside school (e.g. in local or
central government or the quangos) is no longer collected, and because of different
levels of outsourcing by councils for human resources and financial services and by
HMG, these figures cannot be calculated accurately.
Table 11: Teaching Assistants and Administrative Staff on Education Budgets
Country
England*
France
Germany
0etherlands

Teaching assistants

n/a
n/a


0ew Zealand
Switzerland

n/a
The Swiss Ministry of education does not distinguish between teaching aides and
administrative staff for budgetary purposes.†


United States

*See the table in Appendix B. ‘Support Staff England’ for breakdown of English figures over past years).
†
Correspondence with Département fédéral de l'intérieur DFI.

The figures for the United Kingdom suggest a rapid expansion of teaching assistants in
the period. With 175,000 in 2008, up from 163,000 in 2007 when there were 403,000
teachers, teaching assistants now constitute over 43 per cent of the number of teachers.
There is little real evidence to suggest that such expenditure across all schools has
helped significantly to increase standards in reading and mathematics. Other countries
refer primarily to support staff in terms of administration or specialist instruction
inputs.15 Given the concerns identified in many countries in relation to teachers’
workload and stress as a factor in motivation, performance and attrition, and with
teacher salaries as the major cost factor in education, it may well be the case however
that the use of teaching aides will increase in future.
Vacancies
Half the countries in our study have had some difficulty in the past ensuring enough
good teachers. Many continue to have difficulty in filling certain types of posts, such as
teachers of the physical sciences and mathematics in the secondary sector. In addition,
most share the problem of the impending retirement of a comparatively large percentage
of teachers now nearing retirement age.
Although data are hard to come by as the situation can change from area to area and
subject to subject,16 there are some differences across the education system and in
15
16

OECD, 2005.
OECD, 2005.
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different countries. For example, vacancies tend to be harder to fill in secondary schools
than in primary schools, and subjects such as IT, mathematics, science and languages
have particular difficulties. There are also less obvious problems, such as the tendency
for pupils in more remote or disadvantaged areas to be taught by less experienced
teachers, and some perceived mismatches between social diversity in the pupil
population and such diversity in the teaching force, particularly in relation to recruitment
to certain schools. Other factors such as the impending retirement of many teachers will
also affect recruitment and retention.
Total =umber of Vacant Posts
The evidence for teacher vacancies suggests that in the United States and United
Kingdom they have been relatively high, whereas in the other countries they are low.
Teacher shortages appeared problematic especially at the turn of the new century as
school rolls increased (see Table 5 on page 14). There is also the additional problem to
be faced of replacing the ‘baby boomer’ teachers as they reach retirement age—in some
subjects such as physics and mathematics, the supply of potential teachers may not be
sufficient to meet the needs of the profession/schools.
In the countries of our study vacancy trends suggest that primary posts in the
Netherlands, France and New Zealand have been or will be filled; and while secondary
posts are in general filled, there are difficulties in recruiting for mathematics and science
(in the United States), computer science and IT (in Switzerland), mathematics (in New
Zealand), and modern languages, mathematics, science and IT (in England). However,
as the report points out that vacancies tend to be filled, teachers appointed may not be
adequately equipped for their duties (for a fuller discussion of the recruitment process
and where England’s system differs see below).
=umbers and Types of Vacancies
Although the data on vacancies in OECD countries are not easy to obtain, the trends
seem to be:
• Vacancies are increasing in some countries marked by significant retirement
and other attrition without a drop in pupil numbers, whereas attrition in
others is balanced by changes in pupil demography;
• Vacancies are generally filled without difficulty at primary level;
• Vacancies at secondary level, particularly in the subjects of mathematics,
science, foreign languages and IT are more difficult to fill in some
countries;
• Vacancies in some geographical areas and in some schools are more
difficult to fill, especially with experienced teachers.
A number of factors make for apparent success in filling vacancies including recruitment
strategy and whether the system is open or competitive while the vacancies themselves
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reflect overall retention rates for teachers. In the countries of our study, the profile of
vacancies and recruitment strategies varies.

Country

Vacancies
approximate

Table 12: Vacancies and Recruitment Basis

England

High

France

Low

Recruitment Basis
Qualifications of higher education
Minimum School Leaving

2 GCSEs in mathematics
and English. Most
candidates have 2 Alevels
Baccalaureate (7 subjects)

Education degree
BEd (for entry: 2 GCSEs
in mathematics and
English. Most candidates
have 2 A-levels)
n/a

Subject degree followed by professional
training
B.A., B.Sc. followed by PGCE for Qualified
Teacher Status (QTS)
University License (after 3 years), followed by
professional qualifications and
DEUG/DEUTS exams

Abitur certificate (German,
Completing university course and passing
mathematics and a foreign
n/a
state examination
language)
Tweedegraads Leraar
Pass final examination at the
Voorgezet onderwijs
end of respective level of
University degree, Doctoraal (or equivalent) in
0etherLow
(education subject
secondary school (VWO,
subject(s), followed by professional training
lands
degree)
HAVO or VMBO)
Completing third level of
University degree (or equivalent) in subject(s)
0ew
NCEA examinations with at Education subject degree
followed by professional training
Zealand
least 42 credits
Matura certificate from
Successfully passing
For teachers of Matura level, university degree
SwitzerLow
gymnasium (academic
exams at three stages of
in specialism
land
stream)
teacher training
High school diploma,
University degree (or equivalent) in subject(s)
United
High
minimum SAT or ACT
Education subject degree
followed by professional training
States
scores
Source: ‘Postgraduate certificate in education PGCE)’, Training and Development Agency for Schools.
http://www.tda.gov.uk/Recruit/thetrainingprocess/typesofcourse/postgraduate/pgce.aspx, last accessed 30th March 2009.
DfES (2003a) Statistics of Education: School Workforce in England, 2002 Edition, London, The Stationery Office (January
2003) www.dfes.gov.uk/rsgateway/DB/VOL/v000380/workforce.pdf, last accessed 6th April 2009.
Netherlands National Context: www4.open.ac.uk/mendeval, Mendeval Website, last accessed 6th April 2009.
EDK Swiss Conference of Cantonal Minister of Education, 2009.
National Council for the Accreditation of Teacher Education, www.ncate.org/index.htm, NCATE, 2003, last accessed 6th
April 2009.
Education in the United States, a Brief Overview, US Department of Education, September, 2005.
‘The Database on Education Systems in Europe’, Eurybase, 2006/7.
http://eacea.ec.europa.eu/portal/page/portal/Eurydice/EuryContents?country=DE&lang=EN&expandMenu=false, Ministry
of Education, 2003. www.minedu.govt.nz, last accessed 6th April 2009.
OECD 2005.
Moon, 2004.

Germany

Low
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•

In the etherlands, the number of vacancies has started to increase after falling
numbers in both the primary and secondary sectors between 2002 and 2006, with
a dramatic decrease for primary—from 1,150 in the third quarter of 2002 to 310
in the third quarter of 2006.17 There has not been a substantial reduction in PTR,
the number of pupils has risen and yet the numbers of teacher training students
has not changed radically. The reasons for this fall in vacancies are therefore
difficult to ascertain without more information, but it can be suggested that the
retention of teachers may be higher than in some countries and/or that schools
are organising teaching in different ways and generating few vacancies.

•

In France, it is expected currently that vacancies will be filled. In the national
competition for posts (the concours) in 2002, five candidates competed for each
post at both primary and secondary levels (54,826 for 12,000 primary posts and
92,759 for 17,200 secondary posts—see OECD, 2005). However, France is
concerned about the looming shortfall, and the deficit of (particularly,
experienced) candidates for posts in certain regions, in relation to vocational
disciplines, and in relation to ‘difficult’ schools.

•

In Germany, the main shortage is in the lower secondary sector (e.g.
mathematics and science), due to a range of specific factors affecting that sector
(OECD, 2005, and relevant country background reports).

•

In ew Zealand the Government provides a central site for teacher recruitment.
Vacancies are generally filled easily although there are some difficulties in areas
such as mathematics that are met by a scholarship programme.18 Although the
Government monitors vacancies on a weekly basis there are no regular
comparisons. However, reports from the =ew Zealand Herald suggest
difficulties facing schools ahead of the 2009-10 school year include: using ‘five
times as many overseas teachers as … in 1999’; prospective shortages in
technology and Te Reo where Government steps to attract people to teaching are
seen as little more than a ‘wait-and-see policy with no initiatives or
programmes’; and concern that re-advertised positions suggested that ‘the
technology pool had dried up’.19

•

In Switzerland 76 per cent of students are taught in schools where principals
report difficulties in recruiting qualified teachers in computer
sciences/information technology, and 60 per cent of students are taught in schools

17

Ministry of Education, 2007.
TeachNZ, 2008.
19
=ew Zealand Herald, 28 September, 2008.
http://www.nzherald.co.nz/nz/news/article.cfm?c_id=1&objectid=10534557&pnum=0
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where principals report difficulties in recruiting qualified teachers in
mathematics.20
•

In the United States, there are similar and long-standing concerns about
recruitment in relation to mathematics and science.

•

The details for England suggest that while vacancy trends have been falling
according to the DCSF annual survey (with a surprising unexpected upturn in the
2008 figures compared with the previous year), the quality of recruitment has
prompted concerns as to whether the teachers are adequately qualified and
academically competent to teach the subject they teach. One critical issue is the
filling of certain vacancies, particularly in certain secondary subject areas, such
as mathematics where the numbers of trainees may not be sufficient to fill all the
advertised vacancies.21

In general, across OECD countries primary vacancies are in general easily filled. But in
secondary education, countries report the same difficulties experienced by England,
particularly in relation to IT, mathematics, science and foreign languages.
Table 13: England’s Full-Time Vacancy Rates (as a % of Teachers in Post)
Year
1997
2008 (p)
2007
2006
2005
2004
2003
2002
2001
2000

0ursery/ Primary
0.6
0.5
0.4
0.4
0.4
0.5
0.6
1.0
1.2
0.8

Secondary
0.4
0.8
0.6
0.7
0.8
0.9
1.1
1.3
1.4
0.7

Special
1.5
1.4
1.4
1.6
1.6
1.8
2.0
2.4
2.2
1.9

All maintained
0.6
0.7
0.6
0.6
0.7
0.7
0.9
1.2
1.4
0.8

Source: http://www.dcsf.gov.uk/rsgateway/DB/SFR/s000813/SFR26_2008.pdf, DCSF, 2008b, last accessed 3rd April 2009.

Few vacant teaching positions remain unfilled. If necessary teachers will be hired who
are not fully qualified, or classes will be increased or otherwise reorganised or, in some
countries, current teachers’ workloads will be increased to cover the gaps. However, if
certain trends are not addressed, filling all vacancies with suitable teachers may become
more difficult. The different circumstances of vacancies must be identified. These
include shortages of qualified teachers with fewer graduates in some subjects, such as

20

OECD, 2005.
EDS, 2008.
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mathematics, and difficulties in filling posts in remote areas or problematic inner-city
schools.
Table 14: Teachers Recruited
Country

0umber/Percentage of Teachers Recruited in a given year
38,200 or 8.6%

England

n/a

France
Germany

24,700 or 2.4%

0etherlands

9,611 or 6.4%

0ew Zealand

2,223 or 4.6%

Switzerland

7,500 or 10.7%

United States

387,000 or 10.4%

‘School Workforce in England’, TDA Press release, November 2008 and, DCSF, January 2009.
‘Einstellung von Lehrkräften 2006’, Statistische Veröffentlichungen der Kultusministerkonferenz, 2006 figures.
‘Education Personnel’, OECD Education Statistics Database, last accessed 7th April 2009.
‘Art and Science in the Netherlands’, Ministry of Education, 2008 figures.
‘Projections of Education Statistics to 2017’, National Center for Education Statistics, 2008 figures.
Monitoring Teacher Supply, New Zealand Ministry of Education, 2008, (2008 figures).
‘Szenarian 2008-2007 fur die obligatorische Schule’, Swiss Federal Statistical Office, 2008. (2008 figures).

Tackling Vacancies
Vacancies can be, and are, concealed by different strategies, for instance on the demand
side by using teachers to teach subjects for which they may be unqualified, changing the
curriculum, offering incentives possibly to the wrong applicants, or changing the
curriculum. On the supply side they can be reduced by, for example, extra payments to
attract teachers to remote or unpopular areas.
When it comes to schools or systems with few or no shortages, one caveat should be
noted. In systems where there may be no, or a limited, national shortage, vacancies may
nevertheless remain unfilled in certain schools, or be filled by teachers with unsuitable
qualifications.
The distribution of teachers may also have other dimensions, particularly in systems
which recruit to particular posts and are not able to deploy teachers to particular areas or
schools. In New Zealand there are additional incentives for teaching in remote rural
areas22 (a strategy which is also being adopted in a number of developing countries
where teachers are reluctant to work in rural areas23). In the United States, teachers also
do not want to work in rural areas, and prefer the south-west and west of the country. In
other countries, patterns of migration may have a different impact. For example,
although Germany has some shortages in lower secondary education, particularly for

22

OECD, 2005.
See Bennell and Akeampong, 2007.
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mathematics and science, there are also some surpluses of teachers, particularly in the
eastern Länder, due to falls in birth rates and migration to the west of the country.24
Incentives to tackle specific shortages have been introduced in a number of countries.
For example, both New Zealand and Australia offer incentives to teach in remote rural
areas and France is developing initiatives to recruit better and more experienced teachers
to disadvantaged schools (through professional development incentives rather than
additional remuneration). The United States has also developed various such incentives,
including loan forgiveness packages and starting bonuses. Other strategies have included
using such traditional mechanisms as hiding or suppressing vacancies by altering the
curriculum, or requiring teachers to work ‘out of field’, teaching in subjects not covered
by their initial training. However, information about how many teachers are working
outside of the area where they have been trained either wholly or partially is not
routinely collected.
In countries such as Germany, teachers may be expected to increase their working hours
to cover teaching gaps in schools, usually only as a short-term measure. In countries
where appointment to teaching is usually to the civil service, some shortages may be
covered by offering temporary contracts, as salaried employees.
While the use of salary supplements can be a mechanism to improve recruitment in
areas of shortage, the evidence on how successful these are is a mixed bag. In England
the ‘golden hellos’ since 1999 have increased the numbers applying in many shortage
subjects, but it is not clear if they will succeed in retaining teachers in the longer term.
The evidence is that in England around 20 per cent of those entering the profession with
bonus payments still left after three years. The evidence from England suggests that the
recruitment of teachers trained overseas has been used as a temporary solution. Nearly
7,000 work permits were granted to overseas teachers, reaching a peak in 2002 or 19.7
per cent of total new teaching positions in 2002,25 but the numbers decreased as
recruitment to teacher training courses in England improved and schools were more able
to recruit locally trained teachers.26
There is the additional problem for the mother country of losing its trained teachers. For
countries such as New Zealand, one country’s trained teachers mean a loss to the whole
country. The following table shows the percentage of teachers in New Zealand who
have worked overseas at some stage. Though these teachers have returned, the
temporary loss can place a burden on their school system.
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OECD, 2005.
Using the figure of new entrants from the TDA Press release of 13 December 2002 – of 35,611 new entrants
for the year.
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McNamara and Howson, 2007.
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Table 15:: Proportion of Teachers Who Have Worked as a Teacher Outside 0ew
Zealand by Age Grouping
Have not taught outside 0Z
83%

Age grouping
Under 30
30-39

Have taught outside 0Z

40-49

27%

73%

50-59

30%

70%

60 plus

36%

64%

Total

28%

72%

17%
34%

66%

Source: Demographic and Statistical Analysis Unit, 2005

Graph 1: Teacher Work Permits Approved (2000-2006)
2006) by Home Office to Six
Most Frequent Countries of Origin

term, most countries respond with
Where vacancy and recruitment trends are short-term,
short-term
term measures, either recruiting teachers who are less specifically qualified fo
for
particular posts or employing additional teachers outside the traditional teaching force.
Where such trends are longer-term,
term, certain initiatives may be implemented, to attract
new teachers in shortage areas to the profession. It is only where problematic vacancy
and recruitment trends are substantial and longer-term
term that countries seem to revisit their
policies for teachers more generally, through revisions of pay scales, changes in service
and working conditions, or other measures. Data on the use of unc
uncertified teachers are
often difficult to find, but they are more likely in subjects where there are shortages and
in areas where schools are challenging places to work.

26

The Report

Late entrance and second career recruits are increasingly common in the U
United
Kingdom and the United States. Teacher training programmes have largely been
designed on the expectation that teaching would be the first choice of career for those
entering the profession. However, in England and parts of the United States the data
now reveal that
at as the number of graduates in society has increased
increased, so have the
numbers of those choosing teaching as a second or later career choice. The consecutive
and alternative routes into teaching have offered easier opportunities for career
switchers to train for teaching as a second or subsequent career than the longer
concurrent route. And though this might have happened accidentally, policy-makers
may need to take this shift in attitudes to teaching as a career into account in the future.
Take the example of the United Kingdom:: by 2007 over 5,000 of those starting PGCE
courses in the United Kingdom were over 30 whenn they entered teacher training. Most
of them will have been career switchers. In total the over-30s
30s represented around one in
five of those entering training.
Graph 2: The Age Profile of Entrants to PGCE Courses in England, Wales and
Scotland

The picture is similar in the United States. There has been a large increase in the number
of programmes designed to attract professionals from other fields and almost all states
now have some alternative route to teacher certification though programmes vary
considerably in size and scope and are run by local school districts, teacher education
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institutions or private organisations under contract to a school district. In the three large
programmes, California, New Jersey and Texas, career-switchers account for between
18 per cent and 24 per cent of all newly hired teachers in these states. The national
requirement is for such programmes to include sustained mentoring and other
professional development to ensure consistency of standards.
Looking Ahead
Recruitment trends in the countries of the study already vary. In France five applicants
compete for each place, whereas in parts of the United States and England vacancies
may be hidden or suppressed by being covered by teachers with inadequate
qualifications. In England recruitment to a training course gives a proxy measure of
whether vacancies will be filled and of the numbers likely to enter the teaching
profession (once wastage between training and employment has been taken into
account); but there is no way of knowing whether teaching will be a long-term career
beyond the three or five years most frequently analysed for retention rates. The majority
of those who leave tend to do so in the early years of their careers (see Appendix C for
England which gives the numbers and other trends for England in Tables 22-24.)
Evidence on the impact of policies will be briefly reviewed later in this report. Although
detailed data are not available for all countries, OECD evidence suggests attrition rates
are higher in the United States and the United Kingdom than in France, Germany and
the Netherlands, while recruitment to primary is more buoyant than for secondary
training, with difficulties in recruiting for mathematics, science, foreign languages and
IT. Current attrition rates are likely to increase for a number of reasons, especially
retirement, because 30-50 per cent of teachers are nearing retiring age in most of the
European countries of the study.27
=umbers of Teachers Leaving the Profession for Reasons Other than Retirement
The number of teachers leaving the profession is also influenced by economic factors
and the perceived opportunity cost of remaining in teaching or leaving. In general the
recent evidence indicates that France, Germany and the Netherlands have lower attrition
rates (3-6 per cent) whereas England and the United States have higher rates (above 6
per cent). The attrition rate is higher for primary schools in France and for secondary in
the Netherlands with similar primary and secondary rates in England and the United
States. Areas within countries with well-developed graduate labour markets, and
teachers who train after a first degree for whom teaching is a second career, may be
more prone to greater attrition rates as graphs 3 and 4 show for the regions of England.

27

England is expected to have over 38,200 new entrants for the 2008/09 school year. ‘Teachers turn to
YouTube to recruit 6,600 more science teachers’, TDA Press Release, 27th November 2008.

28

The Report

Table 16: Teacher Attrition Rates
Percentage of teachers who left the teaching profession, primary/secondary public schools, 2001
Below 3%

Between 3% and 6%
France, Germany, Netherlands,

Above 6%
England and Wales, United
States*

By school sector (differences between primary and secondary public school teachers, 2001)
Attrition greater in

Similar rates of attrition

primary schools
France

Attrition greater in secondary
schools

England and Wales, United States

Netherlands

By gender differences (male and female public school teachers, 2001)
Attrition greater for

Similar rates of attrition

Attrition greater for females

Netherlands, United States

England and Wales

males
Germany

Changes from 1995 to 2001
Decreased

Little change

Increased

Countries with 1995
France, Germany, Netherlands

attrition rates below
5%
Countries with 1995
attrition rates above
5%

England and Wales,
United States

*For new teachers US and UK attrition rates are 30-50 per cent
Source: OECD, 2005

Retention rates can also differ across a country, even in the same subject. A study for
the House of Lords Science and Technology Committee in 2006 using DfES data
showed the different regional patterns across England for entry and retention in
mathematics and science.28
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Graph 3: 5 Year Retention Rates, Mathematics,
athematics, England

Graph 4: 5 Year Retention Rates, Sciences, England

These graphs show the percentage of those
se who completed training in 19
1999 and were in
teaching 2004 and those who had taughtt at some point during the five
five-year period.
Reasons for Vacancies Other than Retirement
Some countries lose higher proportions of teachers than others. In the countrie
countries of this
study the United States and United Kingdom have significant losses especially amongst
teachers at the start of their careers,, whereas in the continental countries of a similar
size, France and Germany, losses are much lower.
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Overall attrition rates in teaching internationally are generally low, but in the United
States and United Kingdom from 30 to 50 per cent of teachers either do not enter or may
leave within the first three to five years after qualifying. By contrast, in France and
Germany, little teacher turnover occurs. In Germany the loss is less than 5 per cent and
in France it is insignificant. Attrition rates may vary in other countries partly because of
conditions of service, for example moving from probation to tenure in the civil service.
The ‘wastage’ in these countries tends to be at the end of training, rather than in the
subsequent employment, stage. In some areas of England there are still significant
shortages of teachers in some schools.29
Table 17: Retirements
Country
England
France
Germany
0etherlands
0ew Zealand
Switzerland
United States

Retirement (latest year) as
percentages and numbers
6%
6%
8%
7%
4%
7%
5%

Percentage numbers leaving the
profession excluding retirement
Above 6%
3-5%
3-5%
3-5%
Above 6%

Source: estimates from OECD 2006 data

On average in the United States a third of new teachers leave teaching in their first three
years and almost half leave during the first five years. In other words, in an average
school year in the United States the equivalent of approximately 1,000 teachers leave
each school day. In addition, a further 1,000 migrate each day from one school to
another.30
Although some recent figures in England suggest a slow improvement in retention, there
is a persistent loss of around 20 per cent of new teachers in the first three years of
teaching.31 The figures are complicated because of the loss of around a further 20 per
cent between the end of training and entry into the profession, some of whom may be
‘late’ entrants who take time to find a teaching post or enter sectors of education not
covered by the teaching statistics, while others move to employment outside education.
A more detailed illustration of retention patterns in England by subject and period can
be found in the Appendix (D) below.
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‘School Workforce in England’, DCSF, 2008
NCTAF, 2003.
See also Moon et al 2007
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Demographic and Other Changes in the Profession
Demography and related factors within the teacher workforce itself also affect teacher
recruitment and supply. The two critical aspects in most countries relate to gender and
age. In relation to gender, teachers of young children are predominantly female. Around
80 per cent of primary teachers are female.
Table 18: Gender Breakdown Within Age Groups for Primary Teachers, 2005
Country
UK
France
Germany
0etherlands
Switzerland
0ew Zealand
United States

Gender
Females
Males
Females
Males
Females
Males
Females
Males
Females
Males
Females
Males
Females
Males

Up to 39 years
40 to 54
104,426 (83%) 86,959 (81%)
21,572 (17%) 20,549 (19%)
85,414 (86%) 82,313 (78%)
14,006 (14%) 23,647 (22%)
58,050 (94%) 93,393 (87%)
3,870 (6%)
14,308 (13%)
46,997 (88%) 49,558 (81%)
6,409 (12%)
11,733 (19%)
14,550 (84%) 13,620 (75%)
2,860 (16%)
4,650 (25%)
6,341 (83%)
7,908 (84%)
1,282 (17%)
1,496 (16%)
642,544 (88%) 642,464 (89%)
91,758 (12%) 78,308 (11%)

55+
25,098 (79%)
6,641 (21%)
8,757 (79%)
2,274 (21%)
44,382 (69%)
20,079 (31%)
12,641 (70%)
5,463 (30%)
3,630 (70%)
1,530 (30%)
3,194 (82%)
717 (18%)
247,894 (90%)
27,742 (10%)

Total
216,483 (82%)
48,762 (18%)
176,484 (82%)
39,927 (18%)
195,825 (84%)
38,257 (16%)
109,196 (82%)
23,605 (18%)
31,800 (78%)
9,040 (22%)
17,443 (83%)
3,495 (17%)
1,532,902 (89%)
197,808 (11%)

Source: ‘Education Personnel’, OECD Education Statistics Database. http://stats.oecd.org/wbos/Index.aspx?DatasetCode=RPERS (last
accessed 2/04/09).

Table 19: Age Profile Secondary Teachers, 2005
Country
UK
France
Germany
0etherlands
Switzerland
0ew Zealand
United States

Gender
Females
Males
Females
Males
Females
Males
Females
Males
Females
Males
Females
Males
Females
Males

Up to 39 years

40 to 54

55+

Total

132,385 (66%)
69,209 (34%)
127,337 (59%)
87,987 (41%)
81,021 (64%)
44,665 (36%)
16,762 (58%)
12,258 (42%)
8,310 (55%)
6,700 (45%)
6,337 (65%)
3,484 (35%)
411,364 (62%)
255,611 (38%)

141,025 (59%)
97,571 (41%)
122,566 (58%)
90,287 (42%)
172,996 (59%)
121,877 (41%)
24,062 (44%)
30,556 (56%)
8,010 (43%)
10,740 (57%)
7,954 (63%)
4,651 (37%)
445,315 (64%)
247,916 (36%)

38,644 (53%)
34,574 (47%)
56,679 (57%)
43,206 (43%)
79,641 (46%)
95,286 (54%)
7,233 (31%)
16,357 (69)
2,350 (34%)
4,620 (66%)
3,289 (58%)
2,368 (42%)
165,922 (60%)
108,754 (40%)

312,054 (61%)
201,354 (39%)
306,582 (58%)
221,480 (42%)
333,658 (56%)
261,828 (44%)
48,057 (45%)
59,171 (55%)
18,670 (46%)
22,060 (54%)
17,580 (63%)
10,503 (37%)
1,022,601 (63%)
612,281 (37%)

Source: ‘Education Personnel’, OECD Education Statistics Database, http://stats.oecd.org/wbos/Index.aspx?DatasetCode=RPERS (last accessed
2/04/09).

In the United Kingdom, France, Germany, New Zealand and the United States around
50-60 per cent of the teaching workforce is female, whereas in the Netherlands and
Switzerland the same percentage is male.
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The recent trend has been for an increase in the proportion of women teachers working
in both the pre-primary and the primary sectors. The same pattern of an increasingly
feminised workforce can also be observed in the secondary sector in many countries. In
most of the countries in the table above, close to two thirds of lower secondary teachers
were women. The percentage of the upper secondary teaching workforce that is female
has also been increasing in many countries during this decade.
Table 20: Percentage of Female Teachers, 2000 – 2005
Sector
Pre-primary

Primary

Lower
secondary

Secondary

Upper
secondary

Country
United Kingdom
Netherlands
France
Germany
Switzerland
New Zealand
United States
United Kingdom
Netherlands
France
Germany
Switzerland
New Zealand
United States
United Kingdom
Netherlands
France
Germany
Switzerland
New Zealand
United States
United Kingdom
Netherlands
France
Germany
Switzerland
New Zealand
United States
United Kingdom
Netherlands
France
Germany
Switzerland
New Zealand
United States

2000
95
n/a
80
95
99.4
99
95
81
n/a
80
81
72.4
84
86
59
n/a
64
59
45
65
60
59
n/a
55
53
39
59
56
59
n/a
47
40
n/a
55
51

2001
97
n/a
80
95
99
n/a
95
82
78
80
82
73
84
86
59
n/a
65
59
n/a
66
60
59
n/a
60
54
40
61
56
59
n/a
55
40
n/a
56
51

Source: Institute for Statistics Data Centre, UNESCO.
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2002
97
n/a
79
95
99
99
91
82
n/a
79
82
73
87
88
59
n/a
63
59
n/a
66
65
59
42.4
57
54
40
59
60
59
n/a
51
42
n/a
n/a
55

2003
97
n/a
81
98
99
99
91
81
n/a
81
83
73
84
88
59
n/a
64
60
45
66
65
59
42.8
58
55
40
60
61
60
n/a
52
43
32
56
55

2004
97
n/a
81
98
n/a
99
92
81
n/a
81
83
n/a
83
89
60
n/a
65
59
n/a
65
68
60
44.3
59
56
n/a
60
63
60
n/a
53
46
n/a
55
56

2005
97
n/a
81
98
98
99
91
82
82
82
84
78
83
89
61
n/a
64
60
48
65
68
61
44.80
58
56
n/a
61
63
61
n/a
52
46
48
57
56
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Feminisation of the profession has a number of educational implications, such as
perceptions about professional status and lack of male role models in schools. It also has
an impact on teacher supply, given that it is women who most usually take time out to
look after families. Women may also be less geographically mobile once they have a
family and more likely to seek part-time work. In some countries, such as Germany,
there is wide availability of part-time work.
However, the most pressing problem in most OECD countries, as already noted, is the
impact of the ageing of the profession. The profession in OECD countries is
characterised by having an above average number of older and more experienced
teachers. The age distribution of the teaching force is likely to change during the next
decade to one that is considerably younger and less experienced as older teachers retire
in large numbers. This may lead to a loss of both numbers and experience, but an
opportunity to recruit younger, less expensive and more recently trained teachers.32
At the same time as the demographic trends of teachers will need to accommodated, so
will that of pupils. For example, in England, over the next six-year period to 2015, the
secondary school population will decrease. As a result the number of teachers needed to
be trained, although higher than if the teaching force had a more evenly balanced age
profile, will be less than it might have been under other circumstances.
Ethnic diversity and increasing the number of teachers from linguistic and ethnic
minorities is also being prioritised in OECD countries. It is thought that the mismatch
between the ethnic composition of the teaching profession and that of the pupil
population is significant. For example, in the United States, pupils in poor,
disadvantaged and ethnic minority areas are still largely taught by white teachers while
it is now estimated that in the Netherlands, the proportion of primary pupils from ethnic
minorities is 12 per cent but only 4 per cent of their teachers have a similar
background.33 Recruitment of Maori teachers, particularly to more senior positions, is a
consideration in New Zealand, with some initiatives to attract more ethnic minorities
into teaching. Similarly, in England the Leadership Programme for Headship has
attempted to support members of under-represented groups in school leadership
positions.34 However, there is little evidence of any successful outcome.
The curricular and pedagogical questions faced by the profession raise questions of
policy, such as how many teachers are trained and/or work in particular phases or
subjects. While most systems have generalist primary teachers and then move to subject
specialism at secondary level, in France, Germany, Switzerland and the Netherlands, the
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expectation is that primary teachers will have reached a similar academic standard as
secondary before beginning training and also on completion. In some countries, such as
Germany, a distinction is made in training between lower and upper secondary
schooling. The higher levels of subject and other differentiation at secondary level mean
that the profile of the teaching profession in terms of subject phase and the supply of
teachers is more complex.
Other aspects of the teacher workforce profile, such as the length of experience of
teachers, relate in part to the age profile of the workforce and are influenced by the
general labour market and recruitment and training policies. For example, new entrants
attracted into teaching through the policies aimed at overcoming shortages may already
be in their thirties when they start their teaching careers and as a result may teach for
fewer years overall (though this may be balanced by less attrition to other employment
than for new entrants of a younger age).
Other Reasons for Vacancies
Vacancies may occur in particular schools or geographical areas, either because of
greater teacher turnover or because posts in such settings are more difficult to fill.
Where teachers are allocated to posts, this will be less of an issue (though there may be
some hidden quality and other aspects of such deployment, with new and less
experienced teachers being posted to less popular areas and more difficult schools). In
more open market situations, the processes of recruitment may be different, but some of
the consequences may be the same, namely the appointment of less experienced teachers
or of those who cannot get jobs elsewhere.
Lack of mobility between schools, and particularly between different areas of a country,
may be another factor. In Germany and Switzerland, movement has been restricted
between jurisdictions (i.e. Länder or cantons) due to differences in training. These are
now being addressed so that harmonisation can ease mobility and teacher supply,
particularly to fill certain vacancies.
The Cost of Vacancies
A paper prepared in 2000 for the Texas State Board for Educator Certification (TCER,
2000) estimated the cost of teacher turnover amongst teachers prepared for the Texas
State Certification in 2000 to be between 25 per cent and 33 per cent of the leaver’s
annual salary. Decisions about what to include in any costing exercise range from the
costs of jobs advertisements, through salary and benefits packages, to training subsidies
and staff development costs for new staff.
Even at the most conservative, 25 per cent of annual salary, the cost mounts up. So
Texas with a population of 20 million in 2000 - less than half of the population of
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England - and with a state-wide teacher turnover rate of 15.5 per cent was estimated in
2000 to be losing somewhere between $329 million and $2.1 billion dollars of
education funding a year. Reducing the burdens caused by premature departure might
help reduce not only teacher wastage but also release additional funds to be spent more
productively.
Retirements
=umbers Due to Retire
In the countries of our study the number and percentage of teachers due to retire and
leave the profession is reaching a peak as a result of the age profile of the profession. At
present the percentage of those retiring is above the average rate for each country. This
is partly because of the large number of teachers recruited for the increase in pupil
numbers 30 to 40 years ago, many of whom are reaching retirement age.
Table 21: Teachers in the Profession by Age in 2006
Country

Total Teachers

Over 40

Over 50

854,159

489,898 (57%)

255,018 (30%)

1,039,065

741,368 (71%)

460,097 (44%)

0etherlands

242,566

158,109 (65%)

88,222 (36%)

0ew Zealand

64,749

31,968 (49%)

18,211 (28%)

Switzerland

93,660

55,510 (59%)

28,800 (31%)

USA

3,898,427

2,282,732 (59%)

1,275,253 (33%)

UK

797,676

436,268 (55%)

240,434 (30%)

France
Germany

Source: ‘Education Personnel’, OECD Education Statistics Database. Last accessed 7 April 2009.

The changing pattern of women’s employment during the past half century also affects
trends in a number of countries. Maternity leave provisions and changes in social
structures and employment patterns have led to many more women remaining in the
workforce for their whole working lives than in the past. Though this has for a number
of years provided additional stability for the teaching workforce (reducing a previous
factor that had affected turnover) as more of these women now retire, this gain will
become less apparent in the future as the first generation of career women reach
retirement age.
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Retirement rates will vary but have a significant impact on the numbers of teachers
required. France expects 12,000 to 18,000 retirements per year between 2004 and
2014.35 In England retirements were over 15,000 in 2006/7 out of a total workforce of
435,600, or nearly 3.4 per cent of the teaching force.36 In 2001/02 in Germany, 8,000
teachers retired and a further 8,000 were no longer able to work due to illness, 16,000
out of 825,957, or 1.9 per cent of the teaching force,37 relatively low compared with the
total teacher stock and more than balanced by initial recruitment, re-entry and other
intakes into teaching.38
Table 22: Teachers Retiring, England, 2000/01 to 2006/07
School
type
0ursery and
Primary

Secondary

Special/PRU
All
maintained
schools
Mostly FE

All sectors

Gender

2000/1

2001/2

2002/3

2003/4

2004/5

2005/6

2006/7

Male

890

800

830

950

1,060

1,060

1,160

Female

3,560

3,530

3,750

4,230

4,740

4,810

5,790

Male

2,150

2,250

2,490

2,850

3,290

3,520

3,920

Female

2,620

2,840

3,190

3,560

4,090

4,260

5,190

Male

160

150

140

160

200

190

260

Female

300

380

370

380

410

460

540

Male

3,200

3,210

3,460

3,970

4,550

4,770

5,340

Female

6,480

6,750

7,310

8,160

9,250

9,520

11,510

Male

1,750

1,910

2,130

2,250

2,650

2,800

3,240

Female

1,530

1,690

2,100

2,360

2,890

3,160

3,900

Male

4,960

5,120

5,600

6,220

7,200

7,570

8,580

Female

8,010

8,440

9,410

10,520

12,130

12,680

15,420

Source: School workforce (2002-2007), DfES/DCSF (Teachers in England 2002, 2003, V01/2004, V02/2005,
V02/2006, SFR37/2006, SFR29/2007).
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In South Korea, a sudden change in the retirement age led to shortages of elementary teachers - over 22,000
teachers retired in1999/2000 with a consequent shortage as the outputs from training, numbered only about
5,000 per year at that time.
36
‘School Workforce in England’, DCSF January 2006, SFB
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OECD 2005 and Global Education Digest 2004, UNESCO, 2004
38
OECD, 2005.
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Head teachers feature prominently in the number of those taking premature retirement
and the evidence suggests that early retirement accounts for one third of headship posts
advertised at primary level and between one third and half at secondary level (at 40 per
cent).39
Table 23: Head Teacher Churn, England
School Type

2004

2005

2006

2007

2008

Head teachers in maintained schools, England, January each year [DSCF]
0ursery and primary

18,200

18,000

17,800

17,600

17,200

Secondary

3,600

3,500

3,500

3,500

3,400

Special, PRUs and other non-school education

1,400

1,400

1,400

1,400

1,400

Total

23,200

22,900

22,700

22,500

22,100

Posts advertised (Jan to Dec) [HeadBase]
2,309

2,272

2,361

2,347

2,186

Secondary

457

494

421

432

431

Special

167

147

148

155

119

2,933

2,913

2,930

2,934

2,736

0ursery and primary

Total

% of posts advertised
0ursery and primary

12.7%

12.6%

13.3%

13.3%

12.7%

Secondary

12.7%

14.1%

12.0%

12.3%

12.7%

Special

11.9%

10.5%

10.6%

11.1%

8.5%

Total

12.6%

12.7%

12.9%

13.0%

12.4%

Sources: Head Teacher numbers: DCSF (2008): School Workforce in England (including Local Authority level figures),
January 2008 (Revised), Table 4.DCSF: London. SFR26/2008. [available online:
http://www.dcsf.gov.uk/rsgateway/DB/SFR/s000813/SFR262008_tables.xls]
Head teacher advertisements: EDS Headbase (010104311208)

Changes in policy can affect the figures. For example, in 1996, the Conservative
Government altered the arrangements for early retirement which, following an initial
spike, led to a reduction of early retirement by teachers in their fifties and the overall
reduction in the number of recorded retirements in the late 1990s and early 2000s.
Under recent changes to the pension regulations those who now enter the teaching
profession in England will no longer be eligible to retire at the age of 60 but will need to
work until 65 before being able to draw their pensions. However, as this change only
applies to new teachers, it will take time to have any effect on the labour market since
relatively few new entrants are over the age of forty.
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EDS, 2007.
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Nonetheless, as a result of the scale of the impending retirement, a significant number of
new teachers will be needed. One advantage is that newer, younger teachers are less
expensive to employ, in theory releasing funding for other purposes, at least in the short
term, and the opportunity to bring new ideas and practices into schools. (For example, a
teacher in England who retires on the top of the upper pay spine at around £34,000 can
be replaced by a new teacher on a salary of a little over £20,000, sufficient to pay for an
additional half a teacher or for other resources).
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III
The Administrative and Legal Structure:
The System from Training to Employment
The Official Basis: Recruitment and Employment
Teaching appointments are made on the basis of the specific qualifications
required in each country, normally some formal professional training and subject
knowledge. The requirements, structure of training courses and the degree of
autonomy of the institutions vary in each country.
Recruitment and Quality
Although most of the immediate problems in filling vacancies tend to be resolved where
there are recruitment issues, the quality of appointees may suffer. One concern is that in
tight labour markets there is a lack of choice of candidates and less qualified, possibly
unsuitable candidates may be chosen. This may happen across the spectrum—from
acceptances on training courses (especially where institutions need to meet targets) to
appointments to principal (for example, for a disadvantaged and unpopular school).40
But this is not a universal problem as some countries such as France may have higher
quality applications for many posts.41
Nonetheless, problems over recruitment to the teaching profession exist widely, and in
countries such as the United States the quality and motivation of a proportion of teacher
trainees is a matter of concern.42 Enrolment in teacher education programmes may not
be the first choice of many entrants and teaching may attract those with lower academic
qualifications. A breakdown of the qualifications needed to enter training for the
different countries shows disparity between the standards at entry and the standards
required to complete successfully. Completion and subsequent transfer to a teaching
post are also low in some programmes.
This means that the problem created now by the impending retirement of a high
proportion of teachers and the loss of their experience and expertise, is compounded by
the added concern about maintaining the performance and motivation of more senior
teachers.

40

In South Korea, which has reported only one trainee for each teaching post for elementary education, there
can be no further selection on the basis of relative merit unless vacancies are to be left unfilled.
41
OECD, 2005.
42
OECD, 2005.
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Such concerns highlight the importance of the retention, motivation and performance of
mid-career teachers. Mid-career members of the profession matter for teaching quality
and for school management and improvement, and are critical for the pool from which
future school leaders will be recruited. At present, many countries are witnessing a
change in the career profile with older teachers being replaced by new entrants and a
shortage of mid-career professionals as a result of past trends in recruitment.
In England, recruiting teachers from overseas, using unqualified ‘instructors’ or
requiring teachers to work ‘out of field’ in areas where they do not have the necessary
training may be used to fill vacancies. The extent of such ‘out of field’ teaching is not
known in the primary sector. In the secondary sector the Curriculum and Staffing
Survey43 shows that it varies markedly between schools and subjects.
Table 24: Proportions of Teachers Holding Any Relevant Post-A-level
Qualification* in Subjects Taught by School Type (for a Range of Subjects).
Subject

Comprehensive Comprehensive
to 16
to 18

Grammar

Other
Secondary

Secondary
Modern

Mathematics

73

79

88

87

56

English

78

82

94

76

66

Biology

92

97

99

100

95

Chemistry

92

98

99

75

93

Physics

88

91

97

70

88

French

75

77

84

79

81

Spanish

55

64

50

53

75

Geography

69

77

95

67

74

German

66

76

81

45

49

D&T

57

54

53

49

45

ICT

44

41

38

46

28

Business Studies

32

56

54

41

45

Drama

49

60

77

28

60

Art and Design

77

80

79

83

95

History

74

82

88

66

70

Music

85

89

94

71

87

Physical Education

85

85

66

80

86

Religions Education

40

52

65

56

61

Source: DCSF, 2008a A ‘relevant post A-level qualification’ may be a subject degree, BEd, PGCE, or Cent. Ed. (DCSF
2008a)

43

DCSF, 2008a.
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Table 25: Proportions of Teachers with Any Relevant Post-A-level Qualification*
in Subjects Taught by Free School Meals Quintiles (for a Range of Subjects).
Subject

Lowest
20% (%)

2nd Lowest
20% (%)

Middle
20% (%)

2nd Highest
20% (%)

Highest 20%
(%)
65

Mathematics

79

82

70

70

English

87

80

77

81

71

Chemistry

97

100

89

95

88

Physics

91

94

91

89

79

Spanish

62

57

65

57

57

Geography

85

73

63

75

65

History

84

79

71

74

72

Biology

98

97

94

98

89

ICT

37

41

42

41

50

Design and Technology

52

53

55

50

57

Source: DCSF, 2008a
*A ‘relevant post-A-level qualification’ may be a subject degree, BEd, PGCE, or Cent. Ed. (DCSF 2008a)

Qualifications =eeded
However, the qualifications to enter and complete teacher training differ significantly.
Most countries will enforce their qualification unless teacher shortages lead to fall-back
measures.
Table 26: Teacher Training: Standards at Entry (School-Leaving Only)
Country
England

Minimum School Leaving
Qualification
2 GCSE examinations Grade C(60%
have 2 A-levels)

France

Germany

Obligatory Subjects

Other Optional Subjects

English, mathematics,
science, at GCSE level

Physical and mental
fitness
Possibly 1 or 2 classical
languages

Baccalaureate (academic stream)

French, Mathematics, 1
foreign language, science,
history-geography and sport

Abitur (academic stream)

German, mathematics one
foreign language

Pass final examination in respective
steam of secondary education (VWO,
HAVO or VMBO)
National Certificate of Educational
0ew Zealand
Achievement (equivalent of three Alevels) with at least 42 credits
Matura certificate from gymnasium
Switzerland
(academic stream)
High school diploma and entrance
USA
criteria for Bachelor’s degree awarding
institution (usually minimum scores on
SAT or ACT exams)
Source: Moon, 2004
0etherlands

1 science subject, 1
humanities subject

Dutch language,
mathematics

Determined by entrance
criteria of particular
college or university

42

Determined by entrance
criteria of particular
college or university
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Table 27: Teacher Training: Course and Qualifications
Choice of course/Qualification for teaching
Country

Concurrent
degree/Education
degree (BEd or
equivalent)

Subject degree
followed by
professional training

BEd
(3-4 years) includes
QTS (1)

B.A. or B.Sc. (3 years)
followed by
professional training
(2)

(1) Education related study
and some subject study
(2) Subject course followed
by professional training in
education

N/A

License (3 years)
followed by
professional
qualifications and
DEUG/DEUTS exams

Specialism subjects and
educational study

N/A

Subject degree and
passing Staatsexamen

Examination in two stages:
1)with subject study (2/3)
and educational subjects
(1/3)
2)subject and professional
training

Education subject
degree

Subject degree
followed by
professional training

Primary: all subjects and
professional training
Secondary: One specialism
and professional training

BEd (3 years)

Subject degree
followed by Graduate
Diploma of Teaching

Successfully passing
exams at three stages of
teacher training

For teachers of Matura
level, university degree
in specialism

Professional training and
specialism for mature
teachers

BEd (4 years)

B.A. or B.Sc. in
subject, followed by
professional training

Determined by institution

England

France

Germany

0etherlands

0ew
Zealand
Switzerland

USA

Obligatory Subjects

Source: Moon, 2004; ‘Thinking of becoming a teacher?’ New Zealand Education Department.
(http://teachnz.govt.nz/thinking-of-becoming-a-teacher last accessed 8 April 2009)

Models of Initial Training
The two broad approaches to training in most of the countries covered by this report are
the concurrent and consecutive models, though in the United States and England newer
alternative methods of training have emerged in response to recruitment problems in the
secondary sector both to offer able graduates a second career transferring to the
classroom and to attract talented new graduates (Teach for America and Teach First).
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The initial training of teachers has several components. The first comprises study of one
or more subjects. In a concurrent training course where the subject content is introduced
simultaneously with the professional content, subject study may be more aligned to the
school curriculum than in consecutive training. Professional training focuses mainly on
curriculum and assessment and teaching methods and methodology. It also normally
includes teaching placements with supervision and assessment conducted through a
range of ‘partnership’ arrangements between schools and training institutions. In recent
years, the development of practical teaching competences and experience has become
more important in most OECD countries.
In the consecutive model of teacher training an undergraduate subject degree (though in
the United States and some English models, this can also be an ‘education’ degree
course) is followed by a programme of professional education training. This model is
characterised by flexibility of teacher supply and also offers flexibility to
undergraduates who can keep the option of a career open until the end of their first
degree. One perceived disadvantage of the consecutive model is the constrained length
of time for professional training. Costs (for governments and trainees) favour short
training whereas professional interests argue that longer times are needed for training to
be effective or adequate. Historically, the consecutive route has been common for
secondary and upper secondary teachers. In some cases, for example in England,
compulsory training for secondary teaching has been introduced only relatively recently
and the creation of new posts such as mentors, coaches and learning consultants, suggest
continued debate about the nature of instruction and learning.
In the concurrent model of training, general academic education, perhaps sometimes in a
particular subject or discipline, takes place alongside the specific teacher training. This
leads to a qualification combining professional training with more general higher
education, now often a degree level qualification (in the United Kingdom it has
traditionally been titled Bachelor of Education). Here the length of the training is
normally considered adequate but may be less flexible for both trainees and
governments in terms of supply and opportunities. Historically this route has been most
commonly used for training primary teachers and teachers in non-academically selective
lower secondary schools where detailed subject knowledge in a particular subject is
regarded as less important than the ability to teach a range of different subjects.
Whilst in the past the concurrent model of teacher education has played an important
part in the supply and training of teachers it may be insufficiently adaptable for current
teacher supply needs. If a training course is for three years, changes in numbers of
trainees can take a minimum of four years before they can affect the labour market. By
contrast, one year postgraduate training can be adapted much faster to changes in
demand for teachers. Additionally, in countries where higher education funding is partly
provided by the students through the payment of fees, there may be a reluctance to enter
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into vocational training courses without a guarantee of a job on completion of the
training.
The proportion of professional training is higher in some concurrent courses than in
consecutive ones. It is thought to provide prospective teachers with both a theoretical
and practical insight into their future profession. In Germany the emphasis is 2/3 on the
subject in the first phase of the concurrent course.
Alternative routes to training including employment-based routes, part-time training and
distance learning, though not until now widespread, have been introduced in the United
Kingdom (England, Wales and Northern Ireland) and in the United States The Open
University is the best known example of distance learning in the United Kingdom.
These routes initially tend to be in response to teacher shortages and urgent demands for
qualified teachers; but as they have developed, they have started offering a
diversification of routes to employment as a fully qualified teacher.
Table 28: Training Models for Primary and Secondary Sectors
Country

Primary Model

Secondary Model

Concurrent

Consecutive

Concurrent

Consecutive

England

•

•

•

•

0etherlands

•

•

•

•

France

•

Germany

•

•

Switzerland

•

•

0ew Zealand

•

USA

•
•

•

•
•

Source: OECD 2005

Models of Initial Teacher Training by Country
Across the EU teacher training is more often provided in accordance with the
concurrent than the consecutive model. However, in the countries most similar to the
United Kingdom—Germany and France—concurrent and consecutive models are used,
as they are in England. In the EU, teacher training is provided in tertiary education and
leads, in the countries included in this report, to a university level qualification (ISCED
5A).
The one-year postgraduate training route following either a subject or education degree
is now the most common form of teacher preparation programme for primary teaching
in England. There are some 8,000 postgraduates on one-year programmes, and 6,000
on undergraduate courses. For secondary, the ratio is 14:1, with 14,000 on post-graduate
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courses and 1,000 on undergraduate (for a detailed breakdown see Appendix (E)
‘England: Initial Training’). There are fewer trainees for secondary teaching on
undergraduate programmes than there are on employment-based and other alternative
programmes for teacher preparation.44
Training in France is normally classified as in accordance with the consecutive model.
Students who have obtained a university degree and have been successful in the open
competition for the Certificat d’aptitude au professorat de l’enseignement secondaire
(CAPES) are admitted to professional training in the IUFM (Instituits Universitaires
Formation des Maîtrises) which constitutes the final ‘on-the-job’ qualifying phase.
In Germany, training consists of two phases: 3 to 4 years of university studies followed
by 1.5 to 2 years of preparatory 'on-the-job' training followed by state examinations.
In Switzerland, training for pre-school and primary education is concurrent and
normally lasts for three years. For lower secondary education it normally lasts four
years, with five years for upper secondary education. For academic subjects in
secondary education, it usually comprises a subject degree followed by pedagogical
training.
In the etherlands, there are different pathways for primary, lower secondary, upper
secondary and vocational education. Training is based on standards of competence. In
the Netherlands in particular, there are also a number of non-standard routes into
teaching, based on appointment to a school with associated additional training, and
Switzerland also has programmes for career changers, particularly for vocational
education.
In the United States, the concurrent programme usually lasts for four years. The
probationary period may last between one to three years depending on the state. There
are an increasing number of one year programmes for those who decide to teach once
reaching graduate status in their general education. Where recruitment has been
problematic alternative routes into teaching have been created. One of the best known is
the Teach for America programme. A version of the programme has been created in
England under the title Teach First.
In ew Zealand training routes are very similar to those in England with an emphasis
on a subject degree followed by a teacher training qualification for secondary school

44
In both orthern Ireland and Wales, traditionally the concurrent route has been chosen by those intending
to be primary school teachers and the consecutive by those intending to teach in secondary schools. Most
secondary school teachers in Scotland train through the graduate route as do an increasing number of the
teachers destined for the primary sector.
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teachers. Primary teachers may train through the undergraduate consecutive training
route.45
Induction, Probationary Year(s), Professional Development
In the first instance many countries provide professional development in the first year
(or more) of teaching. This is well developed in England, where induction, which
includes support and supervision, must be successfully passed for someone to become a
fully qualified teacher. In some other countries, particularly those with a civil service
model, there is also a probationary period before tenure is offered. However, the degree
to which this probationary period includes additional training varies from country to
country and within countries. In Switzerland, where teachers are salaried employees, the
cantons vary. In the United States, induction is also variable but 35 out of 50 states
require a move from probationary fixed-term contracts to a standard licence and tenure,
and as noted earlier, continuing professional development activities are required for relicensing.46
For later professional development, various forms of continuing professional
development are employed, ranging from training for cohorts of teachers or groups of
schools on new initiatives or curricular changes to personal, independent study for a
further qualification, usually at master’s level. There may be a number of providers of
such training, including education authorities, universities and private trainers. There is
an increasing trend in some countries (e.g. England, the Netherlands) to give schools
budgets for training. Some forms of career advancement also have mandatory
45

In South Korea, training for elementary education takes place over four years in national universities of
education. Routes to secondary teaching are more diverse, and include both colleges and university-based
curses following subject degree study.
46
Three common elements have been noted in induction programmes in five countries (China,
France, Japan, New Zealand and Switzerland) where teacher induction is perceived to enhance
student learning (Wong et al, 2005):
• induction is highly structured with clear roles for administrators, staff developers, mentors
and others responsible for the development of new teachers.
• induction is focused on professional growth and structured learning, viewed as entry into a
lifelong professional growth process.
• community and collaboration are central to the induction process, using observation
demonstration, discussion and friendly critique as ways of ensuring that teachers share the
language tools and practices common to the profession.
The induction continues as a sustained process for the first two to five years of a teacher’s career.The
programmes have the following features:
• the whole profession has responsibility for the induction of new teachers
• teacher development is an essential part of school development
• teacher development is a career-long activity for all teachers
• induction is not based on the idea of rectification of deficit
• many opportunities to see other people teaching are important.
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continuing professional development requirements, for special education needs
teaching, or for management roles, especially headships.47
Time Taken to Qualify and System
Teachers in all the countries of the study are required to qualify, though the
qualifications vary and the time taken depends on the preparation involved. In many
cases both a higher education qualification, e.g. an education degree with a subject
component or a subject-based degree and a teaching qualification, are required. These
can be studied either at the same time or separately and the different routes are
discussed below. The time taken by primary teachers in order to qualify is set out in the
table below.
Table 29: Steps to Becoming a Primary School Teacher

3 to 5 years

●

0etherlands

4 years

●

France

5 years

Germany

5 years

●

Switzerland

3 years

●

0ew Zealand

3 to 4 years

●

4/5 years

●

USA

On-the-job
training

England

Consecutive2

Length of
training

Combined1

Countries

Concurrent

Type of training available

●

●

Probationary
period

1 year

Registration
necessary

●

Discretionary
●

●
●

●

●

1 year

●

2.5 years

●

2 years

●

1 to 3 years

●

1 The combined model: a joint degree in education and a specific subject/2 Length of training for the consecutive route
includes the time taken to obtain a first degree/3 On-the-job training tends to last one to two years.
Source: Andrews, 2007

For secondary teachers the time needed may be similar, or where subject knowledge is
more important such as in Germany, the timescale may be even longer to accommodate
the acquisition of specialist knowledge and pedagogical skills.

47

The mandatory National Professional Qualification for Headship is required of all first-time head teachers
in England, and all new head teachers from April 2009.
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Table 30: Steps to Becoming a Lower Secondary School Teacher

●

0etherlands

4 years

●

France

5 to 6 years

Germany

6+ years

●

Switzerland

4 years

●

0ew Zealand

4 to 6 years

●

●

On-the-job
training

3 to 5 years

2

England

Consecutive

Length of
training

Combined1

Countries

Concurrent

Type of training available
Probationary
period

●

●

1 year

●

●

●

Discretionary

●

●

Registration
necessary

●
2.5 years

●

2 years

●

4/5 years
●
●
●
●
1 to 3 years
●
USA
1 The combined model: a joint degree in education and a specific subject/ 2 Length of training for the
consecutive route includes the time taken to obtain a first degree. / 3 On-the-job training tends to last one
to two years.
Source: Andrews, 2007

Over the years, different routes into teaching have developed as both higher education
has become more complex in nature and the age profile of those entering teaching as a
profession has altered. As already noted, today, around a third of those entering teaching
in England do so as a second career choice. The evidence suggests different emphases
on subject knowledge with different standards required for the different phases and
varieties between countries.
How the System Works
Autonomy: Who Employs the Teachers
The countries of our study tend to fall into two general models, with employment either
on a career civil service basis as in France or Germany or on a position basis, with
advancement by competition as in the United States, the United Kingdom and the
smaller continental countries, the Netherlands, Switzerland and New Zealand. The
position basis can feature a more varied entry age and with different degrees of
decentralisation of school governance across countries.
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Table 31: Who Pays Teachers
Country
France*
Germany*
0etherlands
0ew Zealand
Switzerland
United Kingdom
United States

Mainly Civil Servant Status
●
●

Salaried Employee Status

●
●
●
●
●

*Also some salaried employees

Table 32: Who Employs Teachers
Country
UK

Employer of Teachers
Mostly school governing body, some teachers employed by local education authorities
e.g. curriculum/SEN services (NB teachers employed by local education authorities in
Scotland)

France

Central education authority

Germany

Regional or local education authority

0etherlands

School governing authority or local education authority

0ew Zealand

School governing authority or local education authority

Switzerland

Municipal/local education authority (regional for upper secondary)

USA

Local education authority- school district

Source: OECD, 2005

Who Actually Employs Individual Teachers?
Salaries, conditions of employment and other terms can vary as can the patterns of
control. In England, salaries are set by a pay review body with national agreements on
hours to be worked and other conditions of service. In the United States, by contrast,
salaries and other conditions of service may vary between districts for similar positions
and career experience. In most other countries, there are a range of central rules,
agreements and controls.
In relation to appointment, teachers are ultimately appointed by the employing authority.
However, in most countries where the employer is not the school, schools increasingly
play a role in selection. Processes range from central candidate lists, from which
recruitment is then made, usually at regional level, into a pool of eligible teachers from
which allocations are made to schools (e.g. France, Germany) to a system of open
appointment to school districts/local authorities (Switzerland, United States) and to open
recruitment of individual teachers to school boards (Netherlands) and individual schools
(United Kingdom).

50

The Report

Who Sets the Teachers’ Work?
The definition of a teacher’s work, which varies across countries, can indicate how
autonomous the teacher is. Some countries prefer to provide strict control over the
curriculum and teacher training but provide schools with freedom over other matters.
Continental models tend to be regulated at central, regional (or Land in Germany) level,
though teachers often have greater professional freedom in the classroom to meet the
curriculum or public examination requirements than in the more prescriptive models in
England or New Zealand. The chain of authority tends to extend outward in each
country from ministry, to local authority (or Land in Germany, canton in Switzerland) to
local department or municipal authority. Paradoxically the more ostensibly centralized
the system the grater professional freedom there seems to be. The US system has some
federal directives which vary according to the state and are run by local school districts,
though with less prescription in the classroom than in the United Kingdom. Countries,
such as Germany, define work requirements primarily in terms of lessons taught whilst
others, such as England, include a range of duties including both lesson teaching and the
preparation and marking associated with teaching.
Framework of Employment and Promotion/Career Prospects
Salaries are not the only incentive or disincentive in the recruitment and retention of
teachers. Service and working conditions also matter.48 The evidence suggests that
conditions of service are important for attracting, developing the careers of, and
retaining, teachers.49 In career-based systems, usually where teachers are civil servants,
they are expected to stay in service throughout their working lives. Initial entry occurs at
a young age, and once recruited, teachers are allocated to posts, and rewarded on the
basis of seniority/experience. Later entry to the profession is rare. France exemplifies
this system. In position-based systems, posts are filled through competition, and career
advancement depends on securing a post with more responsibilities. Entry to teaching at
different ages, and from other careers, is more common. The United Kingdom, United
States and Switzerland are some of the countries with this system.50 Most systems have
some common elements—for example, in position-based systems there may still be
additional remuneration associated with years of service. Both types of system have
advantages and disadvantages. The allocation of teachers to posts means that positions
in less popular geographical areas or types of school will be filled or an open market
may offer more incentives to good teachers and facilitate the introduction of various
short- or longer- term incentives to meet particular shortfalls.
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OECD, 2005.
OECD, 2005.
OECD, 2005.
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IV
Terms and Conditions of Service
Teachers, like other employees, have contracts of employment setting out salaries and
conditions of service. The arrangements for remuneration can reflect the level of supply
and demand in the system as a whole, or in specific parts of it. Countries vary their
approach to reflect the particular pressures at specific times.
Conditions of Service
Standard Employment Package
In addition to financial remuneration – basic salaries and additional payments –
conditions of service are central to incentive and disincentive in the recruitment and
retention of teachers.51 Salaries are the largest and most significant component of
compensation but other payments may be made. Other aspects of employment, such as
job security, career prospects and working conditions, also matter. 52 For example, full
civil service status and tenure might be seen as sufficiently attractive to balance modest
salaries.
Flexibility of teaching employment, particularly for part-time employment, is seen as an
important factor.53 Most systems allow part-time employment.54 Some countries (e.g.
Germany) also use part-time teaching as a way of managing supply. Most countries also
allow teachers to take a career break, though return to the same salary level, or the same
teaching post, carry different levels of guarantee in different countries. In all countries of
the study (excluding New Zealand, for which information was not available) a return to
the same salary level is the rule, although in most cases (except for the United States) a
teacher cannot take leave and expect to return to their previous teaching post.55
Table 33: Leave
Country
England
France
Germany
0etherlands
0ew Zealand
Switzerland
USA

Professional Development
School-based (required)
Not specified
Not specified
10%
Not specified
5-10 days
Not specified

Induction
Mandatory
Mandatory
Not offered
Discretionary
n/a
Mandatory
Discretionary

51

Sabbatical
No
No
Yes
Yes
n/a
Yes
Yes

OECD, 2005.
OECD, 2005.
53
OECD, 2005.
54
In South Korea part time work is restricted to teachers employed in an hourly basis.
55
OECD, 2005.
52

52

Part-time Work
Yes
Yes
Yes
Yes
n/a
Yes
Yes
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Such guarantees are important in relation to retention, particularly given the number of
women in the teaching profession and the likelihood they may take a break to raise a
family. Whether any trend is due to education specific factors or changes in societal
concerns for employment opportunities is not always immediately clear.
Another aspect of conditions of service relates to induction and continuing professional
development. Differences between countries in relation to induction do not seem to be
related to whether they have career- or position-based systems. In the countries of this
review, induction is mandatory in the United Kingdom (except Scotland where it is usual
but still discretionary), Switzerland and France, discretionary in the Netherlands and
United States, and not offered in Germany. Successful completion of induction is only
mandatory for England, Wales, Northern Ireland and France.56 Each of the countries
offers continuing professional development (from universities and other teacher training
institutions, by state agencies and at school level). This may focus on implementation of
reforms, on preparation for new or particular responsibilities, on school needs and on
individual professional enrichment. Few specify the amount of professional development
(except Netherlands and Switzerland which specify 10 per cent of workload and 5-10
days respectively) but school-based professional development activities may be required
(as in England in Wales). Generally, school-based professional development is
becoming more common, with schools having a budget for this purpose.57
Pay Scales – Starting and Final Salaries
Pay scales and additional payments reflect the different priorities in different countries.
The evidence suggests that higher salaries are not necessarily linked to systems which
are more successful in recruiting and retaining. The average salary of a teacher after 15
years service is higher in continental countries—Germany, Netherlands and Switzerland
(but not France)—than in England though lower in the United States than in England,
and with no significant difference in New Zealand (see Table 35). France which has
lower levels of wastage, and has competitive recruitment systems, has a lower ratio of
salary to GDP after 15 years of teaching than the United Kingdom.
Additional payments are made for taking on extra teaching – more classes or special
tasks (careers) or activities (e.g. drama) in continental countries (though not Germany);
but in England, New Zealand and the United States extra payments are not associated
with responsibilities for such extra-curricular activities but with management
responsibilities (for which all countries except Germany and Switzerland give additional
payment or extra awards as in France and the Netherlands.)
56

OECD, 2005. In South Korea induction is also mandatory
OECD, 2005.
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Table 34: Teacher Salaries

Upper
secondary

Primary

Lower
secondary

Upper
secondary

Average Teaching
Salary- Leaving

Lower
secondary

30,777 40,277 41,787 45,193
Germany
30,266 23,317 25,798 26,045
France
35,120 32,494 33,685 34,017
0etherlands
25,950 18,920 18,920 18,920
0ew Zealand
35,650 40,338 46,550 54,042
Switzerland
32,860 29,460 29,460 29,460
UK
41,789 34,895 33,546 33,695
US
Teaching salaries are for England
Amounts expressed in equivalent USD using PPPsSource:
Profiles (for GDP figures)
m= missing data

Average Teaching
Salary- 15 Years in
Primary

Upper
secondary

GDP
per
capita

Lower
secondary

Country

Primary

Average Teaching
Salary- Starting

50,119
31,366
42,199
36,602
52,191
43,058
42,404

51,435
33,846
46,417
36,602
59,781
43,058
42,775

55,404
34,095
62,073
36,602
70,346
43,058
42,727

52,259
46,280
47,125
36,602
64,057
43,058
m

53,696
48,882
51,705
36,602
72,993
43,058
m

57,890
49,155
68,446
36,602
82,954
43,058
m

Education At a Glance, OECD and OECD Statistics Country

General Salary Patterns
Teachers’ salaries are influenced by a number of economic and social factors and salary
levels reflect the market value of teaching in terms of the competition from other posts
for employees with the same level of educational achievement. Most teachers work in
the public sector and alternative careers may be either other public sector or free market
occupations. Any problems with either recruitment or retention of teachers also have an
influence on salaries.
Several aspects of salaries should therefore be considered including the general levels of
remuneration compared with other employment and the pattern of remuneration across
the teacher workforce/teacher careers. These two key aspects may also change
according to supply.
For example, where recruitment is difficult, starting salaries may be raised until they are
regarded as competitive with other similar graduate occupations. Where recruitment is
less of a problem than retention, salary scales may be altered to reduce the length of
time taken to reach the top of the scale to ensure those already in teaching are persuaded
to remain. For some countries the salaries of mid-career teachers may be the main issue.
A comparison of teachers’ salaries after 15 years of teaching compared with GDP per
capita shows a range in the countries of this report from the United States at 1 to
Switzerland at 1.7, with Scotland and England between these at 1.5 and 1.3 respectively.
The evidence is inconclusive because some countries with both recruitment and
retention problems such as England and the United States have low ratios but so do
countries which are relatively successful (such as France); at the same time the
countries where teaching is more popular as a career can have high ratios, with good
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incentives to enter or remain in teaching. The policy may be to weight basic salary
levels and incentive payments in favour of mid-career teachers.

Upper Secondary
Education

Lower Secondary
Education

Starting salary/minimum
training

25,866 35,363

28,530

20,472 35,417

16,612

30,638

Salary after 15 years of
experience/minimum training

37,805 44,005

37,050

27,539 45,823

32,137

37,230

Salary at top of scale/minimum
training

37,805 45,883

41,375

40,634 56,242

32,137

m

1.41

0.97

Ratio of salary after 15 years of
experience to GDP per capita

1.31

1.57

1.15

France

USA

Switzerland

0etherlands

Germany

0ew
Zealand

Primary Education

England

Table 35: Teachers’ Salaries in 2006

1.01

1.38

Starting salary/minimum
training

25,866 36,689

29,576

22,650 40,871

16,612

29,454

Salary after 15 years of
experience/minimum training

37,805 45,160

40,754

29,717 52,487

32,137

37,556

Salary at top of scale/minimum
training

37,805 47,145

45,397

42,918 64,088

32,137

m

1.41

0.98

Ratio of salary after 15 years of
experience to GDP per capita

1.31

1.61

1.27

1.09

1.58

Starting salary/minimum
training

25,866 39,679

29,867

22,868 47,449

16,612

29,584

Salary after 15 years of
experience/minimum training

37,805 48,645

54,500

29,935 61,764

32,137

37,514

Salary at top of scale/minimum
training

37,805 50,827

60,095

43,158 72,834

32,137

m

1.41

0.98

Ratio of salary after 15 years of
experience to GDP per capita

1.31

1.73

1.70

1.10

1.86

Annual statutory teachers’ salaries in public institutions at starting salary, after 15 years of experience and at the top of the
scale by level of education, in equivalent EUR converted using PPPs, m=missing data, Source: OECD, 2008.

In France it can take a teacher as long as thirty years to reach the top of the salary scale.
In Germany, teachers have similar salary increases for the first 15 years of work, but
then face different rates of increase. For many OECD countries in the period between
1996 and 2005 starting salaries rose faster than salaries for mid or late career teachers on
the main scale. Although this policy can negatively affect retention rates, it may have
signalled a growing awareness amongst policy-makers, especially during the second half
of the period, that the need to replace an ageing teaching force meant that teaching must
be made attractive to new recruits.
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Table 36: Change in Teachers' Salaries (1996 and 2005)
Lower secondary
education

Salary after 15 years of
experience/ minimum
training

Salary at top of
scale/minimum training

Starting salary/minimum
training

Salary after 15 years of
experience/ minimum t
raining

Salary at top of
scale/minimum training

Starting salary/minimum
training

Salary after 15 years of
experience/ minimum
training

Salary at top of
scale/minimum training

Upper secondary education,
general programmes

Starting salary/minimum
training

Primary education

123

106

106

123

106

106

123

106

106

France

w

w

w

w

w

w

w

w

w

Germany

w

w

w

w

w

w

w

m

w

Switzerland

101

98

104

m

m

m

m

m

m

0etherlands

105

112

102

103

113

102

103

109

101

0ew Zealand

102

115

115

102

115

115

102

115

115

United States

m

m

m

m

m

m

m

m

m

Country

England

Index of change between 1996 and 2005 in teachers' salaries at starting salary, after 15 years of experience and at the top of the salary
scale, by level of education, converted to 2005 price levels using GDP deflators (1996=100) The index is calculated as teacher salary 2005
in national currency * 100 / Teacher salary 1996 in national currency *GDP deflator 2005 (1996=100). See OECD 2007 annex 2 for
statistics on GDP deflators and salaries in national currencies in 1996 and 2005. Coding of missing data: m or .w: data not available.
Source: OECD, 2007.

Rewards and Incentives
Countries may differ in awarding salary differentials on the basis of age and experience
or of extra responsibility. The United Kingdom has a tradition of posts of responsibility
in addition to the main salary scale, which most recently (2006) in England and Wales
have been configured in a system of Teaching and Learning Responsibility points
(TLRs). Other countries, such as France, offer additional payments for undertaking
special activities such as sports clubs or teaching students with special needs. But some
countries have few additional responsibility posts. There is some concern in such
countries that this can lead to loss of motivation and performance amongst more senior
teachers. For example, the report on Germany undertaken with the OECD report on
attracting, developing and retaining teachers suggests that the job security of teachers,
although beneficial in terms of attracting people to teaching, has an impact on ability to
address poor performance, especially as teachers are remunerated for qualifications, age
and experience rather than on the basis of responsibilities and performance.58 Additional
salary payments may however be paid for additional qualifications and in some

58

OECD, 2005.
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countries payments may reflect teachers’ personal circumstances, particularly family
status.59
Table 37: Decisions on Payments for Teachers in Public Institutions (2006)

Criteria
based on
demography

Criteria related to Teachers' qualifications,
training and performance

Criteria based on teaching conditions/
responsibilities

Scotland

France

Germany

Ireland

Korea

0etherlands

0ew
Zealand

Switzerland

USA

Years of experience as a teacher
Management responsibilities in
addition to teaching duties.
Teaching more classes or hours
than required by full-time
contract.
Special tasks (career guidance or
counselling).
Teaching in a disadvantaged,
remote or high cost area (location
allowance).
Special activities (e.g. sports and
drama clubs, homework clubs,
summer school etc.).
Teaching students with special
educational needs (in regular
schools).
Teaching courses in a particular
field.
Holding an initial educational
qualification higher than the
minimum qualification required to
enter the teaching profession.
Holding a higher than minimum
level of teacher certification or
training obtained during
professional life.
Outstanding performance in
teaching.
Successful completion of
professional development
activities
Reaching high scores in the
qualification examination.
Holding an educational
qualification in multiple subjects.
Family status (married, number of
children).
Age (independent of years of
teaching experience).
Other

England

Criteria for base salary and additional payments awarded to teachers in public institutions

_XB

_

_

_

_XB

_

_XB

_

_

_

_XB

XB

_

_X

X

_XB

X

_

X

XB

B

B

_XB

XB
_X

X

_X

_XB

X

_XB

X

_XB

X

B

X

_XB

X

_

X

_XB

X

X

_X

_XB

_

X

_X

_XB

_

X

B

_XB

X

B

B

_XB

_X

B

B

X

_

_XB

_XB

_

_XB
_

B
B
X

_XB
_XB
X

_

B

_

X

X

X

Base Salary: _/Additional yearly payment: X/Additional incidental payment: B
Source: OECD, 2008
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OECD, 2005.
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Recruitment Incentives
Additional payments to attract teachers are now common where there are teacher
shortages in subjects or in difficult, expensive or remote areas. While such incentives
can help in tackling shortages, the evidence is mixed on how far other factors play a part
in overcoming difficulties.
In the United States and United Kingdom recruitment incentives are offered as extra
payments. In England payments are used for new teachers, or for those still in training
and include training bursaries, ‘golden hellos’ and repayment of student loans.
Similar incentives are being developed in the United States. Payments designed to
tackle uneven geographical distribution of teachers are also common. However,
additional payments for newly qualified teachers of shortage subjects may not lead to
long-term retention. In France, initiatives to improve the distribution of skills and
experience have been introduced. They include a salary bonus for teachers in schools in
priority education zones to attract experienced teachers and incentives related to
placement, training and career progression.60 In New Zealand there are also additional
incentives for teaching in remote rural areas.61
Problems remain where salary variations are not necessarily linked to school
disadvantage, or where the variation is not sufficient to attract teachers.62 Inner-city
schools have particular problems with teacher turnover and shortages in specific
subjects. In the United States some low-income, low-achieving and non-white students,
particularly those in urban areas, may be taught by the least qualified teachers. Schools
in these areas are also more likely to experience both teacher shortfalls and higher
turnover.63 There is also another problem in the United States, where teachers do not
want to work in rural areas, and prefer the south-west and west of the country. In other
countries, patterns of migration may have a different impact. For example, although
Germany has some shortages in lower secondary education, particularly for
mathematics and science, there are also some surpluses of teachers, particularly in the
eastern Lander, due to falls in birth rates and migration to the west of the country.64
60

OECD, 2005.
OECD, 2005; A strategy which is also being adopted in a number of developing countries where teachers are
reluctant to work in rural areas; as happens also with the Scottish supplement for the Highlands and Islands.
See Bennell and Akeampong, 2007.
62
Moon, 2007, p. 57.
63
OECD, 2005.
64
OECD, 2005. There are also concerns about the ethnic composition and other diversities of the teaching
profession, in comparison with the pupil population especially at the more senior levels. Thus pupils in the
American schools discussed above are most likely to be taught by white teachers. Similar concerns are being
expressed increasingly in Europe. However, there do not seem to be any examples of additional payments for
teachers from ethnic minority groups in order to attract them into teaching and indeed in many countries such
payments might be illegal under equal opportunities legislation.
61
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The general pattern across OECD countries is therefore that a number of additions to the
basic salary may be made, but these vary considerably. In some countries, the focus is
more on teaching conditions and responsibilities whereas in others the criteria relate
more to qualifications, training and, in some instances, age and family status.
There does not seem to be any systematic information as to which additions may be most
effective in attracting and retaining teachers and improving their performance.
Effectiveness may be dependent on wider circumstances, from the initial approach to
admission and training to the model of employment.
However, there is considerable evidence in relation to the appointment of principals that
the combination of a number of factors is leading to some ‘hard to fill’ vacancies in
certain schools, particularly in schools in remote rural or disadvantaged areas, or with a
recent history of problematic performance, or where other considerations may have an
impact on recruitment, such as a faith requirement. It may be the case in future that the
management of the teacher workforce in general will need more targeted incentives in
relation to a range of different factors, to meet geographical, social and pedagogical
needs.65
Such comparisons also need to take into account other factors, such as working hours,
which can suggest that occupational differentials may not be as great or may be more
difficult to measure.66
In most countries the conditions of the labour market are recognized to be a factor in the
recruitment of teachers especially where competition is strong for mathematical,
scientific and IT teachers at secondary level where shortages exist. Salary incentives are
one factor amongst others used.67
Sanctions
Teachers are normally dismissed by their employer, usually on the grounds of
unprofessional conduct (disciplinary dismissal), and may also be made redundant in
certain circumstances in most countries. Dismissal due to underperformance is rarer,
particularly where teachers are civil servants. It does occur in the United Kingdom,
Switzerland and to a lesser extent, the United States on grounds generally described as
‘incompetency’.68
65

Unpublished study for NCSL, Howson, 2007.
OECD, 2005.
67
OECD, 2005. In South Korea, for example, the increased buoyancy of the labour market has had an effect on
male recruitment to teaching, but the job security associated with teaching continues to make it attractive.
68
OECD, 2005.
66
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In relation to short-term teacher replacements, appointments are usually on a short-term
contractual or supply basis in the United Kingdom but in other countries it is possible for
existing teachers in schools to cover the work and earn extra pay.
In terms of patterns of employment, particularly mobility, most countries show a
relatively low rate of teacher mobility both between schools and between educational
jurisdictions. Some more decentralised countries, such as Germany, are also affected by
barriers to mobility such as differences across regions in school system structures, their
close linkage with initial training programmes and the absence of common reciprocal
recognition of qualifications.69

69

OECD, 2005.
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V
Measuring Success
Most of the systems discussed here use a form of performance evaluation which can in
turn be linked to salaries, with aim of improving teaching, identifying weak teachers and
in some cases including incentives to keep or encourage good teachers.
Table 38: Forms of Performance Evaluation
Country
England

Performance Assessment

Linked to Pay

•

•

Linked to Promotion
•

France
Germany
•

n/a

Switzerland

•

•

USA

•

0etherlands

n/a

0ew Zealand

0ew Zealand

How is Success Measured, By Whom and on What Basis?
England, Switzerland, the Netherlands and the United States have schemes for
performance evaluation which promote accountability. In some countries, e.g. parts of
Switzerland, this is limited to pay; though it is not in others, e.g. the Netherlands.
In the English scheme extra payments for performance are made by additions to the
main salary scale for teachers who pass a performance threshold. Initiatives such as
Advanced Skills Teachers and the Excellent Teacher Scheme reward exceptionally good
classroom teachers (and provide a career opportunity for such teachers other than in
school management but only in very small numbers). However, the results vary. Because
the performance threshold has been passed by most teachers, its impact on rewarding
good teachers or improving performance is limited. The evidence suggests that the level
of salary supplement is either linked to the nature of the post or its perception within a
particular school, rather than any specific relationship to improving education
performance.70 So, all schools, regardless of outcomes, are likely to pay a head of
mathematics or English a similar salary but may offer different salaries for a head of
music or history, depending upon the importance placed upon the subject by the school.

70
Note the analysis of Teaching and Learning Responsibility payments used by schools in England for head of
department posts conducted on an ongoing basis by Education Data Surveys.
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Two cantons in Switzerland have introduced links between teacher performance and pay
not dissimilar to the performance threshold approach in England. Moving to the next
grade of the pay scale becomes possible only with a positive assessment of performance.
In countries with career-based systems, such as France, promotion (e.g. seniority and
salary increments), may be deferred where there is poor performance. Other countries,
such as the Netherlands, do have annual performance review, but this is more informal
and internal, and does not lead to changes in remuneration or position on the pay scale.
The United States has school-based systems of performance evaluation, and also
operates state-based relicensing, though this is normally related to completing required
continuing professional development.71
In countries where payments are made for additional and higher level responsibilities,
particularly through open market recruitment, this serves as a form of performance
evaluation because only the better teachers are likely to obtain such promotion.
The System: Professional Satisfaction
Working conditions play a pivotal role in professional satisfaction, and retention, in most
countries.72 Teachers in England suggest that a heavy workload along with too many
Government reforms, poor pupil behaviour, general stress, and feeling ‘undervalued’
prompt them to leave the profession. In Switzerland, factors causing dissatisfaction
include the erosion of the teacher’s public image, frequent educational reforms, and an
excessive administrative burden. In 2006, 56 per cent of US teachers reported
themselves ‘very satisfied’ with their career. This varied by school location (48 per cent
urban; 59 per cent suburban/rural) and by proportion of low-income pupils (63 per cent
one third or fewer; 46 per cent more than 2/3) and minority pupils (62 per cent one third
or fewer, 46 per cent more than 2/3).73 This level of satisfaction is low enough for a
considerable number of US teachers to leave teaching every year. There is no evidence
that satisfaction levels are explicitly measured.
In other countries, the general trend is that remuneration and other conditions of service
issues are less influential than actual working conditions and professional satisfaction.
Nevertheless, salary does play a role for some teachers, and tends to be a more important
factor when teachers’ salaries deteriorate relative to the rest of the labour market,
especially when teachers’ personal circumstances change, for example, having a family
to support. As noted in Section 4, where recruitment and retention are discussed in more
detail, a number of factors in the relationship between professional, monetary and other
rewards therefore need to be considered.
71

OECD, 2005.
OECD, 2005.
Metlife, 2006.

72
73
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Professional satisfaction rates are not recorded consistently or on the same basis but
from the evidence available an approximate picture emerges.
Rewards, Salary and Comparisons
Relatively little public data are available that relate the financial rewards of teaching to
other occupational groups both in the private and public sector. However, the available
evidence allows some comparison with other professions.
Comparisons with Other Employment
Comparisons with other occupations are important, particularly where supply is
problematic. Although teaching continues to be an attractive career in many countries
and a number do not face shortfalls, the relationship between entry into, and retention
in, teaching, and the general performance of the labour market matters. Overall,
teaching is more attractive when general economic conditions worsen and less attractive
when they improve. Job opportunities for well-educated men and women have
expanded over the years and this has also had an impact on the labour supply for
teaching.
The picture which emerges is one where teachers' remuneration is complicated by a
range of factors including the percentage of older higher paid teachers in the workforce.
Nevertheless there is some evidence that in the United States and United Kingdom
teachers are amongst the lower professional earners.
In the examples below for the United States and United Kingdom, teachers occupy
positions towards the bottom of the table and although secondary school teachers appear
to be rewarded for their extra subject knowledge, the differential between them and other
teachers is relatively small.
In England the picture suggests that during the period between 1997 and 2006, the
increase in all teachers’ pay seems to have been less than the average increase in pay for
the private sector during the same period, although teachers as a group have fared better
than some other parts of the public sector.
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Graph 5: Public Service Earnings, 1997-2006

BBC (citing the Institute of Fiscal Studies as the source) 2007.

Work by the Office of Manpower Economics seems to confirm the relative decline of
teachers’ pay compared to the private sector.74 It suggested a downward relative trend in
teachers’ pay coefficient for both primary and secondary teachers in the period since
1997 as shown in the two graphs below. The increase in the pay coefficient between
2001 and 2004 can be partially explained by the large numbers of teachers transferring
on to the upper pay spine during that period. In April 2008, the NUT held the first
national teachers’ strike in England for 21 years. Although there is a wealth of data
about the pay of teachers per se, less is known about their relative pay compared to
other workers.

74

Short, 2008.
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Graph 6: Changes in the Relative Coefficient of Teachers’ Salaries over Time
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Similar work in the United States also reveals teaching salaries are below those of some
other graduate occupations.
Starting Salaries
Table 39: Mean Annual Salaries of 0ew Bachelor Degree Recipients in Selected
Occupations (2000–2001)
Managers/executives

Occupation

Salary
$75,470

Computer programmers

$50,158

Engineers/architects

$47,205

Sales

$36,521

Military

$35,917

Mechanics

$35,818

Editors/writers/reporters

$29,506

Teachers (all schools)

$26,609

Labourers

$24,387

All occupations

$28,478

From Baccalaureate and Beyond Survey: 2000–2001,Washington, DC: U.S. Department of Education.
Source: Ingersoll & Perda, 2008
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Average Salaries
Table 40: Mean Annual Salaries of Selected Occupations (2005)
Occupation

Salary

Surgeons

$177,690

Dentists

$115,640

Lawyers

$110,520

Pilots

$100,300

Law professors

$95,570

Physicists

$91,480

Pharmacists

$88,650

Veterinarians

$77,710

Education administrators

$69,430

Architects

$68,560

Chemists

$63,470

Psychology professors

$61,980

Sociology professors

$61,700

Accountants

$58,020

Secondary school teachers

$49,400

Middle school teachers

$47,890

Elementary school teachers

$46,990

Kindergarten teachers

$45,250

Preschool teachers

$25,150

From National Occupational Employment and Wage Estimates, Washington, DC: Bureau of Labor Statistics, 2005.
Source: Ingersoll & Perda, 2008.

All sides in the debate about teacher supply may take something from these figures.
However, it is the current state of the labour market that probably matters more. The
present recession is likely to increase the attraction of teaching as a stable secure
employment opportunity. Indeed, applications to teach by graduates rose by record
numbers for PGCE courses during the first quarter of 2009. Whilst the present recession
continues, labour market data for a period when the economy was growing are likely to
be of little help in understanding future trends. Indeed, governments may be forced to
assess available pay levels for teachers, or the numbers they are able to employ, should
finances deteriorate sharply.
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Afterword
In every country, the issue of teacher supply is both complex and frustrating, given the
importance of teachers in creating and maintaining high standards in education. The
very size of education systems often makes them inflexible and the debate about the
extent of central control versus local autonomy is often part of an agenda that is wider
than just education.
However, it is clear that, unless governments are prepared to take the issue of teacher
supply seriously, some learners will not be able to achieve their full potential. Such
failure has both personal and societal consequences.
For as Disraeli said over 130 years ago,
‘Upon the education of the people of this country the fate of this country
depends.’(House of Commons, 15th June 1874)
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Appendices
Appendix A: Qualified Teachers in England
Qualified teachers in schools in England in January each year 1
Year

Independent
schools
63,500

Total

Year

2007

All
maintained
403,970

1992

All
maintained
379,510

Independent
schools
52,560

467,470

2006
2005
2004
2003

404,570
400,180
397,440
398,720

62,970
62,210
61,870
59,340

467,540
462,390
459,310
458,060

2002
2001
2000
1999
1998
1997
1996
1995
1994
1993

399,760
393,960
388,510
385,450
382,510
383,580
381,850
381,850
376,800
381,380

58,230
57,670
56,100
55,020
53,720
52,550
53,400
53,060
52,750
53,000

457,990
451,630
444,610
440,470
436,230
436,130
435,250
434,910
429,550
434,380

Total
432,070

1991
1990
1989
1988

377,900
381,260
383,150
387,330

51,690
50,200
48,740
47,150

429,590
431,460
431,890
434,480

1987
1986
1985
1984
1983
1982
1981
1980
1979
1978

393,710
396,190
401,450
408,740
414,050
421,120
430,720
439,600
442,230
438,670

46,100
45,230
44,520
43,760
42,900
42,260
41,600
41,160
39,710
39,880

439,810
441,420
445,970
452,500
456,950
463,380
472,320
480,760
481,940
478,550

1

Includes both the full-time and full-time equivalent of part-time qualified teachers.
Includes Direct Grant Grammar schools up to and including 1980. From 1990 to 1997, includes City Technology
Colleges, from then on subsumed under all maintained. Figures have been rounded to the nearest 10.
Source: DCSF,2007 ( TS/TEA(QT)05)
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Appendix B: Support Staff England
Support Staff, England (Maintained schools in January 1997, 2000 to 2008)
Year

Administrative Staff

Technicians

1997
2000
2001
2002
2003

Teaching
Assistants
60.6
79
95
105.4
121.2

Total

12.7
14.1
15
16.5
17.9

Other Support
Staff
21.3
25.5
29.8
42.1
33.8

38.9
42.9
46
49.5
50.3

2004

132.1

54.2

19.6

34.8

240.7

2005
2006
2007
2008

147
153.1
163
175.7

58.7
62.5
66
68.5

21.6
23
23.6
24.1

37.5
48.9
53.1
54.2

264.8
287.5
305.6
322.4

Data in thousands
Source: DCSF, 2008b.
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Appendix C: Initial Teacher Training in England
In England, despite the shift away from relying solely on new entrants who have just
emerged from higher education, the establishment of employment- based routes and
moves to increase the number of mature entrants from other careers, something of a
shortfall in recruitment into training has been emerging over the past few years.
Generally there has been no problem in meeting targets for primary teacher training. But
for some secondary subjects, teacher training targets set by the Government for teacher
training institutions in higher education, the main providers of training, have frequently
not been met. It is only once numbers on employment-based routes have been added
that the achievement of targets has been more successful, as indicated in the tables
below.

Science
Technology

Modern Foreign
Languages

English (incl. Drama)
Geography

2000/01
2001/02
2002/03
2003/04
2004/05
2005/06
2006/07
2007/08 (A)
2000/01
2001/02
2002/03
2003/04
2004/05
2005/06
2006/07
2007/08 (A)
2000/01
2001/02
2002/03
2003/04
2004/05
2005/06
2006/07
2007/08 (A)

Initial teacher training recruitment and targets, selected secondary subjects, England
Subjects
Recruitment
TARGET
Subjects
Recruitment
HE
EBR
HE
EBR
2,030
140
2,160
1,640
150
2,220
490
2,160
1,710
280
2,480
660
2,350
1,730
230
2,420
870
2,350
1,820
320
2,380
940
2,350
1,620
290
2,110
960
2,200
1,500
260
2,210
1,000
2,040
1,500
240
2,090
690
1,920
1,350
170
900
20
1,090
2,410
170
1,030
50
1,175
2,590
460
950
60
1,100
2,700
520
990
100
985
2,870
660
900
110
935
2,830
750
820
90
925
2,890
660
760
100
850
2,990
610
700
60
770
3,090
360
1,290
120
1,850
1,860
170
1,550
300
1,940
2,160
470
1,670
390
1,940
2,400
660
1,940
570
2,315
2,670
800
2,030
560
2,350
2,610
840
1,920
520
2,350
2,510
750
2,000
490
2,350
2,580
690
1,990
260
2,350
2,500
420
Mathematics

Year

TARGET
2,050
2,050
2,050
2,050
2,050
1,900
1,790
1,670
2,690
2,810
2,850
3,225
3,225
3,225
3,225
3,225
2,000
2,150
2,500
2,850
2,895
2,890
2,730
2,515

Source: DCSF: Statistics of Education: School Workforce in England, (2000/01 - 2007/08 [V02/2006], 2008/09 - 2009/10 [SFR29/2007])

Year
2000/01
2001/02
2002/03
2003/04
2004/05
2005/06
2006/07
2007/08 (A)

Initial teacher training recruitment and targets, all secondary subjects, England
Subjects
HE
EBR
14,540
960
16,060
2,510
16,760
3,120
18,290
4,300
All Secondary Subjects
17,980
4,740
17, 440
4,530
17, 040
4,670
16, 220
3,050
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TARGET
16,615
17,390
17,790
19,475
19,500
18,500
17,500
16,500
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At the June stage of the 2008 recruitment cycle in England for secondary teacher
training, it is not possible to be certain of the numbers who would be accepted into
training but what is clear is that in many subjects recruitment was below that of the
same point in recent years.
PGCE recruitment, England, selected subjects , June (2001 – 2008)
2001
2002
2003
2004
2005
2006
2,362
3,046
3,620
3,669
3,627
3,830
English
905
919
1,102
1,160
1,008
984
Geography
462
804
1,514
1,450
1,164
1,101
Information Technology
1,075
1,315
2,121
2,306
2,398
2,113
Mathematics
1,842
1,785
2,168
2,061
1,742
1,632
Modern Languages
1,416
1,675
1,988
2,156
2,173
2,327
Physical Education
553
464
575
666
644
906
Religious Education
2,597
2,601
3,370
3,521
3,302
3,358
Sciences
13,437 16,036
19,283
19,978
19,342
19,465
Total Primary
16,517 18,963
23,975
24,578
23,322
23,405
Total Secondary
Subjects

2007
3,532
767
825
2,008
1,434
2,312
960
3,130
18,591
21,704

2008
3,011
668
695
1,860
1,358
2,250
967
2,776
17,606
20,070

Source: GTTR applicant statistics online, June 2001 – June 2008

Appendix D: Retention Patterns in England
Retention rates of full and part-time teachers (three years on)
Three year retention rate (percentage)
2001
2002
2003
2004
2005( 3)
82
83
80
82
83
Primary
76
75
78
75
78
Mathematics
77
76
77
76
79
English
77
73
74
76
79
Science
72
68
66
72
72
Modern Foreign Languages
74
80
79
78
84
Technology
83
82
81
79
81
History
75
80
79
79
82
Geography
80
72
79
79
80
Art
78
73
76
76
79
Music
75
76
78
80
77
RE
80
83
81
82
86
PE
78
77
71
79
79
Other
77
76
76
77
79
Overall secondary
Subject

2006( 3)
83
79
81
79
71
83
83
80
79
77
76
85
74
80

Retention rate here refers to full and part- time teachers who entered local authority maintained sector (excluding Academies and CTCs)
service in England by the March after the year of their qualification (includes teachers qualifying through college based routes to Qualified
Teacher Status, SCITTs and Open University but excludes employment based routes), 1998 to 2003 and were still in service three years later
in 2001 to 2006. Provisional data for 2005 and 2006. Source: Database of Teacher Records Source: Daily Hansard - Written Answer, 7 Jan
2008

Although there are still over 6,000 undergraduates on primary teacher preparation
programmes, this is a smaller number than the nearly 8,000 on postgraduate one-year
programmes. The number of secondary trainees on undergraduate programmes is little
more than 1,000 compared with over 14,000 on postgraduate programmes.
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Appendix E: Initial Teacher Training Recruitment in England
Initial teacher training recruitment (HE and EBR), England
ITT course type
2000/01 2001/02 2002/03 2003/04 2004/05 2005/06 2006/07 2007/08*
All Undergraduate
6,580
6,390 6,490
6,600
7,030
6,990
6,830
6,490
PG
Fast Track
30
30
60
90
90
Postgraduate
6,080
6,130 7,260
8,170
8,530
8,340
7,940
7,790
School centered/other non
510
590
740
810
890
840
840
790
HEI
All Postgraduate
6,590
6,750 8,030
9,040
9,510
9,270
8,780
8,580
All academic ITT
13,170 13,140 14,520
15,640 16,540 16,260 15,610
Graduate Teacher Programme
650
1,200 1,230
1,860
1,960
1,940
1,850
1,460
Overseas Trained Teacher
110
310
320
500
590
580
720
170
Programme
Registered Teacher Programme
70
100
140
150
200
160
140
40
Teach First
all employment based courses
830
1,610 1,690
2,510
2,750
2,690
2,710
1,670
All ITT recruitment
14,000 14,750 16,210
18,150 19,290 18,950 18,320 1,670
All Undergraduate
1,520
1,440 1,300
1,260
1,220
1,240
1,170
1,130
PG
Fast Track
80
90
240
310
330
Postgraduate
12,470 13,930 14,690
16,060 15,610 14,950 14,980 14,230
School centered/
550
600
680
730
830
930
890
860
other non HEI
All Postgraduate
13,020 14,610 15,460
17,030 16,750 16,210 15,870 15,090
All academic ITT
14,540 16,060 16,760
18,290 17,980 17,440 17,040 16,220
Graduate Teacher Programme
860
2,010 2,540
3,370
3,510
3,550
3,520
2,660
Overseas Trained Teacher
80
440
510
710
970
750
860
270
Programme
Registered Teacher Programme
20
60
70
60
80
60
40
10
Teach First
160
180
170
250
110
all employment based courses
960
2,510 3,120
4,300
4,740 4,530
4,670
3050
All ITT recruitment
15,500 18,570 19,880 22,590 22,720 21,970 21,710 19,270
* EBITT - Autumn only.
Source: Statistics of Education: School Workforce in England, DCSF, (2000/01 - 2007/08 [V02/2006], 2008/09 - 2009/10
[SFR29/2007]).
Secondary
EmploymentAcademic-based
based

Primary
EmploymentAcademic-based
based

Phase/area

The Graduate and Registered Teacher Programmes (GRTP) in England and Wales are
employment-based routes which enable schools to employ people who are not qualified
to teach, and train them through an individual training programme, leading to Qualified
Teacher Status (QTS). Two such programmes are available:
•
•

Graduate Teacher Programme (GTP): GTP trainees must have a first
degree and follow a postgraduate programme of up to a year.
Registered Teacher Programme (RTP): RTP candidates are required to
have successfully completed two years of higher education (or the parttime equivalent) and to spend up to two years working and training as a
teacher while they complete a degree.
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VI
A Radical Change?
The Right Teachers, the Right System

David Burghes
Preface
This is a fascinating report, full of useful and helpful data from a range of countries. It
should inform national policy, concern those responsible for the decisions in the past
and interest those responsible for future policy for teachers and teaching.
Here, I will highlight some of its key points, taking the discussion beyond the data and
drawing also on the evidence of my own work over a decade. This work involved my
observing and reflecting on teaching and training in the UK, Hungary, Finland, Russia,
Singapore and Japan in both primary and secondary sectors under such headings as: the
retention rates of teachers; the starting age in the primary sector, class size and teaching
assistants; national strategies and national assessment; subject knowledge and
professional development.
Although mainly concerned with mathematics (and hence the emphasis) it has been
possible, indeed important, to go outside my subject area to appreciate and understand
the differences in approach to teaching and training and its relevance to the UK
education system today.
My starting point is the well-being of our teaching force. Over the past decades there
have been a number of changes to the profession, described by one architect of
Government policy in the 2000 in terms of the degree of informed or uninformed
prescription and judgement.75 For the future decade, however, the central question, one
75

Michael Barber, one of the architects of the Government’s early national strategies, described in 2002 the
changes to the teaching profession in terms of the knowledge rich/poor, prescription/judgement matrix, shown
below.
1980s Uniformed prescription
=ational
prescription

1990s Informed prescription

Knowledge poor
1970s Uninformed professional judgement
2000s Informed profession judgement

Professional
judgement

Knowledge rich

The educational establishment might summarise the decades in a different form of words:
1970s
1980s

A time of ‘uninformed professional judgement’ – external ideas did not easily find their ways into schools and when they did, they did
not flow across classrooms
‘Uninformed prescription’ describes this period – there may have been standards and goals but there was virtually a complete absence
of any capacity-building strategies and resources to achieve them.
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now widely identified, is how to move away from prescription to autonomy.76 New
policies are needed if teaching and learning are to be improved, or earlier gains
sustained as recent national data show that the current national strategies are no longer
enhancing performance.77
A radically new strategy is needed – one that trusts the profession and helps it through
the professional sharing of ideas to improve the effectiveness of teachers and, in so
doing, provides an ethos to help both the recruitment and the retention of creative and
inspirational teachers, particularly in key shortage subject areas. With that background, I
will return now to the data from the report and to the sub- themes I have chosen to
discuss further, in terms of what we have achieved and the challenges ahead.
Retention rates of teachers.
Of all the data presented in the report, retention rates should cause most concern,
particularly as they are significantly out of line with other European countries. The data
given (about 30-50 per cent of teachers in the UK leave the profession within the first
five years) are in line with recruitment figures.
Take the example of mathematics, where about 3,000 students per year are currently
trained to become secondary teachers. With about 18,000 secondary mathematics
teachers in post, in about 6 years, we will have trained a complete new cohort. Of
course it does not work like this as there are some dedicated long-serving teachers. But
it does mean that precious financial resources are being wasted on training vast numbers
of teachers who only stay in the profession a few years - and many do not even teach at
all! As the report shows, this is out of line with a number of western countries.
One reason for this phenomenon might be that we are not too clever in selecting our
trainee teachers (our finance-led model encourages trainers to meet targets and ignore
quality). But the conditions of service in schools, particularly in the state sector, may
also be a factor, given the emphasis on paperwork, on preparing for examinations, on
following national strategies (for example, writing up lesson objectives and key words

1990s
2000s

A time of ‘informed prescription’ – a deliberate process to base policies and practices on the best research and knowledge. It can take
us to the first horizon, but not much further.
‘Informed professional judgement’ – for deeper developments we need the creative energies and ownership of the teaching force and
its leaders.

76

Michael Fullen identified the crucial question as ‘How do you move away from prescription to autonomy?’
whilst David Hargreaves, in 2002, also talked about the need for new levers (policies). ‘Many initiatives have
taken the form of a new lever that has worked well. But all levers have their limits...Rather than pushing an
old lever beyond its natural limits, policymakers would be wise to search for new levers.’
77
Research work, based at Cambridge University, does not give much evidence of gains being made.
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on a board as if this, by itself, will guarantee a good lesson), but with little emphasis on
inspirational and motivational teaching.
The report also shows that our age profile is very much on the high side; what will
happen when the current middle-aged teachers retire? The credit crunch might provide
some respite as teaching, just now, seems like a safe and secure profession to be in, but
this is no solution to our problems. Nor is the recruitment of second or third career
changers. Although some inspirational mature entrants join the profession, that is not
the ideal. We require talented and creative young teachers, who are supported and can
mature into long-term professionals, rather than transient teachers, who are in the
profession long enough to pay off their debts.
One solution, based on our international experience, is to have University Practice
Schools (UPS) that play a significant role in the training of our next generation of
teachers These are well established across the world in countries such as Finland,
Hungary, Japan and China. Already a number of such schools, run jointly by the local
university teacher training department and the local education authority, have a number
of obligations in addition to the education of their pupils: they can provide strong links
between university staff (not only education staff but subject experts as well) and the
school system; they expect their most expert and experienced teachers to act as mentors
to groups of trainees, providing model lessons for observation and analysis and guiding
a group through collaborative planning, observing and reviewing lessons on their first
teaching practice; they act as test beds for innovations by university academics or
government agencies; they are regional centres of excellence for Continuous
Professional Development (CPD) for teachers.
The training they offer is based on collaborative learning, with groups of four, six or
eight trainees in each subject. Every lesson given, whether by teacher, university tutor
or trainee, has the following phases: lesson planning (jointly as a group); lesson
delivered (observed by all others in the group); lesson reviewed (with key action points
made).
The cycle is repeated with trainees supporting and learning from each other while
gradually becoming more autonomous. Trainees’ second teaching practice is undertaken
in ordinary schools, but the link with their UPS mentor and university tutor continues
until their final ‘examination’ lesson, which again takes place in the UPS. For the
trainee this training model has a number of advantages over our current system,
including: observation of good teaching and taking part in critical reflection from the
start of training; support from peers with discussions continuing in and out of school;
the setting of high standards to which trainees aspire; quick awareness of potential
problems that might be encountered and self-awareness for those not suited to teaching.
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Trainees quickly became reflective and able to evaluate their own and others’ teaching,
learning from the mistakes and strengths of others.
These details are important because they could provide a new means of improving the
teaching profession through collaborating in the training of the next generation of
teachers. This training model values teachers and encourages self-development through
professional sharing of ideas. It is very similar in concept to university teaching
hospitals where trainee doctors start their training alongside expert practitioners and
where more experienced staff are supported through CPD in these hospitals.
Starting age in the primary sector, class size and teaching assistants
The report shows that our PTR (Primary Teacher Ratio) is relatively high, which should
cause concern. The early education of pupils is fundamental to progress later,
particularly in linear subjects like English, mathematics and science. It is difficult to
recover from a poor start to these subjects and class size is an important factor although
not the only one (see below pp). England, where much recent policy has been to
encourage pupils to enter school at a very young age and provide a curriculum (even if
it is not compulsory), is generally out of line with the starting age of primary school
elsewhere;
The evidence is that that nearly all countries in Europe start compulsory education at a
later age, 6+ rather than 5+. Russia and Finland do not start until 7+. Our own
comparative longitudinal research shows that in mathematics, at least, it does not take
pupils in these countries long to catch up on work done by earlier starters. Data from
representative samples of pupils tested each year on a core mathematical curriculum in
our IPMA project shows that it only takes one or two years for these pupils to catch up
on the work of those in England, who start at 5+.
Although there has been some debate about class size, in the first few years a small
class size helps pupils’ development, so a smaller ratio of pupils to teachers more in line
with that of other countries should be the aim.
This does not mean England needs to go further in employing classroom or teaching
assistants, where the increase over the past decade has already been dramatic. Although
partly the result of the specific policy to put special needs pupils into mainstream
primary schools, there has also been a more general policy of increasing the number of
teaching assistants. The expectation now tends to be for every primary class to have one
assistant as well as a teacher.
By contrast most European countries use assistants far less extensively and only in
helping pupils who have difficulty with mobility. In theory England’s vast task force of
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assistants could be given the opportunity to be trained for teaching and so provide for
individual pupil needs but too often, from our observations, it is a resource that
duplicates what the teacher does, with small groups of children. Training these
assistants to become real teachers, with maybe fewer of them (as economic resources
determine), would bring the potential of smaller class sizes or of two teachers per class
in the initial primary years on which effective pupil progress subsequently depends?
0ational strategies and national assessment
National strategies and national assessment are related and there have now been two
decades of national strategies costing a small fortune. They have led to few or no gains
but have taken some effective teachers out of the classroom to act as consultants; such
teachers tend not to return. The strategies may give politicians and officials the feel of
centralised control but they cause a fundamental problem. Many teachers are afraid to
‘do their own thing’ with the result that they become incapable of thinking for
themselves.
Imposing such central control does not encourage creative teachers to enter the
profession (at least not in the state sector). No other country, and certainly none of the
European countries, employ such ‘strategies’ It now might be time to abandon them and
for the Government to cease backing this white elephant. Instead it should encourage
those effective teachers now working as consultants to return to school. The exceptional
or expert teachers could be placed in University Practice Schools, to work with future
teachers, providing regional school based CPD, and with education academics on
relevant and important initiatives and pilots. Such teachers could provide the extra
capacity needed for the practice schools to work effectively for initial teacher training,
continuing professional development and experimental classroom research.
What then should be the future of national testing? Apart from the USA, it is difficult to
find a country other than our own that spends such a significant amount of time (and
money) in testing pupils at almost all ages. Although Key Stage 3 national audits have
been dropped, the decision was taken not for educational reasons but because the QCA
appeared unequal to the task of managing and seeing through the tests effectively. Both
the Labour Government and Conservative Opposition appear to see intensive testing
and national reporting as essential for an effective educational system.
By contrast other countries with efficient and effective education systems do not have
national testing (before age 18). Nor do they have national reporting or national
strategies.
Why therefore do the main political parties hold regular testing and reporting so dear,
when all the international evidence points in the opposite direction? Of course we need
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to know what progress children are making; how effective their education is and
whether they are being challenged and motivated by school as well as enjoying it.
However, the evidence suggests that this is more likely to happen if teachers are trusted
and esteemed rather than judged and criticised.
A profession in which teachers share ideas, work collaboratively, are trusted by parents
and head teachers (as well as by politicians) and valued by the community will attract
creative, talented, enthusiastic, committed and able teachers, much more likely to
remain in the profession and develop their expertise over a period longer than a few
years. It is therefore vital to change the conditions of service which at present the
teachers needed for the profession continue to find unattractive.
Subject knowledge and professional development
One of issues that bedevils our teaching profession, and particularly my subject of
mathematics, is that of the inadequate subject knowledge of teachers. There is less of an
issue with secondary mathematics teachers, although a considerable number (anything
up to 50 percent) in the state sector do not have the standard entry qualifications,
namely A-level mathematics and at least some mathematics in their degree level work.
Having such a standard would ensure that they had some understanding of the
mathematical concepts that underpin all mathematics. What it would not ensure is the
passion and love for the subject needed to be a really effective teacher. We are in a
cycle of underachievement, illustrated below, that is difficult to break. It is also a
reflection of the current conditions of service that we are unable to appoint teachers with
the standard entry level.
Reduction in quality of Alevel Mathematics candidates

Fewer students
studying maths-related
degrees

Decline in teaching
standards of
mathematics in
schools
Smaller pool of potential
young trainee teachers

In the primary sector, the problem is more fundamental. The minimum entry level in
mathematics to initial teacher training for primary is a Grade C at GCSE in
mathematics. Not only is this the minimum entry level, it is also the modal entry level,
that is the most likely entry qualification in mathematics. This qualification has often
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been taken some years before the training period (five or more years if they are taking a
PGCE course) so that there may be little knowledge beyond basic numeracy about
which a trainee feels confident and, sometimes, even basic numeracy scares them.
The situation is vastly different in most countries around the world and particularly in
Europe, where any potential teacher will have taken mathematics through to the
equivalent of their sixth form (that is, up to age 18+ rather than 16+ in England). This
means that all primary teachers are, in comparison to England, highly qualified in
mathematics. The position is similar in other subjects, including science and English
(but many more potential primary teachers will have a higher-level qualification in
English).
There was a golden opportunity to change this situation when the Williams Committee
which reported on primary mathematics to the Government in June 2008. It
acknowledged the need for a qualification higher than Grade C in GCSE Mathematics
but did not go as far as to propose a higher mathematics entry qualification. The
opportunity was therefore missed to introduce a lever instituting a higher qualification
with a set number of years in which it would become effective. That could have broken
the cycle of underachievement. Even though a long-term solution, it would in a decade
have begun to change the quality and depth of mathematical understanding in the
primary phase.
This illustrates the difference between England and its major competitors. In Finland,
Hungary, Japan and other similar countries, the aim of primary mathematics is to
provide all pupils with a solid mathematical foundation for the secondary phase.
Algebraic concepts are signposted from an early age and there is a natural progression
in concepts from primary through to secondary. But to achieve this, we would need a
primary teaching workforce with a sound grasp of underlying mathematical concepts
and, unfortunately, a Grade C in GCSE mathematics does not in any way provide this.
My suggestion would be to insist on a dedicated AS-level qualification in both
mathematics and English that all trainee teachers would have to achieve before (or even,
possibly, during) training. Appendix 1 illustrates the sort of syllabus required to give
intending trainees the background understanding that would be central to any real
improvement in the current position.
Improving mathematical understanding is just the starting point because teachers also
need to use the highly interactive strategies common in the mathematically highperforming countries, to ensure the engagement of all pupils in mathematical thinking.
Appendix 2 outlines the style of teaching (of mathematics) that is used in highperforming countries.
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The model used in the University Practice Schools (UPSs) for the training of teach
teachers is
also the most efficient model for continuous professional development. This is
illustrated below in the context of lesson study in which groups of teachers (four is an
effective number), jointly plan, observe, reflect and evaluate lessons, with a pa
particular
focus. The professionals work together to improve practice through guidance, if
required, from external sources, e.g. staff in the UPSs or university staff. This school
schoolbased CPD is an effective way of enhancing practice as it relates directly to the
classroom and pupils of each participating teacher. It is used extensively in Japan and
the USA and, more informally, in Eastern European countries. It encourages teachers to
think about teaching and learning, it provides the opportunity for effective teachers to
share their approaches to teaching and it helps other teachers to improve their practice.

For the future, one of the advantages of a good education is that it provides and equips
pupils with a range of additional characteristics with which to approach later life. It can
inspire them to be learners for life, to be enterprising, take risks, and have transferable
skills as technology continues to advance. Talented and creative teachers are needed to
give such an education and to provide inspiration
ation and motivation. Not only are the right
conditions of service essential; so too are the range of changes proposed above. A new
emphasis on developing UPSs throughout the country would provide a catalyst for
upgrading and valuing the profession of teaching.
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Appendix 1: Proposed AS-Level Mathematics Course for Intending Primary Teachers:
Mathematical Concepts and Applications
1.

2.

3.

4.

5.

6.

7.

8.

LOGIC
Sets and Venn diagrams
Logic diagrams
Tree diagrams
Binary mathematics (Russian multiplication, bar codes)
0UMBER SYSTEMS
Natural numbers, whole numbers, integers, rational, irrational
Decimals, fractions, percentages, ratio and proportion
HCF, LCM, factors, prime numbers, co-prime
Distribution of prime numbers (Euler function)
Number line, inequalities
Four rules of arithmetic
Scientific notation
U0ITS, TIME and CALE0DAR
SI units and conversion
Latitude, longitude, bearings
Time, seasons
Calendars (e.g. Jewish, Moslem, Julian, Gregorian) Easter Date
ALGEBRA
Notation, indices, factorials
Rules of algebra
Equations (linear, quadratic and cubic)
Straight lines, quadratics and applications
DISCRETE MATHEMATICS
Graphs and networks (Köningsberg Bridge)
Trees, paths and routes
Euler’s Formula and Map colouring
Fibonacci Sequence and Golden Section
GEOMETRY
2D and 3D shapes (circles and spheres)
Möbius strips
Pythagoras Theorem (including proof)
Symmetry
Transformations
PROBABILITY
Probability line
Determination of probability (symmetry, listing, tree diagrams)
Independent events and mutually exclusive events
Intersection and union of events
STATISTICS
Measures of central tendency
Measures of variation
Binomial distribution
Introduction to normal distributions
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Appendix 2: Primary Mathematics: a proposed teaching model from high-performing countries
Lesson well prepared (teacher knows the lesson plan well and is aware of any
problems/difficulties which might occur), resources are at hand, board prepared in
advance, pupils have own resources on desks.
2.
Seating: every pupil has direct eye contact with the teacher and can get to the
board quickly and easily. Able children seated beside less able.
3. .Whole-class interactive teaching predominates, with planned intervals of
individual and paired work. All pupils on task and all given the chance to
demonstrate, answer, explain, suggest, criticise, etc.
4. Friendly, non-confrontational atmosphere where pupils learn from and support
others and have fun! Mistakes used as teaching points. Encouragement given to
pupils who have difficulty and praise given when deserved. Pupils are
encouraged to appreciate the good work of others.
5. Spiral curriculum with continual revision; learning by heart encouraged with
progression in small, logical steps.
6. Visualisation and manipulatives are used in the early years and with less able
pupils. Relating contexts to pupils’ experiences where possible. Demonstrating
on a number line and modeling to help understanding.
7. Exercises reviewed interactively with the whole class at the time. Pupils give
the solutions, not the teacher, and rest of the class agrees/disagrees or suggests
alternative solutions. Pupils are expected to correct their own work (i.e. cross out
wrong answer and write correct answer in red). Teacher gives hints only if the
whole class is stuck.
8. Challenges or extension work set for able pupils, or they help less able
neighbours; no one is inactive.
9. Correct notation, layout and language used at all times. Teacher acts as a model
for pupils to follow (on board and orally), repeating/showing a pupil’s explanation
more clearly and succinctly where necessary. New words always explained and
written on the board for pupils to copy in exercise books.
10. Fast pace and varied activities related to the concept being taught. Time limits
set for individual/paired work. Time allowed for pupils to explain and for whole
class discussion.

1.
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VII
Unhappy and Undereducated?
Removing the Obstacles to Better Teaching

John Marenbon
From the mass of statistics so lucidly presented in John Howson’s report, two stand out
about teachers in England and Wales. First, teaching in England is an unhappy
profession. A profession is unhappy, when it can neither attract enough new recruits,
nor retain those who have already joined it: in England and Wales, by contrast with
other European countries, there are problems both about filling vacancies and about
trained teachers giving up teaching. Second, although its business is education, teaching
is an undereducated profession. Primary teachers are obliged to have no more than
GCSEs in Maths and English; and, although their institutions may require two A-levels,
even this is a minimal qualification, as anyone will testify who has had experience of
the frighteningly low levels needed even for the highest grades in academically serious
A-level subjects. Secondary teachers are usually better qualified in their subject, with a
proper university degree (as opposed to a BEd), but very few of the best graduates of
the best universities become teachers.
What are the explanations for these two worrying phenomena? The most obvious one
would be financial. Teachers leave the profession, and well-qualified people do not join
it, it might be said, because they are badly paid. True, teachers in England are paid less
than most other professionals. But their rates of pay, balanced over the course of a
career and compared to GDP, are no worse than in France at least to mid-career or New
Zealand, where there are not similar problems. One important difference between
England and elsewhere is presented clearly in the Conclusions: ‘The English teacher is
more tightly controlled, regulated and prescribed in classroom and associated duties,
than counterparts in the United States or on the continent.’ Do tight control, regulation
and prescription sound like the characteristics that would attract or retain intelligent,
independent-minded and dedicated people in a profession?
Another contrast between England and the United States, on the one hand, and all the
other countries surveyed in this Report, on the other, concerns selection. All the other
countries have selection earlier or later at secondary level, whereas England and the
United States are for the most part non-selective, even at upper secondary level. Is it
mere chance that England and the United States are alike, too, and different from the
others, in their severe problems of recruitment and retention? Teaching is more
straightforward where the pupils taught together are of roughly similar ability and share
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similar aims. There may be arguments, educational or other, for insisting on a
comprehensive system which makes teaching less straightforward, but in this case, there
is a prima facie reason to expect that many teachers will find their jobs less rewarding,
because of the added complications.
The sharpest light, however, is thrown upon each of the two worrying phenomena by
the other. A profession which sinks below high professional standards is very likely to
be unattractive. By lowering standards of entry in order to try and attract more teachers,
governments have merely succeeded in undermining the standing of the profession and
ended by making their initial problem worse.
What, then, should be done? More educated people would probably be attracted to
become or remain teachers if the amount of regulation on them in all areas (not just in
academic matters, but with regard to health and safety and the social service remit) were
reduced – and any moves in this direction would also enable them to teach better. The
same is probably true with regard to introducing at secondary level a diversity of
schools, including those aimed at pupils of high academic ability.
The best way, however, of finding and keeping more teachers is, paradoxically, to make
it harder academically to be a teacher. No one who is not capable of gaining a decent
university subject degree should be teaching children at any level (except perhaps in
non-academic subjects, such as PE). No one without an excellent university degree
should teach at A-level. These requirements are merely those dictated by any
responsible attitude to children’s well-being. How can they be expected to learn, except
from those with a reasonable mastery of their subjects? They would also, however, give
back to the teaching profession its self-respect, and to the position of teacher the esteem
which it cannot command when the standards for entry are too low.
At the same time, it needs to be made far easier to become a teacher with regard to
everything except for academic qualifications. When all teachers are required to have a
degree (or show an equivalent intellectual level), there will be no need for the BEd. And
there is even now no need for the PGCE. New teachers certainly need careful advising
and monitoring, from more experienced teachers in schools – just as anyone learning a
new job needs help in learning how to use their knowledge and abilities in its particular
circumstances. But departments of education are obstacles rather than enablers for
aspiring teachers. Their abolition would immediately make teaching a more attractive
career.
The removal of specific teaching qualifications would also facilitate the entry of three
types of teacher which the present, over-regulated system continues to obstruct despite
the limited opportunities offered to a small percentage of entrants to train in school.
First, there are a considerable number of excellent graduates, who would be interested
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to teach for perhaps two to five years, without making it a lifetime career (though some,
no doubt, who started out thinking that it was a short-term commitment would choose to
stay). Second, there are highly-qualified people, in the later stages of other careers, who
might choose to go into teaching. Third, there are people in their 40s and older – very
often married women – who did not go to university, but through their school-education
and subsequent employment and private study are at an equivalent level of cultivation to
today’s graduates: they could be excellent primary school teachers for younger pupils.
It might seem that these obvious deficiencies in teacher-training in England would be
quickly noticed, and that the efforts of government ministers, civil servants, inspectors
and university departments would be to make them good, and not, as they are, to
exacerbate a situation already bad. But there is a sinister harmony between the
undereducation of our educators and the wider culture abroad in the world of schools
and of the officialdoms which cast such a long shadow over them. Rather than being left
to choose the manner and the content of their teaching in accord with their professional
judgement, teachers are now given minute guidance about almost every aspect of their
teaching, since the courses attempt to break down the complex, organic and essential
indeterminate process of mastering subjects into units of skills and knowledge that are
transparent and easily assessable. The engines driving this process are the GCSE, A1
and A2-level exams, and before them the Assessments at the Key Stages of the National
Curriculum. And the very process of marking these exams is being made increasingly a
mechanical one, with supposedly right answers listed even in subjects such as English
literature and history where any competent specialist will tell you that there are no right
answers.
Such developments are anathema to properly educated teachers, and they are one of the
reasons why they are leaving the profession in such numbers. But to the half-educated
teacher trying to keep up appearances in the classroom in a subject which he or she has
never properly studied, they could seem like manna from heaven. These would-be
teachers are happy to see teaching and learning reduced to a sort of higher form-filling,
and perhaps they even believe that this is what education should be. And so this is
another, and perhaps the most important reason, why we owe it to our educators
themselves, and even more to their pupils, to ensure that that they receive the genuine
education which will let them cast aside such illusions.
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VIII
Facing the Future:
Tackling Pay and Conditions

John O’Leary
One silver lining in the clouds of recession is the impact on the recruitment – and,
hopefully, retention – of teachers. Schools always benefit from a significant economic
downturn, as the options for graduates dwindle, and this one is no exception. The
Teacher Development Agency has seen enquiries rise by 45 per cent in a year and
claims that one worker in ten is considering a career in teaching.
John Howson’s report shows how much this renewed enthusiasm for teaching will be
needed. The age profile of the profession will soon add dramatically to the natural level
of vacancies, even if reduced opportunities in the private sector do improve retention
rates. He demonstrates that shortages in familiar areas, such as physics and modern
languages, are far from over. And he raises interesting questions about the extent to
which the different approaches adopted in comparable countries might benefit schools.
International comparisons are fraught with difficulty – definitions vary and subtle
differences between education systems can make for misleading statistics. But this
report distinguishes between the problems (such as shortages of maths and science
teachers) that are, if not universal, certainly widespread internationally, and those that
are tackled more effectively elsewhere.
In some cases, the different practices adopted in other countries are interesting but
probably irrelevant as a solution to the problems of English schools in the foreseeable
future. Both Labour and the Conservatives have made it clear that they will not
countenance a return to selection for secondary schooling, for example. And under both
Parties, the ages at which children begin nursery and primary education have been
getting earlier, rather than later, in spite of the evidence, restated in the report, that the
continental model may be more effective.
There is long-term value, of course, in a review of the system that goes back to first
principles. Doubtless, if starting from scratch, we would not construct an education
system in the image of the one we have now. But, particularly in view of the inevitable
spending constraints that will face the next Government, it is surely inconceivable that
there will be a wholesale reorganisation of schools. Nor is any Secretary of State likely
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to confer civil servant status on teachers, no matter how much higher their morale may
be in countries where this exists.
The report is most useful for the lessons we can learn from the systems that are closest
to the English model. It is instructive, for example, that other countries have not
followed England’s lead in the expansion of classroom assistants. It is an obviously
attractive policy, if only for financial reasons, but not one that appears to be mirrored
except in the Netherlands and the United States. And, while assistants make up 5 per
cent of the US school workforce, they now represent 43 per cent of the number of
teachers in England.
Professor Howson notes: ‘There is little real evidence to suggest that such expenditure
across all schools has helped significantly to increase standards in reading and
mathematics.’ But he also suggests that the use of teaching aides may grow in other
countries as the pressure on school budgets grows, given that teachers’ salaries
represent the single major cost in education.
It will be tempting for the next Government to expand the use of classroom assistants
still further, especially since it would ease the pressure on teacher recruitment and
retention when the retirement of ‘baby boomers’ is at its height. One hopes that before
that happens, more evidence will be assembled on the value added by classroom
assistants and the ideal ratio of assistants to teachers.
The other temptation, underlined in the report, will be to continue to disguise the true
extent of teacher shortages by employing staff who are not qualified in the subject that
they teach. Indeed, schools often have no alternative but to do this because they cannot
attract a specialist in an area of shortage. The more favourable recruitment climate
produced by the recession should be used to make as much progress as possible in this
important area. Some schools may be happy to muddle along with their existing
arrangements, rather than disrupt their staffing model, but the use of unqualified
teachers is particularly damaging to pupils.
Another issue highlighted by the report that should be addressed by ministers is the
suitability of the current system of initial teacher training to the new generation of
trainees, many of whom are much older and more experienced than their predecessors.
Up to 20 per cent of PGCSE students are now over 30 years of age and the proportion
may well grow as more people decide (or are forced) to switch careers. The balance of
training options will surely have to switch further in the direction of school-based
training, which appeals more to many career switchers than the university route.
But the question that will exercise the minds of civil servants and ministers over the
next several years is how to deal with the acceleration in retirements that is approaching
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both in England and in the other countries surveyed by Professor Howson. As he points
out, the impact will not be wholly negative, as long as the change is managed
successfully – younger (and therefore less highly paid) teachers will ease the pressure
on school budgets to some extent, as well as bringing new ideas. But valuable
experience will be lost and the pool of potential head teachers and deputies reduced, at
least temporarily.
The challenge will come mainly in secondary education, and demography will help in
the short term. The numbers of secondary-age pupils are set to drop for the next six
years – and with it the demand for new teachers. But about a third of all teachers are
now over 50 in a profession where early retirement is more common than in many other
walks of life. In addition, the proportion of female teachers has risen considerable over
recent years, making the impact of maternity more of an issue for schools.
As Professor Howson points out, the retention, motivation and performance of midcareer teachers will therefore become even more important. Both salary levels and
working conditions will have an influence, particularly when the UK economy begins to
recover and there are more alternative employment options for teachers. At present,
starting salaries are competitive but mid-career pay levels for classroom teachers are
not; yet annual increments ensure that the total pay bill continues to grow. This,
together with frequent complaints over workload and, in particular, with levels of
bureaucracy, is producing a workforce that is among the most dissatisfied in the survey.
All parties are pledged to improve standards in education and to protect schools from
the worst of the cuts that are certain to be imposed on public services. Reforms to the
pay and conditions of teachers will be difficult to achieve in such circumstances, but
some progress will be essential if the challenges identified by Professor Howson are to
be addressed successfully.
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VIII
Fundamental Change:
Freedom for an Educated Profession

Chris Woodhead
‘Teachers’, as the preface to this latest Politeia study of teacher recruitment and
retention states, ‘are the single most important factor in the matrix of resources for
educating students’. Indeed, they are. And the single most important conclusion to
emerge from this analysis of teacher training across the world is that the countries
included in the study, whatever the detailed differences between them, share the same
basic assumptions about the nature of education and the principles upon which teacher
training should be based. No country is asking the questions which need to be asked,
and no country is likely to see any genuine rise in standards until it steps back and
challenges the beliefs upon which its practice is based.
‘Policy-makers today’, the author writes, ‘consider students should be prepared for
professional lives characterised by rapid change; the importance of life-long training
matters; new divisions of labour and collaboration between schools and other places of
learning have emerged; general education and specific requirements for specialised
training should be balanced. Education systems need to be capable of both responding
to, and anticipating, rapid change’.
Such world-wide assumptions explain the world-wide mess education is in. Do ‘the
development of technology’ and ‘increasing social diversity’ pose ‘many challenges for
teachers and schools’? Not if you believe that a school is an institution in which the
young are initiated into those aspects of our culture we deem essential to their humanity.
That is my belief. I do not accept that we live in an age of unprecedented ‘change’. I do
not think that the current fad for collaboration between institutions will last. And, in that
‘education’ and ‘training’ are fundamentally different activities, I do not think that the
needs of each ‘should be balanced’.
These and other similar ideas have corrupted education and undermined the
effectiveness of training and post-training programmes. One important reason why all of
the countries studied are facing, to a greater or lesser extent, problems of teacher supply
is that few self-respecting graduates want to become part of a ‘profession’ which is now
expected to be more interested in the ‘challenges of social diversity’ than the excitement
of teaching an academic subject. I place the word ‘profession’ in quotation marks
because, in England at least, but I suspect elsewhere, teaching is no longer a profession.
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By definition, professionals are expected to determine their own beliefs and practice.
This is no longer the case in England. Organisations such as the Training and
Development Agency (TDA), which determines the ‘competences’ students must
demonstrate to qualify as a teacher, and the National College for School Leadership
(NCSL), which decides who shall become a headteacher, boast of how their work is
driven by the imperatives of the Children’s Plan and the priorities of ‘the 14-19 reform
agenda’. These days student teachers and aspirant headteachers are lobotomised into an
unthinking acceptance of the Government’s plans. Who would want to be a member of
this non-profession?
In one important respect England is, however, different. We ‘retain only fragments of a
system which separates out the academically gifted at 11’. Other countries, such as
Germany, Switzerland, France and the Netherlands, have a well-established ‘tradition of
introducing specialist education, often vocational in nature’. We remain committed to
the comprehensive ideal and continue to believe that a teacher should want to teach and
be able to teach children of all abilities. This is a nonsense. Some teachers are gifted in
the teaching of academic children; others are brilliant with, for example, the emotionally
and behaviourally disturbed. We need a system which recognises that different
institutions should specialise in the teaching of children with different educational needs
and a system of training which prepares students to work in a particular institution
according to their wishes and abilities. It is a fundamental reform of this kind which is
needed. Tinkering with the detail of existing teacher training programmes will achieve
nothing.
That said, three statistics leap out from Professor Howson’s analysis. The first is that
30-50 percent of new entrants leave the profession within five years of joining it. 20
percent of successful student teachers do not even enter the profession. Howson does
not calculate how much money this extraordinary drop-out rate costs the Government
and, ultimately, the taxpayer. Somebody should. It would be interesting, too, to
compare the drop-out rate with that of medical students which, I suspect, is minimal.
Why do so many young teachers change their minds so quickly? Some, I suppose, never
really wanted to teach. Why, then, were they ever allowed on to a training programme
which costs £314578 per student? Mistakes are always made at interview, but, if this is a
valid explanation, the magnitude of the mistake is unacceptable. Ofsted, which in turn
wastes vast amounts of money investigating whether teacher training institutions
conform to the TDA’s bureaucratic requirements, might like to take one look at the
percentage of an institution’s students which remain in the profession for more than five
years and grade the institution accordingly.
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The explanation may, alternatively, be that teacher training programmes (other than
school-based programmes, which, for a variety of reasons, should be the norm) fail to
prepare students adequately for the realities of classroom life. Looking at the TDA’s
competences, in their arid bureaucratic magnificence, their obsession with the
Government’s ‘agenda’, and their failure to focus on the only thing that really matters,
which is, of course, the craft of the classroom, it seems to me that this may well be the
case.
Whatever the explanation, we have a ludicrous drop-out rate at a time (and this is the
second significant statistic) when a third of teachers currently in post are over 50 and a
half are over 40. Recruitment to the ‘profession’ may currently be buoyant because of
the recession. Looking to the future, it is obvious that a massive crisis looms. The
figures are clear. The question is what can be done? The answer, as I have already
intimated, is nothing unless the Government or a future Conservative Government is
prepared to take radical action, reform the structure of secondary education, the level of
bureaucratic involvement in schools, and the nature of initial teacher training.
This crisis (third statistic) is already upon us in that only 41 percent of the student
teachers who take the PGCE route have a degree in the subject they are going to teach,
and, worse, only 50 percent of the 20 percent who take the BEd route have two good Alevels. Only 65 percent, in fact, of this latter group have two A-levels at all!
These academic requirements are significantly lower than those demanded by other
countries in this study. They demonstrate both the desperation of the Government in
trying to fill training places and the denigration of subject knowledge. The argument, I
presume, is why worry about the academic capability of the new teacher when the new
curriculum redefines the national curriculum subject as a vehicle for the inculcation of
politically correct attitudes and cross-curricular learning skills?
We have, Ofsted tells us, the best generation of young teachers the country has ever
known. In that Ofsted spends very little time observing student teachers teach and even
less time observing qualified teachers during routine school inspections, this confident
assertion is grounded in very meagre evidence. We know that many student teachers
have few or irrelevant academic qualifications. We know that the pedagogy which they
are expected to master during their training is corrupted by sillinesses such as the idea
of personalisation. We know that many leave teaching very rapidly, if, that is, they enter
the profession at all. None of these facts leads me to believe that Ofsted knows what it
is talking about.
Given that training is, and should be, distinct from academic education, a sensible
approach to teacher training would abolish the requirement that a teacher should be
trained before they take up post. Teachers do not have to be qualified to teach in
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independent schools, and few suggest that standards in independent education are as a
consequence compromised. Let headteachers appoint whomsoever they like. Allow
those who in mid-career want to become teachers to enter the profession without having
to waste (and fund) a year’s training. Allocate the money saved to the school which
employs the new teacher and allow the school to purchase the training it wants from the
supplier it finds most attractive. In other words, create a market in teacher-training in
which the nature of the training is determined by the needs of the customer (the new
teacher and the school which employs him).
Why not? The current situation in which the state determines the nature of teacher
training is, as Howsen’s research demonstrates, failing to ensure that we have sufficient,
and sufficiently qualified, teachers. In my view, its bureaucratic and politicised demands
are part of the problem in that they render teaching an unattractive option to the wellqualified and independent-minded student.
I see, of course, no point in the post-qualification staging-posts the Government and the
TDA have introduced. Schools should have freedom to pay their teachers what they
want and what the market demands. Few, if any, of the countries analysed in this study
have any genuine system of performance pay. England certainly does not. The
‘threshold’ introduced by Mr Blair (at huge bureaucratic expense) is passed by virtually
every teacher who applies. Heads who are wise enough to want to reward real
excellence and commitment should be encouraged. Those who are afraid to introduce
any such ‘divisive’ initiative should be left alone to dwell on the recruitment and
retention consequences.
None of the above is, of course, likely to happen. The introduction of a system of
performance pay which was genuinely motivational will be resisted by the majority of
headteachers. Local authority and DCSF bureaucrats will fight to defend their
bureaucratic powers. The last thing most teacher training institutions want is to compete
in a market. Politicians, on the left and, given Mr Cameron’s policies to date, the right,
show no sign of wanting to introduce real professional freedoms coupled with serious
market reforms.
So the likelihood is that in teacher training and in education generally we will see little
or no change. Much thought will be expended on the precise definition of each of the
wretched competences, on how the TDA can impose ever more ludicrous procedures
which must be followed, on the numbers of teachers versus classroom assistants to be
employed in different phases ̶ none of which will make the slightest difference.
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X
The Report:
The Comparative Analysis
Professor Howson’s analysis of recruitment and retention trends across the individual
countries in this study suggests a number of important conclusions, especially for
England. This section (Part III) will begin by summarising the analysis and the
conclusions of the Report highlighting how the system in the UK, or where specified
England, compares with that of the other countries generally and then under three main
headings:
(i) The context: School and pupil systems
(ii) Numbers: What are the numerical trends in terms of teachers employed,
vacancies and retirement?
(iii) Where do approaches to recruitment and employment differ?
(iv) How significant are differences in conditions of service and pay between
England and other countries?
(i) The Context: Schools, Pupils and Systems
School Age and Phase
English pupils are obliged to spend longer at school than other pupils. Compulsory
school age in England, from 5-16, starts earlier than that of the other countries of
the study, where it is 6 (except the 0etherlands). England’s age for transition from
the primary to the secondary phase, mostly at 11, is closest to that of France.
Countries vary in pre-primary school age, which starts between 3 and 5. The data
for pre-primary teachers are not included in this study.79
The English primary school begins at 5 (as does that in the Netherlands) and ends at 11
as does the French (and as do some parts of Switzerland). Compulsory starting age in
the other countries is 6 and primary school ends between ages 10-13 (10-12 in
Germany, at 12 in the Netherlands, Switzerland and New Zealand, and at 10 or 11 in the
United States.)

79

Pre-primary or nursery education begins between 2 and 6: at 3 in England, 2 or 3 in France, 3 in
Germany, 4 in the Netherlands, 4 or 5 in Switzerland, 3-5 in New Zealand and 3-6 in the United States. The
starting age is reported as the later age by Unesco for France (3) Switzerland (5) and New Zealand (3). The
two principal sources on entrance age for pre-primary and primary schools differ on these starting ages. See,
Eurydice ‘National summary sheets’ and the UNECSO Global Education Digest 2008.
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England’s secondary age (except for middle schools) starts at 11 in common with that
of France and parts of Switzerland. Elsewhere the secondary starting age varies between
10 and 13: 11 in Germany, 10-12 in Switzerland, 12 in the Netherlands and 12-13 in the
United States and New Zealand. Compulsory schooling ends at 16 though school
continues to 18 (17/18 in the United States, 19 in parts of Germany and Switzerland).
The final years of secondary school tend to be organised as a separate phase in the same
or a different school.
The System
England’s system of schools is mainly comprehensive in common with other
Anglophone countries. Here a small proportion of schools, 5 per cent, are
selective.80 France, Germany, Switzerland and the 0etherlands have
differentiation at secondary age, Germany from age 10 or 12, France from 15,
Switzerland from between 9 to 12 (depending on the canton) and the 0etherlands
from 12.81
For access to higher education, the position is reversed. The Anglo-Saxon countries are
selective, but the continental models are open (except for Switzerland which is
selective).
The Official Structure
The structure in England appears to have fewer official tiers at local level than
others, and unlike France and Germany to allow schools some responsibility.
Although the structure of schooling is less formally centralised, the official
approach to teachers is more bureaucratically intrusive of their professional
sphere, than in other more centralised ‘controlled’ models.
The legal, administrative and organisational model generally involves three tiers: at
central level (the central or federal government department); at regional or local
authority - one level in England (the local authority) and two in the other countries
(Germany, Länder and district; France, Académies and communes/départements/régions
depending on phase of education; Switzerland, cantons and municipalities; the United
States, state authorities and school district boards); the third level is the school itself but
French and German schools are not expected to share official organisational
responsibility.

80

Written answers. 16 July 2007. Column 102W. Total number of secondary schools, DCSF, ‘The
Composition of Schools in England’, (June 2008).
81
We are grateful to the Swiss Embassy in London for supplying additional information. Reference to the
range of age for selection was confirmed with the Département Fédéral de l'Intérieur.
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(ii) 0umbers: Teachers Employed, Vacancies, Retirement
Pupils and Teachers
Pupil Teacher Ratios
The United Kingdom has one of the highest primary pupil teacher ratios (PTRs),
while that for secondary is lower. UK PTRs are closest to France for primary
(slightly higher) and to Germany for secondary (slightly lower).
In general primary schools have higher PTRs and secondary lower. PTRs also vary
across the countries. At primary level Switzerland and the United States have the lowest
PTRs and the UK and France the highest. At secondary the overall ratio tends to be
lower, with Switzerland having the lowest PTR for secondary, then France, whereas the
United States and Germany have the highest.
The lower compulsory starting age does not seem to result in significantly higher PTRs.
France’s starting age is 6 but its primary PTR at 19.4 is next to that of the United
Kingdom’s at 20.7. That of the Netherlands with starting age also at 5 is 15.9 and
Switzerland’s primary PTR is the lowest at 14.6.
Pupil =umbers
Pupil populations are increasing in all the countries of the study, except Germany
and in the United Kingdom the increase is less marked.
Teacher numbers change with the fluctuating numbers of pupils. Most of the countries
in the study show a recent increase in school age population (1999-2006). The UK
increase at 0.2 per cent is lower than the percentage increase for other countries.
Germany is the exception with an overall decrease.
Teaching Assistants
0on Teachers/Para Professionals are used more comprehensively in England and
Wales, the United States and the 0etherlands.
England, the Netherlands and the United States use teaching assistants, but France,
Germany and Switzerland do not, nor does New Zealand. England and Wales have high
percentages of teaching assistants and non-teaching support staff in school (the figures
do not include the high numbers of out-of-school non-teaching officials). Teaching
assistants tend to be concentrated in primary schools, with 66 per cent of teaching
assistants working in nursery or primary school.82 The data for the Netherlands, France,
82

DCSF, ‘School Workforce in England 2008’.
http://www.dcsf.gov.uk/rsgateway/DB/SFR/s000813/SFR26_2008.pdf. There are 183, 200 teaching assistants
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Germany and New Zealand are not readily available, suggesting that teaching assistants
do not figure prominently. For Switzerland teaching assistants are not distinguished
from other non-teaching staff on the education budget.
Vacancies, Attrition and Retirement
Vacancies
Though real vacancy levels are difficult to judge, the evidence on attrition and
recruitment, indicates the scale of the problem, notably in the US and England.
The official vacancy figures are not consistently released or compiled on a
comparable basis; and in England for instance, they refer merely to advertised
posts. At the same time a number of strategies are deployed which conceal the true
position.
In continental countries primary posts tend to be filled and secondary posts are in
general and such problems as there are tend to be confined to remote areas or some
specialist subjects. France, e.g., has little difficulty filling posts, with five candidates
competing for each teaching post
However the Anglophone countries all have difficulty filling mathematics posts. In
addition England has difficulty recruiting for mainstream subjects such as science and
foreign languages while the US has difficulties also for filling science posts.
Attrition
England and Wales and the United States have high attrition rates, with far higher
proportions of teachers leaving the profession than in the other countries. Overall,
UK wastage is higher than in other countries.
Attrition rates in England and the United States are higher than in any of the other
countries. The OECD banded rates (under 3 per cent, 3-5 per cent and over 6 per cent)
put England and the United States ‘over 6 per cent’. The breakdown in John Howson’s
report suggests an attrition rate here excluding retirement of over 6 per cent and together
with retirement, a figure of around 10-12 per cent.83 France, Germany and the
Netherlands by contrast have a lower attrition rate of between 3-5 per cent.

in local authority maintained schools, academies and CTCs, (provisional figures for 2009), see 618g survey,
http://www.dcsf.gov.uk/rsgateway/DB/SFR/s000844/SFR09_2009_2.pdf, DCSF. For a discussion and
breakdown, see Moon et al, p27.
83
Official data suggest that a wastage figure of 9.2 per cent mid-decade is now 10-12 per cent. See chapter 2,
above, also Moon et al, 2007.
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Up to half (30-50 per cent) of teachers leave the profession in the United Kingdom
and the United States within the first five years, whereas in France the figure is
insignificant and in Germany fewer than 5 per cent are lost.
On average a third of new teachers leave teaching in the United States in their first three
years and half leave in the first five. In England the figure is around 20 per cent of new
teachers added to around 20 per cent who leave between the end of training and entry
into the profession.
Other factors such as entitlement to prolonged leave may exacerbate the problem
of vacant posts. The higher proportion of women in the profession entitled to
formal maternity or other leave, may mean the overall problem of replacement
teaching becomes more acute.
A higher proportion of teachers in the profession is female in most of the countries of
our study. Over 60 per cent of teachers are female in the United Kingdom (61 per cent),
the United States (63 per cent) and New Zealand (63 per cent), and over 50 per cent in
France (58 per cent) and Germany (56 per cent), with possible implications for attrition
rates or temporary gaps in employment. In Switzerland and the Netherlands the
proportion is the reverse.
Retirement
Almost a third (30 per cent) of the teaching profession in the United Kingdom is
over 50 and more than half (55 per cent) is over 40. A high proportion will
therefore retire in the coming decades. As the country loses higher proportions of
able and experienced teachers on retirement the danger is that vacancies will be
filled with poorer quality replacements.
In the United Kingdom 55 per cent of teachers are over 40. The figure for France is 58
per cent and Germany 69 per cent. The over fifties account for 30 per cent in the United
Kingdom, 31 per cent in France and 42 per cent in Germany. France and the United
Kingdom have similar proportions and Germany’s is higher. By contrast the United
States and New Zealand have lower proportions of older (over forties) teachers, with 39
per cent in New Zealand and 43 per cent in the United States. France and the United
Kingdom have similar percentages of over fifties (31 per cent and 30 per cent
respectively) with the United States and New Zealand at 25 per cent and 22 per cent
respectively.
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(iii) Recruitment and Employment: Where do Approaches Differ?
Recruitment - Strategies and Standards
Recruitment Strategies
Countries may share common recruitment strategies for filling some posts (e.g. in
remote or difficult areas) or widen their procedures to encourage overseas or older
applicants.
Countries share a common approach for some posts, e.g. offering financial inducements
for remote or difficult to fill school posts or asking other teachers to cover or increase
their teaching. Overseas trained teachers may be appointed or temporary salaried
contracts offered. Late entrants or second career recruits are common in the United
Kingdom and the United States (around one fifth of post graduate trainees are over 30 in
the United Kingdom and in the United States 18-24 per cent of newly hired teachers in
the three largest states California, New Jersey, Texas are career-switchers).
Where a higher proportion of vacancies exist, as in the United Kingdom and the
United States, strategies to fill posts may be less discriminating or may conceal the
vacancy. Where vacancies are a serious problem or competent applicants in short
supply, there may be lower entry standards or teachers appointed ‘out of field’. Bonus
payments to attract new teachers may be paid as in England and the United States
(‘golden hellos’) but often fail to keep the teachers. 20 per cent of those entering the
profession in England with bonus payments left within 3 years.
Recruitment and Quality
In general England’s standard of entry to primary training is significantly lower
than that for other countries and significantly lower on completion. For a
secondary teaching post official requirements in England do not oblige the same
standard of subject specialism as other countries do.
Primary training teachers may take the BEd course and then teach in primary
school.
England’s required level to enter a BEd teacher training course is pitched at a
significantly lower standard than most of the other countries. The obligation is for
candidates to have two GCSEs in maths and English. The institutions set their own
entry levels and may expect two A-levels, though these need not be in the subject(s) of
the primary curriculum. The primary trainee takes a 3 (or 4) year education course
leading normally to a BEd.
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For secondary teachers in England the PGCE is the most common route for
graduates. For entry to and completion of a subject degree course over 3 or 4 years the
standard is set by the institution after which it is set by the education institution where
the PGCE is taken - the one year teacher training course (a minority follow other ‘on the
job’ training).
The employer (school) may appoint teachers to teach ‘out of field’ in subjects other than
those in which they have taken a degree. Very often, a subject such as physics will be
taught by a non-physicist, and other shortage subjects will be taught by non-specialist
teachers. Official statistics merely indicate the percentage of teachers having ‘any
relevant post A-level qualification’ in subjects taught by the school.84
Other countries in our study demand high academic standards for entry both to
primary and secondary training. The expectation is that potential teachers, for
primary or secondary, must be from the higher - academic - stream having taken a
full range of subjects in the school leaving exam at 18+ and be competent and
qualified to enter for primary or secondary training. Whether the model is
concurrent or consecutive, or whether the course is leading to primary or secondary
teaching, the emphasis is on the mastery of the subjects to be taught. The final
examination sets a high standard in subject knowledge for primary teachers as well as
the examination for secondary (whether in a dedicated university course or following a
university degree). In the United States individual institutions set the standards of entry.
(iv) Employment, Pay and Conditions of Service: Where Does England Differ?
Employment, Career Structure and Conditions of Service
Employment and Promotion
UK teachers are employed on a salaried or position basis with promotion or
advancement by competition, as happens in the United States, 0ew Zealand,
Switzerland and the 0etherlands. By contrast France and Germany employ
teachers on a civil service basis (with some salaried employees) and their
promotion is through seniority.
In the position based salaried structures, entry can be at different ages or from other
careers as in the United Kingdom, the United States and Switzerland. In the civil service
type posts in France and Germany, teachers join early and are expected to stay
throughout working life with rewards on the basis of seniority.

84

For example, the qualifications referred to include the BEd, Cert Ed, PGCE, as well as a subject degree.
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In the UK, teachers are recruited and employed by the school, whereas in some
countries, the central or other authority allocates teachers and is the employer.
In the United Kingdom and Netherlands there is open recruitment to school boards. In
Switzerland and the United States there are open appointments to school districts.
Candidates are allocated to schools in France and Germany.
In the United Kingdom the school governing body or local authority is the employing
body, as in the Netherlands and New Zealand. In Switzerland it is the municipal
authority or local education authority (regional for upper secondary); and in the United
States it is the local education authority or school district. The employing authority in
France is the central education authority and in Germany the regional or local education
authority. Even where not the employing body, the school in all countries plays an
increasing role.
Conditions of Service
Conditions of work show surprising differences and seem to belie formal
employment structures.
Professional Freedom
The English teacher is more tightly controlled, regulated and prescribed in
classroom and associated duties, than counterparts in the United States or on the
continent.
Continental models tend to be regulated at central, regional (or Land in Germany) level.
The expectation is a general one that the curriculum or public examination requirements
will be met with the teacher exercising professional judgement in the classroom. The
German system defines work requirements in terms of lessons taught.
By contrast the model in England (and New Zealand) sets out a range of duties,
including lessons and tasks, such as preparation or marking and a framework for
teachers to follow vis-à-vis curriculum and assessment models and content. In the
United States, there is some federal direction, but it is less prescriptive than the United
Kingdom.
Indirect conditions of service such as induction, professional development and
career breaks are common throughout the countries in the study, including
England.
Induction is mandatory in England, Switzerland and France and successful completion
mandatory in England and France, but discretionary in the Netherlands and the United
States and not offered in Germany. Professional development is also offered (e.g. for
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reforms or preparing for new responsibilities or school needs) though the amount is
rarely specified, except in the Netherlands and Switzerland (10 per cent or 5-10 days
respectively). School-based professional development is becoming more common.
Leave and career breaks are generally offered, though the offers vary on the nature of
the position and salary on return. Part-time employment is also offered and in Germany
it is part of the system of maintaining supply.
Pay and Remuneration
Irrespective of the model (salaried, or civil service), remuneration has some common
elements. Salaries rise with age and special payments are made for difficult to fill posts.
Remuneration is publicly funded irrespective of how the salary is set – by a pay review
body as in England or by central rules or agreements as in most countries except the
United States. The package reflects a number of factors, political, sociological,
economic and labour market.
Pay Scales
Against the range of seven pay scales in the countries of the study, English salaries
tend to be towards the bottom end: after 15 years they are fourth highest (just
above France) and final salaries are lower than in most other countries except 0ew
Zealand.
Pay scales are set by central authority (except in the United States where there is some
flexibility for the state).
Switzerland has the highest salaries and France tends to be lowest rising by the end of
the career. After 15 years of service teachers in England are less well paid than they are
in Germany, Switzerland and the Netherlands, though better than France and New
Zealand. Leaving salary is lower in England than all countries except New Zealand.
Highest leaving salaries are paid in Switzerland, followed by the Netherlands and
Germany, then France.
The ratio of salary to GDP per capita for England after 15 years is in the middle of
the range.
Taking the ratio of salary to GDP per capita, Switzerland has the highest (1.38-1.86
depending on phase of education) followed by Germany (1.57-1.73 depending on phase
of education) and the Netherlands (1.15-1.70 depending on phase of education). The
United States has the lowest (0.97-0.98 depending on phase of education) and France
the second lowest (1.01-1.10 depending on phase of education). England with a ratio of
1.31 and New Zealand at 1.41 are in the middle.
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Additional Pay
Throughout most of the countries additional payments are made for certain posts
or additional responsibilities. In general English teachers are rewarded for
management responsibilities rather than for taking extra lessons or hours, or for
career guidance or activities such as sport or drama, by contrast with the
0etherlands, Switzerland, 0ew Zealand and the United States (with some
exceptions).
Additional payments are made by a number of countries, including England for
management responsibilities (not Switzerland and Germany) teaching in a
disadvantaged or remote or high cost area (not Germany and Switzerland), teaching
special needs in regular schools (not France, Germany and Switzerland).
Incentives and rewards tend therefore to be on a common basis for remote or
difficult to fill posts and for management responsibilities. But where England and
the United States pay for special needs teaching in regular schools, which France,
Germany and Switzerland do not, they do not pay for extra teaching, e.g. more
classes or hours as do the four continental countries, or for extra activities (e.g.
sports clubs, teaching special needs students).
Performance, Rewards and Professional Satisfaction
Performance and Rewards
England’s general system for incentive rewards is indiscriminate, though some
initiatives have been introduced for exceptionally good teachers.
Across the countries of the study teachers’ performance is measured in a variety of ways
with the aim of identifying weak teachers though not necessarily linking it to extra
payment. England has extra payments for good performance (as do parts of
Switzerland), and France penalises poor performance.
England’s payments to teachers once they pass a ‘performance threshold’ appear
indiscriminate as most teachers reach the threshold – though some initiatives have also
been introduced for exceptionally good teachers. The Swiss in two cantons have a
similar system to England; the French delay promotion where teachers prove weak; the
Dutch system is informal and internal without impact on pay scale. School based
evaluation as well as state based re-licensing exists in the United States.
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Professional Satisfaction
Though job satisfaction is not measured on a common basis, some evidence
(backed up by attrition rates) suggests that England’s teachers are amongst the
most unhappy in their profession.
Job satisfaction is not systematically measured on a common basis though attrition rates
suggest a clearer picture. For example satisfaction with the job is known to be low in
England where teachers are reported to be amongst those most dissatisfied with working
conditions. Attrition rates are higher than elsewhere both at the start of a career (30-50
per cent) and throughout (above 6 per cent excluding retirement). Likewise in the
United States (2006) around half the teachers (56 per cent) consider they are ‘very
satisfied’ with their job: attrition rates are high too, up to 50 per cent at the start 6 per
cent throughout.
French and German teachers appear to be most satisfied with low attrition (3-5 per cent
band) and each has a civil service type profession. Switzerland’s position based
profession also has low attrition rates, but reports indicate some dissatisfaction as a
result of heavy work loads, official government ‘reforms’, pupil behaviour and a sense
of being ‘undervalued’ together with the erosion of teachers’ public image.
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The Commissioners’ Reports
The Commissioners, David Burghes, John Marenbon, and Chris Woodhead, highlight
the problems in John Howson’s report which particularly affect England. These include
the loss of teachers at the start of their career; the failure of the training model; the low
level of standards to enter the profession; the conditions of service, particularly the
Government’s bureaucratisation of the job and the implications for the status and culture
of the profession; and the structure of the system itself. They address the causes of the
problems and propose a series of specific measures to overcome them which involve a
change of policy. John O’Leary, by contrast, considers how, within the parameters of
present policy, the more general difficulties might be overcome.
Loss of Teachers at the Start of their Career: The Training Model
The high proportion of teachers who leave the profession near the start of their career between 30 per cent and 50 per cent within the first five years of teaching - suggests that
there are inadequacies in the training system. The admissions procedure is weak and
mistakes are made at the outset in admitting unsuitable candidates to training
(Woodhead). The courses may fail to prepare trainees adequately for teaching
(Woodhead). The training model overall is flawed. For example, the finance-led system
encourages trainers to meet targets and ignore quality, and so unsuitable candidates get
through and complete their training irrespective of quality (Burghes). At the same time
the high turnover of teachers in the first five years means scarce financial resources are
wasted training those who leave the profession early, or do not even join it after training
(Burghes). All in all the present system of training does not appear to work (Burghes,
Marenbon and Woodhead).
The Standards at Entry
The Commissioners are concerned that standards at entry are lower than for most other
countries in the study (Burghes, Marenbon and Woodhead). The profession is
undereducated (Marenbon); the requirement of 2 GCSE grades A-C is far too low, far
lower than the standard needed for A-levels in serious subjects though that itself is
‘frighteningly low’ (Marenbon). The academic requirements, which are ‘significantly
lower than those demanded by other countries in this study’, suggest both ‘desperation’
on the part of the Government ‘in trying to fill training places’ and ‘the denigration of
subject knowledge’ (Woodhead). In the case of maths when the minimum entry level of
GCSE is ‘the most likely qualification in mathematics’, the subject knowledge of
teachers is ‘inadequate’ for maths at primary level. By contrast most countries
elsewhere, particularly in Europe, demand far higher standards (Burghes). The potential
teacher will have taken mathematics through to the equivalent of their sixth form (that is
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up to age 18+ rather than 16+ in England) and ‘all primary teachers are, in comparison
to England, highly qualified in mathematics’. At present entry levels it is not possible
for teachers to provide primary pupils with the solid foundation they would receive in
other European countries (Burghes). There is also the problem that teacher shortages
may be disguised by employing staff who are not qualified in the subject that they teach
(O’Leary). However, the favourable recruitment climate produced by the recession
should be used to counter these trends, for the use of unqualified teachers is particularly
damaging to pupils (O’Leary).
The Conditions of Service and Implications for the Profession
The Commissioners are concerned at the nature and level of official intrusion which
poses much danger to the profession. The Government’s educational policy over two
decades of national strategies has led to few gains, but the loss has been considerable
(Burghes). The financial costs are high as are those to teaching: able teachers are
removed from the classroom to act as consultants, and others become incapable of
thinking for themselves (Burghes).There is no evidence that such a system is effective
and certainly other countries do not spend so much time and money on testing and
assessment or reporting, another feature of the national strategies, (Burghes). There is
‘minute guidance about almost every aspect of ... teaching’ and the process of marking
examinations has become ‘increasingly a mechanical one’. Such developments are
anathema to properly educated teachers and one of the reasons why they are leaving the
profession (Marenbon).
The problem is deeply entrenched in the system of government and its quangos, and
runs counter to the principle of professional work. Whereas professionals are expected
‘to determine their own beliefs and practice’ that is no longer the case in England: the
TDA determines ‘the ‘competences’’ students must demonstrate to qualify as a teacher
and the NCSL claims its work is ‘driven by the imperatives of the Government’s
Children’s Plan and the priorities of the ‘14-19 reform agenda’...’ As a result student
teachers and aspirant head teachers are ‘lobotomised into an unthinking acceptance of
the Government’s plans’ (Woodhead).
There is unity among Government ministers, civil servants, inspectors and the education
or training departments, who insist on the minute control of every aspect of teaching,
rather than making good the bad situation. The upshot is that good teachers leave and
the half- educated, who attempt to keep up appearances in a subject which they have
never studied, may be happy to see teaching and learning reduced to ‘a higher formfilling’ (Marenbon).
Structure and Age
For two commissioners (Marenbon and Woodhead) the comprehensive system is partly
responsible for the failure to recruit and retain. All of the countries surveyed have

111

Teachers Matter

selection at secondary level except England and the US. Both countries also differ from
the others in their severe problems of recruitment and retention (Marenbon). ‘Teaching
is more straightforward when the pupils taught together are of roughly similar ability
and share similar aims’. Whatever the educational or other arguments for
comprehensive education, ‘there is a prima facie reason to expect that many teachers
will find their jobs less rewarding because of added complications’ (Marenbon). Neither
commitment to the comprehensive ideal nor the belief that teachers should want and be
able to teach children of all abilities is sensible; and nor is the present training model
which is based on such a belief (Woodhead). Professional strengths vary and the system
should recognise that ‘different institutions should specialise in teaching of children
with different educational needs’ with training designed accordingly (Woodhead).
The comparatively young starting age in England where policy has encouraged pupils to
enter school at a very young age with a curriculum provided for them (even if it is not
compulsory), is out of line with other countries which start at 6+ or 7+ (Burghes). Nor is
there any evidence from longitudinal studies that an earlier starting age gives an
educational advantage (Burghes). However, a later starting age might allow for more
teachers concentrated on fewer year groups. Even if the debate on class sizes is
inconclusive, the prospect of a smaller class size in the first few years helps pupils’
development, so a lower ratio of pupils to teachers more in line with that of other
countries should be the aim (Burghes).
This does not mean we should employ more classroom/teaching assistants. Although
here the expectation now is that every primary class should have one assistant as well as
a teacher, that is not so elsewhere. Assistants are used far less in European countries for example, only in dealing with pupils who need help with mobility (Burghes).
Although, says O’Leary, it may seem financially attractive to increase the number of
classroom assistants who now represent 43 per cent of the number of teachers in
England, the evidence should be provided on the value added by such assistants and the
ideal ratio of assistants to teachers before a future Government expands the number.
For the future, the Commissioners consider:
Entry standards for teachers must be raised, especially for primary school teaching. The
minimum for maths and English should be an AS level, taken before or during training
(Burghes). The Williams Committee, which reported on primary maths in 2008,
acknowledged that a qualification higher than Grade C in GCSE mathematics was
needed. For all teachers, however, raising standards will help recruitment and retention:
the best way to find and keep more teachers is, ‘paradoxically, to make it academically
harder to be a teacher (Marenbon). Only those capable of gaining ‘a decent university
subject degree’ should be teaching pupils at any level, except for non-academic subjects
like PE. Those teaching A-level should have an excellent degree. Pupils cannot be
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expected to learn from teachers who do not have a reasonable mastery of their subjects
(Marenbon). Such entry levels would also give back to the profession the self-respect
and esteem which it cannot command when entry standards are so low (Marenbon).
The emphasis in professional training should change. Marenbon and Woodhead propose
transferring the professional training to the classroom. Whereas academic qualifications
should be harder, everything else that is required to become a teacher should be easier
and the BEd and PGCE should go (Marenbon). New teachers ‘who certainly need
careful advising and monitoring from more experienced teachers in school’ should train
in school where they would be helped to use their knowledge in the circumstances of
the classroom (Marenbon). As matters stand, the education establishment and its
quangos are ‘obstacles rather than enablers for aspirant teachers’ (Marenbon). For
Woodhead, too, a sharper distinction should be made between the academic preparation
needed in the different subjects, which is essential, and the professional training for a
teaching qualification which in its current form is not necessarily useful (Woodhead and
Marenbon). For Woodhead, the training system should recognise that different
institutions should specialise in the teaching of children with different educational needs
and prepare students to work in a particular institution according to their wishes and
abilities. ‘It is a fundamental reform of this kind which is needed. Tinkering with the
detail of existing teacher training programmes will achieve nothing’ (Woodhead).
The teacher who had mastered the subject(s) to be taught could be appointed by head
teachers and the money saved from a year’s training allocated to the school to allow it
buy whatever training is most attractive (Woodhead). Burghes’s proposal is to rely on
specially designated training schools, University Practice Schools. He proposes that
training be moved to a series of specialised training schools, where academically
qualified candidates could train (Burghes). Such practice schools would not only
educate pupils, but also provide links between university staff including subject experts
and the schools system. ‘The most expert and experienced teachers would act as
mentors to groups of trainees, providing model lessons for observation and analysis, and
serve to test innovation and as regional centres of excellence for continuous professional
development’ (Burghes).
O’Leary points out that up to 20 per cent of PGCE students are now over 30 years of
age, and the proportion may grow as more people switch careers. There should therefore
be a greater emphasis on school-based training which appeals more to career switchers
than the university route.
For the future then, Marenbon and Woodhead see change in the training system as
essential to encourage entry to the profession of academically qualified people for a
fixed or longer term, at different stages from the early twenties to middle age. Burghes
agrees that some mature entrants can provide inspirational teaching, but believes that
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what is needed are talented, young teachers who can mature into long term professionals
(Burghes).
Removing the specific training qualification and replacing it by advice and monitoring
from experienced teachers in schools, would, says Marenbon, make it easier for young
graduates who might wish to teach for a shorter period of around five years, as well as
others switching from another career including highly qualified people in mid-career.
Some over forties, who were well educated at school, and even though they did not go
to university are, through private study and work, at an equivalent level of aptitude as
many of today’s graduates, would be excellent for the younger years of primary school
(Marenbon). The weaknesses of the present training system could be tackled by
devolving the training budget to schools enabling them to buy in whatever training is
needed, while a more diverse system would equip different applicants with different
talents (Woodhead).
O’Leary, who notes the factors which may reduce the shortage of teachers in the
coming years such as the declining numbers of secondary age pupils and influx of
younger teachers, is also concerned about the impact of the impending retirement of
experienced teachers, one-third of whom are over fifty. Retention and motivation of
mid-career teachers are therefore essential, and so progress must be made by the next
Government on reforming pay and conditions for a profession which the survey showed
to be very dissatisfied.
Furthermore, schools should be able to pay what is needed to recruit teachers and one
possibility would be to abandon national scales in favour of market rates to attract and
keep good teachers (Woodhead).
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XII
Recommendations
The UK, in common with the other countries in this study, is a developed, postindustrial economy; its GDP and per capita income are high; it funds publicly a range of
social services, including most education at primary and secondary level and much of
tertiary education. Public spending now accounts for almost half the national income, at
just over 47 per cent of GDP. Like the two countries nearest in size and social and
economic profile, France and Germany, and also like the US, the UK’s pupil
population, especially in some of its cities, is both socially and ethnically mixed. The
school system of the UK has some characteristics in common both with these countries
and with others in the study. For example, the ratio of pupils to teachers is similar to
that of France for primary and that of Germany for secondary schools; in England,
pupils generally go from primary to secondary school at eleven, as they do in France.
Unlike any of the continental models, England has mainly a comprehensive system of
schooling, as do New Zealand and the US (though precise comparisons with the US are
less easily made, given that its population is five times as large as the UK’s and the
system varies across individual states).
While differences between England and the comparator countries include the normal
variations which would be expected between different administrative systems, they also
include other, more serious ones. England, for instance, stands out as a country which
loses a high proportion of teachers at the start of their careers and has high attrition rates
throughout – higher than in the other countries except the US. Behind such differences
lie a number of factors, especially that of teachers’ standards. England is unusual in that
the standards needed to enter the teaching profession are low, lower than for other
similar European countries, and appear to bring, or be linked to, other unfortunate,
differences. These include conditions of work, with bureaucratic intervention in day-today teaching and cumbersome systems to measure and report pupils’ progress, in which
education is treated as a process to conform to Government ‘strategies’. The upshot is
that able teachers avoid or leave the profession, whereas many weaker candidates are
processed through to schools to ‘teach to the system’, getting by under the delusion that
by meeting government demands for targets, strategies, measuring and reporting, they
are effective teachers.
The report shows up these failings and the related consequences. It indicates the failure
of the present system on a number of fronts, from the entry levels set for the profession
to the high turnover of teachers both at the start of their career and later on. Such
problems must be addressed as a matter of urgency: the high proportion of vacancies,
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especially in posts that are difficult to fill, is already serious and with more than half our
teachers set to retire within the next decades, action needs to be taken now.
Before considering how these problems should be tackled, we should look at them in a
little more detail. There are five linked, but distinct, areas of difficulty:
(i) The standards needed to enter teaching are too low. Academically and
intellectually weak candidates are encouraged to become teachers. Poor
candidates are processed through the training system under the aegis of the
Government agency (Training and Development Agency). Many drop out of
teaching at the start of their career. While some schools may employ only those
with high academic standards, the present system is remarkable for the low
standard at which the official threshold is set for entry to become teachers. It
allows weak entrants to join the profession, and discourages the most able. It
means also that the resulting failure of some teaching and poor standards
among pupils give officials and politicians an excuse to impose countless
strategies to counteract failure or keep teachers ‘up to the mark’ (see ii below).
(ii) The career model: in practice teachers’ jobs are designed by officials and
agencies to meet targets, directives, ‘initiatives’ and ‘strategies’. These include
intensive reporting, assessing and measuring, which undermine classroom
teaching and professionalism. Even though such measures may themselves be a
response to the problem of recruiting good teachers, they also make the
situation worse: able candidates are driven away or discouraged from applying,
and gifted teachers prevented from teaching. English teachers are
internationally amongst the most dissatisfied with their conditions of work – an
attitude borne out by the high attrition rate.
(iii) The problem of overloading schools goes further. Schools are now expected to
be responsible for a myriad of non-educational tasks and to comply with the
ever increasing number of regulations on everything from site management to
health and safety, children and family measures to budgetary or bidding
processes.
(iv) The teachers’ pay and incentive framework is weighted towards management
or special needs work, not for excellent mainstream subject teaching. Financial
awards for good teaching are mainly made automatically on reaching a
‘threshold’ in the career structure. Nor is it common in the standard pay
schemes to recognise formally, or reward teachers for, responsibilities
commonly rewarded in other successful models, such as taking or covering for
extra lessons or for duties which enrich school (and the teacher’s) life such as
sport, drama and career guidance.
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(v) Rates of attrition are high by comparison with the European comparator
countries and New Zealand, with a high proportion of teachers leaving in the
first five years (30-50 per cent), and overall attrition throughout the career at
10-12 per cent. By comparison other countries (with the exception of the US)
have low attrition rates. This suggests that we may be recruiting the wrong
people and/or that our employment model has failed. Although the DCSF data
on vacancies fails to reveal the full picture, the evidence is of strategies to
conceal vacancies and serious problems nationally in some subjects and in
some areas, especially marked in some hard to fill posts, including those in
inner cities and in 11-16 schools.85
The recommendations which now follow propose a course of action for the next
Government: one which is consistent with the constraints on any new Government
inheriting a legacy of high debt, declining economic fortunes and the need to curb
public spending. They are designed to tackle the weaknesses identified by the report. In
particular entry standards must be raised at least to levels common in comparator
countries and professional freedom restored (politicians and their officials will have
little reason to tell more academically able and professionally effective teachers what to
do). A welcome consequence would be the reduction over time of the thousands of nonteaching education posts in central and local government and their associated quangos
by freezing new appointments. Unnecessary intrusion would be reduced, and resources
transferred from funding bureaucracy to funding schools to pay for higher salaries for
able teachers and to fund part-time posts to enable schools to comply with the law and
regulation (e.g. on site, planning, budgetary control, health and safety). This will give
head teachers more time for the education of pupils in their care.
(i) Standards
The standards required to enter teaching should be set at a higher level, for both
primary and secondary school teachers
England’s official entry standards, which are pitched at a level lower than countries
such as France, Switzerland or Germany (which recruit the most academically
successful to become teachers), must be raised. Entry rules for teaching early years (to
age 7) should differ from those for older children aged 8-11: they will not be discussed
here.

85

Above, Chapter 2; Moon et al, pp 23-26; For example, 25 per cent of 11-16 schools do not have a single
teacher who studied physics at any level at university, ibid, Smithers, p 84.
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For teaching children from 8 – 11, the minimum entry standard should be raised
from two GCSEs in maths and English, to two A-levels in academic subjects and at
least one AS level in another. Where primary teachers, as at present, are expected to be
generalists and teach their pupils across the entire curriculum, there is a strong case for
requiring them to have A-level (AS-level or, ideally, A2-level) qualifications in the
subjects most relevant to their teaching – most importantly, English and mathematics
(and one or more of history, geography, a language ancient or modern, physics,
chemistry and biology). Where intending generalist primary teachers lack these
qualifications, it might be required that they study for them and gain them before being
fully confirmed as trained teachers
Potential primary teachers should then follow a post-A-level university subjectdegree course in place of the BEd (which has failed to equip candidates
academically) including two subjects to degree level and one or two options taken
to first or second year. Some primary teachers would then become subject
specialists: they would not teach the entire range of primary subjects but give
specialized teaching in, for instance, mathematics or a language. Primary schools
would thus benefit from specialist teaching, as happens in successful overseas systems
and in preparatory schools in the independent sector here. For all entrants to primary
teaching, practical training and experience with primary age pupils would follow their
degree, and there would be the option of additional classes for drama, music or art.
For secondary teaching, the expectation should be that teachers will have taken to
degree level the subject(s) to be taught. This should be followed by practical
training and experience over a probationary year for teaching these subjects at
secondary school under the supervision of experienced senior teachers. A
successful probationary year would lead to the award of the professional (teaching)
qualification.
For all schools, the training budget for each probationary teacher would be
transferred to the school to fund training and accreditation programmes offered
by a number of registered providers, including specially designated University
Practice Schools.
(ii) Conditions of Work
The Government should restrict its classroom intervention to setting out the terms
and conditions of employment under law. As regards teaching and testing, a
statement summarising the formal legal obligations on schools should be set out for
head teachers and governors.
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Government should formally acknowledge that teachers appointed on the basis of
academic and professional competency will be better placed to design the lessons and
take their pupils through the work than officials. (As this study does not address the
content of education, these recommendations do not comment on present or future plans
for the curriculum itself.)
A number of consequential changes are proposed:
(a) The Curriculum, Assessment and Testing
For primary schools, the examination bodies should prepare a short statement
of minimum levels for each subject to be reached by the penultimate year of
primary school, age 9/10. A written test would be taken at that stage, i.e. in the
penultimate year, in English and mathematics supplemented by a reading test.
The test would be externally set and moderated but marked internally. The
timing would give teachers the opportunity to bring weaker pupils up to
standard before entering secondary school. Other testing and assessment
should be a matter for school policy published in its prospectus for parents.
For secondary schools, external testing should be limited to existing publicexaminations currently, the GCSE, A/AS, and such useful examinations as
City and Guilds or some NVQs. As now, the syllabus for these courses would
provide minimum curriculum parameters
(b) Additional, non-academic, duties
The additional, non-academic, obligations imposed on schools and teachers
should cease. The next Government should commit itself to reversing the
trend, particularly marked in the last decade, for schools to become an arm of
the social services departments. Where the teachers help pupils surmount
difficulties (personal or academic) which may or may not impede learning, the
extent of such additional support should be a matter of judgement for the
teacher and the subject of school policy, not for Whitehall. Teachers should be
left free to educate pupils to the highest level, the most proven way of
countering social disadvantage.
(c) Compliance with general regulations
Many of the obligations on schools to comply with rules or guidance, e.g. in
respect of school buildings, health and safety regulations, and employment
regulations, can be time-consuming, expensive and difficult, especially for
small primary schools, and take heads and teachers away from their first
responsibility to teach pupils. Some regulation goes beyond what is the norm
for business, or that demanded of independent schools.
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The obligations under the law should be kept to a sensible level and be no
more onerous than for other employers or those applied to the independent
sector. Schools for their part should be obliged to exercise a duty of due care to
pupils and could publish the policy in their prospectus.
(iii) Pay and Remuneration.
English pay scales tend to be at the lower end of the scales in the countries in our study.
Although English teachers earn slightly more than their French counterparts during
early-to-mid career, they earn less later. However, salary levels probably reflect the fact
that teaching is not a highly sought career by able graduates. Although the teachers’ pay
structure should be radically overhauled, the immediate task is to encourage into
teaching and reward the ablest of each generation. To this end:
Higher salaries should be the aim for teachers with higher academic standards.
Because public funds will be limited, the cost of higher salaries should be met by
freezing the non-teaching posts in central or local government or in related quangos.
The present system of national pay scales should be reviewed in favour of setting out
a minimum level of payment for teachers on top of which further sums would be
made available to schools for additional payments to teachers on the basis of the
individual contract of employment.
Tackling the over-regulation of teachers will mean fewer out of school education
bureaucrats. Posts in these areas should be frozen and the sums released to pay able
graduates higher salaries. There is a strong case for differential pay to attract a range of
able teachers especially in difficult to fill posts. In addition, existing education officials
still in post should be redeployed to school-based administrative jobs to deal with the
buildings, health and safety and regulatory jobs; or once retired a portion of their salary
should be made available for part-time support for schools.
Not only should higher payments be made to attract and reward the most academically
able and professionally competent of each generation; but there should be greater
flexibility and scope for schools to reward teachers who take on additional activities
over and above their subject teaching, from career guidance to sport. Meanwhile the
supply teacher budget might be more usefully spent by schools themselves in rewarding
other teachers for taking lessons for absent colleagues.
(iv) Structure
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Selection at an agreed age as happens in other countries analysed here (at 12, 14, or
16), with scope for pupils to transfer across the system, should, if it encourages more
able teaching, be considered. There is no reason why academically able people should
not have the advantage, to which they are entitled in law, to be taught in line with
their ability and aptitude.
The selective system in similar Western European countries appears to be a factor in
providing able candidates for teaching, and for making the profession attractive to them.
Not only are entry standards pitched at a high level but attrition is lower.
11-16 schools, which often have particular problems when it comes to recruiting,
should be given the freedom to have a sixth form. If necessary, a restricted range of
the most widely-studied subjects would be offered, leaving those with more unusual
interests to move to schools able to cater for them.
Over one third of secondary schools are 11-16 schools and can find it especially
difficult to recruit and retain academically able and qualified teachers, especially in
shortage subjects. Often able teachers and those in shortage subjects prefer to teach in
schools with sixth forms with the full age range to 18.
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