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INTRODUCTION 

Eurydice has produced an in-depth study of the teaching profession in general lower secondary 

education as part of its Key topics in education in Europe series. The first three reports in this four-part 

study examine initial teacher education and transition to working life, supply and demand, and 

working conditions and pay. The fourth and final report takes a broader look at ‘keeping teaching 

attractive for the 21st century’ (1). Tables describing the main reforms in the profession in each 

country were also prepared from reports drafted by national experts and published on the Eurydice 
website (www.eurydice.org) (2). 

The purpose of this overview is to outline and analyse the development of the teaching profession in 
Europe in recent decades. It is based on the information contained in the national reform tables 

mentioned above. These tables show changes to the profession that are considered to be reasonably 

representative by the national experts. Neither those tables nor this overview claim to be exhaustive, 

but should instead be read as a short description of the most important changes affecting the 

profession and – above all – as an investigation into their aims and context.  

The reference period covered by the overview is 1975 to 2002 (3). The main subjects discussed are the 
major topics dealt with in detail in the four above-mentioned reports (4). 

Reform is taken here to mean any legislation, standard or measure irrespective of its source, status or 
nature (law, decree, etc.), which alters one or several aspects of the teaching profession.  

Broader reforms affecting groups of workers to which teachers (among others) happen to belong 
were also considered by some experts to be relevant. An example is that of reforms of public 

administration in countries in which teachers are public servants. 

Many countries have very decentralised education systems. However, coverage of all measures 
devised at regional, local or school levels would be too complex an undertaking and consequently, 

only reforms implemented on a national scale or within the remit of the central or top-level 
authorities for education have been considered here. In Sweden, for example, schools have been 

managed by local authorities for many years now. They are very autonomous, which means that the 

role of central administration is lessened. There are therefore few reforms reported by the Swedish 

national expert. 

                                                 
(1)  See ‘The Teaching Profession in Europe: profile, trends and concerns. Key Topics in Education in Europe, Volume 3. 

Report I: Initial training and transition to working life. General lower secondary education. Brussels: Eurydice, 2002 
(http://www.eurydice.org/Documents/KeyTopics3/fr/FrameSet1.htm),  
Report II: Supply and demand. General lower secondary education. Brussels: Eurydice, 2002 
(http://www.eurydice.org/Documents/KeyTopics3/fr/FrameSet2.htm), 
Report III: Working conditions and pay, General lower secondary education. Brussels: Eurydice, 2003 
(http://www.eurydice.org/Documents/KeyTopics3/fr/FrameSet3.htm) and 
Report IV: Keeping teaching attractive for the 21st century. General lower secondary education. Brussels: Eurydice, 2004 
(http://www.eurydice.org/Documents/KeyTopics3/fr/FrameSet4.htm). 

(2) National tables on the reforms of teaching profession: http://www.eurydice.org/Documents/KT3tables/en/FrameSet.html. The 
information for the Flemish Community of Belgium, Ireland and Bulgaria is not available. 

(3) National tables include a few 1974 reforms considered to be especially relevant to a proper understanding of the position of 
teachers in some countries. 

(4) They correspond to initial teacher education; recruitment; employment status and job security; working time, duties and 
professional codes; salaries and promotion; in-service training; support for teachers and their appraisal. 
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1. MAIN TRENDS 

Teacher education has unquestionably been subject to major changes, focused above all on initial 

teacher education. Salaries, promotion, working time, duties and codes of practice, and professional 
ethics comprise a second group of issues addressed by reforms during the reference period. By 

contrast, there have been fewer reforms in the employment status and job security of teachers, the 
support offered them, or the way they are recruited and evaluated in any of the countries studied. In 

terms of its priorities, the pattern of reform has remained much the same throughout the three 

decades. 

From 1990 onwards, all European countries appeared to have initiated a process of considerable 
change in the teaching profession, except in Cyprus, Luxembourg and Romania. This applies just as 

much to the European Union Member States prior to enlargement (EU-15) and the EFTA/EEA 

countries as to the new Member States and candidate countries. The very big rise in the total number 

of reforms since 1990 is thus only partly attributable to a ‘transition effect’ in most new Member States 
and candidate countries, corresponding to the impact on reform of radical changes in their former 

socialist systems. 

The situation in the Netherlands and the United Kingdom (England, Wales and Northern Ireland) 
merits closer examination, given the scale of their reforms compared to those in other countries 

In the Netherlands, the drive to overcome teacher shortage has been responsible for the main 
changes introduced. This shortage appears to have been primarily due to the lack of professional 

prospects for teachers, particularly from the financial standpoint. The Netherlands and the United 

Kingdom (England, Wales and Northern Ireland) exposed management of their education systems to 

the influence of free market mechanisms, in order to encourage competition between schools and 

increase the scope for recruiting professionals other than qualified teachers. 

In the Netherlands, many reforms were concerned with the salaries of teachers and procedures for promoting 

them, as well as initial teacher education. Following the economic crises of 1973 and 1979, public policy in this 

country sought to reduce expenditure on education. Between 1979 and 1985, therefore, several measures were 
adopted to decrease teacher salaries. These budgetary restrictions led to a shortage of teachers. Subsequently, some 

measures had to be introduced to counter this shortage, by increasing salaries but also by offering older teachers 
financial incentives to remain in service for a longer period, but with a reduced teaching load, etc. 

Meanwhile, from the 1980s onwards, an effort was made to raise the requirements of initial teacher education, 
broadening the range of skills covered and ensuring better quality provision. Then from 1998 onwards, this strategy 

was to some extent reversed. The new curriculum reduced the number of skills required on completion of initial 
teacher education but in-service training became an official duty in the belief that it could compensate for an 

initially lower skills level. 

In 1999, the Maatwerk voor Morgen memorandum clearly stated the main aim of the new policies, namely to reduce 

teacher shortage by applying market mechanisms to education. Since 2000, for example, the teaching profession 
has been open to persons with professional experience in other sectors. 

In the United Kingdom (England and Wales), there was a trend towards increasing central control of initial teacher 

training, by, for example, defining the content of training courses and/or the professional standards required of 
qualified teachers and by introducing inspection arrangements. Teachers’ salaries and their conditions of 

employment also came under the direct control of the Secretary of State following the passing of The Teachers’ Pay 

and Conditions Act 1987. 

This increase in central control must however be seen in the context of the decentralisation of financial and other 
decision-making powers from local education authorities to the governing bodies of individual schools. The 

Education Reform Act 1988 transferred responsibility for determining the staffing complement of the school and for 



R e f o r m s  o f  t h e  t e a c h i n g  p r o f e s s i o n  i n  E u r o p e :  a  h i s t o r i c a l  s u r v e y  ( 1 9 7 5 - 2 0 0 2 )  

7 

recruitment and other personnel functions to schools. There was an openly declared commitment to encouraging 
the creation of a market in which schools would compete with each other to recruit the best teachers and enrol the 

greatest numbers of pupils. 

Other important reforms increased the influence of schools over the training process and introduced more flexible 

routes into teaching. Financial incentives to make training to become a teacher more attractive were also 

introduced. 

The trend towards developing a market economy in the education sector in the Netherlands and the 

United Kingdom (England, Wales and Northern Ireland) stands in contrast to the situation in France. 

Traditionally, education in the latter country has been the preserve of central government, a situation 
which in principle is incompatible with market mechanisms. The numerous reforms in this country 

have above all sought to establish new teacher education institutions. 

In France, as in many countries, the reforms in the teaching profession related mainly to education and especially 

in-service training. They were concerned primarily with the establishment in 1982 of the Missions Académiques à la 

Formation du Personnel de l’Éducation Nationale (MAPFENs, or Académie Units for National Education Staff Training). 
Their goal was to organise local in-service training activities on an autonomous basis. The initial autonomy of the 
MAPFENs was restricted on several occasions and their responsibilities were transferred back to the central 

authorities prior to their dissolution in 1998. Another key development was the establishment in 1989 of the 
Instituts Universitaires de Formation des Maîtres (IUFMs, or University Teacher Education Institutes). Several 

successive reforms occurred as a direct consequence of the new IUFMs whose role, degree of autonomy and 
curricular content – which came to include in-service training once the MAPFENs were dismantled – had to be 

determined as time went by. 

In Austria, teacher education (and particularly initial teacher education) has been one of the main 

issues underlying new legislation.  

Between 1975 and 1988 in Austria, the structure of education was reformed, the period of initial teacher 

education was extended for those intending to work in Hauptschulen, and a professional dimension and final ‘on-

the-job’ qualifying phase were built into the system (for allgemein bildende höhere Schulen teachers), while 
compulsory in-service training was reinforced. Between 1997 and 2000, initial teacher education was affected by a 

second raft of reforms. Its level was raised and its content updated. Meanwhile, the workload of teachers was 
increased during the reference period. Their range of duties was gradually extended and a broad definition of 
working time introduced (in 2001). 

In some countries, reforms generally reflect an ongoing tension between several aims. For example, 
major legislative changes may often be attributed to an underlying inconsistency between 

controlling expenditure and the need to enhance the attractiveness of the teaching profession, 

particularly in terms of pay. 

The traditional dividing line between centralisation and decentralisation is of considerable 
significance in this respect. 

Throughout the reference period as a whole, decentralisation measures were the more widespread, 
especially from 1990 onwards. All such reforms were mainly concerned with initial and in-service 

teacher education and to a lesser extent salaries and promotion, in a way consistent with the general 
trend.  

In Romania, decentralisation has occurred very recently and remains limited. The centralisation of the system 

associated with the former regime was still in evidence in 1995. It was only from 1999 onwards that institutions 

were granted a certain degree of financial and curricular independence. Whether reforms currently seek to 
centralise or decentralise depends on the areas concerned. Thus proposals seeking to limit the share of the 

curriculum determined by schools are still subject to discussion, whereas financial decentralisation appears to 
have become more firmly entrenched. 
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For some years, the overriding trend in Europe has been to bring teachers closer to their employers 
and the authorities responsible for teacher education. In most cases, this decentralisation has 

occurred down to the level of schools and teacher education institutions. Thus the latter have often 

acquired considerable autonomy as far as freedom to determine the curriculum and content of 
training are concerned. 

In the United Kingdom (England, Wales and Northern Ireland), the situation is slightly different: school 

governing bodies and schools have clearly acquired responsibilities, in line with the general trend, but so too have 

the central authorities at the expense of the local education authorities and institutions for initial teacher 
education. 

Similarly, in some countries, schools have taken on the responsibility of recruiting their own teaching 

staff, as in the Czech Republic, Estonia, Sweden, Finland and the United Kingdom (England, Wales and 
Northern Ireland). In Italy, teachers on a fixed term contract are also employed by schools, whereas 

those on a permanent contract may sign their contract with their school head, although they are 

always employed by the Centri Servizi Amministrativi (5). In the German-speaking Community of 

Belgium, the Netherlands, Hungary, Slovenia and the United Kingdom (England, Wales and Northern 

Ireland) schools may also plan their in-service teacher education. 

In Italy and Iceland, reforms that have decentralised responsibility for employing teachers have been followed by 

an increase in teaching time. However, it is hard to say whether these two developments are directly related. In 
Italy, decentralisation was linked to the privatisation of contracts, which may have been indirectly responsible for 
the increase in teacher workload.  

In Denmark, Finland and Sweden, decentralisation was extended to the local authority level which may in turn 

decentralise its responsibilities to schools. 

2. REFORMS IN TEACHER EDUCATION 

Teacher education – and particularly initial teacher education – has thus been the subject of major 
reforms in all countries examined, although to a slightly lesser extent in Estonia, Italy and the 

Netherlands than elsewhere. 

Changes in initial teacher education have affected several fields, including admission requirements, 
structure, length and level of education, course content, institutional autonomy, professional training 

and quality standards, etc. 

In all countries, the content of initial teacher education has been the focus of big changes, mainly 

since the 1990s. Content has been reformed in 18 countries and – in the Czech Republic, Germany, 
France, the Netherlands, Austria, the United Kingdom (England, Wales and Northern Ireland) and 

Iceland – on several occasions. 

In the Czech Republic, changes in the content of initial teacher education occurred in 1976 and 1990. In 1976, as 

a delayed after-effect of the invasion of the country by the Soviet army following the ‘Prague Spring’, the new 
communist party directives and the ensuing legislation totally transformed the education system. Centralisation, 

loss of autonomy and ideological dominance were characteristic of these reforms at all levels, including initial 
teacher education. 

                                                 
(5) See the Teaching profession in Europe: profile, trends and concerns. Report IV: Keeping teaching attractive for the 21st century. 

General lower secondary education. Key topics in education in Europe, Volume 3. Brussels: Eurydice, 2004, p. 44 
(http://www.eurydice.org/Documents/KeyTopics3/fr/FrameSet4.htm). 
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With effect from 1990, this situation changed radically. Initial teacher education institutions became autonomous, 

centrally prescribed curricula were abandoned and changes in methodology and content occurred, especially in 
subjects such as history, Czech language and literature, philosophy instruction and civics, and psychology. 

Similarly, new subjects, including information and communication technology, institutional management and 
communications, were introduced. The system thereby adjusted to the principles of pluralist democracy and a 

market economy. 

Countries such as Denmark, Estonia, Spain, Latvia, Malta, the Netherlands, Finland, Sweden and 

Iceland have simultaneously reformed the content and structure of initial teacher education for 
those intending to work in general lower secondary education. 

In many countries institutions of initial teacher education gained greater freedom to define the 
curriculum during the reference period. However, this increased autonomy was often accompanied 

or followed by regulations to establish or ensure compliance with national and international quality 

standards. 

Another change characteristic of the period was to extend the duration of initial teacher 
education. Most reforms with this in view occurred between 1975 and 1989. By contrast, between 
1990 and 1999, there was a slight reversal of this trend as a result of policies to overcome teacher 

shortages (in Lithuania, the Netherlands and Poland) or the effects of ageing in the profession 

(Germany), and to adjust to the practices of western Europe (the Czech Republic and Lithuania). 

While increasing demands were being placed on initial teacher education, special attention was also 
paid to in-service training. However, trends in the reform of initial teacher education were not always 

fully reflected in changes to in-service provision. 

Thus while reforms during the reference period had a greater impact on the content of initial teacher 

education than on any other aspect, the content of in-service training was not altered to the same 
extent. This may be attributable to the fact that in-service training is generally less regulated and more 

decentralised than initial teacher education. 

In-service training – just like initial teacher education – has demonstrated a tendency to decentralise 
responsibilities down to the level of education institutions. At the same time, the central authorities 

have often issued guidelines in order to safeguard compliance with minimum quality standards and 

improve consistency between initial teacher education and in-service training. 

In Greece, a central institute was established in 2002 to plan, coordinate and ensure overall consistency among 

the different kinds of teacher education and agencies providing it. 

In Estonia in 2000, the professional skills that prospective teachers had to have acquired to obtain their higher 

education qualification were specified in a regulatory framework. At the same time, in-service training was made 
compulsory and a component of school development strategy. 

The same has applied to Spain since the 1980s, and particularly in the 1990s. The education authorities of the 

Autonomous Communities prepare training plans for institutions. For their part, institutions may organise their 
own seminars and working groups for the in-service training of their teachers. 

In Romania in 2001, the ministry of education and research fixed general aims for initial teacher education and in-

service teacher training, which will provide the basis for a reform. 
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The important measures adopted to make in-service training compulsory or a precondition for 
promotion, as well as those seeking to fix the scale of its provision should certainly be viewed in 

conjunction with the extension of the period of initial teacher education and the higher level of 
qualification required by new teachers. In eleven countries (6) in-service training was made 

compulsory or strongly advocated. These measures were introduced in the 1990s, which partly 

explains why the amount of in-service training was also fixed quite recently, from the second half of 

the 1990s.  

The importance attached to in-service teacher training seems to indicate that the concepts of lifelong 
learning and continuing skills development are becoming increasingly common currency within the 

teaching profession. 

3. REFORMS OF WORKING CONDITIONS 

Among the reforms focused on working conditions, those concerned with salaries and promotion 

have been the main targets of legislation. The working time, duties and professional codes of 
teachers, as well as their status and measures for their recruitment and retention within the 

profession, have also been subject to amendment but to a lesser extent. 

Finally, legislation has focused very recently on teacher support measures and the evaluation of 
teachers, where they exist. 

3.1. Salaries 

The salaries of teachers in general lower secondary education were reformed mainly from 1985 

onwards. The following three aspects in particular were changed: new factors were taken into 

account in the calculation of salaries, salary scales were revised and basic salaries were amended. 
Only three countries did nothing – other than indexing salaries in line with the cost of living – to alter 

the salary conditions of teachers between 1975 and 2002, namely Greece, Cyprus and Liechtenstein. 

In Sweden, the decentralisation of school management in the 1980s and, more particularly, the decentralisation 

of responsibilities in 1991 had a major impact on teacher salaries. They were now negotiated between the 

employer and either the trade union to which teachers belonged or individual teachers themselves, with certain 
limits linked to the minimum scale. 

The general trend was a rise in salaries except in the Netherlands, in which steps were taken to reduce 
salaries between 1979 and 1985 in order to reduce public expenditure. A similar policy was 

implemented in Spain, in which the salaries of public service staff (including teachers) were not 

indexed-linked to cost of living increases in 1994 and in 1997, so that in effect real salaries fell. 

Reforms of salary conditions were mainly the outcome of three often interrelated factors as follows: 

– Salary norms were adjusted in accordance with political changes. This occurred in 
Germany in 1993 in order to improve the salaries of teachers in the eastern Länder, following 

reunification of the country. A similar situation also arose in a few new Member States (the 

Czech Republic, Estonia, Hungary, Slovakia and Slovenia) at the beginning of the 1990s, as a 

                                                 
(6) In Belgium (the German-speaking Community), Germany, Estonia, Greece (solely for new entrants to the profession), Latvia, 

Hungary, Malta, Poland, Portugal, Finland and Romania. Furthermore, in Germany (where in-service training was already 
compulsory) and in the Netherlands, in-service training has been considered an official obligation of teachers. In the French 
Community of Belgium, six half-days of training became mandatory in 2002. 
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result of changes in their political regime and adjustment of their education systems to 

practice in western Europe. 

– Changes were introduced to meet new demands required of teachers. Several factors 
such as merit, performance, further qualifications and in-service training, and/or additional 

responsibilities were now taken into account when salaries were fixed. This occurred in many 

countries, including Denmark, Germany, Italy (in the case of teachers working with immigrant 

pupils), Lithuania, Malta, Poland, Slovakia, the United Kingdom (Scotland), Iceland and 
Romania. 

– The need to make the profession more attractive, thereby responding to problems of 
teacher shortage as in Latvia, the Netherlands and the United Kingdom (England, Wales and 

Northern Ireland). Improving the promotion prospects of teachers was also one of the aims 

of the Protocole Durafour (Durafour Agreement) in France (1990). 

Merit or the quality of teaching were among the new criteria for calculating salaries in a substantial 
number of EU-15 and pre-accession countries (including those that were to become EU Member 

States on 1 May 2004). First apparent at the end of the 1980s, this trend became increasingly marked 

from the mid-1990s onwards (7). The logic underlying it was that staff in the public sector – in this case 

teachers – should be provided with incentives to boost efficiency to a level approaching that of the 

private sector. In practice, this has resulted in a substantial effort to make teaching more flexible and 
enhance its quality by attaching greater importance to individual merit or performance. More 

personalised salary policies have developed as a result. 

The reforms that have been introduced in Poland since 2000 constitute a good example of the trend towards 

basing salaries on individual considerations. The aim of such reforms is indeed to create differences in the salaries 
of teachers so that they will be encouraged to undertake training and improve the quality of their activity. 

Formerly, the careers of Polish teachers could be regarded as predictably uniform with no promotion prospects. 
These reforms are thus introducing a competitive element among teachers, the ultimate purpose of which is to 

boost the effectiveness and quality of their work. 

3.2. Working time, duties and professional codes 

Teaching time (referring to the time that teachers spend with their pupils, generally in the classroom) 

and the concept of working time have been the focus of the main reforms. By contrast, legislation has 
not often been concerned with subjects such as centralising or decentralising the definition of tasks, 

with increasing or decreasing them, or with professional codes, the definition of responsibilities, or 

pupil/teacher ratios. 

Teaching time was reformed in 15 countries mainly with effect from the 1990s. 

                                                 
(7) Countries in which this kind of increase is not provided for are Belgium, the Czech Republic, Spain, Ireland, Italy, Lithuania, 

Luxembourg, Austria, Finland, the United Kingdom (Scotland), Iceland and Liechtenstein. See The Teaching Profession in Europe: 
profile, trends and concerns. Key Topics in Education in Europe, Volume 3. Report III: Working conditions and pay, Chapter 3 
(http://www.eurydice.org/Documents/KeyTopics3/fr/FrameSet3.htm), and Report IV: Keeping teaching attractive for the 21st 
century, Chapter 4 (http://www.eurydice.org/Documents/KeyTopics3/fr/FrameSet4.htm). Brussels: Eurydice, 2003 and 2004. 
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FIGURE 1: REFORMS TO REDUCE OR INCREASE INDIVIDUAL TEACHING TIME  
IN GENERAL SECONDARY EDUCATION (ISCED 2A), 1975-2002 
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Additional notes 

Germany: Increases in teaching time were again introduced in some Länder after 2000. 
Slovenia: The 1997 reduction in teaching time related solely to teachers who taught the language of instruction. 
United Kingdom (ENG/WLS/NIR): There has never been a statutory definition of teaching time. The legislation refers 
solely to directed time. 

Several groups of countries stand out in Figure 1 as follows:  

– Countries in which teaching time remained unchanged and was never reformed by the 
central authorities during the period under consideration. The countries concerned (shown 

in grey in the Figure) are Denmark, Greece, Spain, France, Italy, Cyprus, Latvia, Lithuania, 

Malta, Austria, Poland, Finland, Sweden and Romania. 

However, it should be pointed out that the workload of teachers may also increase even 
where no clear-cut reform specifically sanctions this. 

Thus, in the United Kingdom (Scotland), the work that teachers have to carry out has increased over time, with 

the adoption of new teaching methods, increased teacher responsibility for assessment and the implementation 
of new curricula, etc. This increased workload went unrecognised in legislation until the 2001 agreement to 

increase salaries. Similar situations have arisen in other countries. 

– Countries in which teaching time was increased. The relevant measures were introduced in 
the 1980s in Belgium, and more recently (between 1991 and 2001) in Germany, Estonia, 

Luxembourg, Slovakia, Iceland and Norway. 

– Countries in which teaching time was reduced. A measure to this effect was introduced 
twice in the Netherlands. Two similar measures date from the end of the 1980s and 1990 in 

Liechtenstein and Portugal, respectively, while a third came into force very recently in the 
United Kingdom (Scotland). 

– Countries in which teaching time was increased and then reduced or vice versa. This 
occurred in the Czech Republic, Hungary and Slovenia (solely for teachers of the language of 

instruction). 

In Hungary, teaching time was amended on four occasions. In 1992, it was reduced from 20 to 18 hours a week, 

and then fixed at 20 hours once more in 1996. In 2001 a new reform raised it to 22 hours a week until, in 2002, it 
was reduced yet again to 20 hours a week. 

Reforms seeking either to increase or reduce teaching time have reflected the underlying tension 
between the desire to reduce expenditure and the need to make the profession more attractive. 

Two examples of this come from Belgium and the Netherlands. 

In Belgium, teaching time was increased in 1984 as a way of reducing the cost of education that would not affect 

teacher salaries. An increase in teaching time does indeed have positive outcomes in budgetary terms, as fewer 
teachers are required to complete the same overall amount of teaching time. 

In the Netherlands, teacher salaries were decreased between 1979 and 1985, in order to reduce costs and 

because teacher supply outstripped demand. Later, the profession was considered so unattractive that there was 
a shortage of teachers, so salaries were increased. Teaching time was also reduced for the same reason in 1994 

and 1998. 



R e f o r m s  o f  t h e  t e a c h i n g  p r o f e s s i o n  i n  E u r o p e :  a  h i s t o r i c a l  s u r v e y  ( 1 9 7 5 - 2 0 0 2 )  

14 

It should be emphasised that teaching time does not correspond to all working time covered by the 

contract of employment (8). Thus the workload of teachers was redefined on several occasions in 
11 countries, particularly after 1990. In countries in which this occurred, the main aim was to specify 

clearly in the contract the different activities that teachers had to perform, without necessarily 

identifying how much time had to be devoted to each. In some countries, such as Denmark, Spain, 

Luxembourg and the United Kingdom (England, Wales and Northern Ireland), these activities were 

contractually defined in detail. In others, the description was far less detailed, or even limited to 

indicating a fixed number of hours earmarked for ‘other activities’. In all cases, the workload as defined 
sent a clear message to society at large that the duties of teachers were not limited to the time in 

which they actually taught. However, redefining the workload sometimes involved increasing the 

amount of time teachers were required to work. 

Contrary to this trend, reforms have been implemented in the United Kingdom (England and Wales) since 

August 2003, for the purpose of reducing working time and increasing the job satisfaction of teachers. 

In seven countries (Denmark, Italy, Malta, the Netherlands, Austria, Poland and Liechtenstein), new 
tasks were officially added to the regular work of teachers in general secondary education. These 

reforms were implemented for the most part in the second half of the 1990s. The new obligations 

confronting teachers as a result vary widely. Teamwork (as in Denmark, Poland and Liechtenstein), in-

service training (Malta, the Netherlands and Austria) and the continuous assessment of pupils 

(Denmark) are just three examples. 

In Finland, the workload of teachers has gradually increased since the 1970s, but as a result of other reforms. Thus 

the development of the single structure education system has implied that teachers have to work with more 
mixed groups of pupils. Furthermore, since the 1990s, teachers have had to evaluate their own classroom practice 
and contribute to external evaluation. Finally, curriculum development has been radically decentralised and is 

now even partly determined by the teachers of each subject. The effect of all these measures has been to increase 
their workload and put greater pressure on them. 

In a limited number of countries, salary increases occurred in roughly the same period as legislation or 
contracts to change the workload, in terms of either the amount of teaching time or the number of 

tasks involved. This applied to the Czech Republic in 1992, Estonia in 2001, Italy in 1997 (though to a 

limited extent), Malta in 2001, Poland in 2000, the United Kingdom (Scotland) in 2001, and Iceland and 
Norway, also both in 2001. In all cases, reforms affecting the workload of teachers occurred before 

those that increased salaries (which does not necessarily point to any link between the two). 

Occasionally, a considerable period of time elapsed between the workload reform and the salary 

increase. In Estonia, the first occurred in 1990 and the second in 1993, while the corresponding dates 

for the Netherlands (in which only a few teachers had their workload increased) and Slovenia were 

1998 and 2001, and 1991 and 1993, respectively. 

                                                 
(8) See The Teaching Profession in Europe: profile, trends and concerns. Report III: Working conditions and pay, Chapter 2. Key Topics 

in Education in Europe, Volume 3. Brussels: Eurydice, 2003 (http://www.eurydice.org/Documents/KeyTopics3/fr/FrameSet3.htm),. 
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3.3. Employment status and job security 

The main reforms concerned with employment status and job security have affected the scope for 

teachers to transfer from one post to another – in general with a view to facilitating transfer – and the 

titles or categories of teachers. 

Reforms concerned with employment status have occurred in a majority of countries. The only 
exceptions have been the Czech Republic, Estonia, Greece, Cyprus, Austria, Poland, Slovenia, Finland 

and Romania. 

A change in status from that of a conventional employee to a public servant or vice versa is normally a 
major event in the professional life of a teacher. A change of this kind has occurred in law in only 

seven countries. 

Teachers in Denmark, Italy and Latvia became employees subject to general employment legislation (in 1993 in 

Denmark and Italy, and 1994 in Latvia), whereas teachers in Hungary, Slovenia and Slovakia secured the status 

of public servants (in 1992, 1994 and 2002, respectively). In Lithuania, teachers became public servants in 1998, a 

status which was surrendered in 2002. 

In Denmark, the change in the status of teachers was a consequence of the reform of the Folkeskole in 1990, 

which transferred responsibility for schools from the central authorities to the local authorities or schools 

themselves. In Italy, the corresponding change in status was a direct outcome of the decrease in importance of 

the public service, which also led to a slight decentralisation of responsibility for recruitment to school level, with 

school heads able to sign the employment contracts of teachers on the basis of delegated authority. However, 
teachers with permanent tenure remain employed by the CSA (Centri Servizi Amministrativi). 

In the new EU member countries, the political changes that occurred often gave rise to reforms of the public 

service, bringing their legislation into line with EU practice. This sometimes resulted in changes in the status of 

teachers. On occasions, the need to make the teaching profession more attractive was also a contributory factor, 
as in Slovakia and Lithuania (in 1998). In Latvia, one of the main demands of teachers up to 1994 was that they 

should be guaranteed the status of public servants. The reform of their status implemented that year did not 
comply with their wishes in this respect. 

For career civil servants (9), appointment is still more significant and employment is only terminated 

under very exceptional circumstances. The acquisition or loss of this status is thus a major event in 

terms of job security. A change of this nature has occurred only in Italy, in which teachers lost the 
status of career civil servants in 1993 and became conventional employees. However, in actual 

practice the permanent nature of their contracts has remain untouched. 

Finally, in Belgium (the French and German-speaking Communities), a few reforms have established 
the rights, obligations and general terms of employment of teachers in the public and grant-aided 

private sectors. In the German-speaking Community of Belgium and in Italy, measures have been 

introduced to improve the job security of teachers on insecure employment contracts. 

                                                 
(9)  Teachers have this status in systems in which they are recruited and employed by the top-level (central or regional) authorities 

for education and appointed for life as in Belgium, in schools administered by the Communities (although the status of teachers 
in the grant-aided sectors is officially regarded as equivalent), Germany, Greece, Spain, France, Luxembourg, Austria (Hauptschule 
teachers), Malta and Portugal. 
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3.4. Measures concerned with selection, recruitment and 
retirement 

The selection, recruitment or retirement of teachers have not been the subject of major reforms but a 

few changes are worthy of note. 

The need to make the profession more attractive, which is often associated with the problem of 
teacher shortage, also underlies certain changes in the criteria for selecting and recruiting teachers. 

This was the case from 1993 onwards in France, in which special competitive examinations were 

organised so that teachers without secure jobs could be granted full tenure; or in the Netherlands in 
2000 when it was made much easier for those with professional experience in other sectors to 

become teachers. In Hungary and Portugal, conditions of recruitment were established or redefined 

by more general framework regulations, respectively the Közoktatási Törvény (1993) with its 

amendments, and the Estatuto da Carreira Docente (1990). 

The age of retirement has been changed in Spain, the Netherlands, Austria, Portugal and Finland, as 
well as in most countries of central and eastern Europe. The main aim of this kind of reform has been 

either to compensate for a shortage of teachers by encouraging those in service to continue their 

careers, particularly in the Netherlands, or to absorb an oversupply of teachers or budgetary resources 
by providing for easier early retirement, as in Austria. In the new Member States and candidate 

countries, the age of retirement has been put gradually further back to bring it more into line with the 

situation in the EU-15 before 1 May 2004 (10). In the United Kingdom (England, Wales and Northern 

Ireland), measures were introduced in 1997 to reduce the number of teachers taking early retirement 

and thus overcome a teacher shortage. 

On occasions, reforms have affected the entire public sector, as in Spain and Finland. Reforms on the 
age of retirement are recent measures dating from the second half of the 1990s, except in Spain in 

which the first retirement age reforms occurred in the 1980s, and Portugal in which the retirement 

age was fixed by the 1990 Estatuto da Carreira Docente. 

In Spain, the age at which teachers retire has been changed several times since the 1980s, whether in measures 

affecting the whole public sector, or just education. From 1990 onwards, teachers who had worked for 30 years, 

could retire at 60 and receive the full pension. Teachers aged 60 with 15 years of service could opt for early 
retirement on a lower pension. Since 1996, teachers may ask the administrative authorities for permission to 

continue their career until the age of 70. 

 

* * * 

                                                 
(10) See The Teaching Profession in Europe: profile, trends and concerns. Key Topics on Education in Europe, Volume 3. Report IV: 

Keeping teaching attractive for the 21st century, Chapter 4 (http://www.eurydice.org/Documents/KeyTopics3/fr/FrameSet4.htm), 
Brussels: Eurydice, 2004, pp. 53-54.  
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In conclusion, national education policies in the last 25 years have attached special importance to 

teacher education. Extensive policy reforms in this area throughout the 1990s sought to offer 
teachers enhanced quality education so that they would acquire the skills needed to carry out their 

activities. It is expected that newly trained teachers will reap the benefits of these changes, although it 

may be premature to gauge their precise impact on the quality of school education. 

In comparison, the working conditions of teachers in general lower secondary education have not 
been reformed to the same extent. Yet it should be emphasised that, even in the absence of explicit 

reforms, teachers have experienced many changes in the practical nature of their profession. Their 

work has become more difficult and complex, and greater expectations have increasingly been 

placed on them. Young people will not be attracted into the profession simply through improved 

teacher education.  

Policy-makers appear to have understood this and are attempting to cope with the situation. It would 
appear that, in recent years, a greater number of reforms have sought to clarify the job content of 

teachers and improve their working conditions. Fresh debate is being generated on all aspects of 
their profession – a sign perhaps that it is no longer undervalued and that the scale of the enterprise 

confronting teachers is far more widely acknowledged.  
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