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Editorial 

Education systems are only as strong as their teachers.  Across the OECD, it is becoming harder to attract, develop 
and retain high-quality teachers. This yearôs Education at a Glance looks at how teacher shortages are evolving, and 
what can be done to tackle them. 

Teacher shortages affect most OECD education systems to varying degrees. In Latvia and Luxembourg, the 
countries with the highest vacancy rates, around 4% of all teaching positions in secondary education, were unfilled 
at the start of the 2024/25 school year. In most other countries, the share was below 3%.  

Recruitment challenges are often more acute in rural, remote and disadvantaged communities. Our data show that 
shortages are especially pronounced in subjects such as mathematics and the natural sciences, where education 
systems compete directly with other sectors for highly skilled professionals.  

Unfilled positions are only one measure of teacher shortages. Education systems are also relying on teachers who 
do not yet meet all national qualification requirements: in 2024/25, 9% of primary and secondary teachers were not 
fully qualified on average across OECD countries. 

The ageing of the teaching workforce will only make shortages more acute. Across the OECD, one in four secondary 
teachers is aged 55 or older, raising the prospect of substantial workforce losses in the coming decades. Education 
systems will need to replace departing teachers and ensure that new hires are available in the subjects and regions 
where they are most needed. 

More broadly, teacher shortages also reflect economy-wide shortages of skilled workers and competition among 
employers for a limited supply of qualified staff. Indeed, vacancy rates are higher across the wider economy than in 
teaching in more than half of the countries with available data. Education systems are therefore facing similar labour 
market pressures as healthcare, technology and other professions that rely on highly trained staff. As education 
systems cannot fully address these broader labour market constraints on their own, they also need to focus on 
making more effective use of available teaching capacity. 

Competitive salaries and manageable workloads can help alleviate teacher shortages by making the profession more 
attractive, but they are not enough. Professional autonomy, supportive leadership, positive working relationships, 
career development and public recognition also shape the attractiveness of teaching. Although 85% of teachers 
report being satisfied with their jobs, only 22% believe that teaching is valued by society. 

Beyond efforts to attract and retain more teachers, education systems also need to adapt to a future in which fewer 
teachers may be available. This means finding ways to use teachersô time and expertise more productively, so they 
can focus on the activities that have the greatest impact on student learning. Greater use of digital tools and AI, 
improved workforce planning, and redesigned school structures can help reduce administrative burdens and enable 
teachers to work more effectively.  

Widening entry into the profession is a further lever, alongside more productive use of existing staff. Well-designed 
pathways for second-career teachers can expand the recruitment pool and bring valuable professional experience 
into schools. In Australia and the Netherlands, where over 15% of teachers are second-career entrants, flexible 
pathways recognise prior experience and combine training with employment. 
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Declining student numbers create an opportunity to reallocate resources to the schools, subjects and communities 
where shortages are most acute. The number of children aged 5-14 across the OECD is projected to fall by 9% 
between 2024 and 2033, but teacher numbers and classes have not always declined as enrolment has fallen. This 
gives policy makers room to redirect teachers and resources to where shortages bite hardest, protecting access 
while easing shortages in specific subjects, schools and regions, rather than spreading an already stretched 
workforce more thinly still. 

 

 

 

 

 

Mathias Cormann, 
OECD Secretary-General 
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Readers Guide 

The organising framework 

Education at a Glance 2026: OECD Indicators offers a rich, comparable and up-to-date array of indicators that reflect 
a consensus among professionals on how to measure the current state of education internationally. The indicators 
provide information on the human and financial resources invested in education, how education and learning systems 
operate and evolve, and the returns to investments in education. They are organised thematically in chapters, each 
accompanied by information on the policy context and interpretation of the data. 

The indicators are organised within a framework that distinguishes between the actors in education systems, groups 
them according to the types of issues they address and examines contextual factors that influence policy (Figure A). 
In addition to these dimensions, the time perspective makes it possible to visualise dynamic aspects of the 
development of education systems. 

Figure A. Organising framework of indicators in Education at a Glance 

 

Actors in education systems 

The OECD Indicators of Education Systems (INES) programme seeks to gauge the performance of national 
education systems as a whole, rather than to compare individual institutional or other subnational entities. However, 
there is increasing recognition that many important features of the development, functioning and impact of education 
systems can only be assessed through an understanding of learning outcomes and their relationships to inputs and 
processes at the level of individuals and institutions. 

To account for this, the first dimension of the organising framework distinguishes the three levels of actors in 
education systems: 

¶ Education systems as a whole. 
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¶ Providers of educational services (institutions, schools), as well as the instructional setting within those institutions 

(classrooms, teachers). 

¶ Individual participants in education and learning, the students. These can be either children or young adults undergoing 

initial schooling and training, or adults pursuing lifelong learning programmes. 

Indicator groups 

The second dimension of the organising framework further groups the indicators into three categories: 

¶ Indicators on the output, outcomes and impact of education systems: Output indicators analyse the characteristics of 

those exiting the system, such as their educational attainment. Outcome indicators examine the direct effects of the 

output of education systems, such as the employment and earning benefits of pursuing higher education. Impact 

indicators analyse the long-term indirect effects of the outcomes, such as the knowledge and skills acquired, contributions 

to economic growth and societal well-being, and social cohesion and equity. 

¶ Indicators on the participation and progression within education entities: These indicators assess the likelihood of 

students accessing, enrolling in and completing different levels of education, as well as the various pathways followed 

between types of programmes and across education levels. 

¶ Indicators on the input into education systems or the learning environment: These indicators provide information on the 

policy levers that shape the participation, progression, outputs and outcomes at each level. Such policy levers relate to 

the resources invested in education, including financial, human (such as teachers and other school staff) or physical 

resources (such as buildings and infrastructure). They also relate to policy choices regarding the instructional setting of 

classrooms, pedagogical content and delivery of the curriculum. Finally, they analyse the organisation of schools and 

education systems, including governance, autonomy and specific policies to regulate the participation of students in 

certain programmes. 

Contextual factors that influence policy 

Policy levers typically have antecedents: external factors that define or constrain policy but are not directly connected 
to the policy topic at hand. Demographic, socio-economic and political factors are all important national 
characteristics to take into account when interpreting indicators. The characteristics of the students themselves, such 
as their gender, age, socio-economic status or cultural background, are also important contextual factors that 
influence the outcomes of education policy. 

The structure and content of Education at a Glance 

Education at a Glance 2026 is structured into four parts that are preceded by a special chapter on teacher shortages, 
the theme of the 2026 edition. 

Teacher shortages This chapter provides new indicators on teacher shortages, such as the number of unfilled 
vacancies and the share of non-fully qualified teachers. It compares teacher shortages to shortages of skilled workers 
in other parts of the economy and discusses how education systems can attract more teachers.  

Part A The output of educational institutions and the impact of learning, contains indicators on the output, outcomes 
and impact of education in the form of the overall attainment of the population, as well as the learning, economic and 
social outcomes. Through this analysis, the indicators in this chapter provide context, for example, to shape policies 
on lifelong learning. They also provide insights into the policy levers needed to address areas where outcomes and 
impact may not be aligned with national strategic objectives. 

Part B Access to education, participation and progression, considers the full education system from early childhood 
to tertiary education and provides indicators on the enrolment, progression and completion of students at each level 
of education. These indicators can be considered a mixture of output and outcome, to the extent that the output of 
each education level serves as input to the next and that progression is the result of policies and practices at 
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classroom, institution and system levels. But they can also provide context to identify areas where policy intervention 
is necessary to address issues of inequity, for example, or to encourage international mobility. 

Part C Financial resources invested in education, provides indicators on expenditure in education and educational 
institutions, how that expenditure is shared between public and private sources, the tuition fees charged by 
institutions, and the financial mechanisms to support students. These indicators are mainly policy levers, but they 
also help to explain specific learning outcomes. For example, expenditure on educational institutions per student is 
a key policy measure that most directly affects individual learners, but it also acts as a constraint on the learning 
environment in schools and learning conditions in the classroom. 

Part D Teachers, the learning environment and organisation of schools, provides indicators on instruction time, 
teachersô and school headsô working time, and teachersô and school headsô salaries. These indicators not only 
represent policy levers that can be adjusted, but also provide context for the quality of instruction and for the outcomes 
of individual learners. This part also presents data on the profile of teachers. 

Sustainable Development Goal 4 

In September 2015, world leaders gathered to set ambitious goals for the future of the global community. Goal 4 of 
the Sustainable Development Goals (SDGs) seeks to ensure ñinclusive and equitable quality education and promote 
lifelong learning opportunities for allò. Each target of the SDG 4 framework has at least one global indicator and a 
number of related thematic indicators designed to complement the analysis and the measurement of the target. 

The United Nations Educational, Scientific and Cultural Organization (UNESCO) oversees the education SDG 
agenda in the context of the United Nations-led SDG framework. As the custodian agency for most of the SDG 4 
indicators, the UNESCO Institute of Statistics (UIS) is co-ordinating global efforts to develop the indicator framework 
to monitor progress towards SDG 4 targets. In addition to collecting data, the UIS works with partners to develop new 
indicators, statistical approaches and monitoring tools to better assess progress across the education-related SDG 
targets. 

In this context, the OECDôs education statistics have a key role to play in the achievement of ï and measuring 
progress towards ï SDG 4 and its targets. There is a high level of complementarity between the SDG 4 agenda and 
the data collected and analysed by the OECD. The OECD is working with the UIS, the SDG 4 Steering Committee 
and the technical working groups that have been put in place to help build a comprehensive data system for global 
reporting, agree on the data sources and formulae used for reporting on the SDG 4 global indicators, and on selected 
thematic indicators for OECD and partner countries. 

Statistical coverage 

Although a lack of data still limits the scope of the indicators in many countries, the coverage extends, in principle, to 
the entire national education system (within the national territory), regardless of who owns or sponsors the institutions 
concerned and regardless of how education is delivered. With one exception (described below), all types of students 
and all age groups are included: children (including students with special needs), adults, nationals, foreigners and 
students in distance learning, in special education programmes or in education programmes organised by ministries 
other than the ministry of education, provided that the main aim of the programme is to broaden or deepen an 
individualôs knowledge. Vocational and technical training in the workplace is not included in the basic education 
expenditure and enrolment data, with the exception of combined school- and work-based programmes that are 
explicitly deemed to be part of the education system. 

Educational activities classified as ñadultò or ñnon-regularò are covered, provided that the activities involve the same 
or similar content as ñregularò education studies, or that the programmes of which they are a part lead to qualifications 
similar to those awarded in regular education programmes. Courses for adults that are primarily for general interest, 
personal enrichment, leisure or recreation are excluded. 
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More information on the coverage of the indicators presented in Education at a Glance can be found in the OECD 
Handbook for Internationally Comparable Statistics on Education 2018 (OECD, 2018[1]). 

Comparability over time 

The indicators in Education at a Glance are the result of a continuous process of methodological improvement aimed 
at improving the robustness and international comparability of the indicators. As a result, data across different editions 
of Education at a Glance may not be comparable. To analyse time trends, it is preferable to use the data for different 
time periods from the latest edition of Education at a Glance or the data available online. All comparisons over time 
presented in this report and on the Education at a Glance Database (http://data-explorer.oecd.org/s/4s) are based 
on annual revisions of historical data and the methodological improvements which have been implemented in this 
edition. 

Country coverage 

This publication features data on education from all OECD countries and Brazil, a partner country that participates in 
the INES programme, as well as other G20 and OECD accession countries that are not INES members (Argentina, 
Bulgaria, Croatia, the Peopleôs Republic of China, India, Indonesia, Peru, Romania, Saudi Arabia and South Africa). 
Data sources for the non-INES participating countries come from the regular INES data collections or from other 
international or national sources.  

Note on terminology: ñpartner countriesò and ñeconomiesò 

Education at a Glance reports data on non-OECD countries. In particular, data on Brazil, which is a member of the 
Indicators of Educational System (INES) programme, are reported throughout the publication. Data on other G20 
countries are reported when available. These countries are referred to as ñpartner countriesò. 

In some instances, data on some subnational entities, such as England (United Kingdom), are included in country-
level data. In line with the agreed upon OECD terminology, these subnational entities are referred to as ñeconomiesò 
throughout the publication. The Flemish Community of Belgium and the French Community of Belgium are 
abbreviated in the tables and figures as ñFlemish Comm. (Belgium)ò and ñFrench Comm. (Belgium)ò.  

Calculation of international means 

For many indicators, an OECD average is presented; for some, an OECD total is shown. The OECD average is 
calculated as the unweighted mean of the data values of all OECD countries for which data are available or can be 
estimated. The OECD average therefore refers to an average of data values at the level of the national systems and 
can be used to answer the question of how an indicator value for a given country compares with the value for a typical 
or average country. It does not take into account the absolute size of the education system in each country. 

If data from subnational entities are reported for some countries in an indicator, the subnational data are included in 
the calculation of the OECD average. If data from only one subnational region of a country are available, the data 
point will be used in the calculation of the OECD average as if the subnational region represents the entire country. 
If data for more than one subnational region from a country are reported in an indicator, the unweighted average of 
all subnational regions from the country is calculated. This unweighted average is then treated as the corresponding 
country value for the calculation of the OECD average.  

The OECD total is calculated as the weighted mean of the data values of all OECD countries for which data are 
available or can be estimated. It reflects the value for a given indicator when OECD countries are considered as a 

http://data-explorer.oecd.org/s/4s
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whole. This approach is taken for the purpose of comparing, for example, expenditure charts for individual countries 
with those of all of the OECD countries for which valid data are available, considered as a single entity. 

For tables using time series, the OECD average is calculated for countries providing data for all reference years 
used. This allows the OECD average to be compared over time with no distortion due to the exclusion of some 
countries in the different years. 

For many indicators, an EU25 average is also presented. It is calculated as the unweighted mean of the data values 
of the 25 countries that are members or accession countries of both the European Union and the OECD for which 
data are available or can be estimated. The 25 countries are Austria, Belgium, Bulgaria, Croatia, Czechia, Denmark, 
Estonia, Finland, France, Germany, Greece, Hungary, Ireland, Italy, Latvia, Lithuania, Luxembourg, the Netherlands, 
Poland, Portugal, Romania, the Slovak Republic, Slovenia, Spain and Sweden.  

The EU25 total is calculated as the weighted mean of the data values of all OECD-EU countries for which data are 
available or can be estimated. It reflects the value for a given indicator when the OECD-EU area is considered as a 
single entity.  

For some indicators, a G20 average is presented. The G20 average is calculated as the unweighted mean of the 
data values of all G20 countries for which data are available or can be estimated (Argentina, Australia, Brazil, Canada, 
China, France, Germany, India, Indonesia, Italy, Japan, Korea, Mexico, the Russian Federation, Saudi Arabia, 
South Africa, the Republic of Türkiye, the United Kingdom and the United States; the European Union is the 20th 
member of the G20 but is not included in the calculation). The G20 average is not computed if data for both China 
and India are not available. 

OECD, EU25 and G20 averages and totals can be significantly affected by missing data. In the case of some 
countries, data may not be available for specific indicators, or specific categories may not apply. Therefore, readers 
should keep in mind that the term ñOECD/EU25/G20 averageò refers to the OECD, EU25 or G20 countries included 
in the respective comparisons. OECD, EU25 and G20 averages are not calculated if more than 40% of countries 
have missing information or have information included in other columns. In this case, a regular average is presented, 
which corresponds to the arithmetic mean of the estimates included in the table or figure.  

Classification of levels of education 

The classification of levels of education is based on the International Standard Classification of Education (ISCED), 
an instrument for compiling statistics on education internationally. ISCED 2011 was formally adopted in November 
2011 and is the basis of the levels presented in this publication. 

Table A lists the ISCED 2011 levels used in Education at a Glance 2026 (OECD/Eurostat/UNESCO Institute for 
Statistics, 2015[2]). 

Table A. Education levels under the ISCED 2011 classification 

Terms used in this publication ISCED classification  
Early childhood education 

Refers to early childhood programmes that have an intentional education component and aim to develop 
cognitive, physical and socio-emotional skills necessary for participation in school and society. Programmes 
at this level are often differentiated by age. 

ISCED 0 (sub-categories: 01 for early 
childhood educational development 
and 02 for pre-primary education) 

Primary education 

Designed to provide a sound basic education in reading, writing and mathematics and a basic understanding 
of some other subjects. Entry age: between 5 and 7. Typical duration: six years. 

ISCED 1 

Lower secondary education 

Completes provision of basic education, usually in a more subject-oriented way with more specialist 
teachers. Programmes may differ by orientation, general or vocational, though this is less common than at 
upper secondary level. Entry follows completion of primary education and typical duration is three years. In 
some countries, the end of this level marks the end of compulsory education. 

ISCED 2 
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Terms used in this publication ISCED classification  
Upper secondary education 

Stronger specialisation than at lower secondary level. Programmes offered are differentiated by orientation: 
general or vocational. Typical duration is three years. 

ISCED 3 

Post-secondary non-tertiary education 

Serves to broaden rather than deepen the knowledge, skills and competencies gained in upper secondary 
level. Programmes may be designed to increase options for participants in the labour market, for further 
studies at tertiary level or both. Programmes at this level are usually vocationally oriented. 

ISCED 4 

Short-cycle tertiary education 

Often designed to provide participants with professional knowledge, skills and competencies. Typically, they 
are practically based, occupation-specific and prepare students to enter the labour market directly. They 
may also provide a pathway to other tertiary education programmes (ISCED levels 6 or 7). The minimum 
duration is two years. 

ISCED 5 

Bachelorõs or equivalent level 
Designed to provide participants with intermediate academic and/or professional knowledge, skills and 
competencies, leading to a first degree or equivalent qualification. Typical duration: three to four years full-
time study. This level is referred to as ñbachelorôsò in the publication. 

ISCED 6 

Masterõs or equivalent level 
Stronger specialisation and more complex content than bachelorôs level. Designed to provide participants 
with advanced academic and/or professional knowledge. May have a substantial research component. 
Programmes of at least five yearsô duration preparing for a long-first degree/qualification are included at this 
level if they are equivalent to a masterôs level programme in terms of their complexity and content. This level 
is referred to as ñmasterôsò in the publication. 

ISCED 7 

Doctoral or equivalent level 

Designed to lead to an advanced research qualification. Programmes at this level are devoted to advanced 
study and original research and exist in both academic and professional fields. This level is referred as 
ñdoctoralò in the publication. 

ISCED 8 

In some indicators, intermediate programmes are also used. These correspond to recognised qualifications from 
ISCED 2011 level programmes which are not considered as sufficient for ISCED 2011 completion and are classified 
at a lower ISCED 2011 level. 

Fields of education and training 

Within ISCED, programmes and related qualifications can be classified by field of education and training as well as 
by level. Following the adoption of ISCED 2011, a separate review and global consultation process took place on the 
ISCED fields of education. The ISCED fields were revised, and the UNESCO General Conference adopted the 
ISCED 2013 Fields of Education and Training classification (ISCED-F 2013) (UNESCO Institute for Statistics, 2014[3]) 
in November 2013 at its 37th session. The broad ISCED-F fields considered in this publication are education; arts 
and humanities; social sciences, journalism and information; business, administration and law; natural sciences, 
mathematics and statistics; information and communication technologies; engineering, manufacturing and 
construction; and health and welfare. Throughout this publication, the term ñfield of studyò is used to refer to the 
different fields of this classification. The term STEM (science, technology, engineering and mathematics) refers to 
the aggregation of the broad fields of natural sciences, mathematics and statistics; information and communication 
technologies; and engineering, manufacturing and construction. 

Standard error (S.E.) 

Some of the statistical estimates presented in this report are based on samples of adults, rather than values that 
could be calculated if every person in the target population in every country had answered every question. Therefore, 
each estimate has a degree of uncertainty associated with sampling and measurement error, which can be expressed 
as a standard error. The use of confidence intervals is a way to make inferences about the population means and 
proportions in a manner that reflects the uncertainty associated with the sample estimates. In this report, confidence 
intervals are stated at a 95% level. In other words, the result for the corresponding population would lie within the 
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confidence interval in 95 out of 100 replications of the measurement on different samples drawn from the same 
population. 

In tables showing standard errors, the column with the heading ñ%ò indicates the average percentage, and the column 
with the heading ñS.E.ò indicates the standard error. Given the survey method, there is a sampling uncertainty in the 
percentages (%) of twice the standard error (S.E.). For example, for the values % = 10 and S.E. = 2.6, 10% has a 
95% confidence interval of approximately twice (1.96) the standard error of 2.6. Thus, the true percentage would 
probably (error risk of 5%) be somewhere between 5% and 15% (ñconfidence intervalò). The confidence interval is 
calculated as: Ϸ Ⱦ ρȢωφ ᶻ ὛȢ ὉȢ, i.e. for the previous example, ρπϷ ρȢωφ ᶻ ςȢφ υϷ and ρπϷ ρȢωφ ᶻ ςȢφ ρυϷ. 

Flags for missing data and abbreviations 

These statistical flags and abbreviations are used in the tables and figures: 

a  Data are not applicable because the category does not apply. 

b  There is a break in the series. 

c  There are too few observations to provide reliable estimates. 

d  Includes data from another category. 

m  Data are not available ï either missing or the indicator could not be computed due to low respondent numbers. 

q  Data have been withdrawn at the request of the country concerned. 

r  Values are below a certain reliability threshold and should be interpreted with caution. 

u Partial data 

x  Data are included in another category or column of the table (e.g. x(2) means that data are included in Column 2 of the table). 

Further resources 

Education at a Glance 2026: Sources, Methodologies and Technical Notes (https://doi.org/10.1787/dcf64a14-en) 
provides information on the methods used to calculate the indicators, on the interpretation of the indicators in the 
respective national contexts, and on the data sources involved. All post-production changes to this publication are 
listed at: https://www.oecd.org/about/publishing/corrigenda.htm (corrections). 

Education at a Glance uses the OECDôs StatLink service. A URL at the end of each chapter leads to a 
corresponding Excel file containing the underlying data for the chapter. These URLs are stable and will not change. 
In addition, readers of the Education at a Glance e-book will be able to click directly on these links and the workbook 
will open in a separate window. 

The Education Database on the OECD Data Explorer (http://data-explorer.oecd.org/s/4s/) provides the raw data and 
indicators presented in Education at a Glance, as well as the metadata that provide context and explanations for 
countriesô data. It allows users to break down data in more ways than is possible in this publication in order to conduct 
their own analyses of education systems in participating countries. It is also updated at regular intervals. 

Layout of tables 

In all tables, the numbers in parentheses at the top of the columns are used for reference. When a consecutive 
number does not appear, that column is available online through the StatLink indicated at the end of the chapter. 

Abbreviations used in this report 

Acronym Definition  

AES Adult Education Survey 

https://doi.org/10.1787/dcf64a14-en
https://www.oecd.org/about/publishing/corrigenda.htm
http://data-explorer.oecd.org/s/4s/
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Acronym Definition  

ECEC Early childhood education and care 

EEA European Economic Area 

ESS European Social Survey 

GDP Gross domestic product 

ICT Information and communication technologies 

ISCED International Standard Classification of Education 

LFD Masterôs long-first degree 

NEET Neither employed nor in education or training 

NPV Net present value 

PIAAC Survey of Adult Skills 

PISA Programme for International Student Assessment 

PPP Purchasing power parity 

R&D Research and development 

S.E. Standard error 

STEM Science, technology, engineering and mathematics 

TALIS Teaching and Learning International Survey 

UIS  UNESCO Institute of Statistics 

UOE Refers to the data collection managed by the three organisations, UNESCO, OECD, Eurostat 

VET Vocational education and training 
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Executive Summary 

Education at a Glance provides internationally comparable data on education systems across the world, covering 
attainment, enrolment, finance and the organisation of education systems. The 2026 edition has a special focus on 
teacher shortages, examining their impact across countries and how education systems can respond. 

Teacher shortages are a widespread concern 

Labour shortages in high-skilled professions are common across OECD countries and the teaching profession is no 
exception. In some countries, teacher shortages show up through high numbers of unfilled positions: in Latvia and 
Luxembourg, around 4% of all teaching positions in secondary education were unfilled at the start of the 2024/25 
school year. However, in most other countries with available data, the share of unfilled vacancies is below 3% and 
often below 1%. More commonly, teacher shortages are reflected in the share of teachers who are not fully qualified, 
as education systems recruit teachers without the standard teaching qualifications to fill open positions. On average 
across OECD countries, 9.1% of all teachers in primary and secondary education were not fully qualified in 2024/25. 
In some systems, staffing pressures are exacerbated by high levels of temporary absences among teachers. For 
example, the share of teachers who were absent for more than two months during the 2024/25 school year reached 
11% in Austria and 9% in Korea. 

Although most education systems in the OECD face some teacher shortages, they are not evenly distributed. In 
some countries, such as Norway, shortages are particularly acute in remote rural regions, while in others they 
predominantly affect individual schools, often in disadvantaged areas. Almost everywhere, shortages are more 
pronounced in some subjects than in others, with mathematics and natural sciences particularly affected. In contrast, 
teacher shortages are less widespread in arts, social studies and physical education. 

Education systems have tools to increase the supply of teachers 

Education systems can attract strong candidates to the teaching profession in multiple ways. Working conditions, 
including salaries and working hours, matter, but the attractiveness of the profession depends on a much broader 
range of factors. Relationships with students, parents and school leaders, the school climate, professional autonomy 
and public recognition of the profession all influence the job satisfaction of teachers.  

On average across the OECD, 85% of teachers express satisfaction with their jobs, similar to those in other 
professions. However, there are significant differences across countries. In Japan, one of the countries with the 
lowest number of unfilled vacancies, primary, secondary and vocational teachers are 20 percentage points more 
likely to be satisfied with their jobs than workers in other professions, while in Chile, one of the country with the 
highest share of vacancies, they are 21 percentage points less likely than other workers to be satisfied with their 
jobs. 

Another means of addressing shortages is to offer mid-career professionals in other sectors well-designed pathways 
into teaching, which can also help to diversify the teaching profession. Countries such as Australia and 
the Netherlands, where more than 15% of lower secondary teachers are second-career teachers, offer flexible entry 
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routes that combine employment-based training and recognition of prior experience. However, other countries lack 
any such structured pathways, and in many the share of second-career teachers is in the low single digits. 

Teacher shortages reflect broader labour-market pressures 

Even if they use all the levers available to increase teacher supply, education systems are unlikely to eliminate 
shortages altogether. Teacher shortages partly reflect economy-wide shortages of skilled workers driven by a 
combination of structural and cyclical factors, such as population ageing and the aftermath of the COVID-19 
pandemic. Recruiting teachers becomes more challenging if fewer people are entering the labour market and 
employment opportunities outside of education are plentiful. 

Indeed, labour shortages in other sectors are often more severe than in teaching. Although vacancy rates are difficult 
to compare across sectors, the data suggest that they are higher in the overall economy than in the teaching 
profession in more than half the countries with available data. As long as economy-wide skills shortages persist, 
education systems are likely to face challenges in recruiting staff as they compete with other sectors for a limited 
number of workers. Like other sectors, education will therefore also face growing pressure to improve productivity 
and make more effective use of its workforce. Technology, greater use of specialised support staff and new ways of 
organising teaching may help teachers to devote a larger share of their time to the tasks where their expertise adds 
the greatest value. 

Declining enrolment will not automatically ease shortages 

Education systems must also respond to staffing challenges by becoming more flexible in how they allocate teachers. 
This will become even more important as demographic trends reshape both the demand for and supply of teachers. 
Across the OECD, the number of children aged 5-14 is projected to fall by 9% between 2024 and 2033. This decline 
in student numbers might alleviate teacher shortages and offer education systems an opportunity to reassess teacher 
deployment. However, trends over the past decade have shown that declining enrolment does not always reduce 
demand for teachers, as many countries have maintained or even increased the number of teachers and classes as 
student numbers fell. 

It will also be important to align teaching positions with changing student numbers to prevent teacher shortages from 
worsening in the face of an ageing workforce, as 25% of secondary teachers across the OECD are aged 55 or older 
and therefore close to retirement. Unless managed effectively, declining student numbers and teacher retirements 
could deepen shortages in some regions or schools while leading to class sizes that are financially unsustainable in 
others. 

Changing labour markets create challenges beyond teacher shortages 

Labour markets shape education systems not only through their ability to recruit teachers but also through the value 
they place on qualifications. Education systems must ensure that the qualifications they provide remain relevant as 
the demand for skills evolves in response to technological change. In this context, recent developments in 
unemployment rates by educational attainment warrant attention. 

Between 2023 and 2025, the unemployment rate among tertiary-educated young adults (25-34 year-olds) rose by 
0.4 percentage points on average across the OECD. Over the same period, the average unemployment rate among 
young adults with upper secondary attainment fell by 0.2 percentage points, narrowing the gap between the two from 
2.4 to 1.8 percentage points. This is notable because it is the first period since the data series began in 2000 in which 
average unemployment rose among tertiary-educated young adults but fell among those with upper secondary 
qualifications. 
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These trends are sometimes attributed to artificial intelligence reducing labour-market demand for young tertiary 
graduates. However, tertiary qualifications still provide substantial labour-market benefits, and the evidence for a 
lasting AI-driven shift in the demand for skills remains limited. Given the potentially far-reaching implications of such 
a shift, education systems need to monitor labour-market indicators closely and be prepared to respond if there are 
signs that the labour-market advantage of tertiary qualifications is weakening. 
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Highlights 

Teacher shortages and alternative staffing arrangements 

¶ As national regulations and teacher certification systems differ across countries, the status and qualification levels of 

non-fully qualified teachers also vary. On average across OECD countries, 9.1% of teachers in primary and secondary 

education are non-fully qualified, with shares exceeding 18% in Chile, Denmark, Estonia and Germany. Between 

2017/18 and 2024/25, around two-thirds of countries with available trend data recorded increases in the share of non-

fully qualified teachers, although these were often only moderate.  

¶ Reliance on non-fully qualified teachers tends to be greater in secondary than in primary education, likely reflecting 

greater recruitment difficulties linked to subject specialisation requirements. Among the 16 countries with available 

data, 11 reported shortages in mathematics and natural sciences teachers at secondary level. The available data 

suggest no systematic relationship between the stringency of qualification requirements and the prevalence of non-

fully qualified teachers across countries. 

¶ Second-career teachers - defined here as teachers with at least 10 years of work experience outside education before 

entering teaching - represent an important complementary recruitment pool in some countries. On average, they 

account for 8% of lower secondary teachers across OECD countries, with shares exceeding 16% in Australia, 

Bulgaria, Iceland, the Netherlands, New Zealand and the United States, compared to less than 1% in Korea, Japan, 

Saudi Arabia and Türkiye.  

¶ Institution-level data reveal strong regional disparities in teacher shortages within countries. Particularly high shares 

of non-fully qualified teachers are observed in some regions, including Chañaral in Chile (40.2%), the Brussels region 

in the Flemish Community of Belgium (20.2%) and the Jerusalem District in Israel (18.1%).  

¶ Although a high share of non-fully qualified teachers often reflects recruitment challenges, alternative certification 

routes and second-career entrants can also diversify the teaching workforce and bring valuable professional expertise, 

particularly in shortage subjects and upper secondary vocational education. 

Measuring and managing staffing pressures 

¶ Measuring teacher shortages remains complex, as countries use different methodologies and observe shortages at 

different stages of the recruitment process. Some systems estimate shortages before or at the start of the school year 

based on projected staffing needs, the expected supply of new teachers or the results of competitive examinations in 

centralised recruitment systems. Others measure shortages more directly through positions that remain vacant at or 

shortly after the school year has begun. Despite growing recruitment difficulties, unfilled vacancies in primary and 

secondary education combined still represent less than 4% of total teaching positions in all participating countries and 

economies.  

Chapter 1. Teacher shortages and the 

attractiveness of the teaching profession 
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¶ Teacher absenteeism during the school year and difficulties replacing absent teachers can also create significant 

staffing pressures and disrupt continuity of instruction. School principals in PISA 2022 reported that 27% of students 

across the OECD attended schools where learning was hindered by teacher absenteeism ñto some extentò or ña lotò. 
In 2024/25, more than 8% of fully qualified teachers were temporarily absent for more than two months in Austria, 

Korea and Ireland, compared to less than 2% in Estonia, the Flemish Community of Belgium and the Slovak Republic.  

Teacher retention, attrition and ageing 

¶ On average across OECD countries and economies, 6.4% of fully qualified teachers in primary and secondary 

education left the profession in 2024/25, with particularly high attrition rates in Denmark (14.5%, upper secondary 

data are not available), Latvia (12.0%), the French Community of Belgium (11.6%), Brazil (10.3%) and Finland (9.1%).  

¶ Teacher attrition tends to be higher in pre-primary education than in primary and secondary education combined (8.6% 

versus 6.4% on average), possibly reflecting lower salaries, different working conditions and greater competition with 

other sectors employing early childhood education staff.  

¶ Early-career attrition represents an important workforce challenge in several education systems, although some 

turnover during the first years of a career is not unusual. Teachers with less than five years of experience account for 

more than one-third of resignations in primary and secondary education on average across OECD countries and 

economies, reaching 77% in Israel, 69% in Austria, 66% in the French Community of Belgium and 64% in Luxembourg.  

¶ The teaching workforce is ageing in many countries. Between 2015 and 2024, the share of teachers aged 55 and over 

increased from 20% to 23% in primary and secondary education across OECD countries. In 2024, ageing pressures 

were particularly strong in Estonia, Italy, Lithuania, Latvia and Portugal, where the share of teachers aged 55 and over 

was among the highest. 

Teacher shortages and wider labour-market dynamics 

¶ Comparisons between teacher vacancy rates and overall labour market vacancy rates suggest that teacher shortages 

are often linked to broader labour-market tensions affecting the economy as a whole. In several countries, including 

for instance Austria, Belgium, Canada, and the Netherlands, labour shortages are more severe in the wider economy 

than in the teaching profession.  

¶ Some countries nevertheless face more acute recruitment difficulties in teaching than in the overall labour market, 

notably Ireland, Latvia, Luxembourg and Romania, highlighting the continuing importance of teaching-specific factors 

such as qualification requirements, working conditions and the attractiveness of the profession. 

¶ Teachers are often older than similarly highly educated workers in the wider labour market. This pattern is particularly 

pronounced in countries such as France, Greece and Hungary, where the share of secondary teachers who are aged 

55 and over substantially exceeds the share of employed adults holding at least a masterôs degree who are in that 
age group. 

¶ Countries with lower turnover in the labour market also tend to see fewer teachers aged 30-49 years old who say they 

intend to leave teaching in the next five years. This pattern is particularly obvious in Austria, Belgium, Bulgaria, Italy, 

Portugal, Romania and Spain, where above-average levels of long-term job tenure in the overall workforce are 

combined with below-average shares of teachers intending to leave the profession. 

Factors shaping teacher supply and the attractiveness of the profession 

¶ How teachers enter the teaching profession varies considerably across countries, with systems ranging from 

centralised competitive examinations in countries such as Korea, France and Romania to more decentralised school-

level recruitment in countries and economies such as England (United Kingdom), Latvia and Lithuania.  
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¶ Working conditions shape teachingôs attractiveness and retention rates. For example, between 2018 and 2024, the 
share of lower secondary teachers working in schools where more than 10% of students have special education needs 

increased from 30% to 45% across OECD countries, while the share reporting frequent classroom disruption also 

increased substantially.  

¶ Teachersô perceptions of the profession reveal a strong contrast between their negative perceptions of how society 
values them and relatively positive perceptions of their employment conditions. Across OECD countries, only 22% of 

teachers feel that teaching is valued in society.  

¶ Teachers often report substantially higher satisfaction with their employment conditions than with their salaries. Across 

OECD countries, 68% of lower secondary teachers are satisfied with their employment conditions excluding salaries, 

compared to only 39% who are satisfied with their salaries.  

¶ Although many teachers report low satisfaction with their salaries, TALIS 2024 shows that the vast majority 

nevertheless believe that the advantages of being a teacher outweigh the disadvantages. This suggests that the 

attractiveness of the profession depends on a broader set of factors than salary alone. 

¶ Teachersô working conditions are broadly comparable to those of other highly educated workers in several dimensions, 
including working hours and time pressure. Teachers participate more frequently in professional development, while 

also reporting greater unmet demand for training opportunities.  

Demographic change, staffing adjustments and future pressures 

¶ OECD countries are facing contrasting demographic trends among children aged 5-14, corresponding broadly to the 

compulsory school-age population in many countries. While some countries, such as Israel and Luxembourg, continue 

to experience growth in this age group, many others ï including Korea, Greece, Japan and Italy ï are already facing 

substantial demographic declines.  

¶ Changes in student populations do not automatically translate into proportional reductions in teacher numbers. 

Between 2015 and 2024, the number of students in primary education remained broadly stable across OECD 

countries (+2%), while the number of teachers increased by around 13%, leading to a decline of around 9% in the 

number of students per teacher. Many countries also maintained stable or increasing numbers of classes over this 

period, reflecting efforts to preserve smaller classes, maintain geographical access to education or increase inclusion.  

¶ Demographic change is expected to have an increasing impact on education systems over the coming decade. On 

average across OECD countries, the population aged 5-14 is projected to decline by around 9% between 2024 and 

2033, compared to around 3% among children aged 4 years or younger. While some countries are expected to 

continue experiencing demographic growth, most will experience declining school-age populations. Demographic 

change may ease recruitment pressures in some systems but will also require difficult decisions about the allocation 

of education resources and the organisation of education provision. 

Context 

Teacher shortages have become a major policy concern across OECD and partner countries, but the nature, intensity and 
underlying causes of these shortages vary considerably across education systems. Teacher shortages are multidimensional 
and extend beyond unfilled vacancies alone. Their effects can also be seen through increasing reliance on non-fully qualified 
teachers, difficulties replacing absent staff, territorial and subject-specific disparities, rising early-career attrition, workforce 
ageing and growing challenges in retaining experienced teachers. In some contexts, persistent shortages may also reduce 
selectivity in teacher recruitment, leading schools or education systems to recruit candidates with lower levels of preparation, 
experience or subject-specific expertise than would otherwise be expected. When persistent, teacher shortages can affect 
both the quality and equity of education by limiting studentsô access to fully qualified teachers and increasing disparities 
between schools, subjects and regions. In several countries, shortages are particularly acute in secondary education and in 
subjects related to science, technology, engineering and mathematics (STEM), while disadvantaged and remote schools often 
face the greatest recruitment difficulties. 
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The attractiveness of teaching is shaped by factors, such as workload, student-teacher relationships, classroom complexity, 
working conditions and professional recognition, but teacher shortages also need to be analysed within the broader labour-
market context. In many countries, recruitment difficulties in education reflect economy-wide shortages of skilled workers, 
driven by a combination of structural and cyclical factors, such as population ageing and the aftermath of the COVID-19 
pandemic. Recruiting teachers becomes more challenging if fewer people are entering the labour market and employment 
opportunities outside of education are plentiful. Like other sectors, education will therefore also face growing pressure to 
improve productivity and make more effective use of its workforce. Technology, greater use of specialised support staff and 
new ways of organising teaching may help teachers to devote a larger share of their time to the tasks where their expertise 
adds the greatest value. 

Alongside these labour-market pressures, demographic change is adding further complexity to these challenges. Although 
student numbers have remained roughly stable on average across the OECD in the past decade, they are projected to decline 
in many countries over the coming decade. Falling enrolment is not always systematically translated into lower teacher 
numbers or fewer classes. Many education systems have instead maintained or expanded staffing levels in order to reduce 
class sizes, strengthen inclusion policies or preserve territorial access to education. These patterns highlight that teacher 
demand is shaped not only by demographic trends, but also by policy choices, territorial constraints and educational objectives. 

Analysis 

Teacher shortages: Current manifestations and long-term pressures 

Teacher shortages arise when the supply of teachers is insufficient to meet the demand for teachers in schools. This mismatch 
may concern not only the overall number of teachers required, but also the availability of teachers with the appropriate 
qualifications, subject specialisations or geographical distribution to meet education system needs. Because these imbalances 
cannot always be observed directly, they may manifest themselves in different ways across education systems. Some are reflected 
in recruitment difficulties, unfilled vacancies or reliance on non-fully qualified teachers. Others stem from longer-term challenges 
related to workforce ageing, teacher attrition and difficulties renewing the profession. This section examines both the immediate 
manifestations of shortages and the structural pressures affecting teacher supply over time. 

Reliance on non-fully qualified teachers 

Most education systems rely at least partly on non-fully qualified teachers, substitute teachers and teachers who have joined via 
non-traditional routes. The growing use of these staffing arrangements illustrates how education systems adapt to recruitment 
difficulties and maintain continuity of instruction despite shortages of fully qualified teachers. 

Non-fully qualified teachers refer to individuals who do not yet meet all national requirements to be considered fully qualified 
teachers. This category includes teachers lacking the required academic qualifications, certification or pedagogical training; or 
individuals enrolled in alternative certification routes who have not yet obtained full teacher qualifications (see also Chapter D6 of 
Education at a Glance 2022 (OECD, 2022[1])). Teachers who are still in the process of acquiring full qualification are considered 
a subset of non-fully qualified teachers and are also identified separately in Table 1. As national regulations and teacher 
certification systems differ across countries, the status and qualification levels of non-fully qualified teachers also vary. Cross-
country comparisons should therefore be interpreted with caution (see Definitions section). 

The share of non-fully qualified teachers in the teaching workforce, measured in full-time equivalents, varies considerably across 
public primary and secondary education across OECD countries. In 2024/25, the category of non-fully qualified teachers did not 
exist in Japan and Korea, where teachers must be fully qualified before entering the profession. In contrast, non-fully qualified 
teachers accounted for more than 18% of the teaching workforce in Chile, Denmark, Estonia and Germany, compared to an 
OECD average of 9.1% across both levels of education. In Denmark, the large proportion partly reflects the fact that many non-
fully qualified teachers are university students taking a sabbatical year. They are often employed part time to help address staffing 
needs within a relatively flexible recruitment system (Figure 1 and Table 1).  

Although a high share of non-fully qualified teachers often reflects recruitment challenges, in some systems it also reflects 
deliberate recruitment policies aimed at diversifying the profiles of the teaching workforce. This is particularly the case in upper 
secondary vocational education, where recruitment practices facilitate the entry of experienced professionals from industry into 
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vocational teaching. In countries such as Austria, Chile and the Flemish Community of Belgium, some of these professionals may 
complete their pedagogical training after entering the profession. While these pathways can help address teacher shortages, they 
also broaden the range of professional profiles within the teaching workforce and strengthen the links between vocational 
education and the labour market (INES database).  

In Germany, however, the relatively high share of non-fully qualified teachers in upper secondary vocational education, compared 
to upper secondary general education, largely reflects the composition of the teaching workforce in vocational schools. In addition 
to teachers with a master's degree (ISCED level 7 qualification), subject-specific teachers and teachers of practical subjects are 
hired for certain subjects or types of vocational schools. In most Länder, the term Fachlehrkräfte refers to teachers of specific 
general education and vocational subjects, primarily in the arts or technical fields. The term Lehrkräfte für Fachpraxis refers to 
teachers at vocational schools who come from relevant occupational backgrounds and provide practical instruction. Depending 
on the applicable regulations, both Fachlehrkräfte and Lehrkräfte für Fachpraxis may complete a preparatory service. Although 
both generally hold a bachelor's degree (ISCED level 6 qualification), they are considered fully qualified under national standards. 

In 17 out of the 25 countries and economies with available trend data, the proportion of non-fully qualified teachers in primary and 
secondary education increased between 2017/18 and 2024/25, suggesting that education systems have become more reliant on 
alternative staffing arrangements to address recruitment difficulties. These increases were particularly marked (more than 5 
percentage points) in Chile, Denmark, Estonia, Finland and the French Community of Belgium. In contrast, a few countries 
recorded declining shares over the period, including Costa Rica, Hungary, Luxembourg, the Netherlands, Norway and Sweden 
(Figure 1 and Table 1). 

Across countries and economies, a significant share of non-fully qualified teachers in primary and secondary education are in the 
process of acquiring a full teaching qualification, suggesting that they will not necessarily remain outside qualification pathways in 
the longer term. All non-fully qualified teachers in public institutions are in this category in Hungary, Latvia and the Republic of 
Türkiye, where they account for 100% of non-fully qualified teachers in primary and secondary education. Expressed in full-time 
equivalents, the corresponding shares are 91% in Poland, 57% in Romania and 55% in Luxembourg. At the other end of the 
scale, the share is much lower in Lithuania (5%), Ireland (19%), England (United Kingdom) (10%) and Norway (14%) (Table 1). 
In Ireland, however, this share rises to 33% when teachers are measured by headcount rather than in full-time equivalents, 
reflecting differences in working patterns between the two groups of teachers. These differences suggest that the profile of non-
fully qualified teachers varies substantially across education systems. In some countries, non-fully qualified teachers are primarily 
prospective fully qualified teachers completing the practical or pedagogical components of their initial teacher education, reflecting 
the organisation of teacher preparation rather than teacher shortages. In others, a larger share of non-fully qualified teachers may 
reflect greater reliance on alternative entry routes or other recruitment arrangements to meet staffing needs. 

The share of non-fully qualified teachers in public institutions also tends to increase between primary and secondary education. 
However, this overall pattern masks substantial differences across countries. Around 50% of countries and economies with 
comparable data report a higher share of non-fully qualified teachers at secondary level than at primary. The differences are 
particularly large in France (2.6% in primary education compared to 11.1% in secondary education), the French Community of 
Belgium (5.9% compared to 20.6%), Lithuania (11.1% compared to 17.6%) and Sweden (11.1% compared to 16.4%). This pattern 
likely reflects greater recruitment difficulties at higher levels of education, where subject specialisation requirements are more 
demanding. Competition from other sectors may also be stronger, particularly in STEM-related fields. However, there are some 
countries, such as Costa Rica, Czechia, Finland, Germany, Israel, Luxembourg and Poland, where the shares are higher in 
primary education than in secondary, suggesting that shortages may affect levels of education differently across countries and 
economies (Table 1). 
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Figure 1. Trends in the share of non-fully qualified teachers in primary and secondary education (2017/18 
and 2024/25) 

In per cent, full-time equivalents, public institutions 

 
1. Year of reference differs from 2024/25:  academic year 2023/24 for Denmark, Finland, France, Germany and Switzerland; calendar year 2024 for Chile and 
Costa Rica; calendar year 2025 for New Zealand; academic year 2025/26 for Japan. 
2. Pre-primary and primary education are combined in France, Luxembourg and the Netherlands. Upper secondary education is excluded in Denmark, Israel 
and Switzerland. Upper secondary vocational education is excluded in Finland, Hungary and the Netherlands. 
3. Teacher data are based on headcounts instead of full-time equivalents. 
4. Year of reference differs from 2017/18: academic year 2018/19 for Bulgaria, the Netherlands, and Switzerland; 2019/20 for Luxembourg and Poland; 
calendar year 2020 for New Zealand. 
5. Including government-dependent private institutions.  
6. Teachers classified as non-fully qualified in these countries are in the process of acquiring full qualification. 
The data for this figure can be accessed via https://stat.link/es84jw. For data, see Table 1. 

The reliance on non-fully qualified teachers is even more widespread in pre-primary education. On average across OECD 
countries, 11.0% of teachers in public institutions at this level are non-fully qualified, compared to 8.2% in primary education and 
9.2% in secondary education. In Chile, Denmark, Finland, Germany and New Zealand, more than 20% of teachers in pre-primary 
education are non-fully qualified (Table 1). 

These findings raise important questions about how non-fully qualified teachers are trained, supported and integrated into the 
profession across all levels of education, particularly when they are recruited to teach specialised subjects or fill persistent staffing 
gaps. The prevalence of non-fully qualified teachers reflects not only recruitment difficulties but also differences across countries 
in qualification requirements, training pathways and workforce regulations. However, it should be noted that the available data do 
not suggest a systematic relationship between the stringency of qualification requirements and the share of non-fully qualified 
teachers. For example, Denmark, Estonia and Finland, where teachers are generally required to hold a master's degree, combine 
relatively demanding qualification requirements with comparatively high shares of non-fully qualified teachers. By contrast, Japan 
and Korea also have highly demanding qualification systems, but require all teachers to obtain a full teaching qualification before 
entering the profession. As a result, non-fully qualified teachers are not employed in these two countries (Chapter D5 and Table 1).  
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Complementing traditional recruitment with second-career teachers  

As well as relying on non-fully qualified teachers, many education systems have also expanded recruitment to encompass new 
profiles of entrants into the profession, particularly individuals with prior professional experience outside education who enter 
teaching through flexible or accelerated pathways. Depending on the education system, these second-career teachers may enter 
the profession directly with the status of fully qualified teachers, or may first need to obtain full qualification through traditional or 
alternative certification routes (OECD, 2026[2]; OECD, 2025[3]). They may help broaden the pool of potential recruits in areas 
where there are persistent shortages, while also bringing valuable professional experience and practical perspectives into the 
classroom.  

The prevalence of second-career teachers in public and private institutions varies substantially across countries. Figure 2 shows 
that, on average across the OECD, 8.4% of lower secondary teachers are second-career teachers, defined as those with at least 
ten years of work experience outside teaching and for whom teaching was not a first career choice. However, the share varies 
considerably across countries. The highest proportions are observed in Iceland (20.9%), New Zealand (17.2%), Australia (16.9%), 
the Netherlands (16.9%), Bulgaria (16.4%) and the United States (16.3%), where at least one in six teachers entered teaching 
after another career. In contrast, second-career teachers remain rare in Korea (0.9%), Japan (0.9%), Türkiye (0.9%) and 
Saudi Arabia (0.2%) (Figure 2). Korea, Japan and Türkiye are also among the countries reporting relatively limited recruitment 
difficulties for fully qualified teachers, as measured by the indicators presented in Table 2, which may partly explain the lower 
need to attract second-career entrants into the profession. More generally, the importance of second-career entry and alternative 
pathways into teaching varies across education systems and depends, among other factors, on the availability of fully qualified 
teachers and the extent of teacher shortages. 

Figure 2. Share of second-career teachers among all lower secondary teachers (2024) 

In per cent, results based on teachers' responses, Teaching and Learning International Survey (TALIS) 

 
Note: Second-career teachers are teachers for whom teaching was not a first career choice and who have at least 10 years of work experience in non-
education roles. 
1. Estimates should be interpreted with caution due to higher risk of non-response bias. 
The data for this figure can be accessed via https://stat.link/es84jw. 

Over half of the countries and economies with available data (16 out of 28) have introduced structured pathways tailored to 
second-career teachers (OECD, 2026[2]; OECD, 2025[3]). These pathways generally combine employment-based routes, 
accelerated pedagogical training, recognition of prior professional experience or special certification procedures.  

Countries with relatively high shares of second-career teachers, such as Australia and the Netherlands, often combine flexible 
entry routes with employment-based training and recognition of prior experience. In Australia, for example, the High Achieving 
Teachers Program provides employment-based pathways into teaching for individuals, including professionals from other sectors, 
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enabling them to complete their teacher training while being paid and working in schools experiencing teacher workforce 
shortages. Similar models exist in Latvia, the Flemish Community of Belgium and Switzerland. Other countries, such as Denmark 
and Switzerland, recognise prior professional experience to shorten or adapt teacher preparation programmes (OECD, 2026[2]; 
OECD, 2025[3]). 

The effectiveness of these pathways depends not only on attracting candidates, but also on the quality of preparation and support 
provided to entrants. Many programmes combine accelerated pedagogical preparation with supervised teaching practice, 
mentoring and induction support during the first years in the profession (OECD, 2026[2]; OECD, 2025[3]). This is particularly 
important for second-career teachers, who may bring strong professional expertise but less classroom experience. Several 
countries also use these pathways selectively to address shortages in hard-to-staff subjects, disadvantaged schools or rural areas. 

Despite growing interest in attracting professionals from other sectors, many countries still do not systematically identify second-
career teachers in their education statistics. Strengthening data collection in this area could help countries better understand the 
contribution of second-career entrants to addressing teacher shortages and diversifying the teaching workforce. 

Recruitment difficulties, vacancies and territorial disparities 

Another important way to assess teacher shortages is to examine the extent to which systems are unable to recruit teachers to 
fill available positions. Indicators such as the share of unfilled teacher vacancies provide more direct insight into staffing pressures 
and the capacity of education systems to attract qualified teachers. 

The unfilled teacher vacancy rate measures the number of vacant teaching positions relative to the total number of teaching 
positions in public institutions, regardless of whether occupied posts are filled by fully or non-fully qualified teachers. Based on the 
data available for primary and secondary education combined, the extent of teacher shortages varies considerably across 
countries and according to the methodology used to estimate staffing needs (see Box 1).  

Box 1. Comparing teacher vacancy rates across countries: Methodological considerations 

Cross-country comparisons of unfilled vacancies in public institutions should be interpreted with caution, as countries do not 
necessarily measure recruitment difficulties using the same methodologies or at the same stage of the recruitment process 
(see Education at a Glance 2026 Sources, Methodologies and Technical Notes (https://doi.org/10.1787/dcf64a14-en). 

Broadly speaking, countries and economies can be divided into two groups based on their approaches to recording teacher 
vacancies. The first (Group 1) estimates shortages before or at the start of the school year based on projected recruitment 
needs. In countries with competitive examinations for entry into the teaching profession, shortages may be estimated using 
the results of these examinations and the number of available positions determined in advance. This is the case in France, 
Korea, Luxembourg, Romania and Türkiye. Other countries and economies, such as Argentina, Austria and the French 
Community of Belgium, estimate potential shortages based on the expected number of graduates from teacher education 
programmes relative to anticipated staffing needs. In both cases, education systems may anticipate shortages and recruit non-
fully qualified teachers or implement alternative staffing arrangements before the beginning of the school year. 

The second approach is to measure shortages more directly through the number of positions that remain vacant at the start 
of the school year or shortly after it begins (Group 2). Bulgaria, Canada, Chile, England (United Kingdom), the Flemish 
Community of Belgium, Ireland, Japan, Latvia, the Netherlands, Poland, the Slovak Republic and Sweden take this approach. 
In most of these systems, teachers are recruited directly by schools and shortages are measured based on advertised 
vacancies or positions that schools were unable to fill.  

However, a few of the countries in Group 2 use alternative approaches to estimate staffing needs, particularly where data on 
advertised vacancies are not systematically available. In Sweden, shortages are estimated through a workplace survey 
conducted in the third quarter of 2024, broadly corresponding to the beginning of the school year, in which respondents report 
the number of staff lacking in each occupation regardless of recruitment efforts. In Chile, shortages are estimated based on 
the number of required teaching hours that remain unfilled because of a lack of teachers, rather than on the number of vacant 
positions. 

Among countries and economies in Group 1, the share of unfilled teaching positions in 2024/25 in primary and secondary 
education combined ranges from 0% in Korea and Türkiye to 3.6% in Luxembourg. Relatively high shares compared to other 

https://doi.org/10.1787/dcf64a14-en
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participating countries and economies are also observed in Romania (2.8%) and the French Community of Belgium (2.3%), while 
France reports comparatively low levels (0.4%). In Group 2, vacancy rates range from 0.3% in Bulgaria to 3.0% in Latvia. Chile 
(2.9%), Ireland (2.2%), the Flemish Community of Belgium (2.1%) and the Netherlands (2.0%) also report comparatively elevated 
levels of unfilled positions. In absolute terms, the number of unfilled vacancies ranges from fewer than 200 positions in Bulgaria 
to over 5 000 in Canada. Although such figures may appear substantial and are often highlighted in media coverage, expressed 
as a share of total teaching positions, vacancy levels remain below 4% in all participating countries and economies (Figure 3 and 
Table 2). 

Figure 3. Unfilled teaching vacancies in primary and secondary education (2024/25) 

In per cent, full-time and part-time, public institutions 

 
1. Pre-primary and primary education are combined in France, Luxembourg, and the Netherlands. Primary and lower secondary education are combined in 
Chile. Excluding upper secondary vocational education in the Netherlands. 
2. Year of reference differs from 2024/25: academic year 2022/23 for Argentina and French Community of Belgium; academic year 2023/24 for France; 
calendar year 2024 for Chile; academic year 2025/26 for Japan. 
3. Expressed in full-time equivalents. In the Netherlands, excluding hidden shortages, i.e. positions that were filled in undesired ways (6 006 positions in 
primary education and 2 538 in secondary education). 
4. Including government-dependent private institutions.  
The data for this figure can be accessed via https://stat.link/es84jw. 

Among countries and economies with trend data for unfilled teaching vacancies at primary and secondary level combined, both 
the number and the share generally increased between 2017/18 and 2024/25. These increases were particularly marked in Latvia, 
where vacancy rates rose from 1.0% to 3.0%, and in the Flemish Community of Belgium, where they increased from 0.6% to 
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2.1%. Canada, England (United Kingdom), France and Japan also recorded increases in both absolute terms and relative to all 
teaching posts over the period. Korea and Türkiye are the two only countries reporting no unfilled vacancies in either year. 
Luxembourg is the only country with available comparable data showing a decline, with the share of shortages falling from 4.6% 
in 2017/18 to 3.6% in 2024/25 (Table 2). These trends suggest that recruitment difficulties have intensified in two-thirds of the 
countries and economies with available information (6 out of 9) over recent years, despite the increasing use of alternative staffing 
arrangements described in the previous section. 

The data also reveal notable differences between primary and secondary education (Figure 3). In a majority of countries and 
economies with available data by level, vacancy rates in public institutions are higher in secondary education than in primary 
education, pointing to greater recruitment difficulties at higher levels of schooling. This pattern is particularly visible in Latvia (3.9% 
in secondary education compared to 1.9% in primary education), Chile (3.6% versus 2.6%), the French Community of Belgium 
(3.1% versus 1.8%) and Romania (3.3% versus 1.5%). As well as reflecting greater difficulties attracting and retaining teachers 
at the higher level of education, this may also be due to subject-specific shortages in secondary education, particularly in science, 
technology, engineering and mathematics (STEM) fields (Box 2). 

In contrast, a smaller number of countries report lower vacancy rates at secondary level. This is the case in Ireland (1.0% in 
secondary education compared to 3.2% in primary education), Sweden (0.4% versus 1.7%) and Japan (0.3% versus 0.4%). 
Meanwhile, England (United Kingdom), France, Korea and Türkiye report similar vacancy rates, of below 1%, across education 
levels (Figure 3). 

Unfilled teaching vacancies in public institutions are also rarely distributed uniformly across education systems. Country-level 
averages may mask important disparities between regions, school types or local labour markets, with shortages often 
concentrated in disadvantaged, rural or remote schools. These differences highlight the importance of going beyond aggregate 
national indicators in examining shortages and developing targeted policy responses adapted to local staffing challenges (Box 2). 

Although unfilled vacancies provide one important indicator of recruitment difficulties at the beginning of the school year, they do 
not fully capture the staffing pressures experienced by schools throughout the year. In particular, vacancy rates generally do not 
capture the impact of temporary teacher absences during the school year, such as long-term sick leave, parental leave or 
temporary secondments. In systems facing shortages of qualified teachers, schools may experience significant difficulties 
replacing absent staff, especially in specific subjects, disadvantaged schools or remote areas (see Box 3 for details of cross-
country differences in teacher absenteeism and the resulting challenges during the school year). 

Box 2. Teacher shortages by subject and territory 

Teacher shortages are not evenly distributed across education systems and often affect specific subjects or geographical areas 
rather than the education system as a whole. For the purposes of this box, a shortage in a given subject or territory means at 
least 5% of all available teaching positions (or advertised vacancies) remain unfilled. 

Of the 16 countries and economies with available data for secondary education, Estonia was the only one reporting shortages 
across all subjects and all territories, with most other countries identifying shortages only in selected fields or in certain regions. 
Shortages tend to be particularly pronounced in STEM-related subjects, with 11 countries and economies reporting shortages 
of fully qualified teachers in mathematics and natural sciences. Shortages were also frequently reported in second and other 
languages (9 countries) and in reading, writing and literature (8 countries). Shortages in arts and social studies subjects such 
as history and geography were reported by respectively 6 and 5 countries, while physical education and health was the least 
affected field, with shortages reported in only 4 countries. These differences may partly reflect stronger competition from other 
sectors offering more attractive salaries or career opportunities for graduates in STEM-related fields (Figure 4).  
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Figure 4. Reported shortages of fully qualified teachers in secondary education, by subject (2024/25) 

Number of countries, public institutions 

 
Note: A subject is considered to have teacher shortages if at least 5% of available teaching positions or advertised vacancies for the subject remain unfilled 
after the competitive examination or at the start of the school year. 
For data, see OECD/INES database. The data for this figure can be accessed via https://stat.link/es84jw. 

Another way to examine differences in teacher shortages is to analyse the concentration of non-fully qualified teachers. In 
Chile, over three-quarters of primary students (77%) and around seven in ten lower secondary students (69%) attended public 
schools where more than 10% of teachers were non-fully qualified. High shares were also observed in Israel, particularly at 
primary level (46%). By contrast, the shares were much lower in Ireland (4% at primary and 3% at lower secondary level), while 
England (United Kingdom) and Bulgaria also reported relatively limited shares. In some systems, lower secondary schools saw 
greater concentrations than primary schools. In the Flemish Community of Belgium, for example, 31% of lower secondary 
students attended schools where more than 10% of teachers were non-fully qualified, compared to 15% at primary level, 
possibly reflecting greater recruitment difficulties in certain secondary subjects (Figure 5). 

Institution-level data also reveal strong regional differences within countries. In Chile, there were several regions where over 
one-third of teachers were non-fully qualified on average across primary and lower secondary education, reaching 40.2% in 
Chañaral and 37.5% in Última Esperanza. High shares were also observed in the Brussels-Capital Region in the Flemish 
Community of Belgium (20.2%) and in the Jerusalem District in Israel (18.1%). In Norway, northern and more remote regions 
such as Troms (11.1%), Finnmark (10.9%) and Nordland (10.5%) also reported comparatively high shares. In contrast, regional 
disparities appeared much smaller in Ireland, where even the regions with the highest shares remained below 3%, while no 
non-fully qualified teachers were reported in Latvia (Figure 5). 
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Figure 5. Share of students in schools with more than 10% non-fully qualified teachers and subnational 
regions with the highest share of non-fully qualified teachers, by education level (2024) 

Based on institution-level (school register) data 

 
Note: The colour scale in each of the maps is adjusted to the range of non-fully qualified teachers in the depicted countries and economies. This allows 
regional variations to be clearly distinguished. In the chart, teachers who were in the process of acquiring full qualification are excluded from the category 
of non-fully qualified teachers. The data for this figure can be accessed via https://stat.link/es84jw.  

These findings reinforce the view that teacher shortages are often concentrated in particular subjects, schools and regions 
rather than affecting education systems uniformly. This is consistent with OECD evidence showing that recruitment difficulties 
are often more acute in disadvantaged, rural and remote schools (OECD, 2025[4]). As a result, many countries have introduced 
targeted measures rather than system-wide policies. These include financial incentives for teachers working in disadvantaged 
or remote schools, salary supplements for shortage subjects, alternative certification pathways, targeted recruitment campaigns 
and incentives encouraging teachers to work in hard-to-staff schools or regions ( (OECD, 2024[5]) and Table D3.10 in Chapter 
D3). For instance, several states and territories in Australia provide relocation support, housing assistance or financial 

https://stat.link/es84jw
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incentives for teachers working in remote schools (Government of South Australia, 2025[6]). In France, additional salary 
allowances and career incentives are available for teachers working in disadvantaged schools under the éducation prioritaire 
framework (Government of France, 2025[7]). In England (United Kingdom), bursaries and scholarship schemes have been 
developed to attract graduates into shortage subjects such as mathematics, chemistry, physics and computing (UK 
Government, 2025[8]).  

 

Box 3. Teacher absenteeism, replacement difficulties and lost instructional time  

Although teacher shortages are often measured through unfilled vacancies, another important issue concerns schoolsô ability 
to cope with teacher absences during the school year. Figure 6 shows that more than one in four 15-year-old students across 
the OECD (27%) attended schools whose principal reported that student learning was hindered by teacher absenteeism ñto 
some extentò or ña lotò. These results reflect principalsô perceptions of the impact of teacher absenteeism on learning rather 
than administrative measures of teacher absence. The issue was reported more frequently in public institutions (29% on 
average across the OECD) than in private ones (16%), a gap of around 13 percentage points. Difficulties replacing absent 
teachers may further intensify staffing pressures in systems already facing recruitment challenges (Figure 6 and Table 8, 
available online). 

The share of 15-year-old students attending schools whose principals reported that learning is hindered by teacher absenteeism 
varies widely across countries. Among OECD countries, the highest shares were observed in Belgium (60%), Germany (55%), 
Estonia (52%) and the Netherlands (51%), while levels were much lower in Lithuania (1%), Korea (3%), Japan (6%), Türkiye 
(6%) and Spain (7%). In most countries, 15-year-old students in public schools were more likely than those in private schools 
to attend schools seen as impacted by teacher absenteeism. Particularly large public-private gaps were observed in Chile 
(43 percentage points), Estonia (41), New Zealand (39), Slovenia (39), Australia and Costa Rica (both 31), Ireland (26), Brazil 
(25) and Portugal (24). These figures suggest the public sector faces greater difficulties in replacing absent teachers or ensuring 
instructional continuity. The gap was even wider in Argentina, a partner country, where it exceeded 50 percentage points (Figure 
6 and Table 8, available online). 

While the PISA data reflect principalsô perceptions of the extent to which absenteeism affects learning, new data on temporary 
absences among teachers in public institutions collected for the first time in 2024/25 provide a more direct measure of long-
term absences. Temporarily absent teachers are teachers who retain their contractual position but are not available to teach 
for a temporary period because they are on authorised leave (e.g. short- or long-term sick leave, maternity or parental leave, 
administrative leave, or temporary secondment). They are expected to return to their teaching position within the same school 
year or at the end of the leave period. 

Some countries also monitor the extent to which absences translate into lost instructional time when schools are unable to 
recruit replacement teachers. For instance, the Cour des comptes in France estimated that around 9% of teaching hours were 
lost in public lower secondary education in 2023/24, with most of these losses linked to non-replaced teacher absences . Similar 
concerns have been documented in several other countries. In the United States, survey evidence indicates that difficulties in 
recruiting substitute teachers increased significantly following the COVID-19 pandemic, with many schools reporting 
instructional disruption linked to teacher absences and challenges finding replacement staff. 

These findings suggest that the analysis of teacher shortages should not focus on vacant posts only, but also consider the 
duration of teacher absences and schools' ability to replace absent teachers and maintain stable teaching throughout the school 
year. Long-term teacher absences may also affect the interpretation of student-to-teaching-staff ratios, especially when absent 
teachers remain included in staff counts despite reduced teaching capacity during the school year (Chapter D2). 

 

 

 

 



34 |   

 

EDUCATION AT A GLANCE 2026 © OECD 2026 
  

Figure 7shows the share of fully qualified teachers absent for at least two months during the school year. These data reveal 
substantial cross-country differences. Austria, Ireland and Korea reported the highest shares, with at least 8% of teachers 
temporarily absent in 2024/25, followed by Luxembourg (5.9%), the French Community of Belgium (5.8%) and Hungary (4.8%). 
In contrast, absenteeism rates were below 2% in Estonia, the Flemish Community of Belgium and the Slovak Republic.  In 
Austria, the relatively high share of temporary absences is mainly attributable to parental leave. However, more than 20% are 
due to unpaid leave and around 10% to sabbaticals, both of which are provided for under Austrian law. 

Figure 6. Share of students in schools whose principals report that learning is hindered by teacher 
absenteeism, by type of school (2022) 

In per cent, 15-year-old students, Programme for International Student Assessment (PISA) 

 
Note: Learning is considered to be hindered in schools whose principals reported that students' learning was being hindered by teacher absenteeism "to 
some extent" or "a lot". 
1. Differences between public and private institutions are not statistically significant. 
2. Too few observations to provide reliable estimates by type of institutions. 
For data, see Table 8, available online. The data for this figure can be accessed via https://stat.link/es84jw. 
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Figure 7. Share of fully qualified teachers in primary and secondary education who were absent for at least 
two months (2024/25) 

In per cent, full-time and part-time, public institutions 

 
1. The reference point is a specific moment in time (October in Sweden and November in Ireland) and therefore does not cover the full academic year. In 
the Flemish Community of Belgium, a temporarily absent teacher is defined as a teacher who was in service in January 2024, out of service in January 
2025, and back in service in January 2026. 
2. Including government-dependent private institutions. The data for this figure can be accessed via https://stat.link/es84jw.  

Long-term workforce pressure 

Two ways to assess long-term workforce pressures are to examine the extent to which teachers are leaving the profession 
(teacher attrition) and the capacity of education systems to renew their teaching workforce over time (workforce ageing). 

Teachers leaving the profession 

Data on teacher attrition in public institutions reveal considerable cross-country differences in the share of fully qualified teachers 
leaving the profession in primary and secondary education, reflecting differences in age structures, retirement patterns, working 
conditions and the overall attractiveness of teaching careers. On average across OECD countries and economies with available 
data for primary and secondary education combined, 6.4% of fully qualified teachers in public institutions left the profession in 
2024/25. The highest shares were observed in in Denmark (14.5%, upper secondary data are not available), Latvia (12.0%), the 
French Community of Belgium (11.6%), Brazil (10.3%) and Finland (9.1%), while the lowest shares were reported in France, 
Ireland, Israel, Korea and Luxembourg (around 2.5% or less). These differences suggest that some systems face stronger 
challenges in retaining teachers and ensuring workforce continuity over time (Table 3). 

The share of teachers leaving the profession also differs across levels of education. On average across OECD countries and 
economies with available data, the share of fully qualified teachers leaving the profession in public institutions was higher in pre-
primary education (8.6%) than in primary and secondary education combined (6.%). The difference was particularly large in 
Lithuania, where 25.8% of fully qualified pre-primary teachers left the profession compared to 6.4% primary and secondary 
teachers, as well as in Norway (10.7% compared to 5.2%) and Sweden (10.5% compared to 5.7%). Higher turnover in pre-primary 
education may partly reflect lower salaries, different working conditions, lower qualification requirements in some systems, or 
stronger competition with other sectors employing early childhood education staff (Figure 8).  
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Figure 8. Fully qualified teachers who left the profession as a percentage of the total teaching workforce, by 
level of education (2024/25) 

In per cent, full-time and part-time, public institutions 

 
1. Year of reference differs from 2024/25: calendar year 2022 for Brazil; academic year 2023/24 for Denmark, Finland and France; calendar year 2024 for 
Chile and for New Zealand (primary and secondary education); calendar year 2025 for New Zealand (pre-primary education). 
2. Pre-primary and primary education are combined in France, Luxembourg and the Netherlands. Upper secondary education is excluded in Denmark and 
Israel. Upper secondary vocational education is excluded in Finland, Hungary and the Netherlands. 
3. Including government-dependent private institutions. 
The data for this figure can be accessed via https://stat.link/es84jw. 

Across OECD countries and economies with available data, the majority of teachers leaving the profession in public institutions 
resigned rather than retiring or finding another assignment within the education sector. As the analysis focuses on public 
institutions (with a few exceptions), teachers moving from public to private institutions are also counted as leaving the profession. 
In some countries, this may account for a significant share of departures, as observed for example in Norway (OECD/INES data 
collection on teacher shortages). On average across the OECD, 54% of primary and secondary teachersô departures were due to 
resignations, compared to 34% to retirement and 12% to moves to other roles within the public education sector. In several 
countries and economies, resignations accounted for a particularly large share of departures, including England (United Kingdom) 
(91%). However, for England (United Kingdom), the data collection period ends before many teachers reach the statutory 
retirement age. As a result, while the reported figures accurately reflect the observation period, they are likely to underestimate 
the share of departures due to retirement relative to resignations. Other countries with high shares of resignations in primary and 
secondary education combined include the French Community of Belgium (83%), Finland (80%) and Estonia (76%). In contrast, 
retirement was the main reason for leaving in France (83%), Ireland (68%), Israel (67%) and Luxembourg (66%), suggesting that 
workforce ageing plays a greater role in these systems than retention difficulties among active teachers. Some countries also 
reported relatively high shares of teachers moving to other assignments within the public sector in primary and secondary 
education, notably Latvia (37%), Luxembourg (30%), Chile (29%), Sweden (27%) and Lithuania (26%) (Table 3). 

When interpreting data on teachers leaving the profession, it is important to consider that, in many countries, teaching 
qualifications remain valid and there are limited administrative barriers to re-entering the profession. This is the case, for instance, 
in Denmark, England (United Kingdom), Estonia, Finland, Latvia, Lithuania, the Netherlands, Norway and Switzerland, where 
teachers can generally return whenever vacancies are available. In England (United Kingdom), for example, returners accounted 
for 41% of new teachers, illustrating that exits from the profession do not always represent permanent losses from the teacher 
workforce. These flexible re-entry pathways are important to consider when analysing teacher attrition data, especially in countries 
reporting relatively high shares of teachers leaving the profession, as some of these departures may reflect temporary mobili ty 
rather than permanent exits from teaching (OECD/INES data collection on teacher shortages and (OECD, 2026[2]; OECD, 
2025[3])). 
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Early-career attrition 

Early-career departures represent another important challenge for workforce stability and renewal. On average across OECD 
countries and economies with available data, 38% of all primary and secondary teachers in public institutions who resigned from 
the profession had less than five years of experience. Particularly high shares were observed in Israel (77%), Austria (69%), the 
French Community of Belgium (66%), Luxembourg (64%) and Chile (46%), suggesting difficulties retaining teachers during the 
first years of their career. In contrast, lower shares were reported in Korea (8%), Denmark (15%) and Sweden (21%). High levels 
of early-career attrition may raise concerns about working conditions, workload, induction support and the overall attractiveness 
of teaching careers for new entrants (Table 3). 

Similar patterns are also found when considering the proportion of early-career teachers leaving the profession relative to the total 
stock of such teachers, rather than among all teachers who resigned from the profession. Among countries and economies with 
available data, at primary and secondary level, less than 1% of all fully qualified early career teachers resigned in Korea and 
Luxembourg, compared with around 9% in Austria, Hungary and the Slovak republic, 20% in Chile, 24% in Finland and 49% in 
the French Community of Belgium (OECD/INES data collection on teacher shortages). 

Although data coverage remains limited, available trend data suggest that resignation rates have increased in recent years. Among 
countries and economies with comparable data for both 2017/18 and 2024/25, the share of fully qualified teachers resigning from 
the profession in public institutions increased in around two-thirds of countries. Particularly strong increases were observed in the 
French Community of Belgium, where the resignation rate rose from 3.1% to 9.6%, and in Estonia, where it more than doubled 
from 3.2% to 6.6%. Increases were also recorded in Chile, Finland, the Flemish Community of Belgium, France and Hungary. In 
contrast, resignation rates remained relatively stable or declined in Latvia, Lithuania, New Zealand, Norway and Sweden (Table 
3). 

Ageing of the teaching workforce 

The age structure of teachers provides important insight into the capacity of education systems to renew the profession and 
replace teachers leaving the workforce. Across OECD countries, the teaching workforce has aged over the past decade. In primary 
and secondary education, the share of teachers aged under 35 in public and private institutions declined slightly from 23% in 2015 
to 22% in 2024, while the share aged 55 and over increased from 20% to 23%. In Lithuania, Latvia and Estonia, around four in 
ten teachers in primary and secondary education are now aged 55 and over, up from around three in ten in 2015, while Portugal 
and Greece also report rapidly ageing workforces between 2015 and 2024. In Greece, for example, the share of teachers aged 
55 and over more than doubled from 15% in 2015 to 33% in 2024. In addition, several countries, including Luxembourg, Ireland 
and Poland, also experienced substantial declines (between 8 and 9 percentage points) in the share of younger teachers over the 
past decade, suggesting increasing difficulties renewing the profession (Table 4). 

Secondary education also tends to have an older workforce than primary education in public and private institutions in a majority 
of countries. On average across the OECD, 25% of secondary teachers were aged 55 and over in 2024, compared to 21% of 
those in primary education. This pattern may partly reflect longer qualification pathways, stronger subject specialisation 
requirements and greater recruitment difficulties in some secondary subjects, particularly STEM-related fields (Table 4 and Box 2).  

These trends suggest that, even in countries where student numbers are projected to decline, education systems may continue 
to face recruitment pressures as growing numbers of teachers reach retirement age. 

Teacher shortages in the wider labour-market context 

Recruitment difficulties in education and the broader labour market 

Teacher shortages have emerged in a broader context of labour and skill shortages affecting many OECD countries. Following 
the COVID-19 pandemic, labour markets tightened considerably as economic activity recovered, leading to increased recruitment 
difficulties across a wide range of occupations and sectors. More recently, labour-market pressures have eased somewhat as 
economic growth has moderated and job vacancy rates have declined from their post-pandemic peaks, particularly in the 
European Union and the euro area (Eurostat, 2025[9]). Nevertheless, many employers continue to report difficulties recruiting 
workers with the required qualifications and skills. OECD analyses suggest that, beyond cyclical fluctuations, structural factors 
such as population ageing, demographic change, digitalisation and the green transition are increasingly shaping labour shortages 
across advanced economies (OECD, 2025[10]). 
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Figure 9. Comparing unfilled teaching positions in primary and secondary education with economy-wide job 
vacancy rates (2024) 

In per cent, full-time and part-time, public institutions 

 
Note: The job vacancy rate, as defined by Eurostat, is calculated by dividing the number of posts that are currently open (vacant jobs) by the total number of 
posts in the economy (occupied jobs + vacant jobs) in 2024, as a percentage. For the Flemish and French communities of Belgium, the vacancy rate for all 
jobs applies to the entire country (Belgium). 
1. Unfilled teaching positions exclude upper secondary vocational education in the Netherlands. Unfilled teaching positions include pre-primary education in 
France, Luxembourg, and the Netherlands. 
2. Year of reference differs from 2024/25: academic year 2022/23 for Argentina and French Community of Belgium; academic year 2023/24 for France; 
calendar year 2024 for Chile; academic year 2025/26 for Japan. 
3. Expressed in full-time equivalents. In the Netherlands, unfilled teaching vacancies exclude hidden shortages, i.e. positions that were filled in undesired 
ways (6006 positions in primary education and 2 538 in secondary education). 
5. Including government-dependent private institutions.  
The data for this figure can be accessed via https://stat.link/es84jw and (Eurostat, 2025[9]). 

Unlike many private-sector occupations, demand for teachers is influenced primarily by demographic trends, educational 
participation and public policy decisions. However, the supply of potential teachers remains sensitive to broader labour-market 
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conditions. When employment opportunities outside education are plentiful, recruitment may become more difficult, whereas 
teaching may become relatively more attractive during periods of weaker labour-market conditions (Falch and Strøm, 2025[11]).  

Comparing teacher vacancy rates with economy-wide job vacancy rates can therefore help assess whether recruitment difficulties 
in teaching reflect broader labour market pressures or are specific to the education sector. The overall job vacancy rate, as defined 
by Eurostat, measures the share of all posts (occupied and vacant) in the economy that are vacant at a given point in time. Figure 
9 shows that overall job vacancy rates in 2024 were often similar to, or higher than, teacher vacancy rates in primary and 
secondary education, regardless of how teacher vacancy rates were measured (see Box 1). This suggests that recruitment 
difficulties are not unique to the teaching profession and, in many countries, reflect broader labour-market tightness affecting 
multiple sectors. 

Workforce ageing and demographic renewal 

The age structure of secondary teachers also differs in important ways from that of the wider labour market. Since a masterôs 
degree is often the minimum qualification required for secondary teachers in many countries, comparing teachers with similarly 
highly educated workers provides additional insight into workforce renewal patterns, although qualification requirements vary 
across education systems. In most countries with available data, secondary teachers are older than both employed individuals 
holding at least a master's degree and the employed population as a whole. On average across countries with available data, 
25% of secondary teachers are aged 55 and over, compared to 19% of employed individuals holding at least a masterôs degree 
and 21% of the overall employed population (Figure 10 and Table 4).  

This difference is particularly pronounced in France, Greece, Hungary, Lithuania and Portugal, where the share of secondary 
teachers aged 55 and over exceeds that of employed individuals holding at least a master's degree by more than 15 percentage 
points. In France, for example, 23% of secondary teachers are aged 55 and over, compared to only 6% of all employees holding 
at least a masterôs degree. The corresponding figures are 40% and 14% in Greece, 43% and 24% in Lithuania, 34% and 16% in 
Hungary, and 38% and 22% in Portugal. These differences may partly reflect the expansion of tertiary education over recent 
decades. In many countries, teaching was already a relatively highly qualified profession before the broader expansion of tertiary 
education, whereas the share of workers holding a masterôs degree has increased more recently among younger generations (top 
chart, Figure 10).  

When comparing teachers to the workforce overall (bottom chart, Figure 10), in Belgium, Denmark, Luxembourg, the Netherlands 
and Switzerland, the share of those aged 55 and over differs by less than one percentage point between the teaching and the 
wider workforce. In some countries the concentration of older adults is stronger in the workforce overall. This is particularly 
apparent in Korea ï where only 12% of secondary teachers are aged 55 and over compared to 24% of employees ï as well as in 
Costa Rica and Türkiye. These patterns may reflect more recent waves of teacher recruitment, stronger workforce renewal or 
faster replacement of older teachers. In contrast, some countries face particularly pronounced ageing among teachers, with much 
higher shares of older secondary teachers than in the labour force overall, including Lithuania (43% compared to 25%), Latvia 
(42% versus 27%), Estonia (40% versus 25%) and Greece (40% versus 22%). 

An ageing teaching workforce may create additional pressures on education systems, particularly where large cohorts of teachers 
are expected to retire in the coming years. Combined with existing recruitment difficulties in some countries and subjects, this 
could further intensify shortages unless sufficient numbers of new teachers enter and remain in the profession. 
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Figure 10. Comparing the share of secondary teachers and the wider workforce who are aged 55 and over, 
by educational attainment (2024) 

In per cent, full-time and part-time, public and private institutions. 

 
1. Including primary teachers who are aged 55 or over. 
.For data, see Table 4. The data for this figure can be accessed via https://stat.link/es84jw  
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Teacher attrition and job tenure dynamics 

Patterns of job mobility vary considerably across countries. In some labour markets, workers tend to remain with the same 
employer for long periods, reflecting factors such as strong employment protection, relatively stable career paths, lower labour-
market dynamism or workplace cultures that value long-term employment relationships. In others, workers change jobs more 
frequently, encouraged by greater labour-market flexibility, stronger external employment opportunities or career advancement 
through mobility. Economic conditions also play an important role, as workers may be less willing to change jobs during periods 
of uncertainty or high unemployment, while tighter labour markets often increase job mobility by expanding alternative employment 
opportunities (OECD, 2025[12]). 

These differences in labour-market behaviour may also influence teacher retention. In countries where workers tend to remain 
longer in the same job, teachers may be more likely to remain in the profession over time. Conversely, labour markets 
characterised by higher mobility and shorter job tenure may also experience higher teacher attrition, as teachers face stronger 
incentives and opportunities to move to other occupations. 

Figure 11 compares the share of employees with at least ten years of job tenure with the share of lower secondary teachers aged 
30-49 who report intending to leave teaching within the next five years. Focusing on this age group makes it possible to analyse 
retention difficulties while limiting the influence of retirement intentions. On average across OECD countries, 35% of employed 
individuals report job tenure of at least ten years, while 15% of 30-49 year-old teachers intend to leave teaching within the next 
five years.  

Figure 11. Relationship between long-term tenure in the wider workforce and teachersõ intentions to leave 
the profession (2024) 

In per cent; based on responses from full-time and part-time lower secondary teachers aged 30-49 years old in public and 
private institutions; Teaching and Learning International Survey (TALIS) 

 
For data, see Table 5 and OECD Employment Database (ELS) by job tenure intervals and OECD-TALIS 2024The data for this figure can be accessed via 
https://stat.link/es84jw. 

In countries where the share of employed persons with 10 years or more of job tenure is above the OECD average, teachers also 
tend to express lower-than-average intentions to leave the profession, whereas countries characterised by greater labour-market 
mobility often report higher levels of intended teacher attrition. A similar pattern emerges when job tenure is compared with actual 
teacher attrition (Table 3). Countries with longer average job tenure tend to report lower shares of fully qualified teachers resigning 
from the profession in primary and secondary education, while countries characterised by greater labour market mobility often 
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experience higher resignation rates among primary and secondary teachers. The relationship is moderately strong (R = -0.55), 
with differences in job tenure explaining around one-quarter of the cross-country variation in teacher resignation rates (R² = 0.30). 

Figure 11 shows that the alignment between intention to leave the profession for teachers and long-term tenure for workers is 
particularly marked in Austria, Belgium, Bulgaria, Czechia, Italy, Japan, Portugal, Romania and Spain. These countries combine 
above-average levels of long-term job tenure with below-average shares of teachers intending to leave the profession. In Italy, for 
example, 49% of employed individuals report long-term job tenure and only 3% of 30-49 year-old teachers intend to leave 
teaching. By contrast, New Zealand combines below-average levels of long-term job tenure with above-average shares of 
teachers intending to leave the profession: only 24% of employed individuals report long-term job tenure, while 26% of teachers 
intend to leave teaching within the next five years.  

Some countries appear more atypical, suggesting that teacher retention is not solely determined by broader labour-market 
dynamics. Croatia and Slovenia, for example, combine relatively high long-term job tenure among employed persons (43% and 
45%) with comparatively large shares of teachers intending to leave the profession (18% in both countries). Conversely, Colombia 
combines relatively low long-term job tenure (20%) with moderate teacher attrition intentions (10%). These differences suggest 
that factors specific to the teaching profession, including employment conditions and the perceived attractiveness of teaching 
careers, also play an important role in shaping teacher retention. 

Factors shaping teacher supply and attractiveness 

Entry pathways and access to the profession 

Entry into teaching and initial teacher education 

The process for entering the teaching profession in public institutions varies considerably across countries and influences both 
recruitment mechanisms and how teacher shortages are measured. In several countries and economies, entry into teaching is 
regulated through competitive examinations for a limited and fixed number of positions. Successful candidates are then certified 
and assigned to available teaching posts. In other systems, graduates who obtain a teaching qualification apply directly to schools 
or local authorities to fill available vacancies (Table 2). 

These different arrangements also influence how recruitment outcomes are measured and should therefore be taken into account 
when interpreting cross-country differences. In countries relying on competitive examinations, the reported success rate generally 
reflects the share of candidates passing an examination that determines access to teaching positions. In countries where 
recruitment occurs directly at school level, the indicator typically reflects the share of graduates from teacher education 
programmes or applicants who successfully obtain a teaching position. These measures are therefore not directly comparable, 
as they capture different stages of the recruitment process and are based on different populations. As a result, these indicators 
are best interpreted within each recruitment model rather than compared directly across models. 

In education systems using competitive examinations, a fixed number of teaching positions is typically determined before the start 
of the school year. Success rates in primary and secondary education - defined as the share of successful applicants in the 
recruitment cycle as a percentage of all applicants who sat the examination - vary considerably, ranging from 19% in Korea to 
28% in France, 36% in Japan, 42% in Luxembourg and 73% in Romania. These differences may reflect the number of positions 
available relative to the number of candidates, the selectivity of the examinations and the attractiveness of teaching careers. In 
countries and economies where recruitment occurs at school level, a larger proportion of graduates or applicants may ultimately 
obtain teaching positions. This is the case, for example, in the Flemish Community of Belgium (84%), Hungary (85%), Bulgaria 
and Latvia (87%), England (United Kingdom) (91%), Lithuania (93%) and the Slovak Republic (95%). In these systems, the 
reported figures represent the share of students who graduated with a teaching qualification at the end of the reference academic 
year as a percentage of those enrolled in the final year of teacher education programmes at the start of that academic year. 
However, these figures do not necessarily imply that these systems are less selective than those using competitive examinations, 
as the two measures are not directly comparable (Table 2). 

The teaching workforce is also highly heterogeneous in terms of qualification levels. Although most countries require at least a 
bachelorôs degree for teaching at primary level, the actual composition of the workforce includes teachers with a wide range of 
educational attainment, from upper secondary qualifications to masterôs and doctoral degrees. In secondary education, a masterôs 
degree is increasingly becoming the minimum qualification requirement, although substantial cross-country differences remain. 
Compared with several decades ago, many countries have increased qualification requirements for secondary teachers, often 
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extending the duration of teacher preparation programmes and, in some cases, introducing master's-level qualifications as the 
standard route into the profession (Chapter D5). 

Employment stability and contract arrangements 

Employment stability is an important dimension of the attractiveness of the teaching profession and may influence both recruitment 
and retention. However, the implications of different contractual arrangements vary considerably across countries. In some 
education systems, permanent contracts provide high levels of employment protection and career security, while in others the 
differences between permanent and temporary contracts may be less pronounced. Similarly, fixed-term contracts can range from 
short-term and highly precarious arrangements to longer-term contracts that offer relatively stable employment conditions. 
Nevertheless, permanent contracts are generally associated with greater job security, career predictability and access to 
professional development opportunities, whereas extensive reliance on temporary contracts may contribute to uncertainty and 
professional instability, particularly among early-career teachers. OECD/TALIS analyses have shown that teachers on fixed-term 
contracts often report lower levels of job security and stronger intentions to leave the profession or move between schools, 
especially when temporary employment persists over several years (see Chapter 7 in (OECD, 2025[4])). 

Across OECD countries, the majority of lower secondary teachers are employed on permanent contracts. On average, 81% of 
teachers report having permanent employment, compared to 6% on fixed-term contracts longer than one school year and 14% 
on contracts of one school year or less. However, the use of temporary contracts varies substantially across countries. Teachers 
have particularly high levels of permanent employment in Denmark (97%), Latvia (96%), France (94%), New Zealand (93%), 
Lithuania and Norway (92%). In these systems, teaching generally offers relatively stable employment conditions once teachers 
enter the profession. In contrast, permanent employment is less prevalent in Costa Rica (56%), Brazil (63%), the United States 
(66%), Portugal (67%) and Spain (69%), where a larger proportion of teachers work on temporary contracts (Table 5). 

Short-term contracts of one school year or less are especially common in some countries and economies. More than one in five 
teachers are employed on such short-term contracts in the United States (26%), the French Community of Belgium (25%), Spain 
(25%), Costa Rica (22%), Italy (21%), Colombia (21%) and Portugal (21%). In some education systems, these contracts may 
reflect probationary periods or temporary replacement arrangements, but extensive reliance on short-term employment may also 
indicate difficulties stabilising the workforce or recruiting teachers into permanent positions. (Table 5). OECD and European 
Commission analyses suggest that employment insecurity and temporary contracts may be associated with lower job satisfaction, 
weaker professional commitment and higher risks of attrition, particularly among younger teachers and those working in more 
challenging school environments (Eurydice, 2021[13]; OECD, 2020[14]). This pattern is also reflected in TALIS 2024, where second-
career teachers are significantly more likely than first-career teachers to hold fixed-term contracts and less likely to hold permanent 
positions. They are also significantly less likely to perceive teaching as a secure job, suggesting that contractual differences are 
reflected in teachers' own perceptions of employment security (OECD, 2026[2]; OECD, 2025[3]). 

Longer fixed-term contracts are comparatively less widespread but remain significant in some countries. Costa Rica (22%), Brazil 
(19%), Korea (12%), Portugal (12%) and Chile (10%) report comparatively high shares of teachers employed on fixed-term 
contracts lasting more than one school year. Prolonged periods of such employment may delay career stabilisation and affect 
teachersô attachment to schools and the profession (Table 5). 

At the same time, the relationship between contract type and teacher attractiveness is not always straightforward and depends 
partly on wider labour-market institutions and career structures. In some countries, temporary contracts are more concentrated 
among early-career teachers before they gain a permanent position. For example, in France, teachers enter the profession through 
competitive examinations and probationary phases before obtaining full permanent status. In some other systems, a relatively 
high share of teachers are employed on fixed-term contracts. This is particularly evident in Costa Rica, Portugal, Spain and the 
United States, where at least 30% of lower secondary teachers are employed on fixed-term contracts, indicating a relatively high 
reliance on temporary employment arrangements. However, the meaning of such contracts varies across countries and does not 
necessarily imply precarious employment arrangements. In the United States, for instance, fixed-term contracts may take the form 
of annually renewed contracts and therefore do not necessarily indicate insecure employment (Table 5). 

School environments, disciplinary climate and stress at work 

Working conditions are another important factor shaping both the attractiveness of the teaching profession and teachersô decisions 
to enter and remain in the profession. Teachersô day-to-day working environments, the composition of their classes, disciplinary 
climates and workload all influence job satisfaction, stress levels and retention. In many education systems, teachers find 
themselves increasingly expected to respond simultaneously to a wider range of learning needs, growing linguistic and cultural 
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diversity, more frequent behavioural challenges and substantial administrative demands, requiring stronger pedagogical, 
behavioural and socio-emotional support capacities. When these evolving demands are not matched by sufficient preparation, 
induction or professional support, they may contribute to growing stress and difficulties retaining teachers, particularly during the 
early years of the profession. 

TALIS data suggest that the composition of schools has changed significantly between 2018 and 2024 in most countries. On 
average across OECD countries, the share of teachers working in public and private schools where more than 10% of students 
have special education needs increased from 30% to 45%, while the share who are teaching in schools where at least 1% of 
students are refugees almost doubled, from 25% to 47%. Estimates should be interpreted with caution due to a higher risk of non-
response bias in some countries. It should also be noted that, in some countries, the terminology has shifted from ñspecial 
education needsò to ñlearning support needsò. This change may affect comparability over time and should therefore be taken into 
account when interpreting trends. With these caveats in mind, there were large increases in the share of teachers working in 
schools with substantial numbers of students with special education needs in New Zealand (+58 percentage points), 
the Netherlands (+36), the French Community of Belgium (+36), France (+32) and Australia (+30). Strong increases in the share 
of teachers working with refugee students were reported in Czechia (+71 percentage points), Estonia (+56), Lithuania (+57), 
Iceland (+50) and the Slovak Republic (+45). These developments reflect broader demographic, migration and inclusion trends 
affecting education systems across OECD countries (Table 9, available online). 

These changes may increase the complexity of teaching and require teachers to adapt instruction to increasingly heterogeneous 
classrooms. Although greater inclusion can bring important educational and social benefits, it may also create additional 
challenges if teachers do not receive sufficient initial preparation, specialised support staff, training or professional development 
opportunities to address diverse learning and behavioural needs. TALIS surveys have repeatedly highlighted that teachers often 
report feeling insufficiently prepared to teach students with special education needs or students from diverse linguistic and cultural 
backgrounds, particularly at the start of their careers (OECD, 2025[4]). 

At the same time, indicators related to classroom climate suggest that behavioural and disciplinary challenges in public and private 
schools have also intensified in many education systems. On average across OECD countries and economies, the share of 
teachers reporting that they ñfrequentlyò or ñalwaysò need to calm disruptive students in class increased from 64% in 2018 to 72% 
in 2024. Particularly large increases were observed in Latvia (+36 percentage points), Japan (+14), Norway (+14), Sweden (+13), 
Denmark (+12) and Croatia (+11). In several countries and economies, very high shares of teachers report regularly dealing with 
disruptive behaviour, including Saudi Arabia (93%, Portugal (91%), Chile (91%), Brazil and South Africa (89%), the Netherlands 
(88%) and the French Community of Belgium (87%) (Table 9, available online). 

Growing classroom complexity and behavioural challenges may also contribute to higher levels of stress among teachers. Across 
OECD countries, the share of teachers reporting experiencing ña lotò of stress in their work increased slightly from 17% in 2018 
to 19% in 2024, while more than half of teachers (52%) report that excessive administrative work is a significant source of stress 
(see more details in Box D4.3). These trends suggest that teachers increasingly face more complex pedagogical, behavioural and 
administrative demands in their daily work. 

These findings suggest that addressing teacher shortages is not only a matter of recruitment, but also helping teachers cope with 
increasingly complex classroom environments. Policies that provide specialised support staff, strengthen induction and mentoring, 
expand training for inclusive education and reduce unnecessary administrative tasks may therefore play an important role in 
improving teacher retention and the long-term sustainability of the profession (OECD, 2025[4]). 

Professional recognition and teachersô perceptions of their employment conditions 

The attractiveness of teaching can be viewed from both an external and an internal perspective. The external perspective relates 
to how the profession is perceived and valued by society, as reflected in teachersô views on the social status and recognition of 
teaching. The internal perspective concerns how teachers assess their own professional situation, including their satisfaction with 
salaries, employment conditions and other aspects of their work. Examining both dimensions provides a more comprehensive 
picture of teacher attractiveness, as teachers may value their own working conditions while simultaneously perceiving that the 
profession lacks broader societal recognition. 

Professional recognition 

Teachersô perceptions of the way their profession is valued in society provide important insight into the attractiveness and 
sustainability of teaching careers. Across OECD countries and economies, relatively few teachers feel that the teaching profession 
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is valued in society. On average, only 22% of teachers in public and private schools report that they ñagreeò or ñstrongly agreeò 
that teaching is valued in society, suggesting a widespread perception of limited social recognition of the profession. Particularly 
low levels are observed in France (4%), the French Community of Belgium (6%), the Slovak Republic (7%), Slovenia (7%), 
Hungary (8%) and Portugal (9%). Higher levels of perceived recognition are reported in Saudi Arabia (77%), South Africa (63%), 
Colombia (54%), Finland (48%), Bulgaria (42%) and Romania (42%) (Table 5).  

The low levels observed in many countries are noteworthy because perceptions of the status of the profession may influence both 
recruitment and retention. Feeling valued in society matters not only for attracting high-calibre candidates to the profession, but 
also for retaining existing teachers. TALIS 2024 data (OECD, 2025[4]) show that teachers who agree that their profession is valued 
in society are more than 10 percentage points less likely to report intending to leave teaching within the next five years, on average, 
even after controlling for teacher and school characteristics, intrinsic motivation, contract modalities, and satisfaction with 
employment conditions, including salary. This suggests that the perceived status of the teaching profession influences teachers' 
career intentions independently of other important factors affecting retention (Table 5 and Table 7.30 in OECD (2025[4])). 

Satisfaction with employment conditions 

Interestingly, the generally low levels of perceived recognition observed across many countries are not always mirrored in 
teachersô assessments of their own jobs. Although many teachers report that teaching is not highly valued in society, they often 
express considerably more positive views about their own employment conditions. However, satisfaction with employment 
conditions is considerably higher than satisfaction with salaries, at least among lower secondary teachers. On average across 
OECD countries, 68% of lower secondary teachers report being satisfied with their terms of employment, excluding salaries, while 
only 39% report being satisfied with the salary they receive for their work (Table 5). Figure 12 shows that satisfaction with salary 
and satisfaction with employment conditions tend to be positively correlated across countries, although the relationship remains 
only moderate (R = +0.55, R² = 0.30). This suggests that salaries matter for teachersô perceptions of the profession, but that it is 
far from the only dimension shaping job satisfaction.  

A particularly important finding is that teachers can report being broadly satisfied with their employment conditions while 
simultaneously expressing dissatisfaction with their salaries. This pattern highlights that teachers often distinguish between pay 
and other dimensions of their professional experience. In Poland, for example, 80% of teachers report being satisfied with their 
terms of employment (barring salaries), while only 21% are satisfied with their salaries. Similar gaps are observed in 
the Slovak Republic (81% versus 27%), Lithuania (77% versus 28%), Estonia (73% versus 30%) and Iceland (72% versus 19%) 
(Figure 12).  

In contrast, in some countries lower secondary teachers have similar levels of satisfaction with both their salaries and their overall 
employment conditions. In Austria, Belgium, Denmark, the Netherlands and Saudi Arabia, teachers report high levels of 
satisfaction with both. In the Netherlands, for example, 80% of lower secondary teachers are satisfied with their employment 
conditions and 74% with their salaries, although these estimates should be interpreted with caution due to a higher risk of non-
response bias. The corresponding figures are 82% and 72% in Austria. Conversely, Portugal stands out for particularly low levels 
of satisfaction on both dimensions (39% for employment conditions and 13% for salary satisfaction), suggesting broader 
dissatisfaction with the profession. Japan also stands out for especially low satisfaction regarding employment conditions overall 
(37%), indicating that concerns may extend beyond salaries alone to issues such as workload, working time and stress (Figure 
12). 
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Figure 12. Teachersõ satisfaction with employment terms and salaries at lower secondary level (2024) 

Results based on responses from lower secondary teachers, Teaching and Learning International Survey (TALIS) 

 
Note: Figure reflects the share of teachers who agreed or strongly agreed that they were satisfied. 
1. Estimates should be interpreted with caution due to higher risk of non-response bias. 
For data, see Table 5. The data for this figure can be accessed via https://stat.link/es84jw . 

Interestingly, with the exception of Iceland, all other OECD countries where lower secondary teachers' satisfaction with salaries 
is at least 40 percentage points lower than their satisfaction with employment conditions - Estonia, Italy, Latvia, Lithuania, Poland, 
the Slovak Republic and Slovenia - also report starting teacher salaries below the OECD average. Conversely, the four OECD 
countries where at least 65% of lower secondary teachers are satisfied with both their salaries and their employment conditions - 
Austria, Belgium, Denmark and the Netherlands - report above-average starting teacher salaries (Chapter D3). Although no direct 
relationship can be inferred, this pattern is consistent with the suggestion that salary levels contribute to teachers' satisfaction with 
their salaries, even when broader employment conditions are assessed separately. 

The contrast between low levels of perceived social recognition and comparatively higher satisfaction with employment conditions 
(barring salaries) in many countries is also striking. In Slovenia, for example, only 7% of teachers feel that the profession is valued 
in society, while 73% report satisfaction with their terms of employment (barring salaries). Similar patterns are observed in 
Czechia, French community of Belgium, Latvia, Poland and the Slovak Republic. These findings suggest that teachers may 
remain attached to some aspects of their working conditions despite feeling that the profession lacks broader societal recognition 
(Table 5). 

 These results suggest that improving teacher supply is not solely a question of increasing salaries. Although remuneration 
remains important, teachers' perceptions of the profession are also influenced by broader working conditions, workload, school 
climate, professional autonomy and the overall quality of the working environment. This interpretation is consistent with TALIS 
2024, which shows that around three-quarters of lower secondary teachers report that the advantages of being a teacher clearly 
outweigh the disadvantages. TALIS also suggests that teachers' decisions to remain in the profession are influenced not only by 
salaries but also by their employment and working conditions. Policies aimed at improving working conditions, reducing excessive 
workload and strengthening professional recognition may therefore complement salary policies in supporting teacher 
attractiveness and retention, particularly in countries where teachers report low levels of societal recognition (Table 2.6 and 
Chapter 7 in OECD (2025[3])). 
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Teachersô working conditions compared with other highly educated professions 

Comparing teachersô working conditions with those of other highly educated workers provides insights into the relative 
attractiveness of the profession. Although indicators such as working hours, workload and professional development opportunities 
describe key dimensions of job quality, measures of job satisfaction and well-being help assess the outcomes associated with 
these conditions.  

These comparisons should nevertheless be interpreted with caution, as they are based on samples from the Survey of Adult Skills 
(PIAAC) comparing teachers in pre-primary, primary and secondary education with employed adults aged 16-65 with bachelorôs 
or masterôs or equivalent attainment (Table 6). In some countries, relatively small sample sizes for teachers may limit the precision 
and comparability of the estimates. In addition, some observed differences may partly reflect differences in occupational 
structures, working arrangements and labour-market contexts across countries.  

Working hours among teachers are slightly lower than those observed among other employed adults aged 16-65 with bachelorôs 
or masterôs attainment. Across OECD countries, teachers work on average 40.8 hours per week, compared to 41.5 hours among 
these highly educated workers. In some countries, teachers report substantially fewer working hours, such as Ireland (-5.3 hours), 
Israel (-6.2 hours) and Portugal (-3.9 hours). In contrast, teachers work longer hours in Japan (+6.3 hours), New Zealand (+3.7 
hours), England (United Kingdom) (+3.7 hours) and Sweden (+2.6 hours). These differences may partly reflect variations in 
teaching time, administrative responsibilities, lesson preparation and expectations regarding work outside classrooms (Figure 13). 

Teachers also generally report lower exposure to time pressure and tight deadlines than similarly educated employees. On 
average across OECD countries, 35% of teachers report working to tight deadlines or at very high speed more than half of the 
time, compared to 42% among highly educated workers. Particularly large differences are observed in Denmark (-23 percentage 
points), Spain (-21), France (-18) and Germany (-18). However, some countries show the opposite pattern, with teachers reporting 
greater time pressure than other professions, notably Chile (+21 percentage points), England (United Kingdom) (+12) and Czechia 
(+8) (Table 6). These results should nevertheless be interpreted carefully, as the indicator mainly captures deadlines and work 
intensity and may not fully reflect other important sources of stress specific to teaching, such as classroom management, 
emotional demands or dealing with increasingly heterogeneous student populations, as discussed above. 

One area where teachers stand out more clearly from other workers concerns participation in professional development. Across 
OECD countries, 73% of teachers participated in at least one training activity during the previous 12 months, compared to 63% 
of other employed 16-65 year-olds with bachelorôs or masterôs attainment. Particularly large positive gaps are observed in Austria 
(+23 percentage points), Korea (+23), Croatia (+21), Estonia (+21), Portugal (+20) and Latvia (+18). This reflects the strong 
emphasis placed on continuing professional development in many education systems. At the same time, teachers also report that 
there were training activities they wanted to participate in but could not more frequently than their peers. On average across OECD 
countries, 34% of teachers report unmet training demand, compared to 24% among similarly educated workers. Particularly large 
gaps are observed in Chile (+25), Austria (+21 percentage points), Finland (+20), Lithuania (+19), Japan (+18) and Croatia (+18) 
(Table 6). 
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Figure 13. Comparing the working hours per week of teachers and the wider workforce with bachelor's or 
master's or equivalent attainment (2023) 

Full-time, results based on responses of 16-65 year-olds in full-time employment, Survey of Adult Skills (PIAAC) 

 
Note: The value in parentheses refers to the difference between the weekly working hours of teachers and those of the wider workforce with bachelorôs, 
masterôs or equivalent attainment. Full-time workers are those working 30 hours or more per week. 
1. In Sweden, most teachers have a soȤcalled ñferietjänstò, meaning their annual working time is concentrated to school terms - often resulting in slightly longer 
workweeks - but includes extended continuous holidays when students are off. 
2. Differences are not statistically significant. 
For data, see Table 6. The data for this figure can be accessed via https://stat.link/es84jw  

Although no single indicator can fully capture the attractiveness of a profession, overall job satisfaction provides a useful summary 
measure of how workers assess their employment situation. Teachersô levels of job satisfaction appear similar to those observed 
among other highly educated workers. Across OECD countries participating in the PIAAC survey, 85% of teachers report being 
ñsatisfiedò or ñextremely satisfiedò with their jobs, the same share as among other 16-65 year-old employees with bachelorôs or 
masterôs attainment. In several countries, teachers report higher levels of job satisfaction, notably in Japan (+20 percentage 
points), Spain (+8), Czechia (+8), Sweden (+7) and New Zealand (+7). In contrast, levels of satisfaction are lower among teachers 
in Hungary (-23 percentage points), Chile (-21), Latvia (-16), Lithuania (-13) and France (-10) (Table 6 and (OECD, 2024[15])). 

Demographic changes, staffing adjustments and future pressures on education systems 

Teacher shortages and the attractiveness of the profession have attracted considerable policy attention in recent years. At the 
same time, many education systems are facing another important challenge: demographic change. Falling birth rates and 
changing population structures are affecting the size and distribution of school-age populations, with implications for teacher 
demand, school organisation and the allocation of education resources.  

Changes in school-age populations 

Demographic trends among school-age populations have evolved differently across different age groups since 2015, with 
important implications for education planning, school infrastructure and teacher demand. Across OECD countries, the number of 
children aged 5-9 enrolled in public and private institutions remained broadly stable between 2015 and 2024, increasing by around 
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1%, while the number of 10-14 year-olds increased more substantially, by around 8%. As a result, the overall enrolled population 
aged 5-14 increased by around 4% over this period on average across OECD countries (Table 7). 

These average trends nevertheless mask considerable cross-country variation. Several countries experienced substantial growth 
in both age groups (more than 10 percentage points), including Israel, Luxembourg, the Slovak Republic and Switzerland. In 
Israel, the number of 5-9 year-olds increased by 18% and that of 10-14 year-olds by 19% between 2015 and 2024, while 
Luxembourg recorded similarly strong growth (Table 7). 

In most countries, however, growth was considerably stronger among 10-14 year-olds than among 5-9 year-olds, reflecting the 
gradual effects of declining fertility rates on younger cohorts. This pattern is particularly visible in Czechia, Estonia, Iceland, Ireland, 
Slovenia and South Africa, where the growth rate for 10-14 year-olds exceeded that for 5-9 year-olds by at least 20 percentage 
points. In Czechia, for example, the number of 10-14 year-olds increased by 26% between 2015 and 2024, compared to only 5% 
among 5-9 year-olds. Ireland also illustrates this demographic shift well: the younger age group declined slightly by around 3%, 
whereas the number of 10-14 year-olds increased by around 19% (Table 7). In some countries, migration may also have 
contributed to sustaining or increasing the size of school-age populations, particularly among older age groups, partly offsetting 
the effects of lower fertility rates. 

By contrast, a large group of countries - 12 out of 43 with available data - have already experienced declines across both age 
groups over this period. Among them, Japan, Korea, Mexico and Romania recorded declines of at least 5% in both age groups. 
Korea experienced particularly sharp declines, with the population aged 5-9 falling by 13% and the population aged 10-14 by 9% 
between 2015 and 2024. In these systems, demographic decline may progressively reduce pressure on enrolment and 
educational infrastructure needs, although it may also create territorial challenges, particularly in rural and remote areas where 
maintaining school networks becomes more difficult as student populations shrink (Table 7). 

These challenges may be further amplified by population movements within countries (see Box 1 in Chapter B2). OECD analyses 
show that population growth has been concentrated in cities over the past two decades. Between 2000 and 2020, the population 
living in cities across OECD countries increased by 24%, compared to 8% in towns and semi-dense areas and 6% in rural areas. 
OECD projections suggest that this trend is likely to continue over the coming decade. As a result, some rural and remote 
communities face a double pressure of declining fertility and population outflows, leading to faster declines in school-age 
populations than national averages would suggest. This can increase the costs of maintaining local schools and make it more 
difficult to attract and retain teachers (OECD, 2025[16]). 

Student enrolment, teacher numbers and staffing adjustments 

Analysing demographic trends together with changes in student enrolment and teacher numbers in public and private institutions 
is important for understanding how education systems will need to adjust staffing provision as student populations evolve. Given 
that staff compensation represents the largest component of education expenditure in most countries, changes in teacher numbers 
also have important resource implications. Understanding how staffing adjusts to demographic change is therefore relevant not 
only for workforce planning, but also for the efficient allocation of education resources (see Chapter C1). 

Changes in the number of school-age children do not automatically translate into proportional changes in teacher demand, as 
policy choices regarding class size, curriculum provision, inclusion policies or support services may also influence staffing needs. 
On average across OECD countries, teacher numbers grew much faster than student enrolment between 2015 and 2024. The 
number of students enrolled in primary education, measured in full-time equivalents, increased by around 2%, while the number 
of teachers in primary education, also measured in full-time equivalents, increased by around 13%, resulting in a decline of around 
9% in the number of students per teacher over the period (Figure 14).  

Several broad adjustment patterns can be observed across countries between 2015 and 2024. First, in around one-third of 
countries with available data for primary education (17 out of 40), student numbers increased while teacher numbers increased 
even faster, resulting in fewer students per teacher despite demographic growth. This was notably the case in Luxembourg, where 
the number of students increased by 20% while the number of teachers increased by 57%, leading to a reduction of around 24% 
in the number of students per teacher between 2015 and 2024. Similar patterns are observed in Chile, Israel and the Slovak 
Republic, where teacher numbers increased substantially faster than student enrolment, reducing the student-teacher ratio by at 
least 15% (Figure 14). 
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Figure 14. Changes in the number of students and teachers in primary education between 2015 and 2024 

Full-time equivalents, public and private institutions, index of change (2015 = 100) 

 
1. Year of reference 2016 instead of 2015. 
2. Public institutions only. 
3. The 2024 value on classroom teachers is based on a more precise methodology than the 2015 value. While the figures are not fully comparable in strict 
methodological terms, the earlier data are considered sufficiently robust to support an approximate comparison. 
For data, see Table 7. The data for this figure can be accessed via https://stat.link/es84jw . 

Second, contrary to what might be expected, declining enrolment was often not associated with a reduction in teacher numbers. 
In 17 out of 40 countries with available data, declining or broadly stable enrolment in primary education (defined as changes within 
±1% of the 2015 level) was accompanied by continued growth in the teaching workforce between 2015 and 2024. In Greece, for 
example, the number of students declined by around 12% while the number of teachers increased by 16%, leading to a reduction 
of around 24% in the number of students per teacher.  

The third pattern was much less common. Only four out of 40 countries - Austria, Latvia, Lithuania and the United Kingdom - 
recorded an increase in the number of primary students per teacher between 2015 and 2024, as teacher numbers did not keep 
pace with changes in student enrolment. Lithuania provides the most striking example: the number of students increased by 
around 12%, while the number of teachers declined by around 16%, resulting in an increase of around 34% in the number of 
students per teacher (Figure 14).  

Demography and class sizes 

Beyond teacher numbers, demographic change also affects the organisation of teaching through changes in the number of classes 
and average class size. However, declining enrolment does not necessarily lead to fewer classes, as education systems may 
choose to maintain or expand class provision to preserve local access to education, reduce class sizes or support inclusion 
policies. 

On average across OECD countries, the number of classes increased by around 4% in primary education and by around 8% in 
lower secondary education between 2015 and 2024, despite broadly stable or declining student populations in many countries. 
This suggests that many education systems maintained or expanded class provision rather than consolidating classes in response 
to demographic change. 
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This pattern is particularly visible in countries such as Czechia, Denmark, Estonia, Sweden and the United States. In lower 
secondary education, the number of classes increased by around 30% in Czechia, 27% in the United States, 25% in Denmark 
and Estonia, and 23% in Sweden. Similar increases are observed in primary education in Israel (+22%) and Luxembourg and 
Slovenia (+19%). These developments may reflect policy choices to reduce class sizes, preserve local school provision or 
strengthen inclusion policies (Table 7). 

Only a minority of countries experienced declines in the number of classes between 2015 and 2024. In primary education, the 
number of classes decreased in 12 out of 32 OECD countries, with the most pronounced decline observed in Mexico (around 
11%). In lower secondary education, declines were less common, occurring in only seven OECD countries. Among these, Japan, 
Lithuania and the United Kingdom recorded the largest reductions (Table 7). 

These organisational changes were accompanied by a modest decline in average student-teacher ratios. Across OECD countries, 
average student-teacher ratios in primary education fell from 15 students in 2015 to 14 in 2024. Particularly marked declines were 
observed in Bulgaria, Chile, Ireland, Israel, Slovenia and South Africa (see Table D2.2). 

Long-term demographic decline and strategic resource allocation 

Projections suggest that demographic decline is likely to affect an increasing number of education systems over the coming 
decade. On average across OECD countries, the population aged 5-14 is projected to decline by around 9% between 2024 and 
2033, compared to around 3% among children aged 4 years or less. Similar trends are expected across EU25 countries, with 
corresponding declines of around 10% and 5%, respectively. These projections suggest that declining school-age populations will 
become an increasingly important policy issue across many education systems (Figure 15). 

Nevertheless, around one-quarter of countries with available data are projected to continue experiencing demographic growth 
among school-age populations. Israel again stands out with projected increases of 16% among those aged 5-14. Luxembourg 
and South Africa are also projected to experience sustained growth (+10% among 5-14 year-olds), while Iceland and Saudi Arabia 
are expected to record increases of around 5% to 7% among the 5-14 age group. (Figure 15). In contrast, around half of countries 
with available data are projected to experience declines of at least 9% in their populations aged 5-14 over the coming decade. 
Particularly sharp decreases are projected in Korea (-40%), Argentina and Costa Rica (-28%), Latvia (-23%), Lithuania (-22%), 
Japan (-19%), Italy (-18%) and Poland (-17%). Several Southern and Eastern European countries, including Spain, Greece, 
Bulgaria, Estonia and Romania, are also expected to experience significant declines. In a number of countries, the projected 
decrease among children aged 4 years or less will still be very pronounced, notably in Latvia (-23%), Lithuania (-18%), Poland (-
17%), the Slovak Republic and Costa Rica (-16%), Croatia (-15%) and Bulgaria (-14%). This suggests that the decline in 
compulsory school-age population may continue well beyond the coming decade in several education systems (Figure 15). 
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Figure 15. Projected changes in the population of children between 2024 and 2033, by age group 

Index of change (2024 = 100) 

 
For data, see Table 7. The data for this figure can be accessed via https://stat.link/es84jw,  

These projections suggest that demographic pressures on education systems will increasingly diverge across countries and in 
some systems, declining enrolments may gradually ease recruitment pressures.  

More broadly, demographic decline may offer governments an important opportunity to rethink the allocation of education 
resources. Some countries may choose to maintain staffing levels despite falling enrolments in order to reduce class sizes, 
strengthen inclusion policies or improve support for students with special educational needs. However, where student populations 
decline substantially and persistently, maintaining current staffing levels and school networks may become increasingly difficult. 
Governments may therefore face difficult decisions regarding school consolidation, workforce adjustments and the long-term 
sustainability of education spending, while also considering how available resources can be redeployed to improve educational 
quality and equity. 

Definitions 

Competitive examinations refer to examinations organised by local, regional or national authorities in order to select the 
applicants with the best results to fill a limited and fixed number of places for student teachers and/or for teachers in the public 
education system.  

Fully qualified teachers refer to teachers who have fulfilled all the training and administrative requirements for teaching at a 
given grade and subject, according to the formal policy of a country. The administrative requirements can include formal 
qualifications and attainment level, specific pedagogical training or practical experience, succeeding in competitive examinations, 
and the successful completion of a probation period or induction programme. This definition also includes teachers who do not 
have the minimum attainment for teachers currently, because they started teaching before the requirements changed (see Chapter 
D5). 

Fully qualified teachers leaving the profession: A leaving teacher refers to any teacher who is leaving the profession in the 
reference year and who is not expected to come back the year after (i.e. someone who is permanently leaving the profession). 
Teachers who leave due to resignation or retirement are counted as leaving teachers. As the analysis focuses on public institutions 
(with a few exceptions), teachers moving from public to private institutions are also counted as leaving the profession. Teachers 
temporarily absent from work (e.g. due to illness, injury, maternity or parental leave, vacation, or early retirement leave) are not 
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considered leaving teachers. In most countries, however, teachers who leave the profession may still return after more than one 
year. 

Non-fully qualified teachers refer to teachers entering the profession through alternative pathways. In most countries, they either 
possess the required academic qualifications but lack mandatory certification or teacher training, have completed the required 
teacher training but do not hold the required academic qualifications, or lack both. In a few countries, the category also includes 
fully qualified teachers who are teaching subjects or levels other than those for which they were originally trained or certified. 

This category includes: 

¶ Teachers who do not meet the minimum qualification requirements for teaching. 

¶ Teachers who have not passed the examinations or competitions required to obtain civil servant or tenured teacher status. 

¶ Teachers who have completed mandatory teacher training but do not hold the required academic qualifications. 

¶ Teachers who lack both the required academic qualifications and mandatory certification or teacher training. 

¶ Individuals who have recently graduated from upper secondary or tertiary education and are temporarily teaching, for 

example during a gap year. 

¶ Individuals enrolled in alternative certification routes who are teaching before completing all qualification requirements. 

¶ In a few countries, such as Switzerland, the category also includes fully qualified teachers who are teaching subjects or 

education levels other than those for which they were originally trained or certified.  

Second-career teachers are teachers for whom teaching was not a first career choice and who have at least 10 years of work 
experience in non-education roles. 

Teachers in the process of acquiring full qualifications refer to individuals who are already teaching but have not yet 
completed all the requirements necessary to be recognised as fully qualified teachers under national regulations. Although they 
are actively employed in schools and often meet some of the qualification requirements, they are still completing probationary 
periods, induction programmes, certification procedures or other mandatory requirements leading to full qualification status. These 
teachers are considered a subset of non-fully qualified teachers and are also identified separately in Table 1. Any country-specific 
exceptions to this classification are described in the table. This category includes: 

¶ Teacher trainees (i.e. new teachers who will become fully qualified upon successful completion of a probationary period, 

induction programme or similar entry-to-profession requirements). 

¶ Teachers who possess the required academic qualifications but are still in the process of obtaining mandatory 

certification, registration or teacher training credentials. 

¶ Teachers who have passed the competitive examinations required to enter the profession and are teaching while 

completing the pedagogical or practical requirements necessary to obtain full qualification status. 

Temporarily absent teachers are teachers who retain their contractual position but are not available to teach for a temporary 
period because they are on authorised leave (e.g. short- or long-term sick leave, maternity/parental leave, administrative leave, 
or temporary secondment). They are expected to return to their teaching position within the same school year or at the end of the 
leave period. 

Methodology 

In Table 2, teacher shortages are assessed based on the number of unfilled teaching vacancies. The methodology underlying 
these estimates is presented in Box 1 of this chapter. 

Sources 

Data included in Table 1, Table 2 and Table 3 refer to the 2024/25 academic year and are based on the INES special data 
collection on teacher shortages administered by the OECD in 2025. The questionnaires cover public institutions from pre-primary 
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to upper secondary education. Their scope is limited to initial education and excludes adult education (including second-chance 
education and other forms of lifelong learning) as well as special education programmes and schools for children with disabilities. 

Data on teachers by age (Table 4) refer to the 2023/24 academic year and are drawn from the UNESCO-UIS/OECD/EUROSTAT 
data collection on education statistics administered by the OECD in 2025. They cover both public and private institutions. 

OECD TALIS (Teaching and Learning International Survey) data presented in Table 5 and Table 9 (available online) refer to the 
2024 survey cycle, with data collected in 2024 and results published by the OECD in 2025. TALIS is an international survey of 
teachers and school leaders conducted every five years. 

OECD PIAAC (Programme for the International Assessment of Adult Competencies) data presented in Table 6 refer to the second 
cycle of the Survey of Adult Skills, with data collected between 2022 and 2023 and results released in December 2024. 

Demographic data covering the period 2015-24 (Table 7) refer to the 2023/24 academic year and are drawn from the UNESCO-
UIS/OECD/EUROSTAT data collection on education statistics administered by the OECD in 2025. They cover both public and 
private institutions. 

Population projection data presented in Table 7 are sourced from the OECD Data Explorer database. The dataset provides annual 
population projections up to 2070 by sex and five-year age groups, as well as indicators such as the shares of children, youth and 
older adults, and old-age and total dependency ratios. The data refer to mid-year population estimates. 

OECD PISA (Programme for International Student Assessment) data presented in Table 8 (available online) refer to the 2022 
assessment cycle, with data collected in 2022 and results published by the OECD in 2023. PISA is an international survey of 15-
year-old students conducted every three years. 
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Table 1. Trends in the share of non-fully qualified teachers, by level of education (2017/18 and 2024/25) 

Full-time equivalents, public institutions 

  
2024/25 (or 2025) 2017/18 (or 2018) 

 
Pre-primary Primary Secondary Primary and secondary 

Pre-

primary  

Primary and 

secondary 

 

Fully qualified 

teachers 

Non-fully 

qualified 

teachers  

Fully 

qualified 

teachers 

Non-fully 

qualified 

teachers  

Fully 

qualified 

teachers 

Non-fully 

qualified 

teachers  

Fully 

qualified 

teachers 

Non-fully 

qualified 

teachers  

Non-fully qualified 

teachers 

OECD countries (1) (2) (4) (5) (7) (8) (10) (11) (13) (14) 

Australia m m m m m m m m m m 
Austria m m 93.2 6.8 93.4 6.6 93.3 6.7 m 3.2 
Canada m m m m m m m m m m 
Chile1 83.3 16.7 75.2 24.8 78.4 21.6 76.6 23.4 10.8 16.8 
Colombia m m m m m m m m m m 
Costa Rica1 94.6 5.4 95.6 4.4 98.8 1.2 97.1 2.9 4.1 3.8 
Czechia 94.4 5.6 89.7 10.3 92.2 7.8 91.5 8.5 4.2 5.2 
Denmark1, 2 62.4 37.6 81.1d 18.9d m m 81.1 18.9 21.6 10.4 
Estonia 84.0 16.0 x(10) x(11) x(10) x(11) 79.7 20.3 13.6 10.7 
Finland1, 2 78.1 21.9 86.7 13.3 87.7 12.3 87.1 12.9 20.8 6.9 
France1, 2 x(4) x(5) 97.4d 2.6d 88.9 11.1 92.9d 7.1d x(14) 5.0d 
Germany1, 3 71.1 28.9 76.5 23.5 83.8 16.2 81.4 18.6 m m 
Greece m m m m m m m m m m 
Hungary2 99.8 0.2 99.9 0.1 99.9 0.1 99.9 0.1 1.4 0.4 
Iceland m m m m m m m m m m 
Ireland m m 99.7d 0.3 99.7 0.3 99.7 0.3 m m 
Israel2, 3 94.3 5.7 91.8 8.2 94.8 5.2 92.8 7.1 m m 
Italy m m m m m m m m m m 
Japan1 100.0 a 100.0 a 100.0 a 100.0 a a a 
Korea 100.0 a 100.0 a 100.0 a 100.0 a a a 
Latvia 91.9 8.1 95.7 4.3 97.3 2.7 96.5 3.5 9.6 1.7 
Lithuania4 87.2 12.8 88.9 11.1 82.4 17.6 84.2 15.8 8.7 12.3 
Luxembourg2, 4 x(4) x(5) 82.1d 17.9d 89.2 10.8 85.4d 14.6d x(14) 17.5d 
Mexico m m m m m m m m m m 
Netherlands2, 4 x(4) x(5) 98.1d 1.9 97.7 2.3 98.0 2.0 x(14) 2.2d 
New Zealand1, 3, 4 71.7 28.3 91.2 8.8 92.7 7.3 91.8 8.2 31.7 6.1 
Norway 88.6 11.4 83.1 16.9 81.7 18.3 82.4 17.6 10.8 18.2 
Poland4 91.2 8.8 94.7 5.3 95.1 4.9 95.0 5.0 10.5 4.4 
Portugal m m m m m m m m m m 
Slovak Republic 91.6 8.4 93.6d 6.4 88.6 11.4 90.0 10.0   

Slovenia m m a a a a m m m m 
Spain m m m m m m m m m m 
Sweden 91.2 8.8 88.9 11.1 83.6 16.4 86.1 13.9 12.7 19.2 
Switzerland1, 2, 4 93.9 6.1 91.3d 8.7d m m 88.5 11.5 3.7 9.2 
Türkiye 99.7 0.3 98.3d 1.7 98.2 1.8 98.2 1.8 m m 
United States m m m m m m m m m m 
Other economies           

Flemish Comm. (Belgium)5 95.2 4.8 96.3 3.7 90.9 9.1 92.9 7.1 1.0 2.7 
French Comm. (Belgium) 98.8 1.2 94.1 5.9 79.4 20.6 85.0 15.0 0.2 10.0 
England (UK) 98.1 1.9 97.9 2.1 96.4 3.6 97.1 2.9 3.5 2.8 
OECD average 89.6 10.4 91.9 8.1 91.6 8.4 90.9 9.1 8.9 7.3 
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2024/25 (or 2025) 2017/18 (or 2018) 

 
Pre-primary Primary Secondary Primary and secondary 

Pre-

primary  

Primary and 

secondary 

 

Fully qualified 

teachers 

Non-fully 

qualified 

teachers  

Fully 

qualified 

teachers 

Non-fully 

qualified 

teachers  

Fully 

qualified 

teachers 

Non-fully 

qualified 

teachers  

Fully 

qualified 

teachers 

Non-fully 

qualified 

teachers  

Non-fully qualified 

teachers 

Partner and/or accession 

countries 

Argentina m m m m m m m m m m 
Brazil 93.4 6.6 93.2 6.8 89.5 10.5 91.0 9.0 5.4 8.5 
Bulgaria4 96.2 3.8 97.7 2.3 96.7 3.3 97.1 2.9 1.6 2.2 
China m m m m m m m m m m 
Croatia m m m m m m m m m m 
India m m m m m m m m m m 
Indonesia m m m m m m m m m m 
Peru m m m m m m m m m m 
Romania 97.4 2.6 98.0 2.0 97.6 2.4 97.7 2.3 m m 
Saudi Arabia m m m m m m m m m m 
EU25 average 89.3 10.7 92.5 7.5 91.6 8.4 91.0 9.0 8.4 6.9 

G20 average m m m m m m m m m m 

Notes: Some columns with data on the share of non-fully qualified teachers who are in the process of acquiring full qualification are available for consultation 
online.  
1. Year of reference differs from 2024/25:  academic year 2023/24 for Denmark, Finland, France, Germany and Switzerland; calendar year 2024 for Chile and 
Costa Rica; calendar year 2025 for New Zealand; academic year 2025/26 for Japan. 
2. Pre-primary and primary education are combined in France, Luxembourg and the Netherlands. Primary and lower secondary education are combined in 
Denmark. Upper secondary education is excluded in Denmark, Israel and Switzerland. Upper secondary vocational education is excluded in Finland, Hungary 
and the Netherlands. 
3. Teacher data are based on headcounts instead of full-time equivalents. 
4. Year of reference differs from 2017/18: academic year 2018/19 for Bulgaria, Lithuania, the Netherlands and Switzerland; and 2019/20 for Luxembourg and 
Poland; calendar year 2020 for New Zealand (only primary and secondary education). 
5. Including government-dependent private institutions. 
The data for this table can be accessed via https://stat.link/es84jw. 

 

https://stat.link/es84jw
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Table 2. Trends in the share of unfilled teaching vacancies (2017/18 and 2024/25) and share of successful 
teaching candidates (2024/25) 

Full-time and part-time, public institutions 

 

Competitive 

examination 

for a limited 

and fixed 

number of 

places for 

certifying 

new 
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Pre-primary education Primary Secondary Primary and secondary 
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  (1) (3) (4) (5) (6) (7) (8) (9) (10) (11) (12) (13) 

Group 1 ð Shortage of fully qualified teachers before the start of the school year (pre-start stock measure)  

OECD countries             

Austria No m m m x(12) x(13) m x(12) x(13) m 1 133 1.0 
France2, 3 Yes x(6) x(7) 34 d 1 416 d 0.4 d 24 1 518 0.4 28 2 934 0.4 
Korea Yes 0 0.0 44  0 0.0 14 0 0.0 19 0 0.0 
Luxembourg2, 4 Yes x(6) x(7) 100 d 212 d 3.1 d 24 244 4.1 42 456 3.6 
Türkiye Yes 0 0.0 m 0 0.0 m 0 0.0 m 0 0.0 
Other economies             

French Comm. 
(Belgium)3 

No 357 2.2 m 590 1.8 m 1,571 3.1 m 2,161 2.3 

Partner and/or accession 

countries 
           

Argentina3 No 353 0.5 m 3 259 1.3 m 1 091 1.7 m 4 350 1.4 
Romania Yes 517 1.6 76 671 1.5 72 4 094 3.3 73 4 765 2.8 

Group 2 ð Unfilled teaching vacancies at or shortly after the start of the school year (post-start stock measure) 

OECD countries             

Canada No x(12) x(13) m x(12) x(13) m x(12) x(13) m 5 050 0.9 
Chile2, 3, 5 No m m m 1 418 d 2.6 d m 628 3.6 m 2 046 2.9 
Ireland5 No m m m 1 258 3.2 m 344 1.0 m 1 603 2.2 
Japan3, 4, 5 Yes m m 50 1 699 0.4 27 1 539 0.3 36 3 238 0.4 
Latvia5 No 53 0.6 m 134 1.9 m 324 3.9 87 458 3.0 
Netherlands2, 5 No x(6) x(7) m 1 723 d 1.9 d m 1 233 2.0 m 2 956 2.0 
Poland No x(12) x(13) m x(12) x(13) m x(12) x(13)  1 675 0.4 
Slovak Republic4 No 222 1.4 92 176 0.9 95 523 1.2 95 699 1.1 
Sweden No m m m 1 100 1.7 m 300 0.4 m 1 400 1.0 
Other economies             

Flemish Comm. 
(Belgium)6 

No 276 1.2 83 581 1.5 85 1 679 2.5 84 2 260 2.1 
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  (1) (3) (4) (5) (6) (7) (8) (9) (10) (11) (12) (13) 

 

Partner and/or accession 

countries 

England (UK) No 241 20.0 89 d 364 0.2 93 1 325 0.6 91 1 689 0.4 
Bulgaria No 65 0.4 m x(9) x(10) m 184 d 0.3 d 87 184 0.3 

1. In countries with a competitive examination, this refers to the share of successful applicants in 2023/24 as a percentage of all applicants who took the exam 
in 2023/24 (2024/25 for Japan). In countries without a competitive examination, this refers to the share of students graduating with a teaching diploma at the 
end of 2023/24 as a percentage of those enrolled in the final year of teacher education programmes in 2023/24.  
2. Pre-primary and primary education are combined in France, Luxembourg, and the Netherlands. Primary and lower secondary education are combined in 
Chile. Upper secondary vocational education is excluded in the Netherlands. 
3. Year of reference differs from 2024/25: academic year 2022/23 for Argentina and French Community of Belgium; academic year 2023/24 for France; 
calendar year 2024 for Chile; academic year 2025/26 for Japan. 
4. Year of reference differs from 2017/18: academic year 2019/20 for the Slovak Republic; academic year 2020/21 for Luxembourg; academic year 2021/22 
for Japan 
5. Expressed in full-time equivalents. In the Netherlands, excluding hidden shortages, i.e. positions that were filled in undesired ways (6 006 positions in 
primary education and 2 538 in secondary education). 
6. Including government-dependent private institutions.  
The data for this table can be accessed via https://stat.link/es84jw. 

 

https://stat.link/es84jw
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Table 3. Share of fully qualified teachers who left the profession, by level of education (2024/25) and trends 
in teacher resignations (2017/18 and 2024/25) 
Full-time and part-time, public institutions 

  2024/25 Trends 
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Fully qualified 

teachers who 

resigned from 

the profession 

as a percentage 

of the total 

teaching 

workforce 

 (1) (2) (3) (4) (5) (16) (17) (18) (19) (20) (23) (24) 

OECD countries             
Australia m m m m m m m m m m m m 
Austria m m m m m 5.8 55 45 m 69 2.3 3.2 
Canada m m m m m m m m m m m m 
Chile1 6.5 49 27 24 47 8.4 51 20 30 46 4.2 4.3 
Colombia m m m m m m m m m m m m 
Costa Rica m m m m m m m m m m m m 
Czechia m m m m m m m m m m m m 
Denmark1, 2 10.4 58 42 m 2 14.5 55 45 m 15 7.9 8.0 
Estonia 11.1 79 21 m m 8.7 76 24 m m 3.2 6.6 
Finland1, 2 8.7 82 17 1 33 9.1 80 13 6 30 6.4 7.3 
France1, 2 x(6) x(7) x(8) x(9) x(10) 1.9 d 17 d 83 d m 41 d 0.2 d 0.3 d 
Germany m m m m m m m m m m m m 
Greece m m m m m m m m m m m m 
Hungary2 6.9 52 20 27 18 5.4 72 15 14 29 3.1 3.9 
Iceland m m m m m m m m m m m m 
Ireland m m m m m 2.1 32 68 m 35 m 0.7 
Israel2 2.1 19 82 m 86 2.5 33 67 m 77 m m 
Italy m m m m m m m m m m m m 
Japan m m m m m m m m m m m m 
Korea 1.0 80 20 m 11 1.9 73 27 m 8 m 1.4 
Latvia 10.1 59 11 30 m 12.0 49 14 37 m 9.1 5.9 
Lithuania 25.8 18 5 77 22 6.4 52 21 26 27 5.3 3.3 
Luxembourg2, 3 x(6) x(7) x(8) x(9) x(10) 1.9 d 4 d 66 d 30 d 64 d 0.0 d 0.1 d 
Mexico m m m m m m m m m m m m 
Netherlands2 x(6) x(7) x(8) x(9) x(10) 6.9 d m m m m m m 
New Zealand1, 3 2.6 m m m m 6.0 m m m m 6.2 6.0 
Norway 10.7 78 8 13 m 5.2 69 21 11 m 3.6 3.6 
Poland3 5.1 69 29 2 26 4.2 55 43 2 23 2.2 2.3 
Portugal m m m m m m m m m m m m 
Slovak Republic 7.3 44 41 15 26 6.0 46 32 22 25 m 2.8 
Slovenia m m m m m m m m m m m m 
Spain m m m m m m m m m m m m 
Sweden3 10.5 43 10 47 38 5.7 59 14 27 21 4.0 3.4 
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  2024/25 Trends 
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teachers who 

resigned from 

the profession 

as a percentage 

of the total 

teaching 

workforce 

 (1) (2) (3) (4) (5) (16) (17) (18) (19) (20) (23) (24) 
Switzerland m m m m m m m m m m m m 
Türkiye m m m m m m m m m m m m 
United States m m m m m m m m m m m m 
Other 

economies 
            

Flemish Comm. 
(Belgium)4 

5.6 38 42 20 26 7.8 46 29 25 25 3.1 3.6 

French Comm. 
(Belgium) 

13.2 85 13 2 76 11.6 83 15 2 66 3.1 9.6 

England (UK) x(16) x(17) x(18) x(19) x(20) 7.9 d 91 d 9 d m m 7.7 d 7.2 d 
OECD average 8.6 57 26 17 34 6.4 55 34 12 38 4.2 4.2 

Partner and/or 

accession 
countries 

            

Argentina m m m m m m m m m m m m 

Brazil1 10.6 m m m m 10.3 m m m m m m 

Bulgaria 5.3 m m m m 6.3 m m m m m m 

China m m m m m m m m m m m m 

Croatia m m m m m m m m m m m m 

India m m m m m m m m m m m m 

Indonesia m m m m m m m m m m m m 

Peru m m m m m m m m m m m m 

Romania m m m m m m m m m m m m 

Saudi Arabia m m m m m m m m m m m m 

EU25 average 10.0 57 23 20 30 6.9 54 34 12 32 4.3 4.3 

G20 average m m m m m m m m m m m m 

Note: Some columns with data for primary and secondary education, reported separately, are available for consultation online. Only teachers who did not 
appear in public institutions in the following year were considered in this table as having ñresigned from the professionò. Some may nevertheless have remained 
in education by moving to another type of institution (e.g. private or government-dependent private schools). 
1. Year of reference differs from 2024/25: calendar year 2022 for Brazil; academic year 2023/24 for Denmark, Finland and France; calendar year 2024 for 
Chile and for New Zealand (primary and secondary education); calendar year 2025 for New Zealand (pre-primary education). 
2. Pre-primary and primary education are combined in France, Luxembourg and the Netherlands. Primary and lower secondary education are combined in 
Denmark. Upper secondary education is excluded in Denmark and Israel. Upper secondary vocational education is excluded in Finland, Hungary and the 
Netherlands. 
3. Year of reference differs from 2017/18: academic year 2019/20 for Sweden; academic year 2019/20 for Luxembourg and Poland; Calendar year 2020 for 
New Zealand.  
4. Including government-dependent private institutions. 
The data for this table can be accessed via https://stat.link/es84jw. 

https://stat.link/es84jw
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Table 4. Trends in the share of teachers aged under 35 or 55 and over, by level of education (2015 and 2024), 
and comparison with the wider workforce (2024) 

Full-time and part-time, public and private institutions 

  

Percentage of teachers aged under 35 Percentage of teachers aged 55 or over 

Percentage of workers aged 55 

and over among the employed 

population with: 

  

Pre-

primary 
Primary  Secondary 

Primary 

and 

secondary 

Pre-

primary 
Primary  Secondary 

Primary and 

secondary 

At least a 

bachelorõs 
degree or 

equivalent 

At least a 

masterõs 
degree or 

equivalent 

All 

education 

levels 

  2024 2024 2024 2024 2024 2024 2024 2024 2024 2024 2024 

  (2) (4) (6) (8) (10) (12) (14) (16) (19) (20) (21) 

OECD countries            

Australia m m m m m m m m 15 16 19 

Austria 40 32 27 28 11 20 25 24 16 19 20 

Belgium 29 33 25 28 16 15 19 17 18 17 20 

Canada x(4) 22d x(4) 22d x(12) 14d x(12) 14d 16 18 20 

Chile 31 31 33 32 13 15 17 16 11 15 21 

Colombia 38 21 23 22 15 28 25 26 m m m 

Costa Rica1 18 19 21 20 13 12 9 11 14 21 19 

Czechia 25 14 14 14 27 31 31 31 19 23 21 

Denmark1 25 29 22 25 26 21 25 23 3 15 24 

Estonia2, 3 19 18 16 16 33 35 40 38 22 32 25 

Finland 29 24 18 21 22 24 29 27 17 22 24 

France1 20 22 18 19 16 13 23 19 12 6 20 

Germany 34 20 18 19 18 21 24 24 25 24 27 

Greece 25 28 6 17 22 27 40 33 18 14 22 

Hungary 25 14 11 12 25 32 34 34 19 16 20 

Iceland3 50 19 13 16 13 26 32 29 m m m 

Ireland2 m 29 27 28 m 8 15 11 15 14 19 

Israel 29 31 22 26 14 13 21 17 20 25 20 

Italy3 8 9 14 12 37 40 36 37 20 23 23 

Japan3 56 38 31 34 7 15 22 19 m m m 

Korea 56 29 28 28 4 8 12 10 15 20 24 

Latvia 22 17 14 15 26 33 42 38 25 39 27 

Lithuania 15 13 9 10 33 38 43 42 19 24 25 

Luxembourg 31 37 24 30 6 7 14 11 11 11 14 

Mexico m m m m m m m m 12 20 17 

Netherlands 30 28 27 27 20 21 25 23 27 28 26 

New Zealand 38 22 21 21 14 26 30 28 19 23 23 

Norway 37 36 27 31 11 16 23 20 19 18 22 

Poland 31 13 10 11 15 27 24 25 12 13 17 

Portugal3 8 6 6 6 41 35 38 37 17 22 24 

Slovak Republic 32 20 18 19 20 19 23 22 15 17 19 

Slovenia 29 x(6) 22d 20 12 x(14) 20d 23 m m m 

Spain 22 21 17 18 17 18 23 21 16 18 20 

Sweden 23 20 15 17 24 24 28 26 17 19 23 

Switzerland3 28 35 21 28 19 18 23 21 21 22 23 

Türkiye1 m 32 32 32 m 9 5 6 6 8 13 

United Kingdom1, 3 36 42 33 37 11 8 15 12 13 13 18 

United States m 28 25 27 m 17 20 19 m m m 

OECD average 29 24 20 22 19 21 25 23 17 19 21 
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Percentage of teachers aged under 35 Percentage of teachers aged 55 or over 

Percentage of workers aged 55 

and over among the employed 

population with: 

  

Pre-

primary 
Primary  Secondary 

Primary 

and 

secondary 

Pre-

primary 
Primary  Secondary 

Primary and 

secondary 

At least a 

bachelorõs 
degree or 

equivalent 

At least a 

masterõs 
degree or 

equivalent 

All 

education 

levels 

  2024 2024 2024 2024 2024 2024 2024 2024 2024 2024 2024 

  (2) (4) (6) (8) (10) (12) (14) (16) (19) (20) (21) 

 

Partner and/or 

accession countries 

Argentina m m m m m m m m m m m 

Brazil 26 22 24 23 11 14 15 15 m m m 

Bulgaria 19 16 15 15 25 33 32 32 20 25 25 

China m m m m m m m m m m m 

Croatia 35 21 22 22 15 23 18 19 15 16 19 

India m m m m m m m m m m m 

Indonesia m m m m m m m m m m m 

Peru 25 14 19 16 15 28 22 25 14 27 20 

Romania 34 21 16 17 12 16 19 18 11 11 16 

Saudi Arabia m m m m m m m m m m m 

South Africa m m m m m m m m 15 26 8 

Thailand 35 38 32 36 13 13 14 13 m m m 

EU25 average 25 21 17 19 22 24 28 26 17 19 22 

G20 average m m m m m m m m m m m 

Note: Some columns with data for 2015 are available for consultation online. The data cover all classroom teachers, with no distinction between fully and non-
fully qualified teachers. Data on the shares of teachers aged under 35 or 55 and over for 2015 and data on percentage of those aged under 35 among the 
employed population are available for consultation online.  
1. Year of reference differs from 2015: 2016 for Costa Rica, France and the United Kingdom; 2018 for Denmark; and 2019 for Türkiye. 
2. Pre-primary education includes early childhood educational development programmes (ISCED 01). 
3. Secondary education includes post-secondary non-tertiary education. 
The data for this table can be accessed via https://stat.link/es84jw. 

  

https://stat.link/es84jw
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Table 5. Employment conditions of lower secondary teachers and job satisfaction (2024) 

Results based on teachers' responses, Teaching and Learning International Survey (TALIS) 

  Employment conditions  Value of the profession and job satisfaction 

 

Percentage of teachers with the following 

employment status 

Value of the 

profession  

Job satisfaction with terms of 

employment and salary 

 

Permanent 

employment¹ 

Fixed-term 

contract: more 

than one 

school year 

Fixed-term 

contract: one 

school year or 

less 

Percentage of 

teachers who 

òagreeó or 
òstrongly agreeó 
that the teaching 

profession is 

valued in society 

Percentage of 

teachers who 

"agree" or "strongly 

agree" that they are 

satisfied with their 

terms of 

employment 

(barring salaries)³ 

Percentage of 

teachers who 

"agree" or 

"strongly agree" 

that they are 

satisfied with the 

salary they 

receive for their 

work  

 
% S.E. % S.E. % S.E. % S.E. % S.E. % S.E. 

 (1) (2) (3) (4) (5) (6) (9) (10) (11) (12) (13) (14) 

OECD countries             

Australia 88.7 (0.9) 2.9 (0.4) 8.3 (0.8) 33.2 (1.1) 68.5 (1.6) 54.5 (1.8) 

Austria 77.5 (1.0) 4.4 (0.4) 18.1 (0.9) 21.4 (0.7) 81.6 (0.8) 71.9 (0.9) 

Chile 71.4 (1.8) 10.2 (1.1) 18.4 (1.5) 16.7 (1.2) 65.3 (1.8) 45.7 (2.3) 

Colombia 70.3 (2.3) 8.4 (1.3) 21.3 (2.2) 54.0 (1.6) 87.2 (1.1) 63.1 (1.7) 

Costa Rica 55.8 (1.7) 22.2 (1.3) 22.1 (1.4) 23.3 (1.1) 76.5 (1.2) 44.8 (2.0) 

Czechia 80.9 (0.8) 4.7 (0.4) 14.4 (0.7) 22.3 (0.7) 84.4 (0.7) 46.8 (1.0) 

Denmark 97.0 (0.5) 0.5 (0.2) 2.5 (0.5) 37.6 (1.3) 71.0 (1.4) 69.5 (1.2) 

Estonia 79.4 (1.0) 2.8 (0.4) 17.8 (1.0) 20.3 (0.7) 73.4 (1.2) 30.0 (1.1) 

Finland 76.8 (0.9) 4.5 (0.5) 18.7 (0.9) 48.1 (1.0) 68.3 (1.1) 49.3 (1.4) 

France 93.7 (0.7) 1.2 (0.3) 5.2 (0.6) 3.8 (0.5) 58.7 (1.5) 26.6 (1.2) 

Hungary 88.0 (0.8) 3.7 (0.4) 8.3 (0.7) 8.4 (0.6) 55.1 (1.3) 25.6 (1.2) 

Iceland 81.4 (1.3) 4.7 (0.7) 13.9 (1.1) 18.7 (1.2) 72.2 (1.6) 19.3 (1.5) 

Israel 81.8 (1.1) 5.1 (0.6) 13.0 (1.0) 30.1 (1.2) 61.2 (1.4) 33.9 (1.5) 

Italy 78.8 (1.0) 0.0 (0.0) 21.2 (1.0) 14.1 (0.6) 66.7 (1.0) 22.6 (0.9) 

Japan 73.8 (1.1) 9.8 (0.7) 16.3 (1.0) 29.6 (0.8) 37.3 (0.9) 28.6 (1.0) 

Korea 75.0 (1.1) 12.3 (0.8) 12.7 (0.7) 35.2 (1.1) 51.5 (1.3) 28.6 (1.1) 

Latvia 96.2 (0.4) 2.2 (0.3) 1.6 (0.3) 21.0 (0.8) 81.7 (0.9) 38.9 (1.5) 

Lithuania 92.4 (0.7) 5.2 (0.5) 2.4 (0.4) 20.5 (0.8) 77.4 (1.0) 28.4 (1.2) 

Netherlandsώ 82.1 (1.7) 3.6 (0.9) 14.3 (1.4) 37.1 (1.7) 79.7 (2.0) 74.1 (1.9) 

New Zealandώ 92.9 (0.9) 1.8 (0.5) 5.3 (0.7) 34.5 (2.0) 72.8 (2.2) 51.5 (2.5) 

Norwayώ 92.1 (0.9) 2.3 (0.4) 5.6 (0.8) 18.3 (1.5) 69.8 (1.9) 34.1 (2.3) 

Poland 87.6 (1.0) 3.6 (0.6) 8.9 (0.9) 10.4 (0.7) 80.3 (1.2) 20.5 (1.3) 

Portugal 67.4 (1.0) 11.9 (0.7) 20.7 (1.0) 8.7 (0.5) 39.1 (1.3) 13.4 (0.9) 

Slovak Republic 82.2 (1.0) 5.4 (0.6) 12.4 (0.7) 6.5 (0.5) 80.8 (0.9) 27.3 (1.1) 

Slovenia 88.2 (0.9) 3.3 (0.5) 8.5 (0.8) 7.4 (0.6) 72.7 (1.3) 32.7 (1.2) 

Spain 69.2 (1.0) 6.2 (0.4) 24.6 (0.8) 15.6 (0.6) 71.5 (1.0) 54.2 (1.0) 

Sweden 91.0 (0.9) 1.8 (0.4) 7.2 (0.8) 14.7 (0.9) 71.3 (1.4) 40.1 (1.5) 

Türkiye 87.4 (1.0) 5.5 (0.6) 7.1 (0.9) 22.3 (0.8) 50.0 (0.9) 21.3 (1.0) 

United States 65.6 (2.4) 8.9 (1.3) 25.5 (2.3) 26.4 (1.7) 75.4 (2.0) 38.9 (2.6) 

Other economies             

Alberta (Canada)ώ 80.4 (2.3) 2.8 (0.6) 16.9 (2.3) 34.8 (1.7) 73.8 (1.8) 49.9 (2.2) 
Flemish Comm. 
(Belgium) 

87.2 (1.0) 2.8 (0.4) 10.0 (0.9) 21.3 (0.9) 62.2 (1.0) 71.2 (1.1) 
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  Employment conditions  Value of the profession and job satisfaction 

 

Percentage of teachers with the following 

employment status 

Value of the 

profession  

Job satisfaction with terms of 

employment and salary 

 

Permanent 

employment¹ 

Fixed-term 

contract: more 

than one 

school year 

Fixed-term 

contract: one 

school year or 

less 

Percentage of 

teachers who 

òagreeó or 
òstrongly agreeó 
that the teaching 

profession is 

valued in society 

Percentage of 

teachers who 

"agree" or "strongly 

agree" that they are 

satisfied with their 

terms of 

employment 

(barring salaries)³ 

Percentage of 

teachers who 

"agree" or 

"strongly agree" 

that they are 

satisfied with the 

salary they 

receive for their 

work  

 
% S.E. % S.E. % S.E. % S.E. % S.E. % S.E. 

 (1) (2) (3) (4) (5) (6) (9) (10) (11) (12) (13) (14) 

French Comm. 
(Belgium) 

75.1 (1.3) 0.0 (0.0) 24.9 (1.3) 5.8 (0.4) 76.5 (1.5) 66.1 (1.7) 

OECD average 80.7 (0.2) 5.7 (0.1) 13.6 (0.2) 21.7 (0.2) 68.4 (0.2) 38.7 (0.3) 

Partner and/or 

accession countries 
            

Brazil 63.5 (2.0) 18.7 (1.7) 17.8 (1.4) 14.1 (0.9) 44.3 (1.9) 22.3 (1.6) 

Bulgaria 90.7 (0.9) 3.8 (0.5) 5.5 (0.7) 42.4 (1.3) 80.9 (1.1) 64.6 (1.5) 

Croatia 92.2 (0.7) 3.8 (0.5) 4.0 (0.6) 9.5 (0.7) 51.9 (1.3) 22.5 (1.2) 

Romania 73.2 (1.3) 6.9 (0.6) 19.9 (1.1) 42.0 (0.9) 81.1 (0.9) 57.2 (1.2) 

Saudi Arabia 89.9 (0.9) 3.7 (0.6) 6.4 (0.7) 77.1 (1.0) 76.9 (1.0) 72.3 (1.2) 

South Africa 88.5 (0.9) 4.9 (0.6) 6.6 (0.6) 63.0 (1.3) 57.7 (1.6) 26.4 (1.4) 

EU average 82.3 (0.3) 3.5 (0.1) 14.2 (0.3) 15.4 (0.2) 69.8 (0.4) 37.3 (0.4) 

Note: Some columns with data on percentage of second-career teachers are available for consultation online.  
1. Permanent employment refers to an ongoing contract with no fixed endpoint before the age of retirement. 
2. Second-career teachers are teachers for whom teaching was not a first career choice and who have at least 10 years of work experience in non-education 
roles. 
3. Terms of employment refer to the terms of teaching contracts or employment, for example benefits and work schedule, excluding salary. 
4. Estimates should be interpreted with caution due to higher risk of non-response bias. 
The data for this table can be accessed via https://stat.link/es84jw. 

  

https://stat.link/es84jw
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Table 6. Comparing teachers' job satisfaction, work pressure, workload and participation in and unmet 
demand for professional development with other workers (2023) 

Results based on adults' responses, Survey of Adult Skills (PIAAC) 

  
Percentage of adults who report being "satisfied" or 

"extremely satisfied" with their jobs 

Percentage of adults reporting that in the last 12 months 

there were training activities they wanted to participate in but 

did not (i.e., "unmet demand") 
 By occupation By occupation 

 

Primary school, 
secondary 

education and 
vocational 

education teachers 
(a) 

Other employed 
adults aged 16-65 who 

have bachelor's or 
master's or equivalent 

attainment 
(b) 

Difference (a) 
- (b) 

Primary school, 
secondary 

education and 
vocational 

education teachers 
(a) 

Other employed 
adults aged 16-65 
with bachelor's or 

master's or 
equivalent attainment 

(b) 

Difference (a) - (b) 

  % S.E. % S.E. pp. dif. S.E. % S.E. % S.E. pp dif. S.E. 

  (1) (2) (3) (4) (5) (6) (25) (26) (27) (28) (29) (30) 

OECD countries            
 

Austria 88.9 (5.3) 87.7 (2.2) 1.2 (6.3) 41.2 (6.6) 20.4 (0.8) 20.8 (6.6) 

Canada 89.7 (2.8) 84.7 (1.9) 5.0 (3.4) 42.5 (6.0) 28.0 (0.8) 14.5 (6.2) 

Chile 60.4 (9.4) 81.8 (2.1) -21.4 (9.5) 62.5 (6.1) 36.9 (1.0) 25.5 (6.2) 

Croatia 92.1 (3.7) 88.0 (1.8) 4.1 (3.7) 30.9 (6.5) 13.1 (0.9) 17.8 (6.4) 

Czechia 88.6 (4.1) 81.2 (1.9) 7.5 (4.8) 34.1 (6.5) 24.7 (0.9) 9.4 (6.5) 

Denmark 88.1 (4.0) 89.8 (1.2) -1.7 (4.0) 43.6 (4.9) 32.1 (1.0) 11.5 (5.0) 

Estonia 86.4 (3.4) 89.7 (0.9) -3.3 (3.4) 43.5 (4.2) 36.7 (0.6) 6.8 (4.3) 

Finland 91.3 (4.3) 86.8 (1.3) 4.6 (4.5) 52.9 (5.9) 32.9 (0.8) 19.9 (6.0) 

France 73.5 (4.2) 83.6 (1.4) -10.1 (4.4) 28.6 (3.3) 21.7 (0.7) 7.0 (3.4) 

Germany 78.5 (6.3) 80.4 (1.3) -1.9 (6.6) 32.3 (5.7) 20.3 (0.8) 12.0 (5.8) 

Hungary 59.8 (7.1) 83.1 (1.7) -23.4 (7.1) 18.8 (4.2) 14.8 (0.7) 4.0 (4.1) 

Ireland 85.5 (4.8) 85.7 (1.3) -0.2 (4.9) 36.0 (5.2) 23.8 (0.9) 12.2 (5.5) 

Israel 83.8 (4.7) 91.2 (1.4) -7.4 (4.9) 26.2 (3.2) 22.7 (0.7) 3.5 (3.4) 

Italy c c 86.5 (2.7) c c 30.3 (8.3) 19.0 (1.3) 11.3 (8.4) 

Japan 85.7 (4.2) 66.1 (2.1) 19.6 (4.7) 42.2 (5.5) 24.1 (0.7) 18.1 (5.3) 

Korea c c 72.8 (3.8) c c 27.0 (5.7) 19.9 (0.8) 7.1 (5.7) 

Latvia 71.3 (6.6) 86.8 (1.5) -15.5 (6.8) 30.6 (4.7) 27.3 (0.9) 3.3 (4.7) 

Lithuania 71.6 (6.1) 84.8 (2.0) -13.2 (6.3) 38.8 (4.6) 20.0 (0.8) 18.8 (4.6) 

Netherlands 92.5 (3.5) 89.7 (1.2) 2.8 (3.9) 37.1 (6.1) 20.7 (0.9) 16.5 (5.9) 

New Zealand 85.6 (4.4) 79.2 (2.3) 6.5 (4.8) 37.8 (7.8) 32.5 (1.3) 5.4 (7.8) 

Norway 83.9 (3.6) 89.2 (1.0) -5.4 (3.5) 28.3 (3.3) 28.8 (0.9) -0.5 (3.5) 

Poland 96.9 (3.1) 94.7 (1.2) 2.2 (3.1) 12.4 (4.0) 6.2 (0.5) 6.2 (4.0) 

Portugal c c 78.7 (2.1) c c 44.4 (9.8) 29.7 (1.1) 14.7 (10.0) 

Slovak Republic 90.0 (3.7) 86.9 (2.1) 3.1 (4.5) 15.9 (3.5) 8.8 (0.7) 7.1 (3.6) 

Spain 92.5 (2.5) 84.9 (1.5) 7.6 (3.0) 36.5 (4.7) 27.2 (0.7) 9.3 (4.9) 

Sweden³ 95.2 (2.9) 88.1 (1.6) 7.0 (3.1) 27.0 (4.8) 28.2 (0.9) -1.2 (4.6) 

Switzerland 90.9 (2.6) 90.2 (0.9) 0.7 (2.9) 30.5 (3.7) 23.2 (0.7) 7.3 (3.7) 

United States 92.8 (3.0) 86.5 (1.3) 6.3 (3.1) 23.3 (6.6) 30.5 (1.2) -7.2 (7.0) 

Other economies                   

England (UK) 86.5 (4.2) 82.5 (1.6) 4.0 (4.5) 27.9 (6.0) 20.9 (0.8) 7.0 (5.9) 

Flemish Comm. (Belgium) 89.3 (3.8) 89.8 (1.2) -0.5 (3.8) 25.4 (4.2) 23.0 (1.0) 2.4 (4.4) 

OECD PIAAC average-29 84.6 (0.9) 84.9 (0.3) -1.0 (1.0) 33.7 (1.0) 24.3 (0.2) 9.4 (1.0) 

Note: Differences that are statistically significant are indicated in bold. Code "c" indicates that there are too few observations to provide reliable estimates. 
Some columns with data are available for consultation online.  
1. Full-time workers are those working 30 hours or more per week. 
2. Including any usual paid or unpaid overtime, but excluding lunch breaks or other breaks. 
3. In Sweden, most teachers have a soȤcalled ñferietjänstò, meaning their annual working time is concentrated to school terms - often resulting in slightly longer 
workweeks - but includes extended continuous holidays when students are off. 
The data for this table can be accessed via https://stat.link/es84jw. 

https://stat.link/es84jw
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Table 7. Changes in the number of teachers, classrooms and student enrolment between 2015 and 2024, and 
projected changes in the number of children between 2024 and 2033 

Public and private institutions 

  

Index of change in the number of students 

enrolled in education between 2015 and 2024 

(2015 = 100) 

Index of change in 

the number of full-

time equivalent 

classroom 

teachers between 

2015 and 2024 

(2015 = 100) 

Index of change in 

the number of 

school classrooms 

between 2015 and 

2024 (2015 = 100) 

Index of change in the projected 

number of children between 2024 

and 2033 (2024 = 100) 

 

By age, full-time and part-

time 

By level of 

education, in full-

time equivalents 

By level of 

education 

By level of 

education 
By age  

 5-9 10-14 5-14 Primary  
Lower 

secondary  
Primary  

Lower 

secondary  
Primary  

Lower 

secondary  
0 to 4 5-9 10-14 5-14 

  (1) (2) (3) (4) (5) (6) (7) (8) (9) (10) (11) (12) (13) 

OECD countries              

Australia 104 116 110 106 m 117 m 93 100 104 102 101 101 
Austria 112 105 109 112 106 111 105 111 104 102 92 103 97 
Belgium 99 113 106 103 99 111 103 m m 103 94 92 93 
Canada 106 118 112 110 m 114 m m m 96 91 95 93 
Chile 98 109 103 101 108 124 124 102 105 93 95 92 93 
Colombia¹ 96 94 95 90 93 98 110 93 100 89 88 94 91 
Costa Rica² 100 102 101 97 92 108 95 102 107 84 71 74 72 
Czechia 104 126 114 109 130 116 123 114 130 87 88 93 90 
Denmark³ 93 96 95 92 101 93 100 110 125 105 99 99 99 
Estonia 101 124 112 112 133 126 124 111 125 88 84 87 86 
Finland 94 108 101 101 111 114 108 102 110 99 89 83 86 
France2,4 95 105 100 96 102 106 101 107 101 101 97 89 93 
Germany 117 104 110 115 104 117 107 111 111 95 97 108 103 
Greece 84 99 91 88 105 116 105 90 99 90 89 85 87 
Hungary 98 94 96 97 93 99 89 92 97 95 98 102 100 
Iceland 97 117 107 106 121 116 116 106 118 113 114 101 107 
Irelandώ 96 119 107 99 m 127 m 111 m 98 84 83 83 
Israel 118 119 119 118 117 197 115 122 119 114 115 117 116 
Italy 84 96 90 89 95 104 105 92 100 99 84 80 82 
Japan 92 92 92 93 92 107 100 93 92 96 82 80 81 
Korea 87 91 89 92 85 108 104 102 98 100 59 61 60 
Latvia 103 107 105 106 112 90 91 96 97 77 70 86 77 
Lithuania 109 109 109 112 99 84 71 96 90 82 78 78 78 
Luxembourg 119 118 118 120 116 157 135 119 116 112 113 107 110 
Mexico 91 95 93 92 98 107 m 89 102 90 92 92 92 
Netherlands 96 94 95 94 95 95 98 m m 116 107 96 101 
New Zealand 103 118 110 104 118 105 111 m m 97 93 95 94 
Norway 96 107 101 101 112 106 137 m m 108 95 88 91 
Poland 106 120 113 m m m m m m 83 79 86 83 
Portugal 98 95 97 92 91 101 96 98 103 98 96 92 94 
Slovak Republic 115 114 114 113 122 135 88 111 111 84 86 97 91 
Slovenia 103 126 114 m m m m 119 118 91 84 86 85 
Spain 90 109 99 95 110 109 123 99 114 104 90 84 87 
Sweden 108 121 114 107 124 111 136 105 123 93 83 91 87 
Switzerlandώ 114 113 113 115 108 121 109 114 107 101 97 103 100 
Türkiye 113 107 110 104 104 108 129 96 112 98 101 104 102 
United Kingdom² 100 116 108 101 115 87 100 103 73 99 91 91 91 
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Index of change in the number of students 

enrolled in education between 2015 and 2024 

(2015 = 100) 

Index of change in 

the number of full-

time equivalent 

classroom 

teachers between 

2015 and 2024 

(2015 = 100) 

Index of change in 

the number of 

school classrooms 

between 2015 and 

2024 (2015 = 100) 

Index of change in the projected 

number of children between 2024 

and 2033 (2024 = 100) 

 

By age, full-time and part-

time 

By level of 

education, in full-

time equivalents 

By level of 

education 

By level of 

education 
By age  

 5-9 10-14 5-14 Primary  
Lower 

secondary  
Primary  

Lower 

secondary  
Primary  

Lower 

secondary  
0 to 4 5-9 10-14 5-14 

  (1) (2) (3) (4) (5) (6) (7) (8) (9) (10) (11) (12) (13) 

United States 94 100 97 96 101 107 108 101 127 101 95 93 94 
OECD average 101 108 104 102 106 113 108 104 108 97 91 92 91 

Partner and/or accession 

countries 
             

Argentina m m m m M m m m m 99 71 74 72 
Brazil 101 92 97 93 89 104 98 113 108 91 94 100 97 
Bulgaria 88 99 93 89 84 153 118 m m 86 81 85 83 
China m m m m m m m m m m m m  

Croatia 91 98 95 89 98 113 112 m m 85 87 89 88 
India m m m m m m m m m 97 94 91 92 
Indonesia m m m m m m m m m 96 102 102 102 
Peru m m m m m m m m m m m m m 
Romania 89 91 90 93 91 97 95 m m 91 84 87 86 
Saudi Arabia m m m m m m m m m 113 110 100 105 
South Africa 92 113 103 m m m m m m 95 108 112 110 
EU25 average 100 108 103 101 106 112 106 105 110 95 89 91 90 

G20 average m m m m m m m m m m m m m 

Note: Columns 6 and 7 cover all classroom teachers, with no distinction between fully and non-fully qualified teachers. 
1. The 2024 values on classroom teachers (Columns 6 and 7) are based on a more precise methodology than the 2015 values. While the figures are not fully 
comparable in strict methodological terms, the earlier data are considered sufficiently robust to support an approximate comparison. 
2.Year of reference 2016 instead of 2015. 
3. Year of reference 2023 instead of 2024 for data on number of classes in Denmark. 
4. Data on students, teachers and the number of classes (by level of education) refer to public institutions only. 
The data for this table can be accessed via https://stat.link/es84jw. 
 
 

https://stat.link/es84jw
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Part A. The output of 

educational institutions and 

the impact of learning 
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Highlights 

¶ In most OECD and partner countries, young men are more likely than young women to lack an upper secondary 
qualification. On average across OECD countries, 14% of men aged 25-34 have not completed upper secondary 
education, compared to 11% of women of that age. 

¶ As tertiary education has expanded over the past decade, vocational upper secondary attainment has become less 
common. On average across OECD countries, 25% of 55-64 year-olds have this as their highest educational 
qualification, compared to 19% of 25-34 year-olds. 

¶ The most common level of tertiary educational attainment is a bachelorôs or equivalent, with about 48% of tertiary-
educated 25-64 year-olds having a bachelorôs degree as their highest level of education. 

Figure A1.1. Distribution of educational attainment of adults (2025)  

In per cent, 25-64 year-olds 

 
1. Year of reference differs from 2025. 
For data, see Table A1.1. The data for this figure can be accessed via https://stat.link/tcxh4. 
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Context 

Educational attainment is a key indicator of human capital and plays an important role in shaping labour-market outcomes and 
broader well-being. Higher levels of educational attainment are generally associated with stronger employment prospects (see 
Chapter A3) and higher earnings (see Chapter A4), and have implications for an individualôs work-life balance (see Chapter 
A6). As economies evolve and skill demands change, education systems face the challenge of equipping learners with the 
knowledge and skills needed to succeed in both work and society. 

Over recent decades, tertiary attainment has increased substantially across OECD countries, while vocational education and 
training (VET) at the upper secondary and post-secondary non-tertiary levels remains an important component of education 
systems. Historically, vocational education at the upper secondary and post-secondary levels and tertiary education have often 
been viewed as distinct or alternative pathways to the labour market, reflecting the fact that most students entering tertiary 
education follow a general programme at the upper secondary level in many OECD countries. In practice, however, vocational 
and tertiary pathways often respond to different learner preferences, labour-market needs and institutional contexts, rather 
than representing competing alternatives. At the same time, the distinction between these pathways is becoming less 
pronounced in many countries, as tertiary programmes increasingly incorporate applied and work-based learning components 
and vocationally oriented programmes at the short-cycle tertiary level expand opportunities for progression to higher levels of 
education (OECD, 2022[1]). Overall, it is imperative to ensure that higher attainment is accompanied by corresponding 
improvements in skills.  

Understanding educational attainment patterns requires moving beyond the assumption that tertiary education is always 
ñbetterò, and furthermore beyond the idea that vocational and tertiary education are mutually exclusive. Educational pathways 
differ in their objectives, content and expected outcomes, and their value depends on individual aspirations, further learning 
opportunities and labour-market conditions. As education systems adapt to changing skill demands, expanding progression 
opportunities between different levels and orientations of education has become an increasingly important policy objective. 

This chapter examines educational attainment across OECD countries, covering below upper secondary, upper secondary 
and tertiary education and paying particular attention to the distribution of qualifications across different educational levels and 
programme orientations. Educational attainment statistics provide an important indicator of the skills and qualifications 
available within a population, helping to inform assessments of educational and labour-market outcomes, economic 
competitiveness, and social inclusion.  

Other findings 

¶ Educational attainment and skills proficiency are closely linked across OECD countries. Across OECD countries, more 

than four in five adults demonstrating high skills across literacy, numeracy and adaptive problem solving hold a tertiary 

qualification. Meanwhile adults with below upper secondary education make up less than 1% of this high-skilled group. 

¶ Although most people with high skills hold a tertiary qualification, not everyone with tertiary attainment has high skills. 

Around 18% of adults with low skills in all domains hold tertiary qualifications, indicating that formal qualifications alone 

do not fully capture adults' proficiency levels. 

¶ Regional data reveal significant differences in access to education. In Mexico, the share of adults with below upper 

secondary attainment ranges from 32% in México D.C. to 69% in Chiapas, a gap of 37 percentage points. In Spain, 

the difference between the Basque Country (20%) and Ceuta (49%) reaches 29 percentage points, while in the 

Republic of Türkiye the share ranges from 36% in Ankara to 69% in Southeast Anatolia - Middle, corresponding to a 

gap of 33 percentage points.  

Analysis 

Below upper secondary attainment  

Completing upper secondary education has become a baseline requirement for successful participation in many modern 
economies and societies. Adults without an upper secondary qualification face higher risks of unemployment, lower earnings and 
less flexible working arrangements than their more educated peers (see Chapters A3, A4 and A6). Adults with low educational 
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attainment are also less likely to participate in adult learning and training opportunities, limiting their ability to adapt to changing 
skill demands throughout their working lives (see Chapter A5). 

Despite the expansion of education systems over recent decades, on average across OECD countries, 18% of adults aged 25-
64 had not attained an upper secondary qualification in 2025. In Costa Rica and Mexico about 50% of adults or more lack upper 
secondary attainment (Table A1.1).  

Educational attainment has continued to improve among younger generations. Across OECD countries, the share of 25-34 year-
olds without upper secondary attainment has fallen from 17% in 2015 to 12% in 2025. Among OECD countries, Mexico recorded 
the highest share of young adults with below upper secondary attainment in both 2015 and 2025, although it has fallen from 55% 
in 2015 to 40% in 2025 showing significant progress. At the other end of the scale, Korea recorded the lowest share in both years, 
with 2% in 2015 and 1% in 2025 (Table A1.2).  

In most OECD and partner countries, young men are more likely than young women to lack an upper secondary qualification. On 
average across OECD countries, 14% of young men aged 25-34 have not completed upper secondary education, compared to 
11% of young women. Gender gaps of 8 percentage points or more are observed in Argentina, Brazil, Costa Rica, Estonia, Spain 
and Portugal. Only in Türkiye, Bulgaria, India, Indonesia, Peru and Romania (among OECD and partner countries) does the share 
of young women without upper secondary attainment exceed that of young men (Table A1.2). 

Reducing the share of adults without upper secondary education remains a key policy priority across OECD countries. 
Governments have continued to implement policies aimed at preventing early leaving from education and training, supporting 
second-chance opportunities and strengthening pathways between education, training and employment (see Box A2.1. in Chapter 
A2 and Chapter B3). 

Upper secondary or post-secondary non-tertiary attainment 

Upper secondary attainment can be considered a baseline for favourable labour market outcomes, as adults with only below 
upper secondary often face high unemployment and low earnings over the lifetime (see Chapters A3 and A4). While some 
countries have achieved very high levels of at least upper secondary attainment and therefore focus on expanding access to 
tertiary education, other countries have a continued need to expand access to education at both the upper secondary and tertiary 
levels.   

Figure A1.2 shows that trends in the share of younger adults (25-34 year-olds) whose highest qualification is upper secondary or 
post-secondary non-tertiary education varied across countries between 2015 and 2025. On average across OECD countries, the 
share of young adults with this level of attainment declined slightly, from 41% in 2015 to 39% in 2025. In some countries, the 
share increased markedly, particularly in Costa Rica (from 20% to 31%), Mexico (from 24% to 31%), Portugal (from 34% to 43%) 
and South Africa (from 39% to 49%). By contrast, sizeable declines were observed for example in Croatia (from 64% to 54%), 
France (from 42% to 34%), Germany (from 58% to 45%), Ireland (from 39% to 29%) and the United Kingdom (from 36% to 28%).  

In all OECD countries where upper secondary attainment rates declined over the past decade, tertiary attainment rates increased, 
suggesting that the drop is due to learners continuing their education beyond upper secondary rather than because of reduced 
access to educational opportunities. At the same time, in most countries where upper secondary attainment rates increased, 
below upper secondary attainment rates have been falling, with more people continuing into upper secondary education. Taken 
together, these trends point to a broad expansion of educational participation at different levels and across programme orientations 
across almost all OECD and partner countries over the last decade, (Table A1.2). In many countries, the role of upper secondary 
education, particularly through vocational education and training (VET) pathways, is closely linked to labour market outcomes; 
this relationship is explored further in Figure A1.3. 

Gender gaps in upper secondary attainment have remained fairly consistent among 25-34 year-olds over the last ten years. 
Across OECD countries, on average, 44% of young men had upper secondary or post-secondary non-tertiary attainment in 2025, 
10 percentage points more than the rate for young women (34%). The gap was similar in 2015, at about 9 percentage points (46% 
for young men and 37% for young women). The gap is the other way round for tertiary attainment, where the average difference 
between the share of 25-34 year-old women and men with tertiary attainment is 13 percentage points in favour of women 
(Table A1.2). 
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Figure A1.2. Trends in the share of 25-34 year-olds with an upper secondary or post-secondary non-tertiary 
qualification as their highest qualification (2015 and 2025) 

In per cent 

 
1. Year of reference differs from 2025. 
2. Year of reference differs from 2015. 
3. A break in 2020 affects the continuity of the data for Switzerland. Please see the Sources, methodologies and technical notes for more information. 
For data, see Table A1.2. The data for this figure can be accessed via https://stat.link/tcxh4. 

Countries also differ in the extent to which upper secondary education is offered with a vocational orientation and there are 
substantial differences across countries in the share of adults whose highest attainment is upper secondary vocational education 
(Table A1.1). As Figure A1.3 shows, older adults are more likely than younger ones to have an upper secondary vocational 
qualification as their highest level of education in most OECD and partner countries. On average across OECD countries, 25% of 
55-64 year-olds have vocational upper secondary attainment, compared to 19% of 25-34 year-olds. The differences are 
particularly wide in Denmark, Germany, Hungary, Poland and the Slovak Republic, where the share of older adults exceeds that 
of younger adults by over 20 percentage points. These differences may reflect a combination of factors, including changes in the 
provision and attractiveness of vocational programmes, as well as expanded opportunities for progression to higher levels of 
education. Only a few countries show the opposite pattern, with younger adults more likely than older adults to have upper 
secondary vocational attainment. This is particularly the case in Portugal (19% among 25-34 year-olds compared to 2% among 
55-64 year-olds) and Türkiye (12% compared to 6%). In Portugal this pattern is consistent with national reforms expanding the 
provision of vocational upper secondary education in recent decades (OECD, 2018[2]). 
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Figure A1.3. Share of adults whose highest attainment is upper secondary vocational education, by age 
group (2025) 

In per cent 

 
1. Year of reference differs from 2025. 
For data, see Table A1.3. The data for this figure can be accessed via https://stat.link/tcxh4. 

Furthermore, trends suggest that policy priorities, participation patterns and attainment outcomes have evolved over recent years. 
Recent OECD work has highlighted VET as a key component of education systems and an important pathway for developing 
skills relevant to the labour market, reflecting increasing policy efforts to strengthen the attractiveness and status of vocational 
education (OECD, 2023[3]). At the same time, the share of young adults with upper secondary or post-secondary non-tertiary 
vocational attainment as the highest level attained declined from 25% in 2015 to 23% in 2025 on average across OECD countries. 
This trend has been consistent for both men and women, with the gender gap at this level remaining at 7 percentage points (Table 
A1.2, web columns). While this reflects changes in the share of individuals whose highest qualification is vocational education at 
the upper secondary and post-secondary non-tertiary levels, this is not a clear indication in the overall importance of vocational 
education. In some countries, declining attainment at upper secondary and post-secondary non-tertiary vocational levels may 
partly reflect increasing progression into tertiary education, including professionally oriented, applied and higher vocational 
programmes.  

Tertiary attainment  

The most common level of tertiary attainment is a bachelorôs degree, with about 48% tertiary-educated 25-64 year-olds having a 
bachelorôs or equivalent qualification as their highest level of education. This is followed by masterôs attainment, with around 34% 
of tertiary-educated adults holding this degree as their highest qualification. This pattern of attainment reflects strong labour-
market demand for highly skilled workers, with bachelorôs and masterôs degrees serving as key pathways to employment in 
knowledge-intensive sectors. In contrast, a relatively low share of tertiary educated adults hold short-cycle tertiary qualifications 
as their highest educational attainment (16%), while an even smaller share (about 3%) have attained a doctorate (Table A1.1). 
Although doctoral graduates represent a relatively small share of the population, doctoral education remains essential for 
research, innovation and the development of advanced skills. Recent OECD analysis also highlights the growing complexity and 
diversification of academic and research careers, as well as the increasing importance of advanced research and digital 
competencies across sector (OECD, 2024[4]). 
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The share of tertiary-educated 25-34 year-olds increased between 2015 and 2025 in almost all OECD countries with comparable 
data. On average across OECD countries, the share rose from 42% in 2015 to 49% in 2025. Particularly large increases ï of 
12 percentage points or more ï were observed in Chile, Ireland, Luxembourg, Spain, and Türkiye. More moderate increases were 
recorded in most other OECD countries, while Hungary, Israel and Finland were the only OECD countries to experience either no 
growth or a slight decrease in tertiary attainment rates over the period (Table A1.2). 

Gender differences in tertiary attainment among 25-34 year-olds have seen little improvement over the past ten years. On average 
across OECD countries, 56% of younger women held a tertiary qualification in 2025, compared to 43% of men. This 
13 percentage-point gap favouring women is slightly larger than the 12 percentage-point gap in 2015 (Table A1.2).  

Although the overall gender gap has remained relatively stable across OECD countries, trends vary considerably at the national 
level. In some countries, the tertiary attainment gap between young men and women has widened further over the past decade, 
increasing by 11 percentage points in Iceland between 2015 and 2024, 9 percentage points in Türkiye and 8 percentage points 
in Korea. In Türkiye, men and women had almost identical tertiary attainment rates in 2015, but women pulled ahead markedly 
over the following decade. In contrast, some countries have seen the gap narrow. In Latvia, for example, the gender gap fell by 
about 9 percentage points, driven mostly by rising tertiary attainment rates among men. However, Latvia had an exceptionally 
large gender gap in 2015 and still had one of the largest gaps in tertiary attainment across OECD countries by 2025 (Table A1.2). 

Educational attainment and skills  

Educational attainment is closely associated with the skills adults possess, although higher attainment does not guarantee greater 
proficiency levels. Drawing on data from the OECD Survey of Adult Skills (PIAAC) (OECD, 2026[5]), Figure A1.4 shows the 
distribution of the OECD average adults' educational attainment by skill proficiency using a combined measure of proficiency in 
literacy, numeracy and adaptive problem solving. For more information on the construction of the combined skills measure, see  

Methodology section below.  

Figure A1.4. OECD average educational attainment of adults, by combined skill level (2023) 

In per cent; 25-64 year-olds; Survey of Adult Skills (PIAAC) 

 
Note: The estimates in this figure are derived from the OECD Survey of Adult Skills. Differences in underlying sources, country composition and population 
coverage may result in small discrepancies compared to Table A1.1, which is based on the NEAC questionnaire.  
For data, see Table A1.4., available online. The data for this figure can be accessed via https://stat.link/tcxh4. 

Across OECD countries, more than four out of five adults demonstrating high skills across literacy, numeracy and adaptive problem 
solving hold a tertiary qualification, while adults with below upper secondary education account for less than 1% of this group. The 
share of adults holding a tertiary qualification rises sharply when comparing those with medium proficiency levels and those with 
high levels in at least one domain, increasing from 48% among adults with medium skills in all domains to almost 72% among 
those demonstrating high skills in at least one domain (Figure A1.4). 
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Meanwhile, adults with below upper secondary attainment are the least likely to have high skills in at least one domain. Although 
they make up only 15% of the total population, adults with below upper secondary attainment make up 38% of the population with 
low skills in all domains. Adults with upper secondary or post-secondary non-tertiary attainment make up the largest share of 
adults with low skills in all domains, accounting for 44% of this group (Figure A1.4). 

Although most people with high skills hold a tertiary qualification, not everyone with tertiary attainment has high skills. Around 18% 
of adults with low skills in all domains hold tertiary qualifications, indicating that formal qualifications alone do not fully capture 
adults' proficiency levels (Figure A1.4). In Canada, Denmark, Finland, Israel and Korea, tertiary-educated adults make up more 
than 25% of the population with low skills across domains ï all countries with among the highest levels of tertiary attainment 
(Table A1.1) and Table A1.4, available online). Together, these results suggest that higher educational attainment does not in 
itself guarantee high proficiency in foundational skills in adulthood, highlighting the importance of strengthening opportunities for 
the acquisition and maintenance of these skills across the life course. 

Subnational variation in educational attainment  

Educational attainment can vary substantially within countries, and these differences often reflect long-standing economic, 
demographic and geographic disparities within countries. Large cities tend to attract more highly educated individuals because 
they offer greater access to tertiary education institutions, higher-skilled employment opportunities and more diversified labour 
markets. By contrast, rural and remote regions often face more limited access to educational opportunities, weaker labour-market 
demand for highly skilled workers and higher rates of population ageing (OECD, 2024[6]). 

Internal migration patterns can further reinforce these regional differences. Younger adults and tertiary graduates are more likely 
to move towards urban centres in search of education and employment opportunities, contributing to the concentration of highly 
educated populations in capital regions. Meanwhile, lower educational attainment levels in some rural and economically 
disadvantaged regions are partly linked to lower incomes, fewer educational pathways and more limited access to services and 
infrastructure.  

The organisation of education systems and labour markets also plays an important role in shaping regional attainment patterns. 
Countries with strong vocational education and training systems and more balanced regional economic development often exhibit 
smaller regional disparities, while countries with highly concentrated economic activity may experience larger educational gaps 
between regions. Regional inequalities in educational attainment are therefore closely linked to broader territorial inequalities in 
employment opportunities, productivity and economic development (OECD, 2024[6]). 

In most OECD countries, overall tertiary attainment rates among 25-64 year-olds vary considerably across subnational regions, 
with particularly large regional differences in Czechia, Canada and Hungary. The widest differences are in Czechia, where tertiary 
attainment ranges from 16% in Northwest to 55% in Prague, a gap of 39 percentage points. In Canada, it is 38 percentage points, 
ranging from 33% in Nunavut to 71% in Ontario, while in Hungary, it ranges from 21% in Northern Hungary to 59% in Budapest, 
also a difference of 38 percentage points. By contrast, some countries have a more even distribution of tertiary attainment, with 
narrower gaps between regions. In Slovenia, the gap is only 9 percentage points, ranging from 31% in Eastern Slovenia to 40% 
in Western Slovenia. In Ireland, it is 10 percentage points, ranging from 53% in Northern and Western to 63% in Eastern and 
Midland, while in Italy it is 12 percentage points, between Sicily (17%) and Lazio (29%) (Table A1.5, available online). 

There are also substantial regional differences in the share of adults with below upper secondary attainment in several OECD 
countries. Particularly large regional disparities are observed in Canada, Mexico, Portugal and Türkiye. In Canada, the share 
ranges from 5% in Ontario to 43% in Nunavut, a 38 percentage point difference. Similarly, in Mexico, the share ranges from 32% 
in México D.C. to 69% in Chiapas, a gap of 37 percentage points. In Türkiye the share ranges from 36% in Ankara to 69% in 
Southeast Anatolia - Middle, corresponding to a gap of 34 percentage points while in Portugal, the difference between Greater 
Lisbon (25%) and Autonomous Region of the Azores (57%) is 32 percentage points. Conversely, some countries see more limited 
regional variation in below upper secondary attainment rates. In Finland, the gap between Northern and Eastern Finland (10%) 
and Helsinki-Uusimaa (12%) is only 3 percentage points. Similarly, in Lithuania, the difference between the Capital Region (2%) 
and Central and Western Lithuania Region (5%) is 3 percentage points, similar to that in Slovenia between Western Slovenia 
(9%) and Eastern Slovenia (12%) (Table A1.5, available online). 

Definitions 

Age groups: Adults refer to 25-64 year-olds; younger adults refer to 25-34 year-olds. 
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Educational attainment refers to the highest level of education successfully completed by an individual. 

Levels of education: See the Readerôs Guide at the beginning of this publication for a presentation of all ISCED 2011 levels. 

The cognitive skill domains on which PIAAC data are based are literacy, numeracy and adaptive problem-solving: 

¶ Literacy in PIAAC Cycle 2 is defined as the ability to access, understand, evaluate and reflect on written texts to achieve 
one's goals, develop knowledge and potential, and participate in society. This encompasses both traditional print-based 
texts and digital texts, acknowledging the growing importance of navigating and interpreting information in digital 
environments. Tasks may involve multiple sources and formats, including continuous (e.g. sentences, paragraphs), non-
continuous (e.g. charts, tables) and mixed texts, reflecting a range of genres and contexts.  

¶ Numeracy in PIAAC Cycle 2 is accessing, using and reasoning critically with mathematical content, information and 
ideas represented in multiple ways in order to engage in and manage the mathematical demands of a range of situations 
in adult life. The assessment covers engagement with mathematical information in both traditional and digital 
environments, including tasks that require understanding and applying mathematical concepts in real-life contexts. An 
additional assessment of numeracy components focuses on skills essential for achieving automaticity and fluency in 
managing mathematical and numerical information.  

¶ Replacing the previous domain of problem solving in technology-rich environments, Cycle 2 introduced adaptive 

problem solving, defined as the capacity to achieve one's goals in dynamic situations where a solution method is not 
immediately apparent. This requires engaging in cognitive and metacognitive processes to define the problem, search 
for information and apply a solution across various information environments and contexts. This broader construct 
reflects the evolving nature of the problem-solving skills needed in today's complex and digital world. 

Proficiency levels: In each of the three domains assessed in the OECD Survey of Adult Skills (PIAAC), proficiency is considered 
as a continuum of ability involving the mastery of information-processing tasks of increasing complexity. The results are 
represented on a 500-point scale. To help interpret the results, the reporting scales have been divided into ñproficiency levelsò 
defined by particular score-point ranges. Six proficiency levels are defined for literacy and numeracy (Levels 1 through 5 plus 
below Level 1). Each proficiency level is described in terms of the characteristics of the types of tasks that can be successfully 
completed by adults with proficiency scores in the range of scores that defines a level. Short descriptions of the types of tasks 
related to each level are provided below, while more details can be found in Tables 2.4, 2.5 and 2.6 in the PIAAC international 
report (OECD, 2024[7]). 

¶ Below Level 1: Basic tasks involving simple text or numerical information. 

¶ Level 1 (scores equal to or higher than 176 points): Tasks requiring the identification of information in short texts or simple 

mathematical operations. 

¶ Level 2 (scores equal to or higher than 226 points): Tasks involving integration of information from multiple sources or 

application of basic mathematical concepts. 

¶ Level 3 (scores equal to or higher than 276 points): Tasks requiring interpretation and evaluation of complex texts or 

more advanced mathematical reasoning. 

¶ Level 4 (scores equal to or higher than 326 points): Tasks involving complex reasoning and problem-solving with intricate 

texts or mathematical information. 

¶ Level 5 (scores equal to or higher than 376 points): Tasks requiring the synthesis and critical evaluation of complex 

information or advanced mathematical concepts. 

Table A1.4 (available online) and Figure A1.4 featured the use of combined skills domains. These composite skill profiles were 
constructed using respondentsô plausible values in the three PIAAC cognitive domains: literacy, numeracy and adaptive problem 
solving. For each of the plausible values, scores were first classified into three proficiency levels using standard PIAAC thresholds: 
low (below 226 points), medium (226ï325 points) and high (326 points or above). The three domain-specific proficiency levels 
were then combined to create a detailed 8-category skills profile capturing the distribution of low, medium and high proficiency 
across domains. The categories ranged from respondents with low skills in all three domains to those with high skills in all three 
domains, with intermediate categories distinguishing different combinations of skill strengths and weaknesses (e.g. low skills in 
two domains and medium skills in one domain or medium skills in two domains and high skills in one domain). 
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Methodology 

Educational attainment profiles are based on annual data on the percentage of the adult population (25-64 year olds) in specific 
age groups who have successfully completed a specified level of education. 

In OECD statistics, recognised qualifications from ISCED 2011 level 3 programmes that are not of sufficient duration for 
ISCED 2011 level 3 completion are classified at ISCED 2011 level 2 (see the Readerôs Guide). Where countries have been able 
to demonstrate equivalencies in the labour-market value of attainment formally classified as the ñcompletion of intermediate upper 
secondary programmesò ï such as achieving five good General Certificates of Secondary Education (GCSEs) or equivalent in 
the United Kingdom (note that each GCSE is offered in a specific school subject) ï and ñfull upper secondary attainmentò, 
attainment of these programmes is reported as ISCED 2011 level 3 completion in the tables that show three aggregate levels of 
educational attainment (UNESCO-UIS, 2012[8]). 

Most OECD countries include people without formal education under the international classification ISCED 2011 level 0. Averages 
for the category ñless than primary educational attainmentò are therefore likely to be influenced by this inclusion. 

See the OECD Handbook for Internationally Comparative Education Statistics (OECD, 2018[9]) and Education at a Glance 2026 
Sources Methodologies and Technical Notes ([link to be added]) for more information. 

With regard to PIAAC data, the educational attainment variable is based on education levels (EDLEVEL3), following the 
International Standard Classification of Education (ISCED) 2011, and grouped into below upper secondary (ISCED 1, 2 and 3 
short), upper secondary (ISCED 3 and 4) and tertiary (ISCED 5, 6, 7 and 8). Where possible, foreign qualifications are included 
as the closest corresponding level in the respective national education systems and doorstep interviews on education (DI_Q04) 
were included in the educational attainment variable. The distribution across skill domains is based on plausible values for literacy 
(PVLIT), numeracy (PVNUM) and adaptive problem-solving (PVAPS) scores, educational attainment (EDLEVEL) and 
demographic variables such as age (adults aged 25 to 64).  

Sources 

Data on educational attainment for most countries are taken from OECD databases, which are compiled from National Labour 
Force Surveys by the OECD Labour Market, Economic and Social Outcomes of Learning (LSO) Network. Data on educational 
attainment for Argentina, India and Indonesia are taken from the International Labour Organization (ILO) database. 

Data on subnational regions for selected indicators are available in the OECD Regional Statistics Database (OECD, 2026[10]). 

Data on proficiency levels are based on the Survey of Adult Skills (PIAAC)(2023) (OECD, 2026[5]). PIAAC is the OECD Programme 
for the International Assessment of Adult Competencies. See About the Survey of Adult Skills at the beginning of this publication 
for additional information. 
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Chapter A1 Tables 

Tables and notes 

Table A1.1 Educational attainment of adults (2025) 

Table A1.2 Trends in the educational attainment of 25-34 year-olds, by gender (2015 and 2025) 

Table A1.3 Educational attainment, by programme orientation and age group (2025) 

WEB Table A1.4 Distribution of adults by educational attainment, by literacy, numeracy and adaptive problem-solving levels (2023) 

WEB Table A1.5 Subnational regions with the highest and lowest attainment rates, by educational attainment (2025) 

StatLink 2 https://stat.link/tcxh4j 

 

Data Download 

The data for the figures and tables in this chapter can be downloaded via. https://stat.link/tcxh4. 

To access further data and/or other education indicators, please visit the OECD Data Explorer: http://data-
explorer.oecd.org/s/4s. 

Data cut-off for the print publication 17 June 2026. Please note that the Data Explorer contains the most recent data. 

Control codes 

a ï category not applicable; b ï break in series; c ï there are too few observations to provide reliable estimates; d ï contains data 
from another column; m ï missing data; r ï values are below a certain reliability threshold and should be interpreted with caution 
x ï contained in another column (indicated in brackets). For further control codes, see the Readerôs Guide. 

For further methodological information, see Education at a Glance 2026: Sources, Methodologies and Technical Notes 
(https://doi.org/10.1787/dcf64a14-en). 

https://stat.link/tcxh4j
https://stat.link/tcxh4
http://data-explorer.oecd.org/s/4s
http://data-explorer.oecd.org/s/4s
https://doi.org/10.1787/dcf64a14-en
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Table A1.1. Educational attainment of adults (2025) 

Percentage of 25ï64-year-olds with a given level of education as the highest level attained 
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(1) (2) (4) (6) (7) (8) (9) (10) (11) (12) (13) (14) 

OECD countries             

Australia 0 2 10 12 28 6 34 11 31 10 2 54 

Austria x(2) 1d 12 13 46 3 49 15 6 15 1 38 
Belgium 2 3 10 15 36 2 37 1 25 20 1 47 
Canada x(2) 2d 5 7 20 10 29 25 25 14d x(12) 64 
Chile1 4 3 15 21 42 a 42 11 23 3 0 37 
Colombia x(6) x(6) m 35 m x(9) 36 x(14) m x(14) x(14) 29 
Costa Rica 9 24 10 50 21 0 21 7 18 3 0 28 
Czechia 0 0 5 6 66d x(7) 66 0 8 20 1 29 
Denmark x(2) 1d,b 15b 16b 38b 0b 38b 6b 23b 15b 2b 46b 
Estonia 0 1 10 10 37 10 47 5 16 21 1 42 
Finland x(2) 1d 10 11 45 2 46 6 18 17 1 43 
France 1 2 11 15 40 0 40 14 12 17 1 45 
Germany x(2) 6d 8 14 36 14 50 1 20 13 2 35 
Greece 1 8 9 18 38 9 47 0 24 10 1 35 
Hungary 0 1 11 12 48 8 57 2 13 16 1 32 
Iceland1 x(2) 0d 20 20 29 6 35 6 20 17 1 44 
Ireland 0 2 7 9 19 13 32 2 37 18 2 59 
Israel 3 3 7 13 36 a 36 11 25 14 1 51 
Italy 1 3 29 33 44 1 45 0 6 15 1 22 
Japan x(7) x(7) x(7) m 42d x(10) 42d 21d 37d x(11) x(11) 58d 
Korea x(2) 2 4 6 36 a 36 15 38 5 d x(12) 58 
Latvia 0 0 8 11 36 12 48 5 18 17 0 41 
Lithuania 0 1 4 6 26 18 44 a 32 17 1 50 
Luxembourg 2 5 11 18 25 3 28 6 15 30 3 55 
Mexico 8 13 30 53 24 a 24 1 20 2 0 22 
Netherlands 2 4 12 18 35 0 36 2 24 18 1 46 
New Zealand x(4) x(4) 17d 17 25 14 39 4 32 7 1 44 
Norway 0 1 15 16 31 2 34 12 22 16 1 50 
Poland 0 1 4 5 52 3 55 0 9 29 1 40 
Portugal 1 18 17 36 30 1 32 0 11 21 1 33 
Slovak Republic 0 0 6 6 62 2 64 0 4 25 1 30 
Slovenia 0 0 10 11 54 a 54 7 11 15 3 35 
Spain 2 5 28 35 23 0 23 13 12 17 1 42 
Sweden x(2) 2d 12 14 27 8 35 10 21 18 2 51 
Switzerland 0 1 12 14 40d x(7) 40 m 25 18 3 46 
Türkiye 4 29 15 48 24 a 24 8 17 2 1 28 

United Kingdom 0 0 16 17 18 a 29 9 28 16 2 55 
United States 1 2 5 8 40d x(7) 40 11 26 13 2 52 
OECD average 1 4 12 18 35 4 39 7 20 14 1 43 
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(1) (2) (4) (6) (7) (8) (9) (10) (11) (12) (13) (14) 
Partner and/or 
accession countries 

Argentina 3 13 15 31 45 a 45 x 23d x m 23 
Brazil1 11 15 13 38 x(9) x(9) 40 x(11) 21d 1 0 22 
Bulgaria 1 2 10 13 51 0 51 a 11 24 1 36 
China m m m m m m m m m m m m 
Croatia 0 1 m 9 60 a 60 3 7 20 1 31 
India 30 14 30 73 10 1 11 x(11) 16d x m 16 
Indonesia1 12 27 19 58 30 a 30 2 9 1 0 13 
Peru 3 18 m 32 33 m 33 5 m m m m 
Romania 1 3 16 25 53 3 56 m 19d x(11) x(11) 19 
Saudi Arabia m m m m m m m m m m m m 
South Africa x(2) 4d 33 49 35 8 43 1 7 1d x(12) 8 
EU25 average 1 3 12 15 41 5 46 4 16 19 1 39 

G20 average m 9 16 31 31 6 35 m 21 m m 36 

Note: Data refer to ISCED 2011 for all countries, except Argentina and India, which use ISCED-97. Total might not add up to 100% for the averages because 
of missing data for some levels for some countries. Data for Argentina, India and Indonesia are from the International Labour Organization (ILO). Columns 
with data on the completion of intermediate lower secondary programmes, completion of intermediate upper secondary programmes, and all levels of education 
are available for consultation online. 
1. Year of reference differs from 2025: 2024 for Brazil and Chile; 2023 for Iceland and IndonesiaThe data for this Table can be accessed via 
https://stat.link/tcxh4. 
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Table A1.2. Trends in the educational attainment of 25-34 year-olds, by gender (2015 and 2025) 

Percentage of 25ï34-year-olds with a given level of education as the highest level attained 

  
Below upper secondary 

Upper secondary or post-secondary 

non-tertiary 
Tertiary 

  2015 2025 2015 2025 2015 2025 

  Men Women Men Women Men Women Men Women Men Women Men Women 

  (1) (2) (4) (5) (7) (8) (10) (11) (19) (20) (22) (23) 

OECD countries             

Australia 12 11 8 6 45 34 42 28 42 54 50 66 
Austria 9 11 13 8 55 48 49 42 36 41 38 50 
Belgium 19 16 12 10 43 35 42 30 37 49 45 60 
Canada 8 5 6 3 42 27 35 20 51 68 60 76 
Chile1 17 16 12 8 55 52 49 43 28 31 39 48 
Colombia 35 30 m m 41 39 m m 24 32 m m 
Costa Rica 54 49 39 31 20 20 30 32 26 31 31 37 
Czechia 6 6 7 7 69 56 64 49 24 38 29 43 
Denmark 21 15 19b 12b 44 33 38b 27b 35 52 44b 61b 
Estonia 14 10 16 7 55 39 51 37 31 51 33 56 
Finland 12b 8b 13 9 55b 43b 56 44 33b 49b 31 47 
France 15 12 11 9 45 39 37 31 40 49 52 59 
Germany 13 12 16 12 59 57 46 44 29 31 38 44 
Greece 20 12 9 7 46 41 56 42 34 46 35 51 
Hungary 15 13 12 12 59 48 60 50 26 38 28 38 
Iceland1 32 21 22 15 38 33 47 27 30 46 31 58 
Ireland 11 8 5 3 43 35 32 26 46 58 63 70 
Israel 10 7 12 9 53 37 52 34 36 56 36 57 
Italy 29 22 22 16 52 47 54 46 19 31 25 38 
Japan m m m m m m 36d 29d 58d 61d 63d 70d 
Korea 1 2 1 1 34 25 35 19 65 73 63 80 
Latvia 20 10 14 7 54 36 50 38 26 54 35 55 
Lithuania 14 6 6 3 41 29 41 27 45 65 53 70 
Luxembourg 18 13 10 8 37 32 30 26 45 55 60 65 
Mexico 56 55 40 39 24 24 32 31 20 21 28 30 
Netherlands 16 12 12 8 43 37 37 31 41 51 52 61 
New Zealand 20 18 12 10 45 37 46 37 35 44 42 53 
Norway 20 17 16 13 40 26 36 21 40 57 48 66 
Poland 8 4 6 4 58 43 58 42 34 53 36 55 
Portugal 40 27 19 11 35 32 47 39 26 41 35 51 
Slovak Republic 7 7 10 8 69 53 63 46 23 40 28 45 
Slovenia 7 4 9 5 62 43 60 39 30 53 32 55 
Spain 40 29 29 20 25 24 25 21 35 47 47 59 
Sweden 20 15 18 12 41 31 36 27 39 54 46 61 
Switzerland3 9 9 10 8 46 43 42 38 45 48 48 54 
Türkiye 44 52 26 27 28 21 33 23 28 27 41 50 

United Kingdom 14 13 12 10 38 35 30 26 48 52 58 65 
United States 10 9 6 5 47 41 46 37 42 51 48 57 
OECD average 19 16 14 11 44 36 43 33 34 46 41 54 

OECD average for 

countries with 

available and 
comparable data for 
both years 

19 15 14 11 46 37 44 34 36 48 43 56 
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Below upper secondary 

Upper secondary or post-secondary 

non-tertiary 
Tertiary 

  2015 2025 2015 2025 2015 2025 

  Men Women Men Women Men Women Men Women Men Women Men Women 

  (1) (2) (4) (5) (7) (8) (10) (11) (19) (20) (22) (23) 
 

Partner and/or 
accession countries 

Argentina m m 30 22 m m 55 57 m m 14 20 
Brazil1, 2 39 31 30 21 45 47 49 51 16 22 20 28 
Bulgaria 17 18 11 15 58 42 54 37 25 40 35 48 
China m m m m m m m m m m m m 
Croatia 5 5 4 3 72 57 61 47 23 38 34 51 
India m m 53 60 m m 19 15 m m 28 25 
Indonesia1 51 56 42 43 36 29 43 36 13 15 15 21 
Peru m m 16 21 m m 36 30 m m m m 
Romania 26b 27b 23 27 51b 45b 56 48 23b 28b 21 25 
Saudi Arabia m m m m m m m m m m m m 
South Africa 54 49 46 39 37 40 47d 52d 9 11 7 10 
EU25 average 17 13 13 10 51 41 48 38 32 46 39 53 

G20 average m m 23 21 m m 40 34 m m 38 45 

Note: Data refer to ISCED 2011 for all countries, except Argentina and India, which use ISCED-97. Data for Argentina, India and Indonesia are from the 
International Labour Organization (ILO). Columns showing totals for men and women, and for vocational upper secondary or post-secondary non-tertiary 
attainment are available for consultation online. 
1. Year of reference differs from 2025: 2024 for Brazil and Chile; 2023 for Iceland and Indonesia. 
2. Year of reference differs from 2015: 2016 for Brazil.  
3. A break in 2020 affects the continuity of the data for Switzerland. See Education at a Glance 2026: Sources, Methodologies and Technical Notes 

(https://doi.org/10.1787/dcf64a14-en)  
The data for this Table can be accessed via https://stat.link/tcxh4 

 

https://doi.org/10.1787/dcf64a14-en
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Table A1.3. Educational attainment, by programme orientation and age group (2025) 
Percentage of 25-34 year olds with a given level of education as the highest level attained 

 
Below upper 

secondary 

Upper secondary or post-secondary non-tertiary Tertiary 

Upper secondary 
Post-secondary non-

tertiary 
Total 

Total 
Short-cycle tertiary Bachelor's 

or equivalent 

Master's or 

equivalent 

Doctoral or 

equivalent 
Total 

General Vocational General Vocational General Vocational General Vocational Total 

(1) (2) (3) (4) (5) (6) (7) (8) (9) (10) (11) (12) (13) (14) (15) 

OECD countries                

Australia 7 18 12 a 5 18 17 35 m 9 9 38 11 1 58 
Austria 11 8 34 a 3 8 37 46 a 15 15 14 14 0 44 
Belgium 11 12 22 a 2 12 24 36 x(11) x(11) 1 27 24 1 53 
Canada 5 19 a a 9 19 9 28 3 20 22 30 15d x(13) 68 
Chile1 10 37 9 a a 37 9 46 a 13 13 29 2 0 44 
Colombia 20 x(8) x(8) x(8) x(8) x(8) x(8) 45 x(15) x(15) x(15) m x(15) x(15) 35 
Costa Rica 35 28 2 a 0 28 3 31 a 4 12 20 2  34 
Czechia 7 5d 52d x(2) x(3) x(2) x(3) 57 x(11) x(11) 0 14 22 0 36 
Denmark 15b 12b 20b a m 12b 20b 32b m 6b 6b 26b 20b 1b 52b 
Estonia 12 17 15 a 11 17 27 44 a m m 24 20 0 44 
Finland 11 13 37 a 0 13 37 50 x(11) x(11) 0 23 15 0 38 
France 10 8 26 0 a 8 26 34 0 11 12 15 28 1 56 
Germany 14 7 21 a 17 7 38 45 a 0 0 24 16 1 41 
Greece 8 29 8 a 12 29 20 49 a   30 13 0 43 
Hungary 12 13 27 a 15 13 42 55 a 2 2 9 21 1 33 
Iceland1 19 22 12 0 4 23 15 38 x(11) x(11) 5 22 17  44 
Ireland 4 17 m m 11 17 11 29 x(11) x(11) 1 43 21 1 67 
Israel 11 41 3 a a 41 3 43 a 9 9 28 8 1 46 
Italy 19 14 34 0 1 14 36 50 0 0 0 13 17 1 31 
Japan m m m x(11) x(11) m m 32d m m 17d 51d x(12) x(12) 68d 
Korea 1 x(8) x(8) a a x(8) x(8) 28 a 19 19 49 3 m 71 
Latvia 11 23 15 a 6 23 21 45 a 8 8 25 11 0 45 
Lithuania 5 17 7 a 11 17 18 34 a a a 43 17 0 61 
Luxembourg 9 16 a 3 a 18 a 28 6  6 19 35  62 
Mexico 40 30 1 a a 30 1 31 a 0 0 27 2 0 29 
Netherlands 10 7 27 a 0 7 27 34 a 1 1 30 24 1 56 
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Below upper 

secondary 

Upper secondary or post-secondary non-tertiary Tertiary 

Upper secondary 
Post-secondary non-

tertiary 
Total 

Total 
Short-cycle tertiary Bachelor's 

or equivalent 

Master's or 

equivalent 

Doctoral or 

equivalent 
Total 

General Vocational General Vocational General Vocational General Vocational Total 

(1) (2) (3) (4) (5) (6) (7) (8) (9) (10) (11) (12) (13) (14) (15) 

New Zealand 11 20 6 a 15 20 21 41 a 5 5 36 6 1 48 
Norway 15 9 17 a 2 9 19 29 11 2 13 26 17 0 57 
Poland 5 15 33 m 2 15 35 50 m   15 30 0 45 
Portugal 15 21 19 a 2 21 21 43 a 1 1 25 16 0r 43 
Slovak Republic 9 6 47 a 2 6 48 55 a   7 29 1 36 
Slovenia 7 7 43 a a 7 43 50 a 7 7 20 15 1 43 
Spain 25 13 10 a 0 13 10 23 a 15 15 18 18 1 53 
Sweden 15 8 15 6 3 14 18 31 a 5 10 25 17 1 54 
Switzerland 9 10 29 x(8) x(8) 10 29 40 a m m 29 20 2 51 
Türkiye 26 16 12 a a 16 12 28 15 a 15 28 3 0 46 

United Kingdom 11 13 15 a a 13 15 28 a 7 7 35 18 1 61 
United States 5 x(8) x(8) x(8) x(8) x(8) x(8) 42 6 4 10 30 11 2 53 
OECD average 13 16 19 0 4 16 21 38 1 6 7 25 16 1 47 

Partners and/or accession countries              
Argentina 26 m a m m m m 56 m a x 17d x(12) m 17 
Brazil1 26 x(8) x(8) x(8) x(8) x(8) x(8) 50 a x(12) x(12) 23d 1 0 24 
Bulgaria 13 25 21 a 0 25 21 46 a a a 20 21 0 41 
China m m m m m m m m m m m m m m m 
Croatia 4 5 50 a a 5 50 54 a c c 14 27 c 42 
India 56 x(8) x(8) x(8) x(8) x(8) x(8) 17 x(12) x(12) x(12) 26d x(12) m 26 
Indonesia1 42 x(8) x(8) x(8) x(8) x(8) x(8) 40 x(11) x(11) 3 14 1 c 18 
Peru 19 33 m m m 33 m 33 m 7 7 m m m m 
Romania 25 3 45 a 3 3 49 52 a x(12) m 23d x(12) x(12) 23 
Saudi Arabia m m m m m m m m m m m m m m m 
South Africa 42 x(8) x(8) x(8) x(8) x(8) x(8) 49d x(11) x(11) 1 7 1d x(13) 9 
EU25 average  11 13 27 2 5 14 30 43 2 6 5 22 21 1 46 

G20 average 22 m m m m m m 37 m m m 27 m m 42 

Note: Data refer to ISCED 2011 for all countries, except Argentina and India, which use ISCED-97. Data for Argentina, India and Indonesia are from the International Labour Organization (ILO). Columns 
showing data for 55-64 year-olds are available for consultation online. Percentage of each age group with a given level of education as the highest level attained. The data for this Table can be accessed 
via https://stat.link/tcxh4 1. Year of reference differs from 2025: 2024 for Brazil and Chile; 2023 for Iceland and Indonesia.

https://stat.link/tcxh4
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Highlights 

¶ Most young adults are in education, with many also gaining work experience besides their studies. Across OECD 

countries, a significant proportion (53%) of 18-24 year-olds remain in education. On average, 18% of this age group 

are combining education with employment. 

¶ For young people, being neither in employment nor in education or training (NEET) often stems from a combination 

of structural labour-market challenges, skills mismatches and personal or social factors, and the consequences of 

prolonged NEET status can be severe. In 2025, the OECD average share of youths who are NEET reached 14% 

among 18-24 year-olds and 16% among 25-29 year-olds. 

¶ In the last decade, the share of 18-24 year-old NEETs has fallen on average by 2 percentage points to 14% in 2025, 

but cross-country comparisons reveal a wide range of trends, from large falls in Croatia, Iceland and Ireland to 

increases in Germany, Latvia and South Africa. 

Context 

The transition from education to employment is a complex process influenced by factors such as educational attainment, 
economic conditions and labour-market demand. Although education plays a fundamental role in improving young peopleôs 
employment prospects, it is crucial that the skills they acquire through education are aligned with those needed in the labour 
market. Many young people stay on in education to enhance their employability but if their skills are not in demand, they may 
still face difficulties finding employment. Economic downturns and weak labour markets can further limit opportunities, leaving 
even highly qualified individuals struggling to find work and increasing the risk of prolonged unemployment. 

Extended periods of unemployment can have serious consequences, particularly for young people whose working lives may 
later be impacted by the consequences of such early joblessness. Being out of the labour market for an extended period 
reduces their opportunities to gain work experience and develop essential soft skills, making it increasingly difficult to secure 
employment. Employers may also perceive employment gaps negatively, further compounding the challenge. This cycle of 
limited experience and prolonged unemployment can lead to persistent labour-market and social exclusion, especially for those 
with lower levels of educational attainment or work qualifications (Pohlan, 2024[1]). 

In addition to the economic implications, long-term unemployment can have significant psychological effects, including 
increased discouragement and mental health challenges such as anxiety and depression, which may further reduce motivation 
to seek employment. Better co-ordination between education systems and labour markets is needed to address these 
challenges and ensure that young people develop skills aligned with workforce needs. Policy measures should also improve 
employment opportunities, provide career guidance and offer mental health support. Strengthening the link between education 
and employment can help mitigate the risks of long-term unemployment and social disengagement of young people. 

Chapter A2. Transition from education to 

work: Where are todayõs youth? 
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Figure A2.1. Distribution of 18-24 year-olds by education participation and labour-force status (2025) 

In per cent 

 
1. Year of reference differs from 2025. 
For data, see Table A2.1. The data for this figure can be accessed via https://stat.link/t764xw. 

Other findings 

¶ NEET rates differ by gender only slightly on average. A greater share of 18-24 year-old women are NEET than men 

in about half of OECD and partner countries. 

¶ Most countries saw similar trends for young men and women, with the average NEET rate among 18-24 year-olds 

dropping between 2015 and 2025 by 2 percentage points to 13% for men and 4 percentage points to 15% for women. 

However, this is not the case in all countries: in a number of countries values increased for men and decreased for 

women (e.g. in Estonia where the value for men increased 2 percentage points and the one for women decreased by 

8 percentage points), while the opposite was true in Finland (i.e. the value for men decreased by 3 percentage points 

and the one for women increased by 1 percentage point). 

¶ Among 18-29 year-olds, the average NEET rate for individuals with low literacy proficiency levels (Level 2 or below) 

in the OECD Survey of Adult Skills stands at 17%. This risk significantly diminishes as skill levels rise; those with 

moderate to high literacy proficiency levels (Level 3 or above) have an average NEET rate of 9%. 

¶ The most pronounced regional disparities in NEET rates emerge in Canada, Italy, Mexico and the Republic of Türkiye 

where the gaps between the regions with the highest and lowest NEET rates reach or exceed 20 percentage points. 

Note 

This chapter analyses the situation of young people in transition from education to work: those in education, those who are 
employed and those who are NEET. The NEET group includes not only those who have not managed to find a job (unemployed 
NEETs), but also those who are not actively seeking employment (NEETs outside the labour force, or inactive). The analysis 
distinguishes between 18-24 year-olds and 25-29 year-olds, as a significant proportion of those in the younger age group will 
be continuing their studies despite having completed compulsory, or in some countries even beyond compulsory, education. 
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Analysis 

Educational and labour-market status 

The transition from education to employment is a complex process influenced by factors such as educational attainment, economic 
conditions, and labour-market demand. Most 18-24 year-olds are in a period of transition coinciding with the final years of upper 
secondary education, enrolment in tertiary education or initial entry into the labour market, which is critical for shaping future 
career trajectories. Remaining in education enhances young peopleôs employability, although the success of this transition 
depends heavily on whether the skills they acquire are aligned with those needed in the labour market (Geel and BackesȤGellner, 
2012[2]). Combining work and study is increasingly common and offers valuable practical experience, helping students build 
professional networks and facilitating a smoother entry into full-time employment. Young people who are neither in employment 
nor in education or training (NEET) face significant risks, as prolonged periods of inactivity or unemployment can lead to persistent 
social exclusion and a loss of essential soft skills. 

Across OECD countries, a significant proportion (53%) of 18-24 year-olds remain in education as they pursue various 
qualifications (Figure A2.1). On average, approximately one-third of these (18% of the entire age group) are combining education 
with employment, particularly those in tertiary education, where part-time work can help cover tuition fees, accommodation and 
living expenses, or contribute to career development. The distribution of these categories varies dramatically by country. In 
the Netherlands, almost half of 18-24 year-olds (49%) are both working and studying, whereas this figure is 5% or less in Hungary 
and Italy and, among OECD partner countries, Croatia, Romania and South Africa (Table A2.1). 

Considering those no longer studying, 33% of 18-24 year-olds are employed and not in education, with the highest rates observed 
in Israel and New Zealand (over 45%). The rest are NEET: on average, 5% of people of this age across the OECD are not studying 
and unemployed (i.e. actively seeking work) while 9% are not studying and outside the labour force (inactive). South Africa has 
the highest overall share of unemployed (22%) and inactive (26%) NEET youths while at the other end of the spectrum, Iceland 
reports only 1% unemployed and 3% inactive NEET youths in this age group. In countries like Colombia, Israel, Mexico and 
Türkiye there are relatively high shares of inactive (17% and over) NEET youth compared to those who are unemployed, while in 
Portugal, Spain and Sweden there are slightly more unemployed NEET youth than inactive ones (Figure A2.1). 

Among 25-29 year-olds, there is a clear shift toward the labour market as the majority of this age group will have completed their 
initial education in most OECD countries and many will have acquired substantial labour-market experience. Among those who 
are in education, some might be finishing their initial tertiary studies, while others might have re-entered education to obtain further 
qualifications (see Chapter B4). A substantial majority of 25-29 year-olds are employed and not in education (68%). The share in 
education falls to 15% on average across OECD countries, but a larger proportion of these (approximately two-thirds) are 
combining education and work than among the younger cohort. In Israel, Italy and Portugal, 25-29 year-olds are slightly more 
likely than their younger peers to be both working and learning, often due to part-time masterôs and up-skilling programmes 
(Table A2.1). In Finland, high rates of study and work among this older group are driven by the expansion of apprenticeship and 
training models (Eurydice, 2025[3]). 

On average, in 2025 the overall NEET rate across OECD countries was 14% among 18-24 year-olds, ranging from 5% in Iceland 
to 31% in Türkiye, and reaching 48% in partner country South Africa. Among 25-29 year-olds, the NEET rate increases to 16% 
on average and ranges from 9% in the Netherlands and Norway to 33% in Türkiye and 55% in South Africa. The older age group 
(25-29 year-olds) has a higher NEET rate in the majority of OECD and partner countries: Czechia and Greece are the countries 
with the largest increase between the younger and older cohorts, while the opposite trend is observed in other countries like 
Colombia and Costa Rica (Figure A2.2). 
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Figure A2.2. Share of NEETs among 18-29 year-olds, by age group (2025) 

In per cent 

 
1. Year of reference differs from 2025. 
For data, see Table A2.1. The data for this figure can be accessed via https://stat.link/t764xw.  

The share of both unemployed and inactive NEET 25-29 year-olds are only slightly higher than among the younger cohort on 
average. However, Greece and South Africa have a much higher share of unemployed NEETs among the older age group, while 
Czechia, Italy and Latvia have higher shares of inactive NEETs (Table A2.1). 

NEET rates and trends 

The status of being NEET often stems from a combination of structural labour-market challenges, skills mismatches and personal 
or social factors (Rahmani and Groot, 2023[4]). Structural barriers, such as dual labour markets that offer stable positions to some 
while relegating others to precarious, low-wage work, can exacerbate the risk of young people falling out of both work and 
education (Marques and Salavisa, 2017[5]). Personal challenges such as long-term health issues, addiction or weak support 
networks can also play a significant role. The consequences of prolonged NEET status are severe, leading to a loss of 
opportunities to gain work experience and develop essential soft skills, which may result in persistent labour-market and social 
exclusion. Furthermore, long-term unemployment can cause significant psychological effects, including increased anxiety, 
depression and discouragement, further reducing the motivation to seek employment.  

Over the last decade, the share of young people who are NEET increased during the COVID-19 pandemic to reach levels slightly 
lower than those recorded in 2015 (OECD, 2025[6]). Although the OECD average share of 18-24 year-old NEETs fell in the last 
decade by 2 percentage points to 14% in 2025, cross-country comparisons reveal a range of trends. Almost all countries saw a 
decline in NEET rates with the sharpest drops observed in Croatia, Ireland and Italy (by 10 percentage points or more). Germany, 
Israel, Latvia and South Africa are the countries where the NEET rate increased the most between 2015 and 2025 (by 
2 percentage points or more, see Table A2.2). 
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Figure A2.3. Trends in the share of NEETs among 18-24 year-olds (2015 and 2025) 

In per cent 

 
1. Year of reference differs from 2015. 
2. Year of reference differs from 2025. 
For data, see Table A2.2. The data for this figure can be accessed via https://stat.link/t764xw. 

NEET rates diverge by gender, with the rates for young women only slightly higher on average. Across OECD and partner 
countries, a larger share of 18-24 year-old women are neither in employment nor in education or training than their male peers in 
about half the countries, with the differences reaching 17 percentage points in Colombia and 19 in Mexico. In the remaining 
countries, young men have higher NEET rates than women (Table A2.2), with the largest differences (4-5 percentage points) 
observed in Belgium, Estonia and France (Table A2.2). 

In most countries, the trends were similar for young men and women between 2015 and 2025, with the average rate among 18-
24 year-olds falling by 2 percentages point for men (13% in 2025) and 4 percentage points for women (15% in 2025). However, 
this is not the case for all the countries: in a number of countries the rate increased for men and decreased for women (e.g. in 
Estonia where the rate for men increased by 2 percentage points and the one for women decreased by 8 percentage points). The 
opposite trend was observed in Finland, with a 3 percentage-point fall for men and a 1 percentage-point rise for women. In Croatia, 
the rate fell for both genders but by 13 percentage points for men compared to 8 percentage points for women, closing the gender 
gap in NEET rates over this period (Table A2.2). 

Despite these overall improvements, NEET rates remain persistently high, reinforcing the importance of comprehensive and 
wellȤcoordinated support systems for young people. Although some countries have succeeded in reducing NEET levels, others 
continue to struggle, highlighting that policy effectiveness varies widely and that no single approach works universally. Box A2.1 
lists some of the policies implemented by across OECD countries to support those at risk of becoming NEET. 
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Box A2.1. Supporting NEET youth: Integrated approaches to re-engagement 

NEETò is a broad and heterogeneous category requiring context-specific responses. Effective NEET reduction requires 
integrated, multi-agency strategies that combine early intervention with personalised, holistic support. Successful systems do 
not rely on a single model but instead combine accessible services, tailored learning pathways, co-ordinated governance and 
targeted labour-market interventions to support successful transitions from school to work. 

However, these policy interventions can only be effective when embedded in favourable macro-economic conditions. 
Strategies therefore need to reflect national circumstances, whether focusing on prevention among specific at-risk groups in 
countries with relatively low NEET rates or on large-scale re-engagement and activation efforts where structural challenges 
remain more pronounced. 

Finland demonstrates the value of combining a youth guarantee with accessible one-stop guidance services, while Norway 
and Ireland highlight the role of personalised and second-chance learning pathways in re-engaging young people. 
The Netherlands shows how data-driven governance combined with a youth-centred strategy can support early identification 
and targeted interventions, whereas Italy combines labour-market activation with measures to prevent early school leaving. 
Sloveniaôs PUM-O Plus illustrates the effectiveness of flexible, non-formal learning environments that promote confidence-
building and gradual re-engagement. 

Many countries also operate systems to identify and monitor young people who are at risk of disengaging from education or 
training before they become NEET. These include municipal tracking and outreach mechanisms, such as Sweden's Municipal 
Activity Responsibility (KAA), which require local authorities to maintain contact with young people who are no longer enrolled 
in education and offer support to help them re-engage. While such preventative systems play an important role in reducing 
future NEET rates, they are not the primary focus of the country examples presented below. 

Policy interventions targeting youth in selected OECD countries 

Finland: Ohjaamo One-Stop Guidance Centres  

Ohjaamo centres provide free, low threshold support for all young people under 30, helping them navigate the increasingly 
complex transition from school to work. Developed in the context of Finlandôs Youth Guarantee (Nuorisotakuu) and aligned 
with the objectives of the EU Youth Guarantee, they bring together employment, education, social and health services in a 
single, easily accessible entry point. The network has expanded (to around 70 centres nationwide by 2022), providing co-
ordinated and personalised support to young people facing a wide range of educational, employment and social challenges. 

Ohjaamo operates as a multi-agency service model that brings together employment services, social services, health 
professionals and local partners in one physical location, reducing administrative barriers and making it easier for young people 
to access support. Services vary by municipality, but typically include guidance on education and training, job-search support, 
income assistance, housing, and access to mental or physical healthcare. Young people can visit without an appointment, 
which is central to the ñlow thresholdò approach aimed at reaching those who might otherwise avoid public services. The model 
emphasises face-to-face support, flexible service delivery, and adapting assistance to each young personôs pace and 
preferences (Ohjaamo, n.d.[7]). 

Ireland: Youthreach and Integrated Youth Activation Services 

Ireland supports young people who are NEET through a combination of second chance education programmes and integrated 
employment services. A central element of this approach is Youthreach, Irelandôs national programme for early school leavers 
aged 15-20 who have left mainstream education without qualifications. Youthreach aims to help young people develop the 
skills, confidence and qualifications needed to progress to further education, training, apprenticeships or employment. 

Participation is voluntary and free of charge. The programme combines basic education, vocational training and personal 
development in a supportive learning environment designed for young people who may have struggled in traditional school 
settings. The flexible and learner-centred approach is intended to rebuild confidence, strengthen engagement and support 
successful transitions into education or work. 

Youthreach operates alongside Irelandôs broader youth activation framework, which includes the EU Youth Guarantee and the 
Intreo public employment service. Young people who are unemployed can access personalised guidance, career counselling, 
training opportunities, apprenticeships and job-search support through Intreo offices. This integrated approach seeks to ensure 
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that young people who disengage from education or employment can access appropriate support pathways and avoid long-
term exclusion from the labour market (Government of Ireland, 2022[8]; Government of Ireland, 2025[9]). 

Italy: Integrated pathways to support young peopleôs transition into education and work 

Italy supports young people who are NEET through a range of policy initiatives, including Garanzia Giovani, the national 
implementation of the EU Youth Guarantee, the Programme Garanzia di Occupabilità dei Lavoratori (GOL), and the 2021-27 
Programme Giovani, Donne e Lavoro (ANPAL, n.d.[10]; Government of Italy, n.d.[11]; Government of Italy, n.d.[12]). Together, 
these initiatives aim to facilitate young peopleôs transition into employment by providing personalised support, skills 
development opportunities and access to training, apprenticeships, internships and employment pathways. 

A central feature of the Italian approach is its focus on reaching and engaging young people who are furthest from the labour 
market to prevent long-term disengagement. Young people entering these programmes typically follow an integrated pathway 
that begins with personalised guidance and skills assessment and leads to tailored combinations of training, mentoring, job-
search assistance, work-based learning or employment opportunities. Regional authorities play a key role in delivering and 
adapting these services to the local labour market. The measures implemented include outreach activities targeting 
disadvantaged youth, specialised guidance and mentoring, training, apprenticeships, traineeships, opportunities for civic 
service, support for self-employment, and incentives for recruitment.  

Italy also seeks to prevent young people becoming NEET through education policies aimed at reducing early school leaving. 
The Agenda Sud initiative, launched in 2023, supports primary and secondary schools in Southern Italy through targeted 
interventions designed to improve educational outcomes and address regional disparities (Government of Italy, n.d.[13]). By 
encouraging more young people to remain in education and attain upper secondary qualifications, the initiative contributes to 
improving employability and reducing the risk of becoming NEET. 

Netherlands: From School to Sustainable Work Act 

The Netherlands introduced the From School to Sustainable Work Act in January 2026, a national framework aimed at reducing 
the number of young people aged 16-27 who are NEET. The law strengthens the transition from school to work by improving 
early identification of young people at risk and by enhancing co-operation between education providers, municipalities, 
employers and youth services. Young people under the age of 16 remain covered by compulsory education legislation and 
are therefore expected to be in school, while the extension of support up to the age of 27 provides greater scope to assist 
young adults facing difficulties in their transition to employment or further education. 

The Dutch approach is unique because it combines a youth-centred and data-driven strategy at regional level. Rather than 
applying a one-size-fits-all approach, interventions are tailored to the specific challenges, opportunities and labour market 
realities within each region, while always keeping the needs, talents and personal circumstances of young people at the centre. 
A key element of the Dutch approach is the national data infrastructure facilitated by the Ministry of Education, Culture and 
Science and the Education Executive Agency (DUO), using data provided by Statistics Netherlands (CBS). Data on vulnerable 
groups and regional trends are collected and shared with municipalities and schools, enabling them to design targeted, 
evidence-based interventions that respond to the actual needs of young people in their region. Across all measures, the talents, 
ambitions and personal circumstances of young people remain central, ensuring that support is tailored to what each individual 
needs to successfully complete education and build a sustainable future in work or society. 
The impact of these new measures will be evaluated in 2028, when the law will be reviewed (Overheid.nl, 2025[14]; Landelijk 
Ondersteuningsteam, n.d.[15]). 

Norway: UngInvest AIB (Arbeidsinstituttet Buskerud)  

UngInvest AIB is a strengths-based, practice-oriented training programme for young people aged 16-24 who are in need of an 
alternative path through upper secondary education. Its purpose is to help young people rebuild motivation, strengthen core 
skills and transition into school, apprenticeships or work. Admission is continuous throughout the year, and participants can 
join within two days, ensuring rapid access to support. 

UngInvest supports young people who are uncertain about their educational path or who need to reinforce basic subjects such 
as Norwegian, mathematics and English before moving forward. The programme focuses on building trusting relationships 
and tailoring learning to each young personôs needs, while all teaching remains aligned with the national upper secondary 
curriculum. The programme aims to increase participantsô engagement by helping them stay in education or enter employment 
through supported or sheltered employment, labour-training courses, childcare, military service or health-related treatment 
programmes. UngInvest collaborates closely with schools, vocational training boards, employers and key support services 
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such as the public employment service (the Norwegian Labour and Welfare Administration, NAV), psychological counselling 
and other follow-up services. This co-ordinated, multi-agency approach helps address both educational and personal barriers 
to progress (UngInvest, n.d.[16]). 

Slovenia: Project Learning for Young Adults (PUMȤO) 

PUMȤO Plus is Sloveniaôs easily accessible support programme for young people aged 15-29 who have left school early or 
are at risk of doing so. Participation is voluntary and free of charge, and young people can join either through their employment 
office counsellor or directly via a local PUMȤO Plus provider. The model is designed to remove administrative barriers and 
provide a welcoming, youthȤfriendly environment where participants can stabilise their daily routine, explore interests and 
receive personalised support. 

Services combine creative, social and educational activities with individual mentoring. Young people work in small groups and 
engage in projectȤbased learning that helps them discover new skills, strengthen their confidence and reflect on their future 
plans. Activities range from practical workshops and community projects to discussions, sports, cooking and artistic 
expression. Mentors provide continuous oneȤtoȤone guidance, helping participants set goals, address personal or social 
challenges and prepare for a return to school or entry into employment. 

PUMȤO Plus places strong emphasis on personal development and empowerment. The programme supports young people in deciding on their 
educational or career pathways, developing key competencies and building the motivation needed to reȤengage with formal systems. It also serves as a 
bridge to other employment or training programmes offered through the public employment service. Upon completion, participants receive a certificate 
documenting the skills, achievements and progress they made during their time in the programme (Government of Slovenia, n.d.[17]). 

NEET rates by literacy skill levels 

Cognitive skills are a defining factor in a young person's transition to adulthood, with literacy proficiency serving as a key predictor 
of their risk of becoming NEET. Individuals with lower skill levels often face significant hurdles, as their qualifications may not align 
with the specific demands of a modern workforce, leading to persistent difficulties in finding employment. Data from across the 
OECD confirm that the risk of becoming NEET are inversely related to literacy proficiency levels. Among 18-29 year-olds, the 
average NEET rate for individuals with literacy proficiency levels of Level 2 and below in the Survey of Adult Skills (PIAAC) stands 
at 17%. This risk significantly diminishes as skill levels rise; those with literacy proficiency Level 3 and above have an average 
NEET rate of 9% (Figure A2.4). 

NEET rates for the low performing cohort range from 10% to 28% across OECD countries and economies, while those for high 
performers range from 4% to 16%. The countries with the highest average literacy scores for adults (OECD, 2025[6]), are also 
those with the smallest gap in NEET rates between low and high performers as well as some of the lowest NEET rates overall 
(Table A2.3). 
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Figure A2.4. Share of NEETs by literacy proficiency level (2023) 

In per cent; 18-29 year-olds; Survey of Adult Skills (PIAAC) 

 
For data, see Table A2.3. The data for this figure can be accessed via https://stat.link/t764xw.  

Subnational variation in NEET rates 

National averages often mask significant subnational variations, as regional disparities in labour-market conditions and access to 
education can create very different outcomes for youth within the same country. Within OECD countries, the share of 18-24 year-
olds who are neither in employment nor in education or training (NEET) can vary dramatically from one region to another. 
Subnational differences in NEET rates present critical challenges for policymakers seeking to promote inclusive labour markets 
and equitable access to opportunities. The following analysis is of regions at the TL2 level, which are large subnational regions 
as defined by the OECDôs regionalȤclassification grid (OECD, 2024[18]).  

The most pronounced regional disparities in NEET rates are seen in Canada, Italy, Mexico, Romania and Türkiye, where the gaps 
between the regions with the highest and lowest NEET rates reach or exceed 20 percentage points. In Canada, the NEET rate in 
Quebec is 10%, while in Nunavut it is 38%, a 28 percentage-point difference, signalling the need for region-specific labour-market 
strategies and social support in remote communities. In Türkiye, regional NEET rates range from 19% in Istanbul to 48% percent 
in Central East Anatolia - East (Table A2.4, available online).  

Conversely, Ireland, Japan, Norway and Slovenia exhibit limited regional variation, with gaps of less than 5 percentage points 
between the best- and worst-performing regions. Irelandôs NEET rates range from 8% (Southern) to 9% (Eastern and Midland), 
suggesting broadly uniform labour-market outcomes. In Norway, the difference between Western Norway (9%) and Agder and 
Sør-Østlandet (11%) also indicates modest disparities, as also is the NEET rate gap in Slovenia between Western and 
Eastern Slovenia (8 and 10% respectively). In Japan, the NEET rate ranges from 2% (Hokuriku) to 5% (Chugoku and Kyushu-
Okinawa) highlighting the countryôs generally low NEET incidence. Although countries with larger land areas or populations often 
exhibit wider subnational differences ï as in Canada and Türkiye ï size alone does not account for all the variation. Japan is large 
both geographically and demographically but has one of the smallest regional differences, whereas rates in Greece ï considerably 
smaller by both measures ï differ by 19 percentage points between the highest and lowest regions. This indicates that country 
size alone does not explain regional variation in NEET rates and that other contextual factors, such as economic structures, 
education systems and social policies, are also likely to contribute. Targeted policies for specific regions are therefore essential 
to narrowing these gaps and ensuring that all young people have access to education and employment opportunities (Table A2.4, 
available online). 
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Definitions 

Educational attainment refers to the highest level of education successfully completed by an individual. 

Employed, outside the labour force/inactive and unemployed individuals: See Definitions section in Chapter A3. 

Individuals in education are those who are receiving formal education and/or training.  

Levels of education: See the Readerôs Guide at the beginning of this publication for a presentation of all ISCED 2011 levels. 

NEET refers to young people neither employed nor in formal education or training. 

Proficiency levels: See Definitions in Chapter A1. 

Methodology 

Data from the national labour force surveys usually refer to the second quarter of studies in a school year, as this is the most 
relevant period for knowing if a young person is really studying or has left education for the labour force. This second quarter 
corresponds in most countries to the first three months of the calendar year (i.e. January, February and March), but in some 
countries to the second three months (i.e. April, May and June).  

Education or training corresponds to formal education or training; therefore, someone not working but following non-formal studies 
is considered NEET. However, the definition of NEET is different for subnational data collection for countries taking part in the EU 
Labour Force Survey (EU-LFS), where young adults who are in non-formal education or training are not considered to be NEET. 
For OECD EU countries, NEET rates by subnational region are therefore not comparable to the rates at national level presented 
in this chapter.  

For further details, refer to the OECD Handbook for Internationally Comparative Education Statistics (OECD, 2017[19])and the 
Education at a Glance 2026 Sources, Methodologies and Technical Notes (https://doi.org/10.1787/dcf64a14-en) 

Sources 

For information on the sources, see Chapter A1. 

Data on subnational NEET rates stem from the OECD Regions and Cities databases http://oe.cd/geostats. Data on subnational 
NEET rates for Australia is from the Australian Bureau of statistics. 
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Chapter A2 Tables 

Tables and notes 

Table A2.1 Share of young adults in education/not in education, by age group and labour-force status (2025) 

Table A2.2 Trends in the share of 18-24 year-olds in education/not in education, by work status and gender (2015 and 2025) 

Table A2.3 Distribution of 18-29 year-olds by education and labour-force status, by literacy proficiency level (2023) 

Table A2.4 (web only) Share of young people neither employed nor in formal education or training (NEET), by subnational region (2025) 

[StatLink 2 https://stat.link/t764xw 

  

Data Download 

The data for the figures and tables in this chapter can be downloaded via https://stat.link/t764xw. 

To access further data and/or other education indicators, please visit the OECD Data Explorer: http://data-
explorer.oecd.org/s/4s. 

Data cut-off for the print publication 17 June 2026. Please note that the Data Explorer contains the most recent data. 

Control codes 

a ï category not applicable; b ï break in series; d ï contains data from another column; m ï missing data; x ï contained in another 
column (indicated in brackets). For further control codes, see the Readerôs Guide. 

For further methodological information, see Education at a Glance 2026: Sources, Methodologies and Technical Notes 
([https://doi.org/10.1787/dcf64a14-en.  

https://stat.link/t764xw
https://stat.link/t764xw
http://data-explorer.oecd.org/s/4s
http://data-explorer.oecd.org/s/4s
https://doi.org/10.1787/dcf64a14-en
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Table A2.1. Share of young adults in education/not in education, by age group and labour-force status (2025) 

In per cent 

 

18-24 year-olds 

In education Not in education 

Employed 

Unemployed 

Outside 

the 

labour 

force  

Total Employed 

NEET 

Total Students in work-

study programmes 

Other 

employed 
Total Unemployed 

Outside 

the 

labour 

force  

Total 

(1) (2) (3) (4) (5) (6) (7) (8) (9) (10) (11)  

OECD countries            

Australia 5 30 34 2 12 49 40 4 7 10 51 
Austria 8 15 24 2 23 49 38 6 7 13 51 
Belgium 1 11 12 1 50 64 25 5 6 11 36 
Canada x(3) x(3) 23 3 24 50 37 6 7 13 50 
Chile1 x(3) x(3) 9 5 43 56 24 7 13 19 44 
Colombia a 8 8 2 23 33 41 9 17 26 67 
Costa Rica a 12 12 3 27 42 38 11 8 20 58 
Czechia 1 6 7 0 55 63 29 3 4 7 37 
Denmark x(3) x(3) 32b 5b 14b 52b 35b 5b 8b 13b 48b 
Estonia 0 18 18 5 35 58 32 9 5 11 42 
Finland x(3) x(3) 25 7 28 61 24 7 9 16 39 
France 11 8 19 2 33 54 28 9 9 18 46 
Germany 15 19 34 1 23 59 31 3 7 11 41 
Greece a 6 6 0 52 59 23 8 11 19 41 
Hungary a 5 5 0 49 54 32 5 8 14 46 
Iceland1 a 36 36 4 14 53 42 1 3 5 47 
Ireland a 32 32 2 28 64 29 3 6 9 38 
Israel x(3) x(3) 10 0 20 30 51 2 17 20 70 
Italy m 3 3 1 57 61 23 6 10 16 39 
Japan m m m m m m m m m m m 
Korea m m m m m m m m m m m 
Latvia a 13 13 1 42 56 29 7 7 14 44 
Lithuania a 9 10 1 44 54 32 5 8 13 46 
Luxembourg a c c c 46 59 30 c c c 41 
Mexico a 10 10 0 29 39 42 3 17 19 61 
Netherlands x(3) x(3) 49 4 11 64 30 2 4 6 36 
New Zealand a 21 21 3 14 37 48 7 8 15 63 
Norway 5 32 38 4 23 64 29 2 4 7 36 
Poland a 11 11 1 46 58 28 5 9 14 42 
Portugal a 6 6 2 46 53 32 9 6 15 47 
Slovak Republic c 6 6 c 57 64 25 5 6 11 36 
Slovenia 4 11 15 2 49 65 25 3 7 10 35 
Spain x(3) x(3) 10 3 47 61 22 9 8 17 39 
Sweden m 18 18 8 30 56 35 6 3 9 44 
Switzerland 16 17 34 2 21 56 33 4 6 10 44 
Türkiye a 12 12 3 16 30 39 7 24 31 70 
United Kingdom 6 14 19 2 22 44 41 6 10 16 56 
United States x(3) 20 20 1 25 46 39 4 10 14 54 
OECD Average 3 15 18 3 33 53 33 5 9 14 47 
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18-24 year-olds 

In education Not in education 

Employed 

Unemployed 

Outside 

the 

labour 

force  

Total Employed 

NEET 

Total Students in work-

study programmes 

Other 

employed 
Total Unemployed 

Outside 

the 

labour 

force  

Total 

(1) (2) (3) (4) (5) (6) (7) (8) (9) (10) (11)  

Partner and/or 

accession countries 
           

Argentina m m m m m m m m m m m 
Brazil1 a 19 19 3 15 38 40 6 16 22 62 
Bulgaria m 6 6 0 61 68 17 2 13 15 32 
China m m m m m m m m m m m 
Croatia x(3) x(3) 4 c 51 56 31 7 6 13 44 
India m m m m m m m m m m m 
Indonesia m m m m m m m m m m m 
Peru x(3) x(3) 15 2 22 40 40 3 17 20 60 
Romania x(3) x(3) 1 c 52 53 24 7 16 23 47 
Saudi Arabia m m m m m m m m m m m 
South Africa a 1 1 1 36 38 14 22 26 48 62 
EU25 average 6 11 15 2 41 56 28 6 8 13 41 

G20 average m m m m m m m m m m m 

Note: NEET refers to young people neither employed nor in education or training. Data usually refer to the second quarter of studies, which corresponds in 
most countries to the first three months of the calendar year, but in some countries, to the second three months. Columns with data for 25-29 year-olds are 
available for consultation online. 
1. Year of reference differs from 2025: 2024 for Brazil and Chile; 2023 for Iceland. 
The data for this Table can be accessed via https://stat.link/t764xw. 

  

https://stat.link/t764xw
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Table A2.2. Trends in the share of 18-24 year-olds in education/not in education, by work status and gender 
(2015 and 2025) 

In per cent 

  

In education 
Not in education 

Employed NEET 

2015 2025 2015 2025 2015 2025 

Men Women Men Women Men Women Men Women Men Women Men Women 

(1) (2) (4) (5) (7) (8) (10) (11) (13) (14) (16) (17) 

OECD countries             
Australia1 49 53 50 49 41 35 40 41 10 12 10 10 
Austria1 46 51 45 53 42 38 42 34 13 12 13 13 
Belgium 52 59 58 70 34 27 29 21 14 14 13 9 
Canada c c 44 56 c c 42 32 c c 14 12 
Chile2 50 51 55 57 34 23 27 21 16 26 17 22 
Colombia 32 34 31 34 54 30 52 32 14 35 17 34 
Costa Rica 46 47 42 100 38 22 38 m 17 30 20 m 
Czechia m m 59 67 m m 35 24 m m 6 9 
Denmark 61 68 51b 53b 27 20 36b 35b 13 12 13b 13b 
Estonia 47 61 53 63 42 23 34 29 11 16 13 8 
Finland 51 59 58 64 29 27 26 21 19 14 16 15 
France 51 58 48 61 29 24 32 23 20 18 20 16 
Germany 62 62 57 61 30 28 32 29 8 9 10 11 
Greece1 60 65 55 62 17 11 26 19 23 24 19 18 
Hungary 51 55 52 56 34 28 36 28 15 17 12 16 
Iceland2 53 64 48 60 38 30 46 37 8 6 6 3 
Ireland 52 54 62 63 28 28 29 29 19 17 9 8 
Israel1 26 36 27 33 58 45 55 46 16 19 18 21 
Italy 48 57 55 67 22 14 29 17 30 30 16 16 
Japan m m m m m m m m m m m m 
Korea m m m m m m m m m m m m 
Latvia 48 59 52 61 41 28 33 26 10 13 15 13 
Lithuania 55 65 54 54 30 21 31 34 15 14 14 13 
Luxembourg 64 69 54 65 28 23 c c c c c c 
Mexico1 37 35 37 41 53 28 53 30 9 37 10 29 
Netherlands 63 62 63 66 30 31 31 28 7 6 6 6 
New Zealand 42 41 36 37 46 40 50 46 13 18 14 16 
Norway1 44 55 59 70 46 35 34 24 10 9 7 6 
Poland 50 64 53 65 34 20 35 20 16 16 13 15 
Portugal 54 55 49 57 29 24 36 27 17 20 15 15 
Slovak Republic 47 62 56 72 37 21 33 17 16 17 12 11 
Slovenia 60 73 55 77 27 12 36 13 14 16 10 10 
Spain1 55 62 57 65 21 16 26 19 24 23 18 16 
Sweden 41 51 51 61 47 38 40 30 12 11 9 10 
Switzerland  55b 55b 54 59 32b 36b 35 32 13b 9b 11 9 
Türkiye1 44 35 30 31 36 19 50 26 20 46 20 43 
United Kingdom 43 43 42 46 44 40 43 39 13 17 16 15 
United States 46 49 44 49 39 33 42 37 15 17 15 14 
OECD average 50 55 50 58 36 27 37 28 15 18 13 15 

OECD average for 

countries with 

available and 
comparable data for 
both years 

51 57 51 61 35 27 36 28 15 17 13 13 
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In education 
Not in education 

Employed NEET 

2015 2025 2015 2025 2015 2025 

Men Women Men Women Men Women Men Women Men Women Men Women 

(1) (2) (4) (5) (7) (8) (10) (11) (13) (14) (16) (17) 

Partner and/or 

accession countries 
            

Argentina m m m m m m m m m m m m 
Brazil1,2 35 39 35 41 45 28 49 31 20 34 17 28 
Bulgaria m m 63 72 m m 23 11 m m 14 16 
China m m m m m m m m m m m m 
Croatia 46 62 49 64 27 17 37 24 27 21 14 12 
India m m m m m m m m m m m m 
Indonesia m m m m m m m m m m m m 
Peru1 34 37 37 43 50 36 46 34 16 27 16 24 
Romania 42b 46b 52 55 35b 25b 30 17 23b 29b 18 28 
Saudi Arabia m m m m m m m m m m m m 
EU25 average 52 60 54 63 31 24 32 24 17 17 13 13 

G20 average m m m m m m m m m m m m 

Note: NEET refers to young people who are neither employed nor in formal education or training. Data usually refer to the second quarter of studies, which 
corresponds in most countries to the first three months of the calendar year, but in some countries, to the second three months. Columns with totals for both 
men and women are available for consultation online. 
1. Year of reference differs from 2015: 2016 for Australia, Austria, Brazil, Greece, Israel, Mexico, Norway, Peru, Spain and Türkiye. 
2. Year of reference differs from 2025: 2024 for Brazil and Chile; 2023 for Iceland. 
The data for this Table can be accessed via https://stat.link/t764xw. 

  

https://stat.link/t764xw
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Table A2.3. Distribution of 18-29 year-olds by education and labour-force status, by literacy proficiency level 
(2023) 

In per cent, Survey of Adult Skills (PIAAC) 

  

Level 2 and below Level 3 and above 

In education 

Employed 

and not in 

education 

NEET In education 

Employed and 

not in 

education 

NEET 

% S.E. % S.E. % S.E. % S.E. % S.E. % S.E. 

(1) (2) (3) (4) (5) (6) 

OECD countries               
Austria 28 (3.1) 57 (3.2) 15 (2.5) 51 (2.6) 42 (2.6) 7 (1.6) 
Canada 42 (3.1) 41 (3.3) 17 (2.4) 44 (2.7) 47 (2.9) 9 (1.3) 
Chile 32 (1.5) 49 (2.2) 19 (1.7) 53 (3.5) 36 (3.4) 11 (3.3) 
Czechia 27 (2.9) 54 (3.1) 19 (2.4) 51 (2.5) 41 (2.6) 8 (1.5) 
Denmark 39 (3.6) 49 (3.8) 12 (2.5) 51 (2.6) 41 (2.6) 8 (1.5) 
Estonia 36 (2.9) 47 (3.0) 17 (2.3) 48 (1.6) 46 (1.8) 6 (0.9) 
Finland 42 (6.1) 40 (5.1) 18 (4.1) 54 (2.3) 37 (2.2) 9 (1.3) 
France 30 (2.0) 52 (2.2) 18 (1.8) 45 (1.7) 46 (1.8) 9 (1.1) 
Germany 34 (2.7) 47 (2.9) 19 (2.6) 52 (2.3) 42 (2.1) 6 (1.1) 
Hungary 24 (2.0) 57 (2.3) 19 (1.8) 51 (3.2) 43 (3.2) 7 (1.6) 
Ireland 34 (3.9) 52 (4.1) 14 (2.7) 50 (3.5) 46 (3.6) 4 (1.5) 
Israel 25 (1.7) 48 (1.6) 27 (1.5) 36 (2.3) 48 (2.4) 16 (1.8) 
Italy 34 (2.4) 39 (2.3) 28 (2.2) 54 (3.0) 30 (2.7) 16 (2.4) 
Japan 27 (3.5) 64 (4.3) 10 (2.6) 33 (1.5) 57 (1.9) 9 (1.4) 
Korea 32 (2.8) 50 (3.1) 18 (2.3) 44 (2.6) 41 (2.7) 16 (2.1) 
Latvia 32 (3.2) 49 (3.5) 19 (2.9) 44 (3.6) 44 (3.6) 12 (2.5) 
Lithuania 31 (2.4) 45 (2.6) 24 (2.4) 41 (4.0) 45 (4.3) 15 (3.0) 
Netherlands 46 (3.8) 43 (3.8) 10 (2.2) 52 (2.3) 43 (2.3) 5 (1.1) 
New Zealand 28 (3.2) 53 (3.3) 19 (3.1) 36 (3.8) 55 (3.8) 9 (2.2) 
Norway 41 (3.6) 48 (3.5) 11 (2.3) 47 (1.9) 47 (2.2) 6 (1.1) 
Poland 30 (1.7) 53 (1.8) 17 (1.3) 44 (3.6) 47 (3.5) 9 (1.8) 
Portugal 28 (3.0) 52 (3.4) 20 (2.3) 51 (3.6) 38 (3.3) 11 (1.8) 
Slovak Republic 33 (2.2) 54 (2.5) 13 (1.3) 43 (3.7) 51 (3.8) 6 (1.5) 
Spain 43 (2.6) 40 (2.5) 16 (1.8) 55 (3.0) 36 (3.0) 9 (2.1) 
Sweden 47 (4.5) 41 (4.5) 12 (2.8) 47 (2.6) 42 (2.6) 11 (2.0) 
Switzerland 33 (3.2) 55 (3.0) 12 (2.1) 56 (2.1) 40 (1.9) 4 (0.8) 
United States 37 (3.3) 45 (3.9) 18 (2.5) 44 (2.9) 46 (2.9) 10 (2.3) 
Other economies                         
England (UK) 38 (3.7) 50 (4.1) 12 (2.2) 47 (2.6) 47 (2.7) 6 (1.1) 
Flemish Region (Belgium) 26 (3.6) 55 (3.6) 19 (2.7) 37 (2.8) 56 (2.7) 7 (1.2) 
OECD average 34   49   17   47   44   9   

Partner and/or accession countries              

Croatia 29 (2.2) 48 (2.3) 23 (2.1) 48 (2.6) 42 (2.8) 10 (1.8) 

Note: Literacy proficiency refers to the PIAAC proficiency scale, which is measured on a continuous scale and grouped into levels to facilitate interpretation. 
Level 2 and below includes Level 1 and below as well as Level 2, while Level 3 and above includes Levels 3, 4 and 5. 
The data for this Table can be accessed via https://stat.link/t764xw. 
 

https://stat.link/t764xw
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Highlights 

¶ On average across the OECD, the employment rate reaches 60% among 25-64 year-olds with below upper secondary 

educational attainment, compared to 78% among those with upper secondary or post-secondary non-tertiary education 

and 87% among tertiary-educated adults. 

¶ Technological change and artificial intelligence (AI) are reshaping labour markets. Historically, tertiary-educated young 

adults have shown the most labour-market resilience, with lower unemployment rates than their peers with lower 

educational attainment during economic booms and crises. This has not changed in 2025, even as concern grows 

about AI's effect on entry-level hiring for tertiary graduates. 

¶ Tertiary-educated adults are more likely to work in skilled occupations, but high skills can compensate for lower 

attainment. Although only 34% of highly skilled adults with vocational upper secondary or post-secondary non-tertiary 

attainment work in skilled white-collar jobs (compared with 73% of similarly skilled tertiary-educated adults), this is 

nearly twice the share of low-skilled adults with the same attainment. 

Context 

Highly skilled workers remain vital for modern economies, and they in turn benefit from robust employment opportunities linked 
to their education. These advantages, coupled with expanded educational opportunities, are some of the motivations for 
individuals across the OECD to pursue higher levels of education and acquire more skills. As demand for skills has increased, 
labour markets have successfully absorbed the growing number of highly educated workers, providing them with better 
employment prospects. Conversely, adults with lower qualifications continue to face challenging labour-market prospects, lower 
earnings (see Chapter A4) and a greater risk of unemployment.  

Concurrently, increasing longevity is reshaping labour markets and career trajectories. As people live longer and spend a larger 
share of their lives in retirement, many countries face growing pressure to support longer and healthier working lives while 
addressing skills shortages. Educational attainment and lifelong learning play an important role in helping adults remain 
employable throughout longer careers, particularly as low-educated older adults continue to face higher risks of early labour-
market exit and economic insecurity. Education systems must therefore adapt proactively to these demographic and 
technological changes, preparing learners for an evolving labour-market landscape and supporting skills development 
throughout adulthood. 

Chapter A3. How does educational 

attainment affect participation in the 

labour market? 
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Figure A3.1. Trends in OECD average unemployment rates of young adults, by educational attainment 
level (2000 to 2025) 

In per cent of 25-34 year-olds in the labour force 

 
The data for this figure can be accessed via https://stat.link/ka9j74.  

Other findings 

¶ Health and education are the fields of study with the highest occupational concentration. Over half of tertiary-educated 

workers who studied the field of education work in the teaching profession on average, while 36% of those who studied 

health and welfare have become health professionals. In contrast, only 22% of those with a business, administration 

and law qualification work in a related field. 

¶ Young women are more likely than men to be outside the labour force. The OECD average gender gap ranges from 

6 percentage points among tertiary-educated 25-34 year-olds to 26 percentage points among those with below upper 

secondary education.  

¶ Although part-time employment offers workers greater flexibility to balance employment with education, caregiving 

responsibilities or other personal commitments, it is also associated with lower earnings and career opportunities. On 

average among 25-64 year-olds in employment, part-time working is more prevalent among those with low numeracy 

skills (18% compared to 10% of those with high skills), women (21% compared to 7% of men) and those with below 

upper secondary attainment (18% compared to 13% of those with tertiary attainment). 

Note 

People of working age can be classified into three groups based on their labour-force status: employed, unemployed and 
outside the labour force (also referred to as inactive). The employed and unemployed together make up the labour force, which 
represents the total supply of labour available to contribute to economic production. Individuals who are neither employed nor 
actively seeking work are considered outside the labour force and are not included in the labour supply. 

Analysis 

There continues to be a strong relationship between labour-market participation and educational attainment that holds whether 
participation is measured by employment, unemployment or inactivity rates. This relationship exists in nearly all OECD and partner 
countries with available data. It is very rare to find a country where a subpopulation with lower educational attainment has higher 
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labour-market participation rates than a subpopulation with higher educational attainment. This positive relationship between 
education and the labour market holds for both men and women and has been stable over the decades, against the backdrop of 
a strong increase in attainment levels across the OECD (Table A3.2). 

When analysing employment rates by educational attainment, it is important to recognise that educational pathways are not always 
linear. Adults may acquire qualifications at different levels throughout their lives as they seek to update or broaden their skills in 
response to changing labour-market demands. The data presented in this chapter classify individuals according to their highest 
level of educational attainment, not their most recent qualification. As a result, adults who complete an upper secondary or post-
secondary non-tertiary programme after obtaining a tertiary qualification are recorded as tertiary-educated. The results should 
therefore be interpreted as reflecting the labour-market outcomes associated with individuals' highest attained qualification rather 
than their full educational trajectory. 

Educational attainment and employment rates  

Increased educational attainment improves the employment prospects of adults. On average across the OECD, 60% of 25-
64 year-olds with below upper secondary educational attainment are employed, compared to 78% among those with upper 
secondary or post-secondary non-tertiary education. Among those, the employment rate for those who completed a vocational 
programme (79%) is higher than for those with general qualifications (75%). Finally, the employment rate increases to 87% among 
tertiary-educated adults (Table A3.1). 

There are significant variations in employment rates by attainment level across countries. The Slovak Republic has the highest 
employment premium for adults with an upper secondary or post-secondary educational attainment, regardless of the programme 
orientation, at 47 percentage points (the employment rate is 81% at this level, compared to 34% for those adults with below upper 
secondary education).  The lowest premiums at this level are observed in Colombia, Costa Rica and Mexico, and, among OECD 
partner countries, India and Indonesia. The highest employment premiums for tertiary-educated adults compared to those with 
upper secondary or post-secondary non-tertiary education are found in Lithuania and Poland, where the difference in employment 
rates reaches 16 percentage points, and, among OECD partner countries, in South Africa (22 percentage points). In contrast, 
countries such as Czechia and Iceland report a much smaller premium for tertiary attainment, at 4 percentage points or less (Table 
A3.1). These differences indicate that the labour-market value of a degree is shaped not only by the level of education but also 
by national economic conditions, specific skill demands and the structure of secondary and post-secondary education systems 
(OECD, 2025[1]). 

These data must also be understood in the context of broader generational shifts. Although younger adults (25-34 year-olds) are 
more highly educated than the wider adult population, their employment patterns are remarkably consistent with OECD averages: 
overall, 87% of tertiary-educated younger adults are employed, the same share as for tertiary-educated adults as a whole. 
Similarly, 83% of younger adults with vocational upper secondary or post-secondary non-tertiary attainment are employed 
(compared to 79% among 25-64 year-olds), as are 73% of those with a general qualification at the same level (75% among 25-
64 year-olds), and 59% of those with below upper secondary attainment (60% among 25-64 year-olds) (Table A3.2). 

Adults with vocational upper secondary or post-secondary non-tertiary educational attainment typically benefit from more direct 
pathways into the labour market, as these programmes are specifically designed to provide occupation-specific skills that meet 
immediate employer needs. The slightly lower initial employment rates among their peers from general tracks may reflect the fact 
that these programmes are primarily oriented towards preparing students for further studies at the tertiary level. This distinction is 
critical, as vocational qualifications often provide a significant "safety net" against early-career unemployment, whereas the value 
of a general secondary qualification is frequently realised only upon the completion of a subsequent tertiary degree. 

The employment benefits of higher education are particularly striking for women. The employment rate among young women 
(aged 25-34) with upper secondary or post-secondary non-tertiary attainment from a general programme is 21 percentage points 
higher than for their peers with below upper secondary attainment, rising to 30 percentage points higher if they hold a vocational 
qualification. In contrast, the employment advantages among similarly educated young men is 10 percentage points for a general 
qualification and 20 percentage points for a vocational one. The advantage to women of attaining tertiary education is even more 
pronounced: their employment rate is 14 percentage points higher than among those with upper secondary or post-secondary 
non-tertiary attainment, whereas for young men the difference is only 5 percentage points (Table A3.2). 

However, young women still face persistent disadvantages in the labour market, with lower employment rates than their male 
peers at every level of attainment. Across the OECD, 25-34 year-old women with below upper secondary attainment have an 
average employment rate of 45%, compared to 69% for similarly educated men. The gender gap narrows with rising attainment: 
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it is 15 percentage points among young adults with an upper secondary or post-secondary non-tertiary attainment and 
6 percentage points among those with tertiary attainment (Table A3.2). These continued disparities highlight the importance of 
addressing structural barriers to employment, even as educational levels continue to improve. 

Employment rates measure whether individuals are working, but not intensity of their participation in the labour market. 
Understanding differences in work intensity provides a more complete picture of labour-market outcomes. Box A3.1 examines 
how part-time employment varies by educational attainment, skills and gender using data from the 2023 cycle of the Survey of 
Adult Skills (PIAAC). 

Box A3.1. Employment and work intensity 

Part-time employment plays an important role in labour markets, offering workers greater flexibility to balance employment 
with education, caregiving responsibilities or other personal commitments. Although part-time work can facilitate labour-market 
participation for groups such as students, parents and older adults, who might otherwise be excluded from employment, it can 
also be associated with lower earnings, fewer opportunities for career progression and reduced access to employment-related 
benefits. The prevalence of part-time work varies considerably across countries and demographic groups, with women, young 
adults, older workers and low-skilled adults generally more likely to work part time. 

The Survey of Adult Skills (PIAAC) collects information on the number of hours usually worked per week. Because national 
definitions of part-time employment vary across countries, the analysis here uses a harmonised definition based on hours 
worked rather than self-reported employment status, classifying adults who usually work less than 30 hours per week as 
working part time.  

On average across the OECD, the share of employed 25-64 year-olds working part time ranges from 10% among those with 
PIAAC numeracy proficiency at Level 4 or above (i.e. those who can successfully complete complex mathematical tasks) to 
18% among those performing at Level 1 or below (who typically struggle with multi-step calculations or the interpretation of 
more complex quantitative information). The part-time working rate is 21% among women, compared to 7% among men. 
Across educational attainment levels, 18% of adults with below upper secondary education work part time, compared to 14% 
of those with upper secondary or post-secondary non-tertiary attainment and 13% of tertiary-educated adults (Table A3.8, 
available online). 

Employment rate trends 

Between 2015 and 2025, the employment landscape for young adults (aged 25-34) has been characterised by an upward trend 
in employment rates, although the increase has not been linear and marked by the negative downturn due to the COVID-19 
pandemic. On average across OECD countries, the employment rate for tertiary-educated young adults grew by 4 percentage 
points (87% in 2025). There were similar increases for young adults with upper secondary or post-secondary non-tertiary 
attainment: by 3 percentage points for those with a general qualification and by 4 percentage points for those with a vocational 
one (in 2025 at 73% and 83% respectively). In contrast, those with below upper secondary attainment remain the most vulnerable 
group in the labour market. Their average employment rate rose by only 1 percentage point (at 59% in 2025) in the same period 
(Table A3.2). 

These average changes mask a wide variety of trends across different countries. Hungary, Italy and Spain have seen a sharp 
improvement in employment rates for young adults between 2015 and 2025, regardless of educational attainment, while in Greece, 
employment prospects improved at all levels except among those with below upper secondary attainment. Large increases were 
also recorded in other countries over this period. The employment rate rose by 12 percentage points in the Slovak Republic among 
tertiary-educated young adults; in Croatia, Ireland and Portugal among those with a vocational upper secondary or post-secondary 
non-tertiary attainment; in Germany and Slovenia among those with a general qualification at the same level; and in Czechia and 
Korea among those with below upper secondary education (Table A3.2).  

The employment prospects of young adults sometimes diverged strongly in the same country depending on attainment and 
programme orientation. For example, in France and Sweden the employment rate fell for those with a general upper secondary 
or post-secondary non-tertiary attainment, but not for those with vocational attainment, while in Croatia the increase among this 
latter cohort was much larger than for those with a general qualification at the same level (Figure A3.2). 



  | 109 

 

EDUCATION AT A GLANCE 2026 © OECD 2026 
  

Figure A3.2. Trends in employment rates of young adults with upper secondary or post-secondary non-
tertiary educational attainment, by programme orientation (2015 and 2025) 

In per cent; 25-34 year-olds 

 
1. Year of reference differs from 2025. 
2. Data for upper secondary attainment include completion of intermediate upper secondary programmes. 
For data, see Table A3.2. The data for this figure can be accessed via https://stat.link/ka9j74.  

As well as attainment levels, different skill levels and fields of study can lead to very different career pathways and occupations. 
Box A3.2 analyses the distribution of the adult population across different occupations using data from the 2023 cycle of the 
Survey of Adult Skills (PIAAC). 
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Box A3.2. Occupational outcomes of education  

Educational attainment is strongly associated with occupational outcomes. Adults with tertiary education are considerably 
more likely than those with lower levels of attainment to work in skilled white-collar occupations such as managers, 
professionals and technicians. However, skills also matter. Among adults with similar educational attainment, those with 
stronger numeracy skills are more likely to work in higher-skilled occupations, suggesting that strong skills can partly 
compensate for lower levels of formal educational attainment. These findings highlight the importance of both qualifications 
and skills in shaping labour-market opportunities. 

Occupations in this analysis of data from the Survey of Adult Skills (PIAAC) are classified according to the International 
Standard Classification of Occupations (ISCO-08), which groups jobs according to the tasks and duties performed by workers. 
Skilled occupations include managers, professionals, and technicians and associate professionals, while semi-skilled 
occupations include clerical support workers, service and sales workers, skilled agricultural workers, craft and related trades 
workers, and plant and machine operators and assemblers (OECD, 2024[2]). 

Educational attainment is a strong predictor of occupational outcomes. Adults with tertiary education are substantially more 
likely to work in skilled occupations than those with upper secondary or post-secondary non-tertiary attainment, regardless of 
their skill level. On average across the OECD, 73% of tertiary-educated adults with high numeracy skill levels work as 
managers, professionals or technicians, compared to 34% of similarly skilled adults with vocational upper secondary or post-
secondary non-tertiary attainment (Figure A3.3). 

Skills nevertheless play an important role within educational attainment levels. Adults with vocational upper secondary or post-
secondary non-tertiary attainment tend to be concentrated in a range of semi-skilled occupations, and those with lower 
numeracy proficiency are considerably less likely to work in skilled occupations than those with higher proficiency. On average 
across the OECD, only 18% of adults with vocational upper secondary or post-secondary non-tertiary attainment and low 
numeracy skills work as managers, professionals or technicians, just over half the rate among their high-skilled peers. This 
suggests that strong skills can improve occupational prospects even in the absence of tertiary qualifications (Table A3.4, 
available online). 

The relationship between fields of study and occupations varies considerably across disciplines. Some fields exhibit strong 
occupational concentration (i.e. graduates from these fields tend to work in a related occupation) because they prepare 
graduates for specific professions. Health professionals predominantly come from health and welfare programmes, reflecting 
the highly specialised nature of the profession: on average 36% of tertiary-educated adults who studied a health and welfare 
field work as a health professional (Table A3.6, available online). The education field of study has an even higher occupational 
concentration: on average across the OECD, 53% of those whose main field of study was education work as teaching 
professionals (Figure A3.4).  

In comparison, tertiary graduates from science, technology, engineering and mathematics (STEM) fields or business, 
administration and law are distributed across a much wider range of occupations. On average, 31% of adults with a STEM 
degree work as a science and engineering or information and communications technology professionals, while only 22% of 
those with business, administration and law qualifications work as either business and administration professionals or legal, 
social and cultural professionals (Table A3.6, available online). The relationship also differs when examined from the 
perspective of occupations: Table A3.7, available online, presents the distribution by field of study for each occupation.  
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Figure A3.3. Distribution of adults with high numeracy skills by occupation, by educational attainment 
(2023) 

25-64 year-olds, numeracy proficiency of PIAAC Level 3 and above, Survey of Adult Skills (PIAAC) 

 
Note: The percentages in parentheses represent the adults with PIAAC numeracy proficiency level 3 or above at each specific educational attainment 
level. Additional data breakdowns for the category of Professionals are available in Tables A3.4 and A3.5, available online. Other occupations include 
Skilled agricultural, forestry and fishery workers, elementary occupations and armed forces occupations. 
For data see, Tables A3.4 and A3.5, available online. The data for this figure can be accessed via https://stat.link/ka9j74.  

These findings should be interpreted in light of the way information collected in PIAAC. The survey records respondentsô 
principal field of study associated with their highest qualification rather than all qualifications obtained throughout their lifetime. 
As a result, some teachers may not be recorded as having studied education if they first completed a subject-specific degree 
and subsequently obtained a teaching qualification, entered teaching through an alternative certification pathway, or became 
a teacher after working in another profession. Such pathways are common in some countries and help explain why many 
teaching professionals report a field of study other than education.  

 

 

 

 

 

0
10
20
30
40
50
60
70
80
90

100
Vocational upper secondary or post-secondary non-tertiary

Managers Professionals

Technicians and associate professionals Clerical support, service and sales workers

Craft and related trades workers, plant and machine operators, and assemblers Other occupations

0
10
20
30
40
50
60
70
80
90

100

Tertiary

https://stat.link/ka9j74


112 |   

 

EDUCATION AT A GLANCE 2026 © OECD 2026 
  

Figure A3.4. Distribution of tertiary-educated adults whose field of study was education by occupation 
(2023) 

25-64 year-olds, Survey of Adult Skills (PIAAC) 

 
For data, see Table A3.6, available online. The data for this figure can be accessed via https://stat.link/ka9j74. 

Note that the category ñTeaching professionalsò refers to adults whose current occupation involves teaching-related 
professional duties. It is therefore not directly comparable with teacher statistics reported elsewhere in Education at a Glance, 
which are derived from administrative data and classify teachers according to the level of education at which they are 
employed. Nevertheless, the analysis provides valuable insights into how educational attainment, skills and fields of study are 
associated with occupational outcomes across OECD countries. 

Subnational variations in employment rates 

Within OECD countries, employment rates among adults (25-64 year-olds) can vary dramatically from one region to another. 
These subnational variations present critical challenges for policymakers seeking to promote inclusive labour markets and 
equitable access to opportunities. The following analysis is of regions at the TL2 level, which are large subnational regions as 
defined by the OECDôs official regional classification (OECD, 2026[3]).  

On average across OECD countries, regional disparities in employment rates are markedly larger for adults with lower educational 
attainment. In Italy, for instance, only 3% of 25-64 year-olds with below upper secondary education were employed in Campania 
in 2025, compared to 77% in the Autonomous Province of Bolzano, a difference of 38 percentage points. In contrast, among 
tertiary-educated adults, employment rates range from 73% in Calabria to 91% in the Autonomous Province of Bolzano, a much 
narrower 18 percentage-point spread (Table A3.9, available online). 

The most pronounced regional disparities in employment rates among tertiary-educated adults are in Canada, Greece and Italy 
where the gap between the best- and worst-performing regions reaches or exceeds 12 percentage points. In contrast, regional 
differences in employment rates for tertiary-educated adults do not exceed 1 percentage point in Ireland and Slovenia (Table A3.9, 
available online). 

Among partner countries, Bulgaria has a significant range of employment outcomes by region and education levels. In 2025, only 
38% of adults with below upper secondary education were employed in the North West region compared to 60% in the South West 
ï Ilfov. Among tertiary-educated adults, the disparity narrows, with employment rates ranging from 90% to 94% across regions 
(Table A3.9, available online). 
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Educational attainment and unemployment rates  

Higher educational attainment continues to serve as a significant buffer against the risk of unemployment. Across many OECD 
and partner countries, unemployment rates are notably higher among younger adults with lower levels of education. In 2025, the 
average unemployment rate across OECD countries for 25-34 year-olds with below upper secondary attainment stood at 14%, 
nearly twice that for those with an upper secondary or post-secondary non-tertiary qualification (8% for those with a general 
qualification and 6% for those with vocational attainment). For tertiary-educated young adults, the unemployment rate is lower 
still, at just 5% (Table A3.3). 

The OECD average unemployment rate for 25-34 year-olds has gone through significant fluctuations over the last two decades 
Figure A3.2. Notable peaks occurred between 2008 and 2013 following the global financial crisis, and again during the 2020-21 
COVID-19 pandemic. Across all education levels, tertiary-educated young adults remained the most resilient during these shocks, 
experiencing lower overall unemployment rates and less extreme spikes. For example, during the aftermath of the 2008 crisis, 
the unemployment rate for those without an upper secondary education rose by 7 percentage points between 2008 and 2010, 
whereas the increase for tertiary-educated adults was a more moderate 3 percentage points, and it rose more gradually over a 
longer period (2008 to 2013) (Figure A3.2). 

Recent labour-market developments do not yet suggest a widespread deterioration in employment prospects for tertiary-educated 
young adults. Despite growing discussion about the potential impact of artificial intelligence on highly skilled occupations (Lane, 
2024[4]), the unemployment rate among tertiary-educated 25-34 year-olds remained comparatively low in 2025, at 5% on average 
across the OECD, and showed no marked divergence from longer-term trends. However, over the most recent two years with 
data available unemployment increased slightly more among tertiary-educated young adults (+0.4 percentage points on average 
across the OECD with available data) than among lower levels of educational attainment. The unemployment rate decreased 
slightly among those with upper secondary or post-secondary non-tertiary attainment (-0.2 percentage points between 2023 and 
2025) and increased only slightly among those with below upper secondary education (+0.1 percentage points over the same 
period) (Table A3.3 and Figure A3.1). 

Overall, the average unemployment rate masks wide cross-country variations. In the Slovak Republic and South Africa, the risk 
of unemployment is particularly acute among young adults with below upper secondary educational attainment: 40% or more are 
unemployed. The risk is reduced among those who completed upper secondary or post-secondary non-tertiary education: the 
highest rate for all programmes combined is found in South Africa (39%), while it is highest in Finland for those with general 
attainment at this level (14%) and in Greece for those with vocational attainment (13%). Finally, the risk is substantially lower 
among tertiary-educated young adults, reaching 11% in Greece, and, among partner countries, 16% in South Africa (Table A3.3). 

Between 2015 and 2025, Greece and Spain experienced the largest reduction in unemployment rates for all levels of educational 
attainment (and Czechia for young adults with below upper secondary education). The rate increased the most among young 
adults without a tertiary education in South Africa (Table A3.3). 

Educational attainment and adults outside the labour force  

Although unemployment rates are a common indicator of a country's economic health, they can be deceptive when viewed in 
isolation. This measure only captures individuals who are jobless but actively seeking employment, excluding those who are 
outside the labour force altogether (inactive). This distinction is vital; in some nations, low unemployment rates can mask a high 
rate of inactivity caused by discouraged workers. These are individuals who may wish to work but have ceased their search due 
to structural barriers, such as a lack of childcare, health concerns, or repeated failure to find a position, potentially obscuring 
deeper labour-market dysfunction. 

The reasons for inactivity vary across peopleôs lives. Among young adults, family formation and caregiving responsibilities are 
important drivers of labour-market withdrawal, particularly among women. As people get older, health-related limitations become 
increasingly important. As populations live longer and working lives extend, addressing health-related barriers to employment will 
become an increasingly important component of policies aimed at sustaining labour-market participation (Crawshaw et al., 
2024[5]). 

On average across the OECD, 32% of young adults without upper secondary are outside the labour force, falling to 21% among 
those with general upper secondary or post-secondary non-tertiary attainment, 11% among those with a vocational qualification 
at the same level and 9% among those with tertiary attainment. Across OECD and partner countries, this share ranges from 15% 
in Iceland and Portugal to 54% in Ireland among young adults with below upper secondary education, and from 5% in Hungary, 
Lithuania and the Netherlands to 32% in India among tertiary-educated ones (Table A3.3). 
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Across OECD and partner countries, young women are more likely than men to be outside the labour force. This pattern coincides 
with the life stage during which family formation and child-rearing responsibilities are most common, highlighting the continued 
influence of caregiving obligations on labour-market participation. However, this gender gap narrows as educational attainment 
increases. On average across the OECD, the gender difference ranges from 6 percentage points among tertiary-educated 25-
34 year-olds to 26 percentage points among those with below upper secondary education. Across countries, differences in the 
share of young women and young men who are outside the labour force range from as little as 3 percentage points in Korea to 
61 percentage points in the Republic of Türkiye among those with below upper secondary attainment, and from no gap at all in 
Portugal to 55 percentage points in India for those with tertiary attainment (Figure A3.5). 

Figure A3.5. Share of 25-34 year-olds who are not in the labour force, by gender and educational attainment 
level (2025) 

In per cent 

 
1. Year of reference differs from 2025. 
2. Data for upper secondary attainment include completion of intermediate upper secondary programmes. 
For data, see Table A3.3.  
The data for this figure can be accessed via https://stat.link/ka9j74.  

Definitions 

Age groups: Adults refer to 25-64 year-olds. Younger adults refer to 25-34 year-olds. Older adults refer to 55-64 year-olds. 

Educational attainment refers to the highest level of education successfully completed by an individual. See the Readerôs Guide 
at the beginning of this publication for a presentation of all ISCED 2011 levels. 

Employed individuals are those who, during the survey reference week, were either working for pay or profit for at least one 
hour or had a job but were temporarily not at work. The employment rate refers to the number of persons in employment as a 
percentage of the population. 

Inactive individuals/those outside the labour force are those who, during the survey reference week, were outside the labour 
force and classified neither as employed nor as unemployed. Individuals enrolled in education are also considered as inactive if 
they are not looking for a job. The inactivity rate refers to inactive persons as a percentage of the population (i.e. the number of 
inactive people is divided by the number of the population of the same age group). 

Labour force (active population) is the total number of employed and unemployed persons, in accordance with the definition in 
the Labour Force Survey. 
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Proficiency levels: See definition in Chapter A1. 

Professions: Elementary occupations are those defined in ISCO-08 as 9-Elementary Occupations. Semi-skilled blue-collar 
occupations include 6-Skilled Agricultural, Forestry and Fishery Workers; 7-Craft and Related Trades Workers; and 8-Plant and 
Machine Operators, and Assemblers. Semi-skilled white-collar occupations include 4-Clerical Support Workers and 5-Service and 
Sales Workers. Skilled occupations include 1-Managers, 2-Professionals, and 3-Technicians and Associate Professionals. 

Unemployed individuals are those who, during the survey reference week, were without work, actively seeking employment and 
currently available to start work. The unemployment rate refers to unemployed persons as a percentage of the labour force (i.e. 
the number of unemployed people is divided by the sum of employed and unemployed people). 

Definitions of Skill domains and Proficiency levels related to data from Survey of Adult Skills (PIAAC) are included in 
Chapter A1. 

Methodology 

For information about methodologies, see Chapter A1. Note that the employment rates do not take into account the number of 
hours worked.  

For further details, refer to the OECD Handbook for Internationally Comparative Education Statistics ( (OECD, 2017[6])) and the 
Education at a Glance 2026 Sources, Methodologies and Technical Notes (https://doi.org/10.1787/dcf64a14-en).  

In PIAAC data, occupations are coded using the International Standard Classification of Occupations 2008 (ISCO-08). 
Occupations are usually available at the 1-digit (major group), 2-digit (sub-major group), 3-digit (minor group) and sometimes 4-
digit level. Only data on 1- and 2-digit categories have been analysed in this report. ISCO-08 major groups (1-digit): 1 Managers; 
2 Professionals; 3 Technicians and associate professionals; 4 Clerical support workers; 5 Service and sales workers; 6 Skilled 
agricultural, forestry and fishery workers; 7 Craft and related trades workers; 8 Plant and machine operators and assemblers; 9 
Elementary occupations; 0 Armed forces occupations 

PIAAC data use respondents' highest field of study based on ISCED Fields of Education and Training 2013 (ISCED-F 2013). The 
broad fields are collapsed into broader categories. The share of part-time workers in PIAAC is derived from respondents' reported 
weekly working hours (question D2_Q11). To ensure comparability across countries, this chapter applies a harmonised definition 
of part-time employment, classifying workers who report working fewer than 30 hours per week as part-time. 

Sources 

For information on sources, see Chapter A1. 

Data on subnational regions for selected indicators are available in the OECD Regional Statistics Database: 
https://www.oecd.org/en/topics/regions-cities-and-local-statistics.html.  

Data on proficiency levels are based on the Survey of Adult Skills (PIAAC) (2023). PIAAC is the OECD Programme for the 
International Assessment of Adult Competencies. See About the Survey of Adult Skills at the beginning of this publication for 
additional information. 
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Chapter A3 Tables  

Tables and notes  

Table A3.1 Employment rates of adults, by educational attainment (2025) 

Table A3.2 Trends in employment rates of 25-34 year-olds, by educational attainment and gender (2015 and 2025) 

Table A3.3 Trends in unemployment rates and shares of 25-34 year-olds outside the labour force, by educational attainment and gender (2015 and 
2025) 

WEB Table A3.4 Distribution of adults with vocational upper secondary or post-secondary non-tertiary educational attainment by occupation, by 

numeracy proficiency level (2023) 

WEB Table A3.5 Distribution of tertiary-educated adults by occupation, by numeracy proficiency level (2023) 

WEB Table A3.6 Distribution of tertiary-educated adults by occupation, by field of study (2023) 

WEB Table A3.7 Distribution of tertiary-educated adults by field of study, by occupation (2023) 

WEB Table A3.8 Share of employed adults working part-time by numeracy proficiency level, gender and educational attainment level (2023) 

WEB Table A3.9 Subnational regions with the highest and lowest adult employment rates, by educational attainment (2025) 

StatLink 2 https://stat.link/ka9j74 

 

Data Download 

The data for the figures and tables in this chapter, can be downloaded via https://stat.link/ka9j74. 

To access further data and/or other education indicators, please visit the OECD Data Explorer: http://data-
explorer.oecd.org/s/4s.  

Data cut-off for the print publication 17 June 2026. Please note that the Data Explorer contains the most recent data. 

Control codes 

a ï category not applicable; b ï break in series; d ï contains data from another column; m ï missing data; x ï contained in another 
column (indicated in brackets). For further control codes, see the Readerôs Guide. 

For further methodological information, see Education at a Glance 2026: Sources, Methodologies and Technical Notes 
(https://doi.org/10.1787/dcf64a14-en). 

 

https://stat.link/ka9j74
https://stat.link/ka9j74
http://data-explorer.oecd.org/s/4s
http://data-explorer.oecd.org/s/4s
https://doi.org/10.1787/dcf64a14-en
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Table A3.1. Employment rates of adults, by educational attainment and programme orientation (2025) 
Percentage of employed 25-64 year-olds among all 25-64 year-olds 

  

Below upper 

secondary 

Upper secondary or post-secondary non-tertiary Tertiary 
All levels of 

education 
By programme orientation By educational attainment  

Total 
Short-cycle 

tertiary 

Bachelor's or 

equivalent 

Master's or 

equivalent 

Doctoral or 

equivalent 
Total 

General programmes Vocational programmes Upper secondary Post-secondary non-tertiary 

(1) (2) (3) (4) (5) (6) (7) (8) (9) (10) (11) (12) 

OECD countries              

Australia 62 77 85 80 89 81 86 88 91 m 88 83 
Austria 58 76 78 77 84 78 86 82 90 90 87 79 
Belgium 48 68 75 73 84 73 81 86 90 92 88 76 
Canada 57 72 81 72 81 75 80 84 86d x(9) 83 79 
Chile1 61 71 75 72 a 72 80 87 94 91 86 75 
Colombia 66 x(6) x(6) x(6) x(6) 72 x(11) x(11) x(11) x(11) 81 73 
Costa Rica 63 69 66 68 c 68 76 84 86 c 82 69 
Czechia 63 x(6) x(6) 87 m 87 86 85 90 95 89 86 
Denmark 60b 72b 84b 82b 88b 82b 86b 86b 90b 93b 87b 81b 
Estonia 65 82 83 82 86 83 85 88 90 99 89 84 
Finland 50 67 78 75 94 76 84 88 90 m 89 79 
France 54 74 75 75 70 75 86 86 90 90 88 77 
Germany 63 70 84 82 87 83 91 88 89 92 88 82 
Greece 60 69 77 71 76 72 c 80 89 93 83 73 
Hungary 62 83 85 84 92 85 90 90 93 100 92 84 
Iceland1 77 83 89 86 91 86 87 88 94 97 91 86 
Ireland 56 76 80 75 80 77 84 87 90 92 88 82 
Israel 56 73 80 74 a 74 84 88 91 89 88 79 
Italy 56 68 77 74 79 75 76 79 88 93 85 71 
Japan x(4) x(4) x(4) 83d x(4) 83d 85d 90d x(8) x(8) 88d 86 
Korea 61 x(6) x(6) 73 a 73 78 80 88 m 80 77 
Latvia 64 75 78 76 77 77 91 88 88 99 89 80 
Lithuania 58 73 76 73 77 75 a 90 92 99 91 82 
Luxembourg 57 75 a 72 c 72 c 83 89 c 87 77 
Mexico 66 73 62 72 a 72 75 80 86 89 81 71 
Netherlands 68 78 85 84 87 84 90 89 92 93 90 84 
New Zealand 68 81 84 81 85 83 89 89 88 93 89 83 
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Below upper 

secondary 

Upper secondary or post-secondary non-tertiary Tertiary 
All levels of 

education 
By programme orientation By educational attainment  

Total 
Short-cycle 

tertiary 

Bachelor's or 

equivalent 

Master's or 

equivalent 

Doctoral or 

equivalent 
Total 

General programmes Vocational programmes Upper secondary Post-secondary non-tertiary 

(1) (2) (3) (4) (5) (6) (7) (8) (9) (10) (11) (12) 

Norway 59 72 82 79 83 79 83 89 92 95 89 81 
Poland 49 79 76 76 77 76 80 90 92 96 92 81 
Portugal 72 85 89 86 88 86 90 89 92 92 91 83 
Slovak Republic 34 81 81 81 83 81 c 84 92 94 91 81 
Slovenia 57 80 79 79 a 79 85 89 94 96 91 81 
Spain 64 74 76 75 71 75 83 83 88 92 85 75 
Sweden 66 79 86 84 81 83 85 89 92 93 89 84 
Switzerland 68 79 84 83 m 83 m 88 89 93 89 84 
Türkiye 51 60 65 62 a 62 67 77 83 93 75 60 
United Kingdom2 61 79 78 80 a 78 83 88 89 90 87 80 
United States 59 x(6) x(6) x(6) x(6) 71 78 83 86 91 83 76 
OECD average 60 75 79 77 83 78 83 86 90 94 87 79 

Partner and/or 

accession countries 
            

Argentina1 69 x(6) x(6) 77 a 77 x(11) x(11) x(11) x(11) 88 77 
Brazil1 61 x(6) x(6) x(6) x(6) 75 x(8) 86d 86 95 86 72 
Bulgaria 47 78 84 81 85 81 a 90 93 96 92 81 
China m m m m m m m m m m m m 
Croatia 42 72 77 76 a 76 80 85 93 99 90 77 
India 66 x(6) x(6) 65 81 67 x(11) x(11) x(11) x(11) 64 66 
Indonesia1 75 x(6) x(6) 75 a 75 78 83 88 96 82 76 
Peru 78 81 m 81 m 81 m 81 m m m m 
Romania 46 78 77 77 86 77 x(11) x(11) x(11) x(11) 92 72 
Saudi Arabia m m m m m m m m m m m m 
South Africa 39 x(6) x(6) 53 69 56 64 78 84d x(9) 78 50 
EU25 average 57 75 80 78 82 79 85 86 91 95 89 80 

G20 average 60 m m 73 80 74 m m m m 83 74 

Note: Data refer to ISCED 2011 for all countries, except Argentina and India, which use ISCED-97. Data for Argentina, India and Indonesia are from the International Labour Organization (ILO). The data for this Table can be accessed 
via https://stat.link/ka9j74. 
1. Year of reference differs from 2025: 2024 for Brazil and Chile; 2023 for Iceland and Indonesia. 2. Data for upper secondary attainment include completion of a sufficient volume and standard of programmes that would be classified 
individually as completion of intermediate upper secondary programmes (10% of adults aged 25-64 are in this group). 

https://stat.link/ka9j74
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Table A3.2. Trends in employment rates of 25-34 year-olds, by educational attainment and gender (2015 and 
2025) 

Percentage of employed 25-34 year-olds among all 25-34 year-olds 

  

Below upper secondary Upper secondary or post-secondary non-tertiary Tertiary 

Men Women General Vocational Men Women 

2015 2025 2015 2025 
Men Women Men Women 

2015 2025 2015 2025 
2015 2025 2015 2025 2015 2025 2015 2025 

(1) (2) (3) (4) (7) (8) (9) (10) (13) (14) (15) (16) (25) (26) (27) (28) 

OECD countries                 

Australia 74 78 43 50 80 81 69 72 92 96 66 73 92 95 80 89 

Austria 65 69 51 47 74 77 69 73 89 87 82 83 87 90 84 85 

Belgium 61 60 38 32 73 69 64 54 85 84 74 75 88 89 86 87 

Canada 67 65 42 45 80 78 64 67 89 89 83 80 88 88 81 84 

Chile1 79 72 43 46 77 77 56 55 92 86 63 64 89 89 83 82 

Colombia 90 86 50 45 x(19) x(20) x(21) x(22) x(19) x(20) x(21) x(22) 90 89 79 77 

Costa Rica 87 85 46 45 88 85 59 62 84 c 68 c 84 85 78 80 

Czechia 56 70 27 49 x(19) x(20) x(21) x(22) x(19) x(20) x(21) x(22) 91 94 68 69 

Denmark 62 69b 47 44b 72 70b 64 63b 90 90b 77 79b 85 89b 80 84b 

Estonia 69 66 51 70 92 85 67 78 93 91 65 82 95 93 79 88 

Finland 61 47 40 31 75 70 55 56 83 80 69 75 88 90 76 86 

France 63 59 36 39 79 76 68 63 82 84 64 74 87 89 82 85 

Germany 68 70 44 45 57 72 50 60 89 91 82 86 91 91 84 85 

Greece 62 67 34 30 64 74 44 53 68 84 56 65 67 82 63 80 

Hungary 65 73 36 48 80 79 64 78 89 92 66 82 94 92 74 93 

Iceland1 85 86 62 68 77 85 70 74 95 90 82 88 91 91 83 88 

Ireland 52 42 33 33 72 84 61 67 81 85 58 74 85 92 83 87 

Israel 72 66 38 47 75 69 65 68 88 87 69 70 90 88 83 84 

Italy 63 71 36 34 56 67 45 48 75 82 58 65 66 75 60 73 

Japan m m m m m m m m m m m m 91d 94d 76d 89d 

Korea 63 67 45 64 73d 72d 54d 62d x(19) x(20) x(21) x(22) 85 82 67 77 

Latvia 70 66 52 52 84 85 69 73 86 89 79 68 94 93 80 86 

Lithuania 66 68 43 12 81 85 68 72 86 89 63 72 95 93 89 91 

Luxembourg 86 c 64 c c c c c 93 a 80 a 91 c 84 c 

Mexico 91 90 42 47 88 89 53 59 93 91 61 63 87 89 74 76 

Netherlands 79 76 55 54 78 82 72 73 90 93 78 84 93 94 89 91 

New Zealand 78 72 49 53 87 86 63 71 91 92 64 71 91 92 82 86 

Norway 67 69 53 53 82 77 59 71 90 92 84 84 87 90 86 89 

Poland 55 60 31 33 83 90 61 71 87 93 60 70 92 96 84 90 

Portugal 77 77 71 68 77 84 78 81 81 90 78 88 78 89 81 89 

Slovak Republic 45 44 32 21 85 80 55 67 88 93 60 72 90 90 66 86 

Slovenia 69 65 49 32 73 81 57 75 85 92 74 82 88 90 79 88 

Spain 63 71 47 53 66 72 59 66 75 83 67 74 77 85 74 82 

Sweden 75 73 53 54 79 74 72 63 91 92 85 82 88 89 86 85 

Switzerland 76 77r 55 53r 81 80r 78 77r 92 90 84 85 92 91 86 89 

Türkiye 84 80 26 24 84 82 33 36 91 87 38 38 86 87 65 62 

United Kingdom2 77 67 43 46 89 86 71 78 91 88 73 73 92 93 84 89 

United States 73 70 37 48 x(19) x(20) x(21) x(22) x(19) x(20) x(21) x(22) 88 88 80 83 

OECD average 70 69 44 44 78 79 62 66 87 89 70 75 88 90 79 84 

OECD average for countries with 

available and comparable data for 
both years 

70 69 44 44 78 79 62 66 87 89 70 75 87 90 79 84 

Partner and/or accession countries                 

Argentina m 84 m 49 x(19) x(20) x(21) x(22) x(19) x(20) x(21) x(22) m 94 m 86 
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Below upper secondary Upper secondary or post-secondary non-tertiary Tertiary 

Men Women General Vocational Men Women 

2015 2025 2015 2025 
Men Women Men Women 

2015 2025 2015 2025 
2015 2025 2015 2025 2015 2025 2015 2025 

(1) (2) (3) (4) (7) (8) (9) (10) (13) (14) (15) (16) (25) (26) (27) (28) 

Brazil1,3 80 81 45 43 x(19) x(20) x(21) x(22) x(19) x(20) x(21) x(22) 90 92 82 84 
Bulgaria 46 56 27 26 74 80 63 69 82 89 71 77 89 92 81 88 
China m m m m m m m m m m m m m m m m 
Croatia c 54r c c c 66r c c 77 87 64 77 78 86 78 87 
India m 94 m 37 m x(20) m x(22) m x(20) m x(22) m 82 m 31 
Indonesia1 91 90 m 47 x(19) x(20) x(21) x(22) x(19) x20 x(21) x22 90 91 78 76 
Peru3 92 82 65 65 94 92 67 62 m m m m 86 m 74 m 
Romania 74b 62 46b 25 80b 87 63b 70 85b 91 68b 68 90b 93 85b 88 
Saudi Arabia m m m m m m m m m m m m m m m m 
South Africa 56 42 38 26 x(19) x(20) x(21) x(22) x(19) x(20) x(21) x(22) 82 83 79 72 
EU25 average 65 64 43 41 75 78 62 67 84 88 70 76 87 90 79 86 

G20 average m 74 m 43 m m m m m m m m m 88 m 78 

Note: Data refer to ISCED 2011 for all countries, except Argentina and India, which use ISCED-97. Totals might not add up to 100% for the averages because 
of missing data for some levels for some countries. Data for Argentina, India and Indonesia are from the International Labour Organization (ILO). Columns 
showing data for category totals are available for consultation online. 
1. Year of reference differs from 2025: 2024 for Brazil and Chile; 2023 for Iceland and Indonesia. 
2. Data for upper secondary attainment include completion of a sufficient volume and standard of programmes that would be classified individually as 
completion of intermediate upper secondary programmes (8% of adults aged 25-34 are in this group). 
3. Year of reference differs from 2015: 2016 for Brazil and Peru. 
The data for this Table can be accessed via https://stat.link/ka9j74 

.

https://stat.link/ka9j74
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Table A3.3. Trends in unemployment rates and shares of 25-34 year-olds outside the labour force, by educational attainment and gender (2015 and 2025)  

Unemployment rates as a percentage of 25-34 year-olds in the labour force; shares of those outside the labour force as a percentage of all 25-34 year-olds 

  

Men and women 

Unemployment rate of young adults Share of young adults outside the labour force 

Below upper 

secondary 

Upper secondary or post-secondary non-

tertiary 
Tertiary 

Below upper 

secondary 

Upper secondary or post-secondary non-

tertiary 
Tertiary 

2015 2025 
General Vocational 

2015 2025 2015 2025 
General Vocational 

2015 2025 
2015 2025 2015 2025 2015 2025 2015 2025 

(1) (2) (3) (4) (5) (6) (9) (10) (11) (12) (13) (14) (15) (16) (19) (20) 

OECD countries                  
Australia 15 6 6 5 4 2 3 2 31 30 20 19 14 11 12 7 
Austria 19 17 8 9 6 6 4 5 29 27 23 18 9 9 11 9 
Belgium 25 20 13 12 10 8 6 5 33 40 22 30 11 13 8 7 
Canada 15 13 9 10 7 6 5 6 33 34 20 19 7 8 11 9 
Chile1 12 13 10 12 7 10 7 8 32 29 26 24 17 16 9 8 
Colombia 8 8 x(7) x(8) x(7) x(8) 10 10 22 25 x(17) x(18) x(17) x(18) 7 8 
Costa Rica 11 8 11 8 8 c 10 8 24 26 16 20 19 c 10 11 
Czechia 29 12 x(7) x(8) x(7) x(8) 3 2 41 33 x(17) x(18) x(17) x(18) 20 19 
Denmark 14 13b 7 10b 5 5b 8 8b 35 31b 27 26b 11 9b 11 7b 
Estonia 15 14 5 7 6 8 3 6 27 m 14 m 12 m 13 m 
Finland 17 26 12 14 8 10 8 6 36 46 24 25 16 13 12 7 
France 28 22 11 13 14 9 8 7 30 36 18 21 14 12 9 7 
Germany 17 12 6 8 5 3 3 4 32 32 43 27 10 8 10 8 
Greece 37 23 30 12 34 13 30 11 19 34 23 26 6 13 7 10 
Hungary 21 15 8 4 7 5 3 3 35 28 23 19 14 8 15 5 
Iceland1 6 6 7 5 3 3 4 2 18 15 21 15 7 8 10 8 
Ireland 27 22 14 6 15 6 6 4 40 51 23 18 18 15 11 6 
Israel 6 4 7 4 7 4 5 3 39 39 25 28 12 15 10 11 
Italy 23 16 18 10 15 8 16 6 33 34 40 38 20 17 26 21 
Japan m m m m m m 4d 2d m m m m m m 13d 7d 
Korea 10 5 x(7) x(8) x(7) x(8) 5 4 41 31 x(17) x(18) x(17) x(18) 20 17 
Latvia 19 12 10 9 9 9 6 4 21 30 13 13 9 11 10 7 
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Men and women 

Unemployment rate of young adults Share of young adults outside the labour force 

Below upper 

secondary 

Upper secondary or post-secondary non-

tertiary 
Tertiary 

Below upper 

secondary 

Upper secondary or post-secondary non-

tertiary 
Tertiary 

2015 2025 
General Vocational 

2015 2025 2015 2025 
General Vocational 

2015 2025 
2015 2025 2015 2025 2015 2025 2015 2025 

(1) (2) (3) (4) (5) (6) (9) (10) (11) (12) (13) (14) (15) (16) (19) (20) 

Lithuania 18 11 11 9 11 12 4 4 28 45 15 11 13 6 5 5 
Luxembourg 11 c 13r c 5 a 6 c 15 c 8r c 9 a 8 c 
Mexico 4 3 5 3 6 3 7 4 32 31 26 24 24 22 14 14 
Netherlands 12 7 10 6 7 3 4 3 22 28 16 16 10 9 6 5 
New Zealand 9 10 5 6 6 5 3 3 29 30 21 16 15 13 11 8 
Norway 12 10 7 5 4 2 4 3 31 31 22 23 8 9 10 7 
Poland 23 13 10 5 9 4 6 2 40 43 19 15 16 12 8 5 
Portugal 14 13 12 9 14 6 13 6 13 15 13 9 8 4 8 5 
Slovak Republic 38 40 8 5 12 6 8 3 38 43 24 23 14 10 19 9 
Slovenia 18 18 13 5 13 5 11 4 23 35 25 18 7 7 8 8 
Spain 35 20 24 13 23 12 18 8 14 21 18 20 8 10 9 9 
Sweden 18 20 8 10 5 4 5 7 20 19 17 23 7 8 9 7 
Switzerland 14 13r 4 8 4 5 4 4 23 23 17 14 8 7 7 6 
Türkiye 11 11 12 11 8 10 12 10 40 42 30 30 23 25 14 19 
United Kingdom2 11 9 6 4 5 5 3 4 32 37 15 14 13 15 9 6 
United States 12 10 x(7) x(8) x(7) x(8) 3 3 36 34 x(17) x(18) x(17) x(18) 14 12 
OECD average 17 14 10 8 9 6 7 5 29 32 21 21 12 11 11 9 

OECD average for countries with 

available and comparable data for 

both years 

17 14 10 8 9 6 7 5 30 32 22 21 12 11 11 9 
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Men and women 

Unemployment rate of young adults Share of young adults outside the labour force 

Below upper 

secondary 

Upper secondary or post-secondary non-

tertiary 
Tertiary 

Below upper 

secondary 

Upper secondary or post-secondary non-

tertiary 
Tertiary 

2015 2025 
General Vocational 

2015 2025 2015 2025 
General Vocational 

2015 2025 
2015 2025 2015 2025 2015 2025 2015 2025 

(1) (2) (3) (4) (5) (6) (9) (10) (11) (12) (13) (14) (15) (16) (19) (20) 

Partner and/or accession 
countries 
Argentina m m m m m m m m m 23 m m m m m 6 
Brazil1,3 13 9 x(7) x(8) x(7) x(8) 7 4 26 28 x(17) x(18) x(17) x(18) 8b 8 
Bulgaria 27 16 10 4 9 3 5 2 49 53 25 23 14 12 11 8 
China m m m m m m m m m m m m m m m m 
Croatia c c c c 20 8 15 5 c 47r 39 41r 11 10 8 9 
India m m m m m m m m m 36 m x(18) m x(18) m 32 
Indonesia1 3 m x(7) x(8) x(7) x(8) 6 m 30 29 x(17) m x(17) m 10 14 
Peru3 2 6 3 5 m m 6 m 21 23 16 18 m m 14 m 
Romania 11b 20 9b 7 8b 5 6b 3 32b 46 22b 16 16b 15 7b 6 
Saudi Arabia m m m m m m m m m m m m m m m m 
South Africa 33 47 x(7) x(8) x(7) x(8) 13 16 29 34 x(17) x(18) x(17) x(18) 8 9 
EU25 average 21 17 12 9 11 7 8 5 29 35 22 22 12 10 11 8 

G20 average m m m m m m m m m 33 m m m m m 12 

Note: Data refer to ISCED 2011 for all countries, except Argentina and India, which use ISCED-97. Totals might not add up to 100% for the averages because of missing data for some levels for some countries. Data for Argentina, 
India and Indonesia are from the International Labour Organization (ILO). Columns showing data for category totals and the breakdown for men and women are available for consultation online.  
1. Year of reference differs from 2025: 2024 for Brazil and Chile; 2023 for Iceland and Indonesia. 
2. Data for upper secondary attainment include completion of a sufficient volume and standard of programmes that would be classified individually as completion of intermediate upper secondary programmes (8% of adults aged 25-34 
are in this group). 
3. Year of reference differs from 2015: 2016 for Brazil and Peru. 
The data for this Table can be accessed via https://stat.link/ka9j74.

https://stat.link/ka9j74
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Highlights 

¶ On average across the OECD, full-time full-year workers without upper secondary attainment earn 31% less than the 

overall average for all full-time full-year workers. For those with vocational upper secondary or post-secondary non-

tertiary attainment the figure is 17% less while those with general upper secondary attainment earn 13% less.  

¶ Using the earnings of adults with upper secondary attainment as a benchmark, across OECD countries, adults with 

short-cycle tertiary attainment enjoy an earnings advantage of 18% more on average. This earnings advantage 

reaches 39% among those with a bachelorôs degree and 80% among those with a masterôs, doctoral or equivalent 
qualification. 

¶ Based on the OECD Survey of Adult Skills (PIAAC), 41% of adults with medium literacy, numeracy and adaptive 

problem-solving proficiency levels are in the top 40% of earners across the OECD. The probability of being among 

the top earners rises to 65%, of adults with high skills in all domains, while it falls to 17% among those with low skills 

in all domains. 

Context 

Higher levels of educational attainment are closely linked to stronger employment prospects (see Chapter A3) and higher 
earnings (OECD, 2025[1]). The prospect of greater financial returns, together with wider social benefits, encourages individuals 
to invest in education and training throughout their lives. 

However, the earnings premium associated with higher education is far from uniform. Within countries, it differs according to 
factors such as age, gender, programme orientation and field of study. Labour-market participation patterns also matter; 
individuals working part time generally earn less overall, and often less per hour worked, than those employed full time. 
Similarly, those who have gained more experience typically earn more. Despite rising levels of educational attainment, gender 
pay gaps continue to persist across all attainment levels and programme types. 

More young adults than ever are attaining tertiary qualifications (see Chapter A1), and tertiary education systems continue to 
expand (OECD, 2024[2]). Labour markets in most countries have largely absorbed this increasing supply of highly educated 
workers, although substantial earnings differences remain, depending on the field of study. These differences may reflect 
differing demand for particular skills across sectors, as well as wider structural and cultural influences. As economies and 
labour markets evolve, education systems face growing pressure to ensure that they are equipping their graduates with the 
competencies needed not just by labour markets, but by society more widely. 

Earning inequalities are also shaped by broader economic and institutional contexts. In countries where the share of tertiary-
educated adults remains comparatively small, higher earnings may be more concentrated among this group, contributing to 
wider income disparities and raising concerns about social mobility. Wage outcomes are also shaped by the interaction 
between the supply and demand for skills, minimum wage legislation, labour-market regulations, and institutional features such 
as trade union coverage, collective bargaining systems and the overall quality of working conditions (ILO, 2024[3]). 

Chapter A4. What are the earnings 

advantages to education? 
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Figure A4.1. Difference in earnings from the overall average, by level and programme orientation (2024) 

25-64 year-olds; full-time, full-year workers; compared to average earnings of workers across all attainment levels 

 
Note: Upper secondary and post-secondary non-tertiary combined are plotted when no breakdown into general and vocational programmes was available. 
1. Year of reference differs from 2024. 
2. Includes part-time and part-year workers. 
For data, see Table A4.1 and Table A.A4.5. in Sources, Methodology and Technical Notes. The data for this figure can be accessed via 
https://stat.link/kxu07h.   

Other findings 

¶ Young women (25-34 year-olds) earn on average 15-19% less than their male peers, depending on the level of 

educational attainment, while 45-54 year-old women earn between 20% and 23% less.  

¶ On average across OECD countries, 29% of workers with below upper secondary attainment earn at or below half the 

median earnings, compared to 18% of those with upper secondary or post-secondary non-tertiary attainment and just 

10% of tertiary-educated workers. 

¶ The impact of social and emotional skills on wage levels is more modest than traditional factors. Personality traits 

explain a smaller share of wage variation (1.5%) compared to educational attainment (8.8%) and literacy skills (4.3%). 

¶ Assertiveness (a facet of extraversion) is the strongest economic predictor for wages among the social and emotional 

skills. The PIAAC survey reports a correlation of 3.2% after adjusting for years of education and literacy skills. 

Note 

The analysis uses three different baselines for comparing relative earnings: 1) all workers; 2) workers with upper secondary 
attainment; and 3) male workers. In all cases, given the focus on relative earnings, any increase or decrease in the results 
could reflect a change in the interest group (numerator) or in the baseline group (denominator). Readers are advised to 
consider actual earnings in Tables A.A4.4 and A.A4.5 from Education at a Glance 2026 Sources, Methodologies and Technical 
Notes when interpreting relative earnings ([link to be added]).  

Due to the difference in survey methods used to gather data from countries, the analysis of relative earnings is based on full-
time full-year workers to ensure better comparability across countries. Refer to Education at a Glance 2026 Sources, 
Methodologies and Technical Notes ([link to be added]) for more information on the survey methods. Data on relative earnings 
for all workers (full- and part-time) are available for consultation online (http://data-explorer.oecd.org/s/4s). 
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Analysis 

Earnings relative to all workers 

Higher levels of educational attainment are generally associated with higher earnings. This section compares the earnings of 
workers who have not attained tertiary education, relative to the whole adult workforce, regardless of educational attainment. This 
means that the average is partly shaped by the comparatively high earnings of tertiary-educated workers, who represent a growing 
share of the workforce across OECD countries. As a result, workers with lower levels of educational attainment may appear further 
behind than when benchmarked against those with upper secondary attainment, or when considering median earnings (see 
below). 

The analysis is restricted to full-time full-year workers aged 25-64 to improve comparability across countries and educational 
groups by limiting the influence of differences in working hours or labour-market attachment. Including part-time and part-year 
workers would lower average earnings in many countries with increased representation of groups that are more likely to work 
reduced hours or experience intermittent employment, such as younger adults, women or adults with lower levels of educational 
attainment. 

The skills, knowledge and competencies acquired through upper secondary education provide an essential foundation for 
participation in the labour market and help ensure that individuals attain minimum levels of literacy and numeracy that are required 
in most occupations (OECD, 2024[2]). Without these core skills, individuals can struggle to find a job or be more likely to be 
confined to lower-paying jobs.  

On average across the OECD, full-time full-year workers who have not completed upper secondary education earn 31% less than 
the average earnings across all levels of educational attainment. The earnings disadvantage ranges from 18% in Denmark, 
Finland and Romania to over 50% in Colombia and South Africa. On average, workers whose highest attainment is vocational 
upper secondary or post-secondary non-tertiary education earn 17% less than the average earnings, with the gap ranging from 
1% more than the average earnings in Mexico to 34% less in Luxembourg. Workers who have a general upper secondary or post-
secondary non-tertiary qualification as their highest educational level earn 13% less than the average earnings, ranging from 1% 
in Finland to 25% in Israel (Figure A4.1). 

Earnings relative to workers with upper secondary attainment 

Tertiary education plays an important role in promoting upward economic mobility, as a key enabling factor for strong labour-
market outcomes. The advanced knowledge and specialised skills developed through tertiary programmes are in high demand 
by employers and lead to low rates of unemployment (see Chapter A3). Holding a tertiary qualification also opens up a wider 
range of occupations, including professional and managerial positions that are generally associated with higher levels of pay. In 
addition, tertiary institutions provide opportunities for students to build networks with peers, academic staff and industry 
professionals, which may contribute to stronger employment prospects and higher earnings over time. 

The average earnings of tertiary-educated adults working full time and throughout the year are considerably higher than those of 
workers whose highest level of attainment is upper secondary education. On average across OECD countries, completing a 
tertiary qualification is associated with an earnings premium of 54%, although the magnitude of this advantage varies substantially 
across countries. The earnings premium linked to tertiary attainment is 25% or less in Denmark, Norway and Sweden, while it 
exceeds 100% in Chile and Colombia among OECD countries, as well as in Brazil and South Africa among OECD partner 
countries (Table A4.1). 

The earnings advantage of tertiary education generally increases with higher attainment. In most OECD and partner countries, 
adults working full time and throughout the year who hold a masterôs, doctoral or equivalent qualification earn more on average 
than those with a bachelorôs degree, who in turn earn more than individuals with a short-cycle tertiary qualification. Across OECD 
countries, adults with a masterôs, doctoral or equivalent qualification earn on average 80% more than those with upper secondary 
education as their highest qualification. This advantage drops to 39% among those with a bachelorôs degree and to 18% among 
those with short-cycle tertiary attainment (Table A4.1).  

Earnings advantages by educational attainment tend to increase among older workers. On average across OECD countries, 
tertiary-educated 25ï34 year-olds earn 38% more than their peers with upper secondary attainment, while 45-54 year-olds earn 
65% more. Within the levels of tertiary attainment, the earnings advantage of a short-cycle tertiary qualification is 11% among 25-
34 year-olds and 18% among 45-54 year-olds on average across OECD countries. Among those with bachelorôs attainment, 25-
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34 year-olds earn 31% more and 45-54 year-olds earn 47% more than their peers with an upper secondary attainment. For 
masterôs or higher attainment, the advantage is 52% for the younger age group and 92% more for the older one (Table A4.1). 
Comparing countries, the earnings advantage for tertiary-educated 25-34 year-olds ranges from 20% or less in Italy, Korea and 
the Nordic countries to 100% or more in Brazil, Colombia and South Africa, while for 45-54 year-olds it ranges from 30% or less 
in Denmark, Norway and the United Kingdom to around 200% more in Colombia and South Africa (Table A4.1). 

Investing in education has a significant impact on earning potential and employment outcomes (see Chapter A3), but it is not the 
only factor affecting success in the labour market; employers and the labour market can also reward specific or fundamental skills 
or other factors. Possessing certain personality traits (or social and emotional skills) is also positively associated with labour-
market rewards (Box A4.3). 

Box A4.3. Skills that matter for success and well-being in adulthood 

The recent publication from the 2023 Survey of Adult Skills (Cycle 2) (OECD, 2025[4]) represents a paradigm shift in the 
OECD's approach to adult skills. For decades, the Programme for the International Assessment of Adult Competencies 
(PIAAC) focused primarily on the key information-processing skills (namely, literacy, numeracy and problem solving) deemed 
essential for workforce participation. However, as the global landscape is being radically reshaped by the rapid advancement 
of artificial intelligence (AI), population ageing and international migration, the definition of a skilled adult has necessarily 
evolved. While cognitive skills such as literacy and numeracy remain essential, social and emotional skills ð including the 
ability to collaborate, adapt, manage emotions and persevere ð are increasingly recognised as important drivers of success 
and well-being throughout life. In an era where AI surpasses human performance in routine analytical tasks, social and 
emotional skills (SES) constitute a distinct human advantage in performing tasks that cannot be performed by machines. The 
survey findings underscore how social and emotional skills complement cognitive ones and independently contribute to adultsô 
success at work and beyond. 

Theoretical framework: the Big Five model and its measurement 

The 2023 survey adopted the Big Five framework (or Five Factor model) (OECD, 2025[4]), the most robust taxonomy in 
psychological research. This model is descriptive rather than normative; it does not categorise traits as inherently good or bad 
but organises human behaviour into five higher-order domains (Figure A4.2). 

Figure A4.2. The Big Five framework: Domains and facets 

Domain Facets Behavioural facilitation 

Openness to experience Aesthetic sensitivity, 
intellectual curiosity, creative 
imagination 

Facilitates being imaginative, enjoying the exploration of abstract 
ideas, and a tendency for aesthetic and self-exploration. 

Conscientiousness Organisation, 
productiveness, 
responsibility 

Facilitates task- and goal-oriented behaviour, impulse control, 
planning and goal-directed persistence. 

Extraversion Assertiveness, energy level, 
sociability 

Facilitates an energetic and action-oriented approach to life, social 
engagement, and enthusiasm. 

Agreeableness Compassion, respectfulness, 
trust 

Facilitates a prosocial and communal orientation towards others 
through altruism, tender-mindedness and modesty. 

Emotional stability Anxiety, depression, 
emotional volatility 

Facilitates even-temperedness, positive emotionality and the ability to 
handle stress effectively. 

Source: OECD (2025[4]), Skills that Matter for Success and Well-being in Adulthood, https://doi.org/10.1787/6e318286-en, Chapter 1. 

Social and emotional skills as drivers of educational attainment 

The Survey of Adult Skills provides empirical evidence that social and emotional skills are powerful predictors of how long 
individuals stay in formal education (proxy for attainment). Openness to experience and emotional stability emerge as the 
most consistent predictors of educational attainment across nearly all participating OECD countries. On average, a one-
standard-deviation increase in openness correlates to an additional 0.4 years of education, ranging from 0.2 years in Canada 
to 0.8 years in Italy. However, analysis of individual facets reveals important nuances. Intellectual curiosity and aesthetic 

https://doi.org/10.1787/6e318286-en


  | 129 

 

EDUCATION AT A GLANCE 2026 © OECD 2026 
  

sensitivity are much stronger predictors of education length than creative imagination, which actually showed a negative 
association in Canada, Czechia and Norway. This suggests that the desire for abstract ideas and self-exploration is more 
important for navigating formal academic structures than pure divergent thinking.  

The role of conscientiousness is markedly context dependent. It shows a positive link with attainment in 16 countries, but 
exhibits a negative correlation in Austria, suggesting that national education systems reward different behavioural profiles. 
Furthermore, the association between openness and education is significantly stronger for older adults and those from less-
educated families, indicating that these traits may serve as critical tools for individuals navigating structural barriers and 
unequal educational opportunities. 

Labour market outcomes: employment status and economic returns 

Extraversion and emotional stability are the traits most significantly associated with the likelihood of being employed in modern 
labour markets. Individuals who are socially proactive and resilient to stress navigate recruitment and workplace challenges 
more effectively. However, although social and emotional skills are essential for securing work, their direct impact on wage 
levels is more modest than traditional factors. Personality traits explain only 1.5% of wage variation, compared to 8.8% for 
educational attainment and 4.3% for literacy proficiency. This reinforces the primary importance of formal qualifications in 
securing high earnings. 

Figure A4.3. Adjusted change in hourly wages related to a one-standard-deviation increase in the Big Five 
facets (2023) 

Employed adults aged 25-65, in per cent 

 
Note: Aggregated results across the OECD countries that used the BFI-2-S measure [see OECD (2025[4]), Chapter 1]. Estimates are obtained by 
controlling for gender, age, parental education, immigrant background, whether one lives with a partner and whether one has children ï and then, in a 
second step, for years of education attained and literacy proficiency. Wages are gross hourly earnings for employed and self-employed individuals, 
including bonuses, in PPP-adjusted 2022 USD. (r) denotes reverse-coded sub-domains, where a positive score corresponds to a low tendency for anxiety, 
depression or emotional volatility (and thus higher emotional stability). Darker colours denote differences that are statistically significant at the 5% level. 
Results for Korea are not presented. 
Source: OECD (2025[4]), Skills that Matter for Success and Well-being in Adulthood, https://doi.org/10.1787/6e318286-en, Figure 3.6. 

Disaggregating the domains reveals that, among the Big Five facets, assertiveness (a facet of extraversion) shows the largest 
positive association with wages (Figure A4.3). A one-standard-deviation increase in assertiveness is associated with 4.8% 
higher hourly wages before accounting for years of education and literacy proficiency, and with 3.2% higher hourly wages after 
additionally accounting for them. Accounting for these factors is crucial; it demonstrates that assertiveness is economically 
rewarded independently of someone's educational attainment or literacy proficiency. Factors related to emotional stability are 
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also significant: a lower tendency for depression is consistently linked to higher earnings, likely due to its impact on productivity 
and professional stamina. 

A pivotal finding of the Skills that Matter report is the compensatory role of social and emotional skills, particularly for vulnerable 
populations. Emotional stability, extraversion and conscientiousness are markedly more important for employment among 
individuals with low literacy proficiency. This suggests that strong social and emotional competencies act as a vital buffer for 
adults who struggle with complex information processing. In service-oriented, care-based or manual work environments, the 
"human advantage", i.e. the ability to regulate one's emotions, communicate effectively with colleagues and persist with tasks, 
can mitigate the labour-market disadvantages typically associated with lower cognitive scores. For these individuals, social 
and emotional skills are not just soft skills but survival mechanisms that provide a pathway to employment stability that 
technical training alone might not achieve.  

Source: OECD (2025[4]), Skills that Matter for Success and Well-being in Adulthood, https://doi.org/10.1787/6e318286-en, 

Gender disparities in earnings 

Although increasing educational attainment narrows gender differences in employment rates (see Chapter A3), the gender gap in 
earnings does not vary much across educational attainment levels. On average across OECD countries, tertiary-educated women 
and those with vocational upper secondary or post-secondary non-tertiary attainment working full time and for the full year earn 
22% less than their male peers, while women with general attainment at the same level and those with below upper secondary 
attainment earn 20% less (Figure A4.4 and Table A4.3). As women are more likely to work part time or only for part of the year 
than men, the gender differences in earnings are even wider among all workers than among full-time full-year workers (OECD, 
2025[1]).  

For all education levels, the gender gap in earnings is wider among 45-54 year-olds than it is for younger age groups. Young 
women (25-34 year-olds) in full-time full-year employment earn between 15% and 19% less than their male peers, depending on 
their level of educational attainment, while 45-54 year-old women earn between 20% and 23% less. On average, the gender gap 
is between 2 and 8 percentage points wider for 45-54 year-old women than for 25-34 year-old ones. However, differences across 
educational attainment levels vary by country and are relatively small on average (Table A4.3).  

There is no single explanation for the persistence of gender pay gaps, despite women now surpassing men in educational 
attainment levels in many countries (see Chapter A1). These disparities reflect a combination of interconnected factors, including 
occupational segregation, sectors, firms and job ladders, and differences within firms in tasks, responsibilities, promotion and 
wage setting (D., Blau and Kahn, 2017[5]; OECD, 2022[6]). Women are generally less likely than men to receive promotions or 
substantial wage increases when changing employers. Childbirth and caregiving responsibilities may reinforce this pattern by 
affecting labour-market attachment, hours worked, job mobility and wage growth (Rabaté et al., 2021[7]; Goldin et al., 2017[8]; 
Kleven, Landais and Søgaard, 2019[9]). Women are therefore more likely to seek careers offering greater flexibility and work-life 
balance in order to accommodate family responsibilities, which may reduce their earnings relative to men with similar levels of 
educational attainment. Cross-country differences in childcare policies, parental leave, working-time riles, second-earner 
incentives, collective bargaining, pay transparency and equal-pay enforcement can therefore affect how strongly family 
responsibilities and workplace inequalities translate into earning gaps (OECD, 2026[10]; OECD, 2022[6]). Consequently, although 
progress has been made towards greater gender pay equality, substantial disparities persist, with women in many countries 
continuing to earn less than men for comparable work due to enduring structural inequalities and discrimination (ILO, 2024[3]) 

https://doi.org/10.1787/6e318286-en
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Figure A4.4. Gender gap in earnings, by educational attainment and programme orientation (2024) 

Percentage difference between womenôs and menôs earnings among 25-64 year-old full-time full-year workers 

 
1. Year of reference differs from 2024. 
2. Low reliability of the value for workers with below upper secondary educational attainment. 
For data, see Table A4.3. The data for this figure can be accessed via https://stat.link/kxu07h.  

Distribution of earnings among workers  

Relative earnings by level of educational attainment not only indicate the extent to which labour markets reward additional 
education but also reflect broader patterns of income distribution and social inequality (OECD, 2025[1]). Higher relative earnings 
among tertiary-educated adults may provide strong incentives for individuals to pursue further education, but they can also point 
to wider wage dispersion and income inequality, particularly where earnings among less-educated workers remain comparatively 
low or stagnant. Although education has the potential to promote greater social mobility and reduce inequality, disparities in access 
to education and in educational outcomes may also contribute to the persistence of existing socio-economic inequalities 
(UNESCO, 2020[11]). 

This trade-off is evident in countries where high earnings premiums coexist with greater income inequality. For example, Chile, 
Colombia and Costa Rica are among the OECD countries with the highest earnings premiums for tertiary-educated adults, as well 
as the highest levels of wage dispersion. Conversely, in countries with more compressed wage structures, such as the Nordic 
countries, the earnings advantage of tertiary education is smaller, but overall income inequality is also lower (Table A4.1).  
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Figure A4.5. Share of workers earning at or below half the median earnings, by educational attainment (2024) 

25-64 year-old workers, in per cent 

 
1. Year of reference differs from 2024. 
For data, see Table A4.2. The data for this figure can be accessed via https://stat.link/kxu07h. . 

A key indicator of education-related labour-market inequality is the proportion of individuals at each attainment level who earn 
significantly more or less than the median earnings of all full- and part-time workers. On average across OECD countries, 29% of 
workers with below upper secondary attainment earn at or below half the median wage, compared to 18% of those with upper 
secondary or post-secondary non-tertiary education and just 10% of tertiary-educated workers (Figure A4.5). Conversely, only 
26% of workers with below upper secondary attainment earn more than the median, compared to 42% of those with upper 
secondary or post-secondary non-tertiary attainment and 68% of tertiary-educated workers (Table A4.2). However, these statistics 
should be treated with some caution, as they include part-time and part-year workers, who are mostly concentrated in the low 
earnersô categories. 

These disparities are even more pronounced at the top of the earnings distribution. On average across OECD countries, just 3% 
of workers with below upper secondary attainment earn more than twice the median wage, compared to 6% of those with upper 
secondary or post-secondary non-tertiary attainment and 22% of tertiary-educated workers. Among OECD and partner countries, 
more than 40% of tertiary-educated 25-64 year-olds earn more than twice the median in Brazil, Colombia, Costa Rica and 
South Africa (Table A4.2). 

Income distribution can also be analysed in relation to skill levels, to analyse the extent to which low skills are preventing adults 
from accessing high-paying jobs (Box A4.4). 
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Box A4.4. A multidimensional view of skills domains 

Traditional single-domain assessments offer only a partial view of human capital because literacy, numeracy and problem-
solving skills are deeply interconnected and tend to cluster as strengths or weaknesses. Data from the OECD Survey of Adult 
Skills (PIAAC) confirm that multidimensional skill profiles are a powerful predictor of economic success independent of formal 
education, acting as a sorting mechanism within labour markets. Analysing outcomes through income quintiles illustrates this 
compound effect: adults with consistently high proficiency across all three domains benefit from a substantial earnings 
premium and are heavily concentrated among higher earners, while those with multiple weaknesses face a severe earnings 
penalty and significant barriers to upward mobility. 

Analysis of PIAAC data across OECD countries shows a systematic relationship between combined skill profiles and the 
probability of being a high earner, defined here as belonging to the top two earnings quintiles or top 40% of earners. 
Approximately 64% of high-skilled individuals (those with high skills in at least two skills domains) are considered high earners, 
compared to 42% of medium-skilled individuals (those with medium skills in at least two domains) and 20% of low-skilled ones 
(those with low skills in at least two domains) (Table A4.4, available online). 

Breaking down these groups further concedes some precision, as the greater number of combinations produces many small 
sub-populations with smaller sample sizes for less robust cross-country comparisons. However, it does allow the effect of 
having low, medium or high skills in individual domains to be analysed. Taking those adults who have medium proficiency 
levels in all three domains as a useful benchmark, on average across the OECD, approximately 41% of these individuals are 
in the top 40% of earners. There is a substantial earnings premium associated with higher proficiency levels: adults with high 
skills in at least one domain and medium skills in the others have a 58% probability of being among the high earners. Adults 
with high proficiency levels across all three domains reach a probability of approximately 65% (Figure A4.6). 

These findings demonstrate that multiple strengths across literacy, numeracy and adaptive problem solving provide a 
compound economic advantage. Labour markets reward not only isolated competencies but also the consistency of high-level 
performance across domains. 

Conversely, low proficiency in even a single domain generates a substantial earnings penalty. Adults with low skills in one 
domain and medium skills in the other two see their probability of belonging to the top earnings groups fall to approximately 
31%. This penalty intensifies as weaknesses accumulate: the share of top earners drops to 25% for those with low skills in 
two domains and medium skills in the third, and to 17% for those with low skills in all domains (Figure A4.6). 

The disadvantage is even clearer at the top and bottom of the earnings distribution. On average across OECD countries, 
approximately 38% of adults with low skills across all domains are concentrated in the lowest earnings quintile, while only 
around 7% reach the highest quintile. In some countries, including Sweden and Norway, more than 55% of adults with low 
proficiency levels in all domains are found in the bottom 20% of earners. These patterns illustrate a clear ñmultiple weakness 
penaltyò: labour-market disadvantage increases sharply when deficiencies accumulate across domains rather than in isolation 
(Table A4.4, available online). 
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Figure A4.6. Share of high earners, by skill levels (2023) 

In per cent of 25-64 year-old earners in the top 4th and 5th quintiles; Survey of Adult Skills (PIAAC) 

 
For data, see Table A4.4 (available online). The data for this figure can be accessed via https://stat.link/kxu07h . 

Skills versus educational credentials 

Both educational attainment and measured skills are positively associated with labour-market success. However, the evidence 
suggests that combined skill profiles are often a more effective predictor of high earnings than educational credentials alone. 
Across the OECD, approximately 65% of adults with high skills across all domains and all levels of educational attainment 
belong to the top two earnings quintiles, compared to 54% of tertiary-educated adults (across all skill levels). Tertiary-educated 
adults have more heterogeneous outcomes when considering their skill levels. Among tertiary-educated adults, those with 
high skills in at least two domains have a probability of around 67% of being top earners, while those with low skills in at least 
two domains see this probability fall to approximately 32% (Table A4.4, available online).  

Definitions 

Adults refer to 25-64 year-olds; young adults refer to 25-34 year-olds.  

Earnings include annual money earnings as direct payment for labour services provided, before taxes, plus work-related 
payments such as annual bonuses, result-related bonuses, extra pay for holidays and sick-leave pay from employer(s). Earnings 
do not include income from other sources, such as government social transfers, investment income, net increase in value of an 
owner operated business and any other income not directly related to work. 

Educational attainment refers to the highest level of education successfully completed by an individual. 

Individuals with zero earnings refer to individuals who have earnings, but the result of their business activities is exactly zero.  

Individuals with negative earnings refer to individuals who reported deficits in their business activities. 

0

10

20

30

40

50

60

70

80

90

100

Low skills in all domains Low skills in 2 domains and medium skills in 1 domain
Low skills in 1 domain and medium skills in 2 domains Medium skills in all domains
Medium skills in 2 domains and high skills in 1 domain High skills in 2 domains and medium skills in 1 domain
High skills in all domains

https://stat.link/kxu07h


  | 135 

 

EDUCATION AT A GLANCE 2026 © OECD 2026 
  

Levels of education: See the Readerôs Guide at the beginning of this publication for a presentation of all International Standard 
Classification of Education (ISCED) 2011 levels. 

Definitions of Skill domains and Proficiency levels and the distributions of the population related to data from Survey of Adult 
Skills (PIAAC) are included in Chapter A1. 

Methodology 

The analysis of relative earnings of the population with specific educational attainment and of the distribution of earnings does not 
control for hours worked, although the number of hours worked is likely to influence earnings in general and the distribution in 
particular. For the definition of full-time earnings, countries were asked whether they had applied a self-designated full-time status 
or a threshold value for the typical number of hours worked per week. 

Earnings data are based on an annual, monthly or weekly reference period, depending on the country. This chapter presents 
annual data, and earnings data with a reference period shorter than a year are adjusted. Please refer to Table A.A4.1 in Education 
at a Glance 2026 Sources, Methodologies and Technical Notes, for more information on the adjustment methods ([link to be 
added]). Data on earnings are before income tax for most countries. Earnings of self-employed people are excluded for many 
countries and, in general, there is no simple and comparable method to separate earnings from employment and returns to capital 
invested in a business. 

This chapter does not take into consideration the impact of effective income from free government services. Therefore, although 
incomes could be lower in some countries than in others, the state could be providing both free health care and free schooling, 
for example. The total average for earnings (men plus women) is not the simple average of the earnings figures for men and 
women. Instead, it is the average based on earnings of the total population. This overall average weights the average earnings 
separately for men and women by the share of men and women with different levels of educational attainment. 

In the earnings data, individuals with zero and/or negative earnings should be reported as earners. Individuals with negative 
earnings should also be considered in the calculation of the overall median earnings. However, data on individuals with zero 
and/or negative earnings are not available for all countries. Individuals with zero earnings are included for Belgium, Brazil, Canada, 
Germany, Ireland, New Zealand, Norway, Sweden, Switzerland, the Republic of Türkiye and the United States. Individuals with 
negative earnings are included for Belgium, Canada, Denmark, Italy, New Zealand, Norway, Spain, Sweden and 
the United States. Refer to the Definitions section for the definition of individuals with zero and negative earnings. Note that the 
share of both zero and negative earners are very low among full-time full-year workers in countries with available data, and this 
finding holds true when looking at the breakdown by educational attainment levels. The impact of the inclusion/exclusion of zero 
and/or negative earners is negligible on the relative earnings and the distribution of earnings. 

For more information see the OECD Handbook for Internationally Comparative Education Statistics (OECD, 2018[12]) and 
Education at a Glance 2026 Sources, Methodologies and Technical Notes ([link to be added]). 

Table A4.4 and Figure A4.6 include data on adultsô earnings based on the quintile distribution of Monthly earnings including 
bonuses for wage and salary earners and self-employed (EARNMTHALLPPPC2, derived variable). 

Distribution of social and emotional skills across adults and critical evaluation of the Big Five 

model 

Distribution of skills 

Policy design requires a granular understanding of how these skills are distributed. The Survey of Adult Skills (PIAAC) identifies 
several systemic demographic patterns: 

¶ Gender: A near-universal trend shows women reporting higher average levels of agreeableness and conscientiousness, 

but lower levels of emotional stability than men. 

¶ Ageing: Skills evolve over the lifespan. Younger adults exhibit higher extraversion and openness, whereas older adults 

exhibit higher conscientiousness and agreeableness, reflecting a gradual shift toward social conformity and task-oriented 

discipline. 
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¶ Parental education: Adults with tertiary-educated parents report higher openness (likely due to early exposure to diverse 

ideas) but lower conscientiousness compared to those from lower-educated backgrounds. 

¶ Migration: First-generation immigrants typically report higher agreeableness, conscientiousness and openness than 

native-born populations. This likely reflects the self-selection effect, where individuals who choose to migrate are often 

those possessing greater resilience and openness to new environments. 

Critical evaluation 

¶ Descriptive versus normative: The model describes typical behaviour, not ideal behaviour. High scores are not always 

optimal; for example, extreme conscientiousness can manifest as rigid perfectionism that hinders adaptation. 

¶ Self-reporting and social desirability: Responses are subject to the individual's self-perception and the "social 

desirability bias," where respondents provide answers which they believe the interviewer wants to hear. 

¶ Cross-cultural comparability: Cultural norms dictate how assertive or respectful an individual claims to be. This is why 

comparisons of cross-country averages are statistically invalid. 

¶ Lack of causality: The survey is cross-sectional, representing associations at a single point in time. It is impossible to 

definitively state whether high openness causes one to pursue more education, or if the experience of higher education 

develops oneôs openness. This bidirectional relationship must be considered when designing interventions. 

Sources 

This chapter is based on the data collection on education and earnings by the OECD Network for data development on labour 
market, economic and social outcomes of education (LSO Network). The data collection takes account of earnings for individuals 
working full time and for the full year, as well as part time or part of the year, during the reference period. This database contains 
data on dispersion of earnings from work and on student earnings versus non-student earnings. The source for most countries is 
national household surveys such as Labour Force Surveys, the European Union Statistics on Income and Living Conditions (EU-
SILC), or other dedicated surveys collecting data on earnings. About one-quarter of countries use data from tax or other registers. 
See Education at a Glance 2026 Sources, Methodologies and Technical Notes, for country-specific notes on national sources 
([link to be added]).  

Data on proficiency levels and social and emotional skills are based on the Survey of Adult Skills (PIAAC) (2023). PIAAC is the 
OECD Programme for the International Assessment of Adult Competencies. 
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Chapter A4 Tables  

Tables and notes  

Table A4.1 Relative earnings of workers compared to those with upper secondary attainment, by educational attainment and age group (2024) 

Table A4.2 Distribution of workers by educational attainment and level of earnings relative to the median (2024) 

Table A4.3 Womenôs earnings as a percentage of men's earnings, by educational attainment and age group (2024) 

WEB Table A4.4 Distribution of adults into earning quintiles, by educational attainment and literacy, numeracy and adaptive problem-solving skill levels 

(2023) 

StatLink 2 https://stat.link/kxu07h 

Data Download 

The data for the figures and tables in this chapter can be downloaded via https://stat.link/kxu07h. 

To access further data and/or other education indicators, please visit the OECD Data Explorer: http://data-
explorer.oecd.org/s/4 

Data cut-off for the print publication 17 June 2026. Please note that the Data Explorer contains the most recent data. 

Control codes 

a ï category not applicable; b ï break in series; d ï contains data from another column; m ï missing data; x ï contained in another 
column (indicated in brackets). For further control codes, see the Readerôs Guide. 

For further methodological information, see Education at a Glance 2026: Sources, Methodologies and Technical Notes 
(https://doi.org/10.1787/dcf64a14-en) 

  

https://stat.link/kxu07h
https://stat.link/kxu07h
http://data-explorer.oecd.org/s/4
http://data-explorer.oecd.org/s/4
https://doi.org/10.1787/dcf64a14-en


  | 139 

 

EDUCATION AT A GLANCE 2026 © OECD 2026 
  

Table A4.1. Relative earnings of workers compared to those with upper secondary attainment, by 
educational attainment and age group (2024) 

Adults with income from employment (full-time full-year workers); upper secondary attainment for each age group = 100 

  

Below upper 

secondary 

Upper secondary or post-secondary non-tertiary  Tertiary 

  
Post-secondary 

non-tertiary 

By programme orientation 
Short-cycle 

tertiary 

Bachelor's or 

equivalent 

Master's, 

doctoral or 

equivalent 

Total 
  

General 

programmes 

Vocational 

programmes 

  
25ð34 

year-

olds 

25ð64 

year-

olds 

25ð34 

year-

olds 

25ð64 

year-

olds 

25ð34 

year-

olds 

25ð64 

year-

olds 

25ð34 

year-

olds 

25ð64 

year-

olds 

25ð34 

year-

olds 

25ð64 

year-

olds 

25ð34 

year-

olds 

25ð64 

year-

olds 

25-34 

year-

olds 

25-64 

year-

olds 

25-34 

year-

olds 

25-64 

year-

olds 

  (1) (3) (7) (9) (10) (12) (13) (15) (19) (21) (22) (24) (25) (27) (28) (30) 

OECD countries                 
Australia 105 95 111 109 m m m m 103 109 125 131 131 150 124 131 

Austria 84 79 117 112 93 105 106 108 116 126 113 108 145 170 126 143 

Belgium1 c 84 c 120r 104r 103 100 100 c c 112 122 132 151 123 137 

Canada1 112 90 139 119 100 100 139 119 112 116 146 148 157 172 137 141 

Chile 81 74 a a 101 100 97 100 108 123 193 221 310 379 172 206 

Colombia1,2 72 70 m m m m m m m m m m m m 205 250 

Costa Rica 84 80 c c m m m m 117 120 183 199 c 305 166 193 

Czechia 83 79 m m 107 108 99 99 92 105 124 134 143 168 136 160 

Denmark 94 91 c 123 m m m m 101 108 109 112 127 142 115 123 

Estonia 82 85 98 97 106 106 96 96 m 92 125 134 136 154 131 140 

Finland1 100 99 114 117 106 121 100 99 101 122 114 122 140 161 124 139 

France1,2 91 88 m m 104 113 99 96 118 127 124 139 165 194 144 157 

Germany 74 80 93 119 98 113 98 104 116 117 127 148 140 175 129 153 

Greece m m m m m m m m m m m m m m m m 

Hungary 84 82 117 124 106 106 101 102 117 119 138 157 169 210 152 176 

Iceland m m m m m m m m m m m m m m m m 

Ireland1 c 90 103 99 m m m m c 141 151 156 196 188 168 165 

Israel1 72 71 a a 101 101 86 95 110 116 142 152 130 211 131 162 

Italy1,2 92 81 m m 97 96 101 101 m m 117 104 123 144 120 135 

Japan m m m m m m m m m m m m m m m m 

Korea 98 83 a a 98 98 101 101 108 110 114 132 143 173 114 130 

Latvia c 89 81 92 100 103 95 95 114 122 136 144 164 173 139 153 

Lithuania1 88 93 100 104 m m m m a a 145 149 171 187 152 169 

Luxembourg c 76 c c 114 115 83 85 c 128 127 142 131 156 128 150 

Mexico1 86 80 a a 100 100 112 103 114 125 142 148 172 210 143 154 

Netherlands 91 86 114 110 103 112 100 98 109 129 119 129 142 168 129 145 

New Zealand 101 94 106 100 101 101 104 99 118 114 126 136 130 146 126 136 

Norway 84 86 106 99 90 102 103 99 104 118 99 106 113 131 105 118 

Poland 91 88 95 101 m m m m m m 130 140 137 156 135 152 

Portugal 87 86 117 115 99 100 106 103 121 113 m m m m 160 175 

Slovak Republic2 86 83 m m 99 104 100 100 105 122 117 129 129 158 127 154 

Slovenia3 87 84 a a m m m m 112 126 123 134 145 174 130 154 

Spain 93 82 m m 101 102 97 97 122 114 133 136 173 174 148 148 

Sweden 91 86 97 112 100 108 99 99 104 108 107 115 123 144 112 125 

Switzerland2 83 83 m m 99 101 100 100 x(13,16) x(15,18) 124d 134d 138d 163d 130 148 

Türkiye2,4 79 76 a A m m m m x(18) x(20) x(18) x(20) x(18) x(20) 134 153 

United Kingdom2 66 72 a A 101 107 99 93 113 111 142 133 149 149 141 135 

United States 86 76 m m m m m m 113 111 170 165 195 214 166 170 

OECD average 87 83 107 109 101 105 101 100 111 118 131 139 152 180 138 154  
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Below upper 

secondary 

Upper secondary or post-secondary non-tertiary  Tertiary 

  
Post-secondary 

non-tertiary 

By programme orientation 
Short-cycle 

tertiary 

Bachelor's or 

equivalent 

Master's, 

doctoral or 

equivalent 

Total 
  

General 

programmes 

Vocational 

programmes 

  
25ð34 

year-

olds 

25ð64 

year-

olds 

25ð34 

year-

olds 

25ð64 

year-

olds 

25ð34 

year-

olds 

25ð64 

year-

olds 

25ð34 

year-

olds 

25ð64 

year-

olds 

25ð34 

year-

olds 

25ð64 

year-

olds 

25ð34 

year-

olds 

25ð64 

year-

olds 

25-34 

year-

olds 

25-64 

year-

olds 

25-34 

year-

olds 

25-64 

year-

olds 

  (1) (3) (7) (9) (10) (12) (13) (15) (19) (21) (22) (24) (25) (27) (28) (30) 

Partner and/or 

accession 
countries                 

Argentina1,4 90 87 a A m m m m 126 130 157 175 240 246 151 163 

Brazil2 79 76 m m m m m m m m m m m m 204 238 

Bulgaria1 64 66 m 109r 100 97 100 103 a a 148 145 182 188 162 174 

China m m m m m m m m m m m m m m m m 

Croatia m m m m m m m m m m m m m m m m 

India m m m m m m m m m m m m m m m m 

Indonesia m m m m m m m m m m m m m m m m 

Peru2 79 76 m m m m m m m m m m m m 154 175 

Romania 94 91 123 124 100 99 102 102 m m m m m m 136 138 

Saudi Arabia m m m m m m m m m m m m m m m m 

South Africa 59 53 197 193 m m m m 167 157 321 303 325 391 310 306 

EU25 average 87 85 m 111 102 106 99 99 111 119 126 133 148 168 136 151 

G20 average m m m m m m m m m m m m m m m m 

Note: There are cross-country differences in the inclusion/exclusion of zero and negative earners. Columns showing data on relative earnings for workers with 
upper secondary attainment and for 45-54 year-olds are available for consultation online. 
1. Year of reference differs from 2024: 2025 for Mexico; 2023 for Argentina, Belgium, Bulgaria, Canada, Colombia, Finland, Israel, Italy and the United States; 
2022 for France, Ireland and Lithuania. 
2. Index 100 refers to the combined levels of upper secondary and post-secondary non-tertiary education (levels 3 and 4 in the ISCED 2011 classification). 
3. Includes part-time and part-year workers. 
4. Earnings net of income tax for Türkiye and a combination of gross (self-employed) and net (employees) earnings for Argentina. 
The data for this Table can be accessed via  https://stat.link/kxu07h. 

  

https://stat.link/kxu07h
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Table A4.2. Distribution of workers by educational attainment and level of earnings relative to the median 
(2024) 

Median earnings from work for 25-64 year-olds with income from employment (full- and part-time workers) 

  

Below upper secondary 
Upper secondary or post-secondary 

non-tertiary 
Tertiary 

At or 

below 

half the 

median 

More 

than 

half the 

median 

but at 

or 

below 

the 

median 

More 

than 

the 

median 

but at 

or 

below 

1.5 

times 

the 

median 

More 

than 

1.5 

times 

the 

median 

but at 

or 

below 

twice 

the 

median 

More 

than 

twice 

the 

median 

At or 

below 

half the 

median 

More 

than 

half the 

median 

but at 

or 

below 

the 

median 

More 

than 

the 

median 

but at 

or 

below 

1.5 

times 

the 

median 

More 

than 

1.5 

times 

the 

median 

but at 

or 

below 

twice 

the 

median 

More 

than 

twice 

the 

median 

At or 

below 

half the 

median 

More 

than 

half the 

median 

but at 

or 

below 

the 

median 

More 

than 

the 

median 

but at 

or 

below 

1.5 

times 

the 

median 

More 

than 

1.5 

times 

the 

median 

but at 

or 

below 

twice 

the 

median 

More 

than 

twice 

the 

median 

(1) (4) (7) (10) (13) (16) (19) (22) (25) (28) (31) (34) (37) (40) (43) 

OECD countries                 
Australia 18 45 22 7 8 14 43 25 9 8 10 33 28 14 15 
Austria 30 45 20 3 2 17 34 30 12 7 12 20 24 18 25 
Belgium 27 53 17 3 c 16 49 27 6 2 7 26 38 17 12 
Canada1 39 31 17 7 6 28 30 22 10 10 22 23 21 16 19 
Chile 29 53 14 2 2 16 46 23 7 7 5 20 21 14 39 
Colombia1 44 35 13 6 2 23 31 26 14 6 7 13 15 22 43 
Costa Rica 27 42 25 3 2 17 36 30 9 7 6 13 22 13 47 
Czechia 13 65 19 3 1 4 53 31 8 3 1 23 38 17 21 
Denmark 35 37 22 4 2 18 38 33 8 4 14 25 38 13 10 
Estonia 24 45 20 5 6 20 40 22 9 9 12 24 28 16 20 
Finland1 31 39 21 5 3 20 42 28 7 3 11 23 34 17 14 
France1 50 26 18 4 2 31 29 29 7 4 15 17 28 19 22 
Germany 32 47 15 3 3 19 41 29 6 4 12 21 29 19 19 
Greece m m m m m m m m m m m m m m m 
Hungary 29 52 14 3 1 9 50 27 9 5 4 19 32 19 26 
Iceland m m m m m m m m m m m m m m m 
Ireland1 36 33 18 7 7 24 35 24 9 9 14 20 20 19 27 
Israel1 30 39 20 8 4 20 32 23 12 13 11 20 19 15 35 
Italy1 28 38 25 6 3 18 32 28 12 9 12 22 30 16 20 
Japan m m m m m m m m m m m m m m m 
Korea 28 58 12 2 0 14 56 22 6 3 7 39 28 15 10 
Latvia 27 46 16 7 4 16 49 23 7 6 6 26 34 16 19 
Lithuania1 20 51 21 6 2 17 48 23 8 4 12 22 25 18 22 
Luxembourg 36 49 c c c 18 46 24 9 c 4 20 30 23 22 
Mexico1 29 36 24 5 5 17 33 31 9 11 8 18 30 13 32 
Netherlands 32 37 23 6 2 21 37 27 11 5 12 21 29 19 19 
New Zealand 25 38 25 7 5 22 35 27 10 7 16 24 28 15 17 
Norway 53 26 15 4 2 24 30 31 10 5 17 18 38 15 12 
Poland c 76 19 4 1 c 64 26 7 3 c 29 37 17 16 
Portugal 9 58 25 5 3 7 47 30 8 7 3 14 28 20 35 
Slovak Republic 29 47 19 5 1 15 38 30 11 6 9 16 27 22 25 
Slovenia 9 71 17 2 1 6 56 29 7 3 3 25 32 21 19 
Spain 28 41 22 6 3 21 36 25 10 9 13 22 22 18 26 
Sweden 25 46 23 4 1 16 37 34 9 4 14 25 37 15 10 
Switzerland 28 53 17 2 1 20 42 30 5 2 9 23 34 19 14 
Türkiye2 29 47 19 4 1 18 38 27 11 6 10 20 21 24 25 
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Below upper secondary 
Upper secondary or post-secondary 

non-tertiary 
Tertiary 

At or 

below 

half the 

median 

More 

than 

half the 

median 

but at 

or 

below 

the 

median 

More 

than 

the 

median 

but at 

or 

below 

1.5 

times 

the 

median 

More 

than 

1.5 

times 

the 

median 

but at 

or 

below 

twice 

the 

median 

More 

than 

twice 

the 

median 

At or 

below 

half the 

median 

More 

than 

half the 

median 

but at 

or 

below 

the 

median 

More 

than 

the 

median 

but at 

or 

below 

1.5 

times 

the 

median 

More 

than 

1.5 

times 

the 

median 

but at 

or 

below 

twice 

the 

median 

More 

than 

twice 

the 

median 

At or 

below 

half the 

median 

More 

than 

half the 

median 

but at 

or 

below 

the 

median 

More 

than 

the 

median 

but at 

or 

below 

1.5 

times 

the 

median 

More 

than 

1.5 

times 

the 

median 

but at 

or 

below 

twice 

the 

median 

More 

than 

twice 

the 

median 

(1) (4) (7) (10) (13) (16) (19) (22) (25) (28) (31) (34) (37) (40) (43) 

United Kingdom 18 57 19 4 2 13 51 26 6 5 6 35 32 13 14 
United States 39 43 11 3 3 25 42 20 7 7 12 24 25 14 26 
OECD average 29 46 19 5 3 18 41 27 9 6 10 22 29 17 22 

Partner and/or 

accession 

countries 

               

Argentina2 35 34 18 7 5 24 34 25 8 8 12 20 22 18 28 
Brazil 57 25 10 4 4 34 29 18 8 11 17 12 14 11 45 
Bulgaria1 41 43 11 3 1 17 40 23 11 10 7 19 18 20 35 
China m m m m m m m m m m m m m m m 
Croatia m m m m m m m m m m m m m m m 
India m m m m m m m m m m m m m m m 
Indonesia m m m m m m m m m m m m m m m 
Peru1 49 19 15 9 9 34 16 21 13 16 25 9 15 13 39 
Romania c 76 21 3 c 0 60 32 8 0 c 17 39 42 2 
Saudi Arabia m m m m m m m m m m m m m m m 
South Africa1 35r 40 r 12 r 5 r 8 r 13 r 29 r 14 r 7 r 37 r 3 r 6 r 4 r 5 r 83 r 
EU25 average 28 49 19 4 3 16 44 27 9 5 9 22 30 19 20 
G20 average m m m m m m m m m m m m m m m 

Note: There are cross-country differences in the inclusion/exclusion of zero and negative earners. For a given level of educational attainment, the figures by 
level of earnings relative to median earnings may not add up to 100% because of missing data. Columns showing data broken down by gender are available 
for consultation online.  
1. Year of reference differs from 2024: 2025 for Mexico; 2023 for Argentina, Bulgaria, Canada, Colombia, Finland, Israel, Italy, South Africa and the 
United States; 2022 for France, Ireland and Lithuania. 
2. Earnings net of income tax for Türkiye and a combination of gross (self-employed) and net (employees) earnings for Argentina. 
The data for this Table can be accessed via  https://stat.link/kxu07h. 

  

https://stat.link/kxu07h
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Table A4.3. Womenõs earnings as a percentage of men's earnings, by educational attainment and age group 
(2024) 

Average earnings of adults with income from employment (full-time full-year workers) 

  

Below upper secondary 
Upper secondary or post-secondary non-tertiary 

Tertiary 
General programmes Vocational programmes Total 

25-64 

year-

olds 

25-34 

year-

olds 

45-54 

year-

olds 

25-64 

year-

olds 

25-34 

year-

olds 

45-54 

year-

olds 

25-64 

year-

olds 

25-34 

year-

olds 

45-54 

year-

olds 

25-64 

year-

olds 

25-34 

year-

olds 

45-54 

year-

olds 

25-64 

year-

olds 

25-34 

year-

olds 

45-54 

year-

olds 

(1) (2) (4) (6) (7) (9) (11) (12) (14) (16) (17) (19) (21) (22) (24) 

OECD countries                

Australia 88 85 84 m m m m m m 88 92 84 85 96 81 
Austria 83 86 81 84 96 68 81 83 80 84 84 82 75 85 77 
Belgium1 85r c c 86 c c 83 c 80r 84 79r 84r 87 93 94 
Canada1 73 56 76 81 79 77 65 60 63 74 69 72 75 81 73 
Chile 82 80 86 77 82 72 78 80 79 77 82 74 74 81 70 
Colombia1 86 82 88 m m m m m m 85 89 83 80 87 75 
Costa Rica 84 87 79 m m m m m m 83 86 78 89 92 100 
Czechia 84 89 83 78 81 74 84 83 83 84 84 82 73 81 70 
Denmark 81 79 80 m m m m m m 81 80 79 78 87 74 
Estonia 70 69 74 71 78 71 75 80 76 73 80 74 78 81 80 
Finland1 81 88 77 82 89 80 80 84 77 80 84 76 77 86 74 
France1 83 c 85 81 86 79 79 82 78 81 83 80 77 85 78 
Germany 93 c c 76 104 c 82 76 83 81 78 81 78 86 67 
Greece m m m m m m m m m m m m m m m 
Hungary 89 92 90 90 89 92 82 80 83 84 83 85 71 77 69 
Iceland m m m m m m m m m m m m m m m 
Ireland1 71 c c m m m m m m 89 98r 91 68 78 75 
Israel1 67 c c 74 71 78 63 c c 73 70 79 62 64 62 
Italy1 79 92 76 81 83 85 77 88 71 78 86 75 73 88 64 
Japan m m m m m m m m m m m m m m m 
Korea 80 c 72 74 82 68 72 83 66 73 82 68 75 91 70 
Latvia 58 c c 66 70 74 74 69 77 70 69 76 79 86 79 
Lithuania1 84 81 79 m m m m m m 83 80 81 80 82 79 
Luxembourg 82 c c 81 c c 86 c c 84 79 86 82 93 82 
Mexico1 78 81 79 81 82 78 74 69 79 81 81 78 80 85 81 
Netherlands 87 100 81 83 85 84 85 87 85 85 87 86 82 91 88 
New Zealand 85 91 79 82 91 79 80 75 76 81 83 78 79 86 71 
Norway 83 84 80 82 85 79 78 77 77 79 78 78 77 86 76 
Poland 79 81 77 m m m m m m 82 81 80 76 80 75 
Portugal 82 90 78 81 87 76 78 83 75 80 86 76 74 81 73 
Slovak Republic 79 85 80 78 78 77 79 77 78 79 77 78 76 83 71 
Slovenia2 82 82 81 m m m m m m 83 80 83 81 80 82 
Spain 78 78 78 79 77 81 76 73 79 78 76 80 85 92 82 
Sweden 85 85 83 85 87 82 81 82 80 83 84 82 80 86 76 
Switzerland 82 82 81 90 99 89 84 90 83 85 92 85 85 93 86 
Türkiye3 70 80 72 m m m m m m 77 78 78 81 88 83 
United Kingdom 74 95 70 77 84 76 67 71 68 73 77 73 82 82 81 
United States 77 77 78 m m m m m m 73 73 70 72 81 70 
OECD average 80 84 80 80 85 m 78 m 77 80 81 79 78 85 77 
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Note: There are cross-country differences in the inclusion/exclusion of zero and negative earners. Columns showing data for other age groups are available 
for consultation online. 
1. Year of reference differs from 2024: 2025 for Mexico; 2023 for Argentina, Belgium, Bulgaria, Canada, Colombia, Finland, Israel, Italy and the United States; 
2022 for France, Ireland and Lithuania. 
2. Includes part-time and part-year workers. 
3. Earnings net of income tax for Türkiye and a combination of gross (self-employed) and net (employees) earnings for Argentina. 
The data for this Table can be accessed via  https://stat.link/kxu07h,

  

Below upper secondary 
Upper secondary or post-secondary non-tertiary 

Tertiary 
General programmes Vocational programmes Total 

25-64 

year-

olds 

25-34 

year-

olds 

45-54 

year-

olds 

25-64 

year-

olds 

25-34 

year-

olds 

45-54 

year-

olds 

25-64 

year-

olds 

25-34 

year-

olds 

45-54 

year-

olds 

25-64 

year-

olds 

25-34 

year-

olds 

45-54 

year-

olds 

25-64 

year-

olds 

25-34 

year-

olds 

45-54 

year-

olds 

(1) (2) (4) (6) (7) (9) (11) (12) (14) (16) (17) (19) (21) (22) (24) 

Partner and/or 

accession countries 

Argentina3 55 55 51 m m m m m m 72 71 79 75 75 78 
Brazil 74 84 74 m m m m m m 71 80 69 68 73 64 
Bulgaria1 88 79r 85 80 89 85 78 98r 74 78 92 77 80 68 83 
China m m m m m m m m m m m m m m m 
Croatia m m m m m m m m m m m m m m m 
India m m m m m m m m m m m m m m m 
Indonesia m m m m m m m m m m m m m m m 
Peru1 65 59 64 m m m m m m 73 74 72 82 88 83 
Romania 84 88 83 85 80 85 89 90 88 89 89 88 94 94 96 
Saudi Arabia m m m m m m m m m m m m m m m 
South Africa 69 75 m m m m m m m 75 78 m m 74 m 
EU25 average 81 85 81 80 85 80 81 82 79 81 83 81 78 84 78 

G20 average m m m m m m m m m m m m m m m 

https://stat.link/kxu07h
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