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Governments are paying increasing attention tornat@é®nal comparisons as they search for effechukcies that
enhance individuals’ social and economic prospegtsyide incentives for greater efficiency in theoysion of
education, and help to mobilise resources to nigiegrdemands.

In response to this need, the OECD devotes a reét to the development and analysis of quamatinternationally

comparable indicators, which are published annuallfeducation at a Glance These indicators enable educational

policy makers and practitioners alike to see tie€incation systems in the light of other countrigstformances angd
together with OECD’s country policy reviews, aresigeed to support and review the efforts that govemts are
making towards policy reform.

This note contrastgiobal trends among OECD countries, under the headings: quantity and quality chaksngesource
and efficiency challenges and equity challenges.

Education at a Glance 20Q&s well as its executive summary and the undeylgiata can be downloaded free of charge

atwww.oecd.org/edu/eag2008

Questions can be directed té&ndreas Schleicher
Head, Indicators and Analysis Division
OECD Directorate for Education Tel: +33 1 45 24683 emailAndreas.Schleicher@OECD.org

QUANTITY AND QUALITY CHALLENGES

The decades-old expansion in educational partidgpaand outputs continues — and at a pace thattopgsmany pas
projections. With completion of upper secondarycadion close to universal in most OECD countrid® greatest
recent expansion has come in the tertiary sectdnlé)Min 1995, 37% of a cohort went into univerdéyel programmes
it is now 57%, on average across OECD countries ltard to predict the future from past trendsll\itie expansion of
tertiary education continue at this rapid pace,vém by an ever-rising demand for the highly skitfl€ar will it level off
and will relative earnings decline? At the begirmiof the 20th century, few would have predicted, tammong OECDO
countries, upper secondary education would be llgrgeiversal by the end of the century. So it igadlg difficult to
predict how tertiary qualifications will have evel by the end of the 21st centuBducation at a Glance 2008
provides a profile of educational qualificationspopulations as well as indicators on trends in ¢fo@antity and quality
of the output of educational institutions. For thst time, it also relates the qualifications thate produced by th
education system to their actual deployment acoossipational groups.
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Global trends

Education systems continue to expand at a rapid @ac

» Tertiary attainment levels have increased substiintfor the first time reaching one third of tbehort of 25-to-34-
year-olds, on average across OECD countries. Incetdreland, Japan and Korea, there is a differenc
25 percentage points or more in tertiary attainnhettveen the older and younger age group (Tablda)lBetween
1995 and 2006 alone, the university-level graduwatite rose, on average across countries, frora 30% (Table
A3.2) and more than half of those at the typica afygraduation completed their first tertiary-tybelegree in
Australia, Finland, Iceland and New Zealand (Takiel).

» The social sciences, business and law are the mdjmational fields in most countries. Across OE@Dntries, they
constitute 28% of the overall tertiary-type A attaent in the population. On average, there aréiiBds as many
individuals with degrees in these fields in the ryger cohort entering the labour-market than inallder one nearing
retirement age. By contrast, in the field of edigggtthis ratio is close to 1 in the OECD counti{€able A1.5).

...and current entry rates suggest that these tremdk continue.

» Entry rates in tertiary-type A education increasedstantially between 1995 and 2006, by 20 pergentaints on
average in OECD countries. Between 2000 and 2008t exceeded 10 percentage points in 11 of th@E26D
countries for which data are available. In 2006Adrstralia, Finland, Hungary, Iceland, New ZealaNdyway,
Poland, the Slovak Republic and Sweden, and thagratountry the Russian Federation, it is estich#tat 65% or
more of young adults will enter tertiary-type A grammes. In almost all countries, the majority @vrentrants
choose to follow tertiary programmes in the fiefdocial sciences, business, law and services €5aki.4, A2.5 ang
A2.6).

Overall, females represent 54% of new entrantsriaty education in OECD countries. However, treakdown by
gender varies considerably according to the fiéleducation. In the fields of health and welfales arts and
humanities, and education between 68 and 75% ofemet&ints are women. The proportion of women cimgpscience
(including life sciences, physical sciences, mat#érs, computing, engineering, manufacturing antstraction and
agriculture) studies ranges from less than 25%jad, the Netherlands, Spain and Switzerland angathtner country
Chile to more than 35% in Denmark, Iceland, Itaigd &lew Zealand (Table A2.6).

This expansion relates to strong labour-market oaiges for those with advanced qualifications.

» Earnings increase with each level of education s€heho have attained upper secondary, post-segondastertiary
or tertiary education enjoy substantial earningsaathges compared with those of the same gendehatenot
completed upper secondary education (Table A9ldd)5 out of 21 countries with available data, ¢laenings
premium for those with tertiary education increadadng the last decade, often despite massivethrowtertiary
participation. In Germany, Hungary, and Italy timerease has been between 30 and 40 percentads (iable
A9.2a).

» On average across countries, completion of tergdncation yields a 12 and 11% return for malesfamdiles,
respectively, and returns are above 22% for maléisa Czech Republic, Poland and Portugal. Thendsiar
tertiary education are relatively small in GermaNgyway, Spain, and Sweden where the rate of reaurges from 5
to 8% (Table A10.2). In most countries, the retiummvestment in tertiary education in mid-carae¥ lower, but still
substantial enough to motivate the investment witlgpvernment intervention (Table A10.4).

» Employment rates rise with educational attainm@fith few exceptions, the employment rate for gradsiaf tertiary|
education is markedly higher than the rate for ugpeondary graduates. For males, the gap is plantiz wide
between upper secondary graduates and those wiahaytper secondary qualification (Table A8.1a).

» Those with low educational attainment are both liks$y to be labour force participants and mokely to be
unemployed. Differences in employment rates betweales and females are also wider among less extligedups.

» The labour-market penalties for low levels of ediaraare particularly high for females. The chantéeing
employed is 23 percentage points higher for m&las for females among those without upper secondary
gualifications but falls to 10 points for the magghly qualified (Table A8.1a and A.2a).

Employment rates tend to drop long before the Ettpd retirement age in most countries. On aver@ag@joyment
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rates among 55-t0-64-year-olds are approximatelgezfentage points below those of the total woragg

population (25-t0-64-year-olds). However, employimates increase with educational attainment introogntries,
and in all countries except Iceland, tertiary att@nt provides an important employment advantage atder age.
The advantage is particularly large in the CzecpuRéc, Italy, Luxembourg and the Slovak Republialjle A8.4).

There are also marked shifts towards more skillety$ in labour-markets.

Across OECD countries between 1998 and 2006, thvesis a marked shift from semi-skilled jobs to skilgbs, with
an increase of almost 4 percentage points in thegurtion of employees in skilled occupations andlase to 4
percentage point decline in semi-skilled occupatoi most countries, the decline has not beents very low end
of the skill distribution but among semi-skilled i, with the proportion of the population working iunskilled
occupations remaining substantially unchanged (TabA1.6).

The proportion of skilled jobs is generally largéinan the potential supply of tertiary graduates...

» In OECD countries, the proportion of skilled jobge economy is generally larger than the potestipply of
tertiary educated individuals. For countries in ethivork-based learning is central to occupatiodabacement, this
difference is large. A broader initial skill baséyht require additional investment in higher edigatin a few
countries, tertiary attainment matches or margynaliceeds the proportion of skilled jobs, so thathfer expansion o
higher education will to some extent depend orgtioevth of skilled jobs in the coming years (Ta¥ds3a and
Al.6).

...but more recently the growth in the proportion pEople with tertiary qualifications has generalbeen faster than
the growth of skilled jobs, suggesting that the gaglosing.

The increase in skilled jobs has been met and dreckia most OECD countries by increases in thegtiagm of the
population with tertiary attainment. However, inghoountries, there are still substantially moridlesk jobs than
tertiary educated individuals. On average, acrds€0D countries, 69% of all those with a tertiaryeygB
qualification and 85% of those with a tertiary SAjalification have skilled jobs. However the matghof higher
education to skilled jobs varies substantially agnoountries. Those with a tertiary 5A/6 qualificatin Denmark,
Finland, Luxembourg and the partner country Sloxeln substantially better in finding a skilled gilwen the labour
market conditions for those with tertiary educatfdables A1.6, A1.7 and A3.2).
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The internationalisation of tertiary education isrpceeding rapidly.

* In 2006, over 2.9 million tertiary students wereadled outside their country of citizenship. Thépresented a 3%
increase from the previous year in total foreigrdstt intake reported to the OECD and the UNESGtuite for
Statistics (Box C3.1).

» Student mobility — i.e. international students Wiavelled to a country different from their own thee purpose of
tertiary study — ranges from below 1 to almost I&%ertiary enrolments across OECD countries. hragonal
students are most numerous in tertiary enrolmenfgistralia, Austria, New Zealand, Switzerland &émel United
Kingdom (Table C3.1).

» France, Germany, the United Kingdom and the Urfiitedes receive 49% of all foreign students worldwithe
largest absolute numbers of international studieats OECD countries are from France, Germany, JapanKorea.
Students from China and India comprise the largestbers of international students from partner toem(Chart
C3.2).

* International students make up 15% or more of titelments in tertiary education in Australia and\N&ealand and
more than 20% of enrolments in advanced reseaodrgmmes in Belgium, Canada, New Zealand, Switzdylde
United Kingdom and the United States (Table C3.1).

30% or more of international students are enrahestiences, agriculture or engineering in Finlg@drmany,
Hungary, Sweden, Switzerland and the United S(@iaisle C3.5).

New analyses of PISA data provide a first picturieschool education from the perspective of parents.
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* Among the 10 OECD countries with available dataawerage, 77% of parents “strongly agreed or agrbed
standards of achievement were high in their ch#disool. On average, their children scored 20 sgonas higher on
the PISA 2006 assessment than students whose péadesatgreed or strongly disagreed” with that stegst. Much of
the advantage remains when taking into accounbssmnomic factors (Table A6.2).

» An average of 79% of parents reported being satisfiith the disciplinary atmosphere in their ctéldchool and
85% felt that the school did a good job of edu@psitudents. In both cases, their children had fopeance
advantage of 12 score points on average (Tableb)\6.2

On average, 88% of parents “strongly agreed or agptiethat their child’'s teachers seemed competendatedicated,
but the relationship to student performance was amsistent across countries, with an average advaetaf 7 score
points (Table A6.3a).

For the first time, the indicators compare approaefito monitoring school standards.

* A total of 22 OECD and partner countries undertstkelent examinations and/or assessments and lifereghools
to be evaluated (either self-evaluations and/qrengons by an external body) at regular inten@tadent
assessments (evaluations without civil effect her student) are practised in 17 OECD and partnantoes, whereas
national examinations (with a civil effect for thident) are practised in 10 OECD and partner cesnfTables D5.1
and D5.2).

» School self-evaluations are required in 14 cousitgenerally on an annual basis (Table D5.6).

» School inspections are required in 14 countriesegdly once every three years (Table D5.5). Algioschool self-
evaluations are held more often than school ingpesitevaluations by school inspectorates appegeneral to have
more influence on schools and teachers in terntiseoiimplications of the evaluation and the accduifita structure
(Tables D5.5 and D5.6).

» Both school evaluation and student performance uneasare mainly used to provide performance feddtmac
schools (Tables D5.3 to D5.6). In general, theyel@latively little influence on school financingdaother financial
implications such as changes to the school buggetjsion of rewards or sanctions for schools,esnunerations and
bonuses received by teachers (Tables D5.3 to D5.6).

In a larger number of countries, the influencedfa®l evaluations is greater than student exanainatior the
performance appraisals of schools (13 countrigapemed to 7 for student examinations), for the aispt of the
performance of school management (9 countries, aosato 1 for student examinations) and the apgrafghe
performance of individual teachers (4 countriesnpared to 1 for student examinations) (Tables D& I[35.6).




RESOURCE AND EFFICIENCY CHALLENGES

Meeting the demand for more education while imprgwiuality is bound to create pressures for curravels of
spending to be maintained or increased and to im@rthe efficiency of spending on education. Regeats have
already seen considerable rises in spending levst) in absolute terms and as a share of publidgets. The total
amount of funds allocated to educational instimticacross all levels of education rose in all coestwith available
data over the last decade, and by 19% on averagedah terms between 2000 and 2005 alone. By 20D
countries were spending 6.1% of their collective iGBn education at all levels, of which 86% camemfrpublic
sources and all but 7 of the 28 OECD countries sagneast 5%. Another visible indication of théoes made by
governments can be found in the fact that from 1898005, public expenditure on education grew loyenthan oneg
percentage point as a proportion of all public sgeg — from 11.9% to 13.2% in 2005. Education sfregdose at
least as fast as public spending in other sectarsll countries except Canada, France, Hungary, tBgal and
Switzerland.

Alongside the increase in public spending on edanathere has also been a search for new sourtdanaing to
accommodate the rapid growth in student numbersti(uaarly at the tertiary level) and to increashket resources
available to educational institutions. Although 8@¥spending on education still originates from fpuources for all
levels of education combined, private spendingeased more rapidly than public spending betweerb B 2005 in
nearly three-quarters of the countries examinedsdme, the proportion of private funding of terniaeducational
institutions is high enough to challenge the vibat tertiary education is solely a state resporigibiln fact, this view
is gradually being replaced by the perception tltaten the shared public and private returns thatieation brings,
costs and responsibilities for its provision shoalslo be shared between those who directly beaeditsociety at large
(i.e. private households and businesses as wejbasrnments), at least at the tertiary level ofeadion.

While significant additional investments in educatwill be important, it is equally clear that monegoney alone wil
not be enough. Investments in education will alsednto become more efficient. The education séasmot yet re
invented itself in ways that other professions hdwee to improve outcomes and raise productivityekd, the
evidence suggests the reverse, namely that prettycin education has generally declined because dhbality of
schooling has broadly remained constant, whileghiee of the inputs has markedly increased. Aspthee and mode
of educational provision have largely remained watded, the labour-intensiveness of education aeagthdominance
of teachers’ salaries in overall costs (with payesabased on qualifications and automatic increpdes/e made
personnel costs rise over time. This edition ofdation at a Glance provides a first picture of gpending choices that
different countries are making.
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OECD countries as a whole spend USD 8 553 per sti@mnually between primary and tertiary education:
USD 6 173 per primary student, USD 7 736 per se@ydtudent and USD 15 559 per tertiary student.etb
expenditures continue to rise in real terms.

» Expenditure on educational institutions per primagcondary and post-secondary non-tertiary studergased in
every country and on average by 35% between 1992@05 during a period of relatively stable studambers.

» The pattern is different at the tertiary level whepending per student has fallen in some casespasditure has nat

kept up with the expansion in student numbers. Hewdrom 2000 to 2005, expenditure on educatiorsitutions
per tertiary student increased by 11 percentagggon average in OECD countries after remainiagletfrom 1995
to 2000. Only Australia, Austria, Denmark, Gredceland, Mexico, Poland, Portugal, Spain, Switzetland the
United Kingdom saw a larger increase in expenditureducational institutions per tertiary studéaintin GDP per
capita (Tables B1.4 and B1.5).

» Seven out of the 11 countries in which studentlemeots in tertiary education increased by more @percentage
points between 2000 and 2005 have increased tkgenditure on tertiary educational institutionsdtyeast the sam
proportion over the period, whereas Hungary, Swethehthe partner countries Brazil and Chile did(fiable B1.5).

» Teacher compensation cost per student at the gppendary level varies from 3.9% of GDP per cdpithe Slovak
Republic (less than half the OECD average ratéd%) to over five times that rate in Portugal €26, nearly twice

the OECD average). Four factors influence theseltre- salary levels, the amount of instruction tforestudents, the

amount of teaching time required of teachers ardame class size — so that a given level of congtemscost per
student can result from quite different combinationthe four factors. For example, in Korea anddrabourg, the
compensation cost per student (as a percentagbBfgg@r capita) is 15.5 and 15.2%, respectively) botably
higher than the OECD average. However, wherea®med&higher than average teacher salary leveldexwith
relatively large class sizes are the main influesrcéhis, in Luxembourg, relatively low class sig¢he main factor
which results in such a high teacher compensatishper student (as a proportion of GDP per capagjpared to
the OECD average (Table B7.2).

* In countries with the lowest compensation costgpedent (as a percentage of GDP per capita) atgper secondary

level, low salary levels as a proportion of GDRssially the main driver. This is the case in Icdldreland, Norway,
Poland, the Slovak Republic and Sweden. The maiapion to this pattern is Mexico where teachesiryadosts
relative to GDP per capita are well above the OE@Erage but this is more than compensated forrpg lelass size
(Table B7.2).

* In contrast, among countries with the highest kewélcompensation cost per student (Portugal, Sgavtzerland),
no single factor determines this position, buteatach of the four factors act to increase costatying degrees
(Table B7.2).

High spending per student cannot automaticallycasmt=d with strong performance by education syst&msnding
per student up to the age of 15 in the Czech Repighloughly one-third of, and in Korea roughlyeshalf of,
spending levels in the United States. However,avhilth the Czech Republic and Korea are amonghteh
performers in the PISA 2006 assessment of sciectfue\®ment among 15-year-olds, the United Statdernpes
below the OECD average. Similarly, Spain and théddrStates perform almost equally well, but wiiile United
States spends roughly USD 95 600 per student tigetage of 15 years, Spain only spends USD 61 B&i¢ B7.1).

1%

1°2)

OECD countries spend 6.1% of their collective GDP educational institutions. However, the increasespending
on educational institutions between 1995 and 20@8 behind growth in national income in nearly haléf the
28 OECD countries for which data are available.

» The highest spenders on educational institutioaanmark, Iceland, Korea, the United States aagéntner
country Israel, with at least 7% of GDP accountadoly public and private spending on educationstitiations,
followed by Mexico and New Zealand with more thab%. By contrast, seven out of 28 OECD countriesvioich
data are available as well as three out of sixgartountries spend less than 5% of GDP on eduneatiostitutions;
in Greece and in the partner country the Russiaefation, the figure is 4.2 and 3.8%, respecti{&bble B2.1).

» Tertiary education accounts for nearly one-thirthef combined OECD expenditure on educationaltutgins (2.0%
of the combined GDP). In Canada and the UniteceStatpenditure at this level reaches up to 40%mdrditure on
educational institutions (Table B2.1). RelativeaDP, the United States spends over three times amotertiary
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education than Italy and the Slovak Republic aratlgdour times more than the partner countriezBind the
Russian Federation.

On average across OECD countries, expenditurdlfavals of education combined increased relayivabre than
GDP between 1995 and 2005. The increase in expeadinh educational institutions as a proportioGbiP
exceeded 0.8 percentage points over this decdderimark, Greece, Mexico and the United Kingdom (@ &2.3).

In all countries public funding on educational ingutions increased between 1995 and 2005. Howepgrate
spending increased faster in nearly three-quartefsthese countries.

» On average over 90% of primary, secondary and gastndary non-tertiary education in OECD countaesl, other
than in Korea no less than 80%, is paid for pupl{@lable B3.2a).

* In tertiary education the proportion funded prihatearies widely, from less than 5% in Denmark,|&md and
Greece, to more than 40% in Australia, Canadan]apaw Zealand, the United States and in the pacmentry
Israel, and to over 75% in Korea and the partnantgyg Chile. As with tertiary graduation and entayes, the
proportion of private funding can be influencedtby incidence of international students who forrelatively high
proportion of the student body in Australia and Nésaland (Table B3.2b).

» On average among the 18 OECD countries for whigdtidata are available, the share of public funitirigrtiary
institutions decreased slightly from 79% in 1995786 in 2000 and to 73% in 2005. However, the iasean private
investment has not displaced but complemented ptibAncing, the amount of public funding has siyrjginded to
increase at a lower rate (Table B3.2b).

* In eight out of the 11 OECD countries with the kEsgincrease in public expenditure on tertiary atioo between
2000 and 2005, tertiary institutions charge lomottuition fees. The exceptions are Korea, theddniKingdom and
the United States (Indicator B5).

In tertiary education, households account for rpostaite expenditure in most countries for whichadate available.
Exceptions are Canada, Greece, Hungary, the SRegpliblic and Sweden where private expenditure fotities
other than households is more significant (Table2Bj3

On average, OECD countries devote 13.2% of totablpriexpenditure to education, but values for couets range
from 10% or below in the Czech Republic, Germangly and Japan to more than 23% in Mexico.

» Between 1995 and 2005, education took a growingestfetotal public expenditure in most countrias] @an average
grew at a similar pace than GDP. Denmark, the Niethés, New Zealand, the Slovak Republic, Swedertlaam
partner country Brazil saw the largest shifts woiar of education (Table B4.1).

On average across OECD countries, 85% of publierdipure on education is transferred to publidtasons. In
two-thirds of OECD countries, as well as in thetipar countries Brazil, Estonia and Slovenia, trerstof public
expenditure on education going to public institmsi@xceeds 80%. The share of public expenditunsfeered to the
private sector is larger at the tertiary level thaprimary to post-secondary non-tertiary leveld eeaches 26% on
average among OECD countries for which data aridadn@ (Table B4.2).

There are large differences among OECD countriestite average tuition fees charged by tertiary-typ@ublic
institutions, as well in how students pay for them.

* In eight OECD countries public institutions chargetuition fees, but in one-third of countries palahstitutions
charge annual tuition fees for national studenesxiress of USD 1 500. Among the EU19 countries; thrd
Netherlands and the United Kingdom have annuabtufees that represent more than USD 1 000 pktirfio
student; these relate to government-dependentuitistis (Table B5.1a).

» When tuition fees are charged, tertiary institudiane responsible for setting tuition fee levelalmost all countries
as well as for determining the level of tuitionge®nly the Netherlands, Spain and Switzerland heweds of tuition
fees set exclusively by educational authoritieséatral, regional or local levels) at least fomeoof their tertiary
institutions (Table B5.1d).

» An average of 18% of public spending on tertiaryeadion is devoted to supporting students, housistenid other
private entities. In Australia, Denmark, the Nelhieds, New Zealand, Norway, Sweden and the pacmantry
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Chile, public subsidies to households accountdones27% or more of public tertiary education budd&able B5.2),

» Low annual tuition fees charged by tertiary-typ@étitutions are not systematically associated witbw proportion
of students who benefit from public subsidies driiary-type A education, the tuition fees chargggublic
institutions for national students are negligilsiehe Nordic countries and in the Czech Republ&ane low in
Turkey. And yet more than 55% of the students égnlah tertiary-type A education in these countaas benefit
from scholarships/grants and/or public loans. MeeepFinland, Norway and Sweden are among the sewanmntries
with the highest entry rate to tertiary-type A edlimn.

OECD countries in which students are required totpaion fees and who can benefit from particytdarge public
subsidies do not show lower levels of access t@tgrtype A education than the OECD average. Kkanele,
Australia (82%) and New Zealand (79%) have amorgitbhest entry rates to tertiary-type A educatéon the
Netherlands (59%) and the United States (64%) laogeathe OECD average. The United Kingdom (51%) and
partner country Chile (48%) are just below the OE&¥@rage (54%), although entry to tertiary-typeddi@tion
increased by 4 and 6 percentage points, respegthetween 2000 and 2005 in these countries.

Instruction time, teachers’ salaries, and studemtaicher ratios vary widely among countries, whicHeadts the level of
expenditure per student.

» The choices countries make about how many houryeas students spend in the classroom and thectsiithey
study reflect national priorities and preferen&sdgetary considerations also help shape educdateachers’
salaries represent the largest single cost in ginoyischool education and, as such, are a critmasgideration for
policy-makers striving to both maintain the quabfyeducation and to contain spending. While ct®ss has become
a hot topic in many OECD countries, evidence omifgact on student performance is mixed.

« Differences in teachers’ salaries, along with ofaetors such as student-to-staff ratios (see &tdicdD2), provide
some explanation of the differences in expendiparestudent (see Indicators B1 and B7).

» Salaries of teachers with at least 15 years expegiat the lower secondary level range from less thSD 15 000 in
Hungary and in partner countries Chile and EsttmidSD 51 000 or more in Germany, Korea and Swane, and
exceed USD 90 000 in Luxembourg (Table D3.1).

» Salaries for teachers with at least 15 years espeeiin lower secondary education are over twieg2DP per capita
in Korea, whereas in Norway, and in partner coestistonia and Israel, salaries are 75% or lessthieaGDP per
capita.

» Teachers’ salaries have risen in real terms betd866 and 2006 in virtually all countries, with tlaegest increases
in Finland, Hungary and Mexico (and in startingasi@ls in Australia) and in partner country Estofalaries at the
primary and upper secondary levels in Spain fetead terms over the period, although they rembhova the OECD
average (Tables D3.1 and D3.2).

On average in OECD countries, upper secondary éesicéalaries per teaching hour exceed those ofgpyi teachers
by 44%; the difference is 5% or less in New Zea)&@wbtland and the partner country Chile and isktquor greater
than 75% in Denmark and the Netherlands (Table)D3.2

The average class size in primary education islslig more than 21 students per class, but varieanr 32 in Korea,
to fewer than half that number in Luxembourg and ¢hpartner country the Russian Federation.

» The average class size in lower secondary edudcat@h students per class, but varies from abouitr3fiore in
Japan, Korea and Mexico and the partner countniazilBChile and Israel, to 20 or fewer in Denmddeland,
Ireland (public institutions), Luxembourg and Switand and the partner country the Russian Federéfiable
D2.1).

Between 2000 and 2006, differences in average slass among OECD countries have somewhat dimitisblass
size tended to decrease in countries that haduedlatarge class sizes in 2000 (such as Japarge&and Turkey)
whereas it increased in some of the countries mgititively small class sizes (such as Iceland) i@aX2.1 and D2.4
available on-line).




Students in OECD countries are expected to receoreaverage, 6 907 hours of instruction between dues of 7 and
14, of which 1 591 hours take place between agesd 8, 2 518 between ages 9 and 11, and 2 798 leetwges 12
and 14. The large majority of intended hours of ingction are compulsory.

* In OECD countries, 7-to-8-year-olds receive an agerof 770 hours per year of compulsory instrudiime and
796 hours per year of intended instruction timéhaclassroom. Those aged 9 to 11 receive aboco@@ulsory
hours more per year than 7-to-8-year-olds and thged 12 to 14 receive just over 86 hours morg/@arthan 9-to-
11-year-olds (Table D1.1).

On average across OECD countries, the teachingpalimg, writing and literature, mathematics andrsm
represents nearly 50% of the compulsory instrudiioe for 9-to-11-year-olds and 40% for 12-to-14yelds. For 9
to-11-year-olds, the proportion of compulsory auhim devoted to reading, writing and literatureiemwidely from
13% in Australia to 30% or more in France, Mexiod the Netherlands (Table D1.2).

The number of teaching hours in public lower secanrg schools averages 717 hours a year but rangegi548
hours in Korea to over 1 000 in Mexico (1 047) atite United States (1 080).

» The number of teaching hours in public primary sth@verages 812 per year (9 more than in 2005)yamges from
less than 650 in Denmark, Turkey and the partnentry Estonia to 1 080 in the United States (T&hel).

» The average number of teaching hours in upper secgmgeneral education is 667, but ranges fromi@®&enmark
to 1 080 in the United States (Table D4.1).

» The composition of teachers’ annual teaching timérms of days, weeks and hours per day, vagasiderably.
For instance, while teachers in Denmark teach 2owdeks per year (in primary and secondary edutagiod
teachers in Iceland for 35-36 weeks per year, &radh Iceland have more total annual teaching {imbaours) than
teachers in Denmark (Table D4.1).

Regulations concerning teachers’ working time &kgy. In most countries, teachers are formally megito work a
specific number of hours; in some, teaching timeniy specified as the number of lessons per wadlkagasumptions
may be made on the amount of non-teaching timenetjper lesson (at school or elsewhere). For el@np
Belgium (Fr.), additional non-teaching hours atadtare set at the school level; the governmenyt defines the
minimum and maximum number of teaching periodsyexk at each level of education.




EQUITY CHALLENGES

On average across OECD countries, close to 8 ouitOoyoung adults have now a qualification at leasthe upper
secondary level of education, which was true fitlelimore than half of 55 to 64-year-olds. In thstl11 years along
the proportion of students graduating from uppercselary programmes has increased by seven percepaigts in
OECD countries. Despite this rapid progress towands/ersal upper secondary educatiBducation at a Glance 200
also shows that in most countries a significantarity of individuals remain without baseline qualdtions at the
upper secondary level. In many countries, theseviohgals are seeing rapidly deteriorating labour-rkat prospects
Education at a Glance 200&lso shows that access to education as well asatidmal success often remain clos
tied to socio-economic conditions, which implieattisountries do not fully capitalise on their humpnotential.
Education at a Glance 2008rovides a range of indicators on disparities tlueational attainment and their labou

market consequences.
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In most OECD countries, virtually everyone now hascess to at least 12 years of formal education &nd
enrolment (defined here as enrolment rates excegdd®%) tends to begin between the ages of 5 arlslibthere is
significant variability both at the beginning andneling of initial education.

» At least 90% of students are enrolled in educdticaan age range spanning 14 or more years in Belgtance,
Germany, Hungary, Iceland, Japan, Norway and Spatontrast, Mexico and Turkey have enrolmentgate
exceeding 90% for only nine and six years, respelgti the corresponding figure for the partner dopthe Russian
Federation is nine years (Table C2.1).

» Enrolment rates for children 4 years or youngegesinom less than 25% in Korea and Turkey to 0086 %
Belgium, Denmark, France, Germany, Iceland, Ithlgw Zealand, Spain and the United Kingdom (TablelC2
Young children are more likely to be enrolled ie tountries of the European Union than in other DEGuntries
(the enrolment rate for 3-to-4-year-olds averadge3% for the EU19, while the OECD average is 69.4Paple
C2.1).

* Enrolment rates for 15-to-19-year-olds increasedwerage from 74 to 81% from 1995 to 2006. In Betyi Greece
and Poland, and the partner country Slovenia, tbaghed more than 90% in 2006 (in Belgium theydisshdy
reached this level in 1995). The pattern is sinfid@r20-to-29-year-olds, an age group in which nsbstlents are
enrolled in tertiary education; between 1995 an@b2€heir enrolment rates increased in all OECDntoes except
Portugal (Table C2.2).

The proportion of individuals who have completedpgr secondary education has been growing in almelsOECD
countries and is now the nhorm among the younger odis, but a significant minority remains left out.

 In the last 11 years, the proportion of studeragsigating from upper secondary programmes has isetiday seven
percentage points on average in OECD countriesaviflilable data. In 17 of 24 OECD countries, thimraf upper
secondary graduates to the population at the typgmof graduation is 80% or higher and in thecZeepublic,
Finland, Germany, Greece, Iceland, Japan, KoredNandgay it exceeds 90%. However, in Luxembourg, Mex
New Zealand, Spain, Sweden, Turkey and the Unitatk$ more than 20% leave school without attainimgpper
secondary degree (Tables A1.2 and A2.2).

» Those who have attained at least upper secondaoagdn enjoy substantial earnings advantages {@¢a4). For
many countries, the earnings disadvantage of twikeut upper secondary qualifications has sigaifity worsened
(Table A9.2a).

Gender differences in employment and and unemploynages are largest among those without uppemsiacy
education (Chart A8.1)

Some countries have been successful in improvingaadional opportunities among youths in difficulabour-market
situations.

» Most OECD countries have expanded their educatistes to accommodate more of the younger cohaots15-to-
19-year-olds, recruitment to education has lartggn place among individuals outside the laboukatgnot in
education or employment) and to a lesser extenhgramployed individuals. With few exceptions, pi@gto
expand education systems have thus helped to lemanployment and inactivity among young adults (@ab
C4.1b).

* The 15-to-19-year-old population that is not in eation is generally associated with being unempuayeout of the
labour force. Some countries are better able thia@reto provide employment for young adults wélatively low
educational attainment. In Iceland, Japan and Ngrmare than 70% of this age group not in educétmave
employment (Table C4.2a).

On average, completing upper secondary educatdutes unemployment among 20-to-24-year-olds by
7.4 percentage points and that of 25-t0-29-yeas-bid6.2 percentage points. The lack of an uppmrsiary
gualification is a serious impediment to findingm@ayment, and a tertiary qualification further ieases the
likelihood of job seekers finding employment (Tall¢.3).

11




Continuing education and training often does notaeh those who need it most.

 In many countries, non-formal continuing educaaoi training now also plays a significant roleaising the stock
of knowledge and skills. There are major differenamong countries in the number of hours that iddals can
expect to spend in non-formal job-related educadiuth training over a typical working life. At thertiary level, it
ranges from less than 350 hours in Greece, Itadytlae Netherlands to more than 1 000 in Denmarkakd, France

and Switzerland (Table C5.1a).

» The relative intensity (number of hours) of nonafiat job-related education and training typicallgriases sharply
with educational attainment (except in the Unitédg€lom, Italy and the Netherlands). The expectad$im non-
formal job-related education and training among2a5¢ear-olds with tertiary qualifications is, onea&ge across
countries, nearly twice as high than among thosle waper secondary qualifications and more thagettimes as
high as than among those without upper secondalfigations (Table C5.1a).

An older worker with tertiary education can expecteceive at least 70% of the education and tiginf a younger
worker in Denmark, Sweden and the United Statesthieuproportion falls below 20% in France, Hungang the
Netherlands. Adults with higher levels of educaticattainment are more likely to participate in iormal job-
related continuing education and training than sduith lower educational attainment (Table C5.1a).

In almost half of the countries, the majority of yger secondary students are enrolled in vocationedgrammes.
However, in key subject areas, the performancetofdents in vocational programmes tends to lag calesably
behind student performance in general programmes.

* In 13 out of 28 OECD countries and the partner tyudlovenia, the majority of upper secondary shisl@re
enrolled in pre-vocational and vocational programmniie most OECD countries, a significant propordmpper
secondary vocational education is school-based€T@b.1).

» In OECD countries with available data, vocationadlification is concentrated in engineering, mantifeing and
construction at both the upper secondary (34% )msttsecondary non-tertiary (22%) levels (Table2L1.

» The 14 OECD countries for which data are availablend, on average, USD 925 more per student orr uppe
secondary vocational programmes than on genergftammames (Table C1.3).

PISA 2006 shows that 15-year-olds in pre-vocati@mal vocational programmes have statistically Sicamt lower
performance in science compared to students edriollgeneral programmes in 12 out of the 14 OECintiges for
which data are available. On average, 15-year-@hdslled in general programmes score 35 pointsenighd after
adjusting for socio-economic factors a different24points still remains (Table C1.4).
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NOTES

“Non-formal education” is defined as organised aunstained educational activities that are not gipigrovided in
the system of schools, colleges, universities dhdrdormal institutions that constitutes a continsi ladder of full-
time education for children and young people. Nemrial education may take place both within andidats
educational institutions, and cater to personglafges. For detailed definitions, see Indicatori€kducation at a
Glance 2008.

“Tertiary-level education” is defined as higher edtion (HE). Indicators cover both the current perfance of the
HE system and the proportion of the adult poputafzb-to-64-year-olds) who have attained HE guadiions. There
are splits by gender and type of course — dividéol vocational courses like HND (Type B) and fehgth (duration
of more than three years) theory-based degreee(Aypncluding bachelor and masters degrees. Gitamurate is
defined as the ratio of tertiary graduates to thyguation at typical age of graduation.

“Lower secondary education” is defined as schodtiatyveen the academic ages of 11 and 13.

“Upper secondary education” identifies a leveatihinment, not necessarily reached while the iddal was
actually participating in secondary education ha United Kingdom it means attainment of at leastdl 2: that is, a
minimum of five GCSEs/SCSEs at grades A* to C,roequivalent vocational qualification such as NV&2Q2.
However, the international “upper secondary” balsd ancludes the United Kingdom Level 3: that isleAels or
NVQ/SVQs3.

“Statutory salaries”. The data on teacher pay aseth on statutory pay (pay scales) in 2004 andtlattempt to
capture actual average pay which will include dionary allowances for extra duties as well alectihg the age
structure of the teacher labour force. Furthermibie figures are for classroom teachers and s@trefiect the pay
of teachers promoted to heads and deputy head3thipg.also do not include bonuses and supplemeptgnyents,
which are considerable in some countries. EnglawkdStotland have separate systems of teacher pasoamwhile
the publication generally refers to the United Klom, the teacher pay figures are shown separatelrfgland and
Scotland. The pattern of the Scottish pay compasistosely follows that for England although Sabttpay levels
are slightly below those in England for startintpsas, but are above those for England after Hssyef experience
or at the top of the scale.
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