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Background
The European Trade Union Committee for Education (ETUCE) believes that education is a public good
and that well-funded, well-staffed education systems are critical to the future prosperity of European
nations. The fight must continue, therefore, for the enhancement of structural and sustainable
public investment in education systems, and to support the rights, professional integrity,
autonomy, and academic freedom of all teachers and academics, so that they can deliver quality,
equitable and inclusive education.
Raising the status and improving the attractiveness of the teaching profession are priorities for ETUCE.
Given the recent experience of the pandemic, the critical role which education plays in respect of
societal recovery, and the centrality of teachers to the delivery of education recovery and the
promotion of well-being amongst children and young people, raising the status and the attractiveness
of the teaching profession should a be priorities, also, for politicians at every level of governance and
for education social partners across Europe.
During the COVID-19 crisis, ETUCE member organisations stood up for the rights, health and safety
and working conditions of education sector employees across Europe. We must now campaign to
further build support for enhancing the status of education and research staff and ensuring that
teaching is valued highly as a profession and rewarded appropriately. Central to this is ensuring that
meaningful social dialogue and collective bargaining mechanisms are in place to develop education
policies and employment protection agreements that are effective and meet the needs of
practitioners.
The COVID-19 pandemic created additional pressures on education staff who worked on the frontline
of the crisis including: a deterioration of working conditions; heavily increased workloads; pedagogical
challenges due to online and blended learning; job losses; fixed-term contracting; and the
casualisation of staff. Such negative experiences have had an overall detrimental impact on the mental
health and well-being of staff and have undermined the status of teachers.
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A major teacher shortage now faces Europe, threatening the sustainable development of education
systems.1 Teacher shortages2 are apparent in most education systems. Given the aging profile of
those in post, retention is as critical as recruitment. Varying by countries, such shortages might
express themselves in general terms or specifically in geographical areas, in certain subjects
(particularly STEM), or according to the particular needs of students, including students with special
needs, students in multilingual and multicultural settings and students from socioeconomically
deprived backgrounds.3
Building on the Resolution on Empowering Education Trade Unions: The Key to Promoting Quality
Education (December 2016), which recognises the role of education trade unions in providing support
to teachers with their employment and professional matters, the ETUCE Resolution on Campaigning
to enhance the Teaching Profession for Solidarity, Democracy, Equality and Sustainability (2020) and
the Resolution “For an Education-led Recovery” (2021) underlines ETUCE’s commitment to “support
teachers, academics and other education personnel in rising above the challenges of post-pandemic
societies, protect their rights, working conditions, health, safety and well-being, and ensure the overall
status and attractiveness of the teaching profession”.
This ETUCE Policy Paper sets out in 10 clear demands, the visions of ETUCE on improving the status
and attractiveness of the teaching profession in all education sectors, including the research sector. It
calls upon ETUCE member organisations to propagate and campaign for these demands in their own
jurisdictions and for governments at all levels to commit to delivering these objectives as part of a
comprehensive effort to raise the status and attractiveness of the teaching profession.
Important notes
1. The policy paper focuses on the education staff in every education sector, including early
childhood education, VET and higher education and research.
2. Where the word school is used, it covers all education institutions including ECE institutions,
general education schools, VET institutions, and tertiary level institutions.
3. Throughout the policy paper we use the expression “school leader” in a broad sense. School
leader means head or principal of the learning institution, but also other individuals with
leadership roles such as deputy principals, departmental/subject heads, senior teachers and
other individuals entrusted with leadership responsibilities in every education sector.4
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10 Key action points to raise the status and improve the attractiveness of the
teaching profession
The numbering of key action points does not indicate the level of importance
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Ensure professional autonomy and academic freedom
Commit to collaborative and collegial leadership in educational establishments and
systems
Deliver decent salaries – including addressing any pay inequalities
Ensure sustainable working conditions and promote teacher well being
Control excessive workload and working hours
Create quality entry pathways and retention practices
Ensure entitlement to quality and inclusive initial education and continuous
professional development
Address equality and diversity challenges in teaching workforces
Promote and commit to social dialogue
Empower the teaching profession
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1. Ensure professional autonomy and academic freedom
Teachers are the greatest resource of any education system. Teachers, therefore, should be
trusted and provided with the professional autonomy and academic freedom to decide the
most appropriate approach to meet local conditions and individual needs of children and
students within any curriculum framework in order to ensure quality and inclusive education.5
Every school and university should develop an appreciative performance policy for their
teachers and researchers and install a stimulating feedback culture. Evaluation and teacher
assessment can be part of a participative personnel policy but they should never be an
obstacle to professional autonomy and academic freedom in teaching and research. Teachers
and researchers cannot be restricted in their work in order to conform with labour market
needs. Assessment of teachers and academic staff should not be punitive or gender biased.
There is a need to resist the increasing pressure from the labour market and trends such as
increasing managerialism which considers schools and universities as private enterprises.
These attempts hinder the professional autonomy of the teachers, the academic freedom of
academics and researchers, and the institutional autonomy of universities.
It is important to ensure sustainable, and effective public funding of education and
research “as part of the principle of public responsibility6“ and to resist proposals which seek
to privatise, market, and commercialise the education sector. Especially since these proposals
have a direct effect on the professional autonomy of teachers as they risk pushing the teacherstudent relationship into one of service providers and customers
Academic freedom and institutional autonomy are the central pillars of higher education and
research sectors; they run in parallel to the need for decent salaries, fair working conditions,
efficiency, quality and inclusiveness of education.

2. Commit to collaborative and collegial leadership in educational
establishments and systems
ETUCE believes7 in distributed leadership, shared or collaborative leadership, involving
teachers and the whole pedagogical community. Through such collaborative leadership,
school principals can work with the whole pedagogical community to develop a shared vision
for the school, to set its goals and to work systematically towards their fulfilment. In any
education system, teachers should be considered the leaders of their profession.
Teachers and union representatives should have an active role in democratic and collaborative
leadership8 in order to establish conditions for a positive school environment with a
democratic culture of peace, tolerance, equity, inclusiveness and cooperation and for
effective teaching and learning in their institutions by providing the necessary resources,
support, and motivation for the school leaders, teachers and students. Involving teachers and
union representatives in the development and reform of educational policies and
programmes is crucial for improving working conditions.
4
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School leaders are also crucial figures in the development of fundamental values in schools;
however, they often do not feel that their work is held in high regard by society, as just over
one third of principals agree that their profession is valued.9 School leaders should not only
be administrators but pedagogical leaders who mediate collaboration among teachers as well
as between teachers and students. They have a critical role in ensuring equality, freedom of
speech, and human rights.
The practice of social dialogue and collegial governance is crucial to enhance the effectiveness
and efficiency of leadership. Considering the important and demanding roles performed by
school leaders, the completion of a programme or course specialising in institutional
administration or principal training is a requirement in many countries before taking up their
positions.10
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3. Delivering decent salaries – including addressing any pay inequalities
Decent salaries need to be ensured for all teachers and researchers (no less than the
equivalent salary level of other professionals who have tertiary level qualifications) through
collective bargaining and by collective agreements and/or by influencing national legislation
on the salaries of civil servants.11 Salaries should take into consideration the rising cost of living
in Europe especially following the COVID-crisis.
High and attractive starting salary levels need to be ensured for all teachers; improving salary
and career progression would increase the recruitment and retention of young teachers.12
Salaries should be linked to qualifications obtained. The principle of equal pay for equal work
and work of equal value needs to apply. All teachers should have the highest level of
qualifications and be paid appropriately. According to the ETUCE policy paper Teacher
Education in Europe, “raising the level of qualifications of teachers is arguably one of the most
important means to raise the status and attractiveness of the teaching profession […] It is the
ETUCE’s firm belief that in the light of the complexity of the job of teaching today, all teachers
should, as a minimum, be educated to Master’s level. In the context of recruiting qualified
candidates into teacher education it is however also important to recognise that teacher
education is important in its own right.”

The status of early childhood teachers, and the value placed on their education, should be at
an equal level with other teachers, with equal rights and entitlements. The fact that teachers
in the VET sector are being treated in an inferior manner than other teaching professionals,
(they are more likely to have fixed-term contracts and lower salaries than teachers in other
education sectors)13 is one of the reasons why recruitment of VET teachers is difficult.14 In
some countries the primary school teachers are paid less than their counterparts in other
sectors.
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Improvements in salaries should be in the context of addressing the gender pay gap within
the education sector and between teachers in different education sectors and between the
teachers and school leaders.15 The gender discrepancies in the teaching profession are
predominantly due to salary expectations for women and men as teachers relative to their
salary prospects in other fields.16
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4. Ensure sustainable working conditions and promote teachers’ positive well
being
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Further work needs to be done to examine other pay gaps deriving from other inequality
characteristics to effectively fight against discrimination. It is also important to analyse
differences of salaries between public and private education institutions and also geographical
inequalities.
While initial teacher salaries should be increased, there is still a need for progressive
promotion paths and salary scales to be such that they act as an aid in teacher retention.17 A
clear and structured salary pathway needs to be ensured for all teachers in order to support
their retention and to increase motivation and provide certainty for the future.

There are significant links between stress levels and working conditions, which includes the
working environment and perceptions of self-efficacy amongst staff.
Well-being - which relates to different aspects of the teaching profession: job security and
contractual situation, workload, work environments, working conditions, sense of safety, peer
and institutional support, relational aspects with learners, parents, colleagues, school leaders,
and others involved with the school, and appreciation from the wider community18 - has been
worsened by the COVID-19 crisis19.
The pandemic had a negative impact on teachers’ and researchers’ working conditions and
health and safety. Constant switches between open and closed education institutions were
disruptive for the teaching and learning process. Hybrid and online teaching and learning have
caused significant work-related stress on teachers, negatively impacting their well-being.20
Teachers’ inability to disconnect digitally from their jobs creates an imbalance in their
professional and private lives, thus making teaching unsustainable and resulting in poor
retention rates. Efforts must be made to tackle these psychosocial hazards, especially
considering that these negative trends have been worsened by the COVID-19 crisis.
Psychosocial hazards, such as work-related stress, increasingly affect teachers’ health and
well-being.21 According to research22, the causes of work-related stress of teachers include
“schools and schools systems becoming more and more bureaucratic; expectations on
teachers to manage difficult student behaviour; greater service delivery demands with fewer
resources; a lack of planning time; increased emphasis on accountability measures; and the
exclusion of teachers from policy-making procedures.” High levels of stress are associated
with lower self-efficacy for teaching, lower job satisfaction and lower commitment. High levels
6
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of stress can lead to burnout, a multidimensional construct composed of three characteristics:
emotional exhaustion, depersonalisation and a reduced sense of personal accomplishment.23
In addition, teaching has an impact not only on mental but also on the physical well-being of
teachers. Policy makers and employers need to take effective actions to reduce these impacts.
Improved work design, organisation and management, and the social context of work can
target negative psychological, physical and social outcomes such as; work-related stress;
burnout or depression. Inclusive, sustainable, and decent workplaces, including by enhancing
occupational health and safety, and work-life balance need to be provided to all education
staff. National policies and national legislation on occupational health and safety and
particularly on stress at work must guarantee a good working environment and well-being for
teachers, trainers, researchers and other education personnel.24 Improving the health literacy
of education staff is important, to raise awareness on the importance of health and safety
measures, as well as for risk assessment in education.25
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5. Control excessive workload and working hours
While many countries acknowledged the invaluable contribution of teachers as daily frontline workers during the COVID-19 pandemic, formal recognition has not been accompanied
by concrete support and improved working conditions.
Rapid adaptation to emergency teaching settings during the pandemic resulted in significant
changes in the teaching and working conditions of teachers and researchers. Research
shows26 that in the sudden increases in emergency remote teaching, fewer than half of
teachers felt well prepared to use ICT in their teaching, and most countries provided some
sort of training on digital competences only after the pandemic had started. Not having the
appropriate skills for teaching in an online environment increased the workload and stress
of teachers. Special attention for teachers with care responsibilities needs to be considered
in relation to their home/family responsibilities.
Many countries made non-teaching tasks mandatory in the pandemic outside normal
teaching times, for example in-person consultations with parents or creating and sharing
one’s own teaching materials.27 At the same time most countries did not increase teacher
salaries28 despite the increased workload of education personnel during the pandemic, and
only a few countries recruited new temporary education personnel (many of whom did not
meet the minimum requirement of teaching qualifications) to reduce teachers’ workloads.29
Excessive workload is a universal challenge for teachers which demands immediate redress.
Apart from teaching hours, these are caused by other assignments such as preparing
lessons, administrative tasks, in-service training, and staff meetings.30 Online and blended
teaching also increase the workload of the teachers in multiple ways. Instead of referring
only to ‘teaching hours’, the term ‘working hours’ should be used, as this will assist in the
reduction of workloads and the amount of unpaid overtime for teachers. This is particularly
important for teachers in precarious employment.31 The evolution of ‘mobile teaching’,
7
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where teachers are contracted lesson-by-lesson and teach selected classes in multiple
schools in almost all sectors, impacts teachers and puts their ability to provide quality
education at risk.32 This has been worsened with digitisation, as often teachers work
remotely instead of travelling, and thus receive less pay.
To increase the attractiveness of teaching, permanent contracts must replace fixed term
ones to address the issue of unpredictable and often unregulated working hours.
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6. Create quality entry pathways and retention practices
The attractiveness of the teaching profession could be improved amongst second level
students by providing good career guidance to young people, which could enhance their
motivation to apply to train as a teacher. There is also a need to consider how to support
socio-economically disadvantaged students to ensure their access to, and completion of,
initial teacher education. Finally, particularly in the post-COVID period, there is a need for
improved career prospects, as these improve the attractiveness of teaching and also support
job retention.
Raising the quality of induction training and mentorship by effective updates in response to
teachers’ professional needs, and providing permanent contracts to early-stage teachers are
issues which need to be addressed in order to reduce the early dropout rate of novice teachers
at the start of study and of their professional careers.33
High quality induction and mentorship programs provided for trainee teachers while learning
and working in schools play a key role, not only to help them to complete their teacher
qualification or acquire a teaching licence (depending on the country), but to integrate them
into the profession. Induction and mentorship programs need to include; updated quality
pedagogy and didactics, teacher training materials, alternative learning methods, updates of
the curricular design, and deployment of highly trained mentors.34
Employee rights are critical to recruitment. Job security, decent salaries and working
conditions, decent health and holiday coverage, fair pension schemes and social benefits will
further enhance the attractiveness of the profession.
Retention is a prominent challenge, also; it is closely linked to the fact that career progression
for teachers in different education sectors is very slow or stagnant. In several countries this
makes the profession unattractive and leads to difficulties in retaining high quality staff.35 It is
important, therefore, to diversify teacher career structures and to widen career advancement
opportunities in order to attract and retain well-performing teachers in the profession.36
Career development needs to be seen as being broader than leading to management roles. It
should allow for promotion in different areas and professional specialisation within the
education sector. Teachers positively welcome having more opportunities for career
progression while still being able to continue their classroom work.37 Accessing attractive
8
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career pathways and opportunities for further professional development are essential for all
teachers and researchers. Overall time spent on maternity, paternity, parental, and care leave
should never affect career progression in a negative way.

7. Ensure entitlement to quality and inclusive initial education and
continuous professional development

Teachers must be supported in the professional development needed to cope with new
demands, including digital and green skills38, social skills, democratic citizenship and other
transversal skills39.
For all decisions regarding professional development, initial or continuous, teachers and their
trade unions are essential; they must therefore be part of any process of determining the
necessary requirements for qualification to enter the profession or for upskilling.
Initial education and continuous professional development need to be updated to help
teachers to be fully prepared for classroom work regarding the green and digital transition of
education and to teach key competences.40 For education systems, continuing professional
learning is critical to complement teachers’ initial preparation, to continue improving the
quality of teaching and learning, and to retain staff over time.41
Effective and sustainable investment in initial education and CPD of teachers concerning
pedagogy, workshops, and resourcing of education institutes, should ensure that quality
education and training is provided to match the demands of the future. Initial and continuous
professional development needs to be based on detailed high-quality research on teaching
subjects and pedagogical methods, which should also deal with equality issues and gender
roles. Initial and continuous professional development needs to be available in different
flexible forms (online, part-time, etc) which allow teachers to attend while meeting care
responsibilities. However, in some countries, governments have taken steps to privatise
teacher training or to hand over the research on teachers’ professional development to
private institutions.42
While acknowledging that each country, with the effective involvement of the education trade
unions, should determine the mandatory or voluntary nature of CPD, ETUCE believes that high
quality and inclusive43 CPD should be available for all teachers, free of charge and within their
working hours.44 This must be facilitated by guaranteeing a replacement during working hours
and administrative support to organise the training45. Teachers participate in more types of
CPD when there is a certain amount of time allocated to CDP annually in their working hours.46
Minimum academic qualifications, set at Master level by most European countries47, are
needed to ensure high quality staff. The recognition of teaching qualifications obtained in
other countries should be simplified48
9
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The requirement to move towards minimum qualification levels for teachers have been
ignored in an increasing number of cases49. There have also been attempts to shorten the
length of initial teacher education programmes50 due to teacher shortages which derive from
ageing of the workforce, unattractive working conditions, and salaries, and the COVID crisis.
There are increasing attempts to de-regulate the teaching profession and schools are opening
more access to non-qualified teachers or professionals from other sectors. Included in this
are VET teachers and VET trainers within schools, who are increasingly being replaced by
unqualified professionals. VET trainers should also be expected to acquire the minimum
requirements of pedagogical training51.
It is essential to fight against attempts to de-regulate minimum requirements of teaching
qualifications because these can undermine the quality of education, the status of teachers,
and collective agreements. Ensuring such minimum requirements for teaching would also
promote increases in teacher salaries, which should be determined based on qualifications
obtained.

8. Address equality and diversity challenges in teaching workforces
It is crucial that all education personnel are treated according to principles of equal
opportunities, enhanced diversity and supported inclusion, in their everyday work. A
recruitment policy must be put into effect which seeks to attract a teaching body that reflects
the full spectrum of society in terms of diversity, including gender, sexual orientation, abilities
and special educational needs, economic status, ethnic origin, language, religion, and
migratory and citizenship status.52 Particular emphasis should be given to recruiting teachers
with migrant backgrounds and teachers with different mother tongues. Preventing and
combating discrimination and the intersectional interweaving of different grounds of
discrimination are major challenges. It is important to create in educational institutions a
climate not only of tolerance but of recognition of the benefits of diversity.
Considerable attention should be given to recruitment strategies that are aimed at recruiting
equal numbers of men and women into the profession. The extent of the gender imbalance
varies within the education sector depending upon subject and level of education. Early
childhood education, primary and secondary education are dominated by a significant gender
imbalance with a predominant female workforce, whereas VET and higher education and
research are predominantly male orientated.53

9. Promote and commit to social dialogue, collective bargaining and
agreements
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Social dialogue, collective bargaining and agreements and collegial governance are essential
in order to ensure sustainable quality employment, decent working conditions, promising
career prospects and rewarding incentives such as fair pay54 for the staff. 55
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Key elements of social dialogue need to be strengthened such as: joint work and projects with
employers and government, information sharing, communication, consultation, collective
bargaining, and collective agreements.56 Without effective social dialogue raising the
attractiveness of the teaching profession cannot be realised.
Social dialogue should be expanded to include non-traditional but essential issues for
education personnel.57 According to ETUCE research, the range of issues addressed within
social dialogue has gradually expanded in many countries. Collective agreements increasingly
cover matters such as health and safety, training, grievance and arbitration procedures,
discrimination in employment and affirmative action measures for women or minority groups,
and may include the professional responsibilities of faculty members.58
Teacher trade unions should have an active role in ensuring the rights of their members in order to
improve their working conditions and support them professionally59. Pay will always be an absolutely
fundamental issue in the wages-for-work transaction, but the nature of the work in that exchange
relationship, and the factors that shape it, are equally important.60 In ETUCE Resolution61 ETUCE
Member Organisations committed to “Continue to engage in actions aimed at improving social
dialogue and collective bargaining at European, national, regional and local level to ensure an increase
of public funding for education and teachers’ salaries, equal access to and provision of quality
education for all learners, and with a view to increasing the status of teachers and improving the image
of the teaching profession in society” and to “Provide various means of professional support to
education personnel and be a centre for teachers’ professional development”.
It is also essential to understand the different experiences of social dialogue at national,
regional and local levels. A few ETUCE member organisations reported that social dialogue is
“good” across all levels, compared to the majority which find it unsatisfactory, and who say
that it has deteriorated badly.62 It is not clear to what extent the deterioration of social
dialogue may be attributed to the impact of the coronavirus pandemic63, but social dialogue
remained strong and got even stronger in few countries during the pandemic64.
To achieve these goals, trade union action must be able to take place without hindrance or
fear of legal reprisals or sanctions in the workplace. Trade union freedom is at the foundation
of the achievement of social and civil rights. Guaranteeing trade unionists the right to
collective action, the right to mobilise, the right to denounce and resist must be a priority
objective. Specific and comprehensive protection for whistle-blowers and staff
representatives is an essential prerequisite for achieving quality social dialogue in line with
European Directive 2019/1937, which should be strengthened and extended in this way.

10. Empower the teaching profession
Empowering the teaching profession means providing the necessary resources in terms of
staffing and budgets to allow schools to flourish and to play their role in broader communities
to tackle the inequities, so clearly exposed by the COVID-19 crisis in too many societies. The
critical role of teachers in supporting learners and school communities was highlighted by the
11
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response to the pandemic. Teachers need the trust of parents, pupils, and the broader society.
This trust should be replicated by policy makers who need to move away from directive, topdown, approaches to education and to turn instead to trusting and empowering teachers and
school staff to nurture, educate and support students and to deliver the common good which
is education.65
Professional autonomy and teacher agency are the hallmarks of an empowered education
system. They are the cornerstones of the provision of quality education. Trust in the
profession is a third, critical, hallmark. Understanding and respecting the mission and
professionalism of teachers is a crucial aspect of attracting people to the profession. Teachers
are the experts in teaching and allowing them to put into practice their pedagogies will
enhance learning and teaching immensely.
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