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Thee initiative of the Hungarian government to introduce a new teacher appraisal system 
within the whole-scale teacher assessment made us review the operational teacher career  
models and teacher appraisal frameworks linked to salary schemes in the world and 
compare the planned Hungarian model with the Uzbek teacher career model and teacher  
appraisal framework. Thee comparison includes the evolution of appraisals, their proced-
ures, criteria, and methodology. Our study proposes some ideas for decision-makers to 
consider when introducing or modifying teacher assessment frameworks so that they can 
bettyer contribute to teachers' well-being and to improving the quality of work in educa-
tion.
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Introduction

Working conditions, including career prospects and a good salary, deeply impact  
the quality of a job and infliuence employees’ well-being, skills development and 
productivity  (Bascia  &  Rott mann,  2011;  Gomendio,  2017;  Viac  &  Fraser,  2020.) 
Good working conditions are essential not only for individuals, but also for com -
panies and societies. Thois is especially true for professionals, teachers, doctors, 
lawyers, who require opportunities to fulfittsl their ambitions, the recognition of 
their  contribution  to  the  community,  constant  feedback,  and  opportunities  for 
professional development (Cazes, Hijzen & Saint Martin, 2015).

Current changes in the Hungarian educational system have made us refliect on 
working  conditions,  focusing  on  teacher  appraisals  within  teacher  assessment 
systems. Teacher performance assessment is a crucial part of teacher career mod -
els and is linked to salary schemes. Thois study aims to compare two teacher ap-
praisal systems (Uzbek and Hungarian), highlighting similarities and diffeerences 
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and pointing out the challenges faced by both systems. We hope our research res-
ults will support decision-makers in fittsne-tuning the existing systems. Thoe main 
aspects of our analysis are the evolution of the teacher appraisal systems, the pro -
portion  of  data  sources  (external  and  internal)  used  in  teacher's  appraisals  in  
Uzbekistan and Hungary. In this study, we will review the existing teacher career  
models and teacher's appraisal frameworks in the world, present the main prin-
ciples of the Hungarian and Uzbek teacher career models and make comparisons  
based on the above-mentioned aspects. In our study, we rely on international re-
search results and existing legal documents (Mourshed, Mona, Barber & Chijioke,  
2010).

Literature review

The evolution of teacher appraisal: professionalism and managerialism
Professionalism and managerialism can be identifittsed as two prevailing trends in 
the  evolution  of  existing  teacher's  appraisal  systems  worldwide.  According  to 
professionalism,  a  modern  professional  constantly  questions  and  refliects  upon 
their practice (Schön, 1983). Thois approach aims to understand all aspects of the 
teaching–learning process, resulting in a deeper professional insight. Thoe whole 
procedure,  involving  evaluation,  criticism  and  ultimately  self-development,  re -
quires openness and trust between those involved. Developing refliectivity on per-
sonal and organisational levels also requires fliexibility in working procedures to 
allow for individual experimentation. Refliective practice may lead to a lack of sat-
isfaction with the existing oeganizational structure and may result in a more dy-
namic organisation. Schön emphasises the importance of self-criticism as a part 
of professional development.

In recent years, the term of managerialism has appeared in education. An in-
creasing market pressure on education (Bott ery, 1996) led to emphasising man-
agement  concerns  and  increasing  competition.  Competition  created  a  need  
among school management for a more intensive use of target sett ing and monit-
oring performance (Gewirtz, 1997). Thoe growth of management teams and func-
tions connected to supervision have extended professionalism (Ozga, 1995), in -
creased managers' concerns about external quality control and internal cost con -
trol (Ball, 1994), and teaching and learning have been defittsned by customers' needs 
rather than professional judgements. 
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Thoe co-existence of these two trends presents both challenges and opportunit -
ies  for  educational  systems  globally.  Managerialism  promotes  a  culture  of  ac -
countability and performance-driven outcomes, ensuring that educational institu-
tions meet the demands of a rapidly evolving society. However, the overemphasis  
on these principles may risk eroding professional autonomy, stifliing creativity, 
and undermining the intrinsic motivation of educators. Conversely, professional -
ism encourages educators to engage in critical refliection, collaborative inquiry, 
and ongoing professional development, fostering a culture of innovation and ex-
cellence in teaching and learning. By prioritising the holistic development of edu -
cators and recognising the complexity of classroom practice, professionalism can 
enhance teacher morale, job satisfaction, and overall effeectiveness.

Ultimately, the evolution of teacher appraisal systems must strike a delicate  
balance between professionalism and managerialism, recognising the unique con-
tributions of each paradigm while mitigating their potential drawbacks.

Single-Generation and Second-Generation Career Structures
Historically,  single-generation  career  structures  in  teaching  have  been  charac-
terised by linear progression, hierarchical advancement, and long-term commit-
ments  to  single  educational  institutions  (Hargreaves,  2000).  In  such  structures, 
educators  follow  pre-def0ined  career  paths,  starting  as  classroom  teachers  and 
gradually advancing to administrative roles based on seniority and academic cre-
dentials. While single-generation structures provide stability, they often lack op-
portunities for professional growth, innovation, and collaboration.

Within single-generation career structures, teacher assessments primarily fo-
cus on measuring adherence to predetermined standards and benchmarks. Thoese 
standards ofteen revolve around tenure, seniority (years of service and hierarchical 
position,  and  academic  qualifittscations  (degrees,  certifittscations,  and  specialised 
training). As far asr classroom performance is concerned, assessment focuses on  
classroom management and curriculum adherence, with less consideration of in-
novative  teaching  methods  and  learning  outcomes.  Single-generation  career 
structures face inherent challenges in fostering adaptability, innovation, and col-
laboration among educators. Thoe rigid assessment frameworks may hinder pro-
fessional growth and limit opportunities for career advancement based on merit  
and performance.

In the light of the evolving demands of contemporary learning environments,  
there is a pressing need for a shifte towards more dynamic and inclusive assess -
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ment  practices  that  prioritise  continuous  learning,  collaboration,  and  student-
centred teaching approaches. Second-generation frameworks underscore adaptab-
ility, innovation, and collaboration (Fullan, 2001). Thoese structures prioritise the 
continuous development and ambition of educators to meet the evolving needs of 
students and educational systems. Performance assessment constitutes a crucial 
aspect of second-generation career structures, serving as a cornerstone for evalu -
ating teaching effeectiveness, professional growth, and contributions to collaborat-
ive endeavours.

Considering the axis of the single- and second-generation career structures, 
Crehan (2016) describes four career models,  trying to simplify variations among 
complex systems. Thoe fittsrst model is the single salary schedule, a fittsrst-generation 
career model where diffeerentiation and promotion are based on seniority and ex-
perience, not performance. Thoe other three models are second-generation career 
structures, where diffeerentiation  is made  between  teachers based on  their per-
formance. Thoe three models are: bonus pay, salary progression based on perform-
ance appraisal, and career ladder. Thoese three models rely on summative apprais-
als to diffeerentiate between teachers.

Bonus pay programmes award  teachers  for  a  specifittsc  achievement.  Thoe  best 
teachers receive a bonus or a salary supplement for a fittsnite period. Salary progres-
sion based on appraisal is a model where teacher salaries increase at key points 
and are dependent on their successfully passing an appraisal. Thoe salary spine can 
consist of diffeerent levels or grades, and teachers move to higher salary levels on 
the pay spine. Moving up the salary levels does not mean taking up additional re-
sponsibilities or a new status.  Thee career ladder model means that teachers’ pay 
progresses up to a point, beyond which they must pass an appraisal and take on 
an enhanced role with additional responsibilities. Career ladder models may be 
horizontal (teachers are promoted to more advanced levels, but teaching in the 
classroom remains key to their work) or vertical (teachers are promoted to ad-
ministrative or leadership positions and ofteen stop teaching). 

Thoe evolution of career structures in teaching has signifittscant implications for 
educators, educational leaders, and policymakers (Hargreaves & Fullan, 2012). To  
support the transition to second-generation frameworks, educational institutions 
must invest in professional development, mentorship programs, and leadership 
opportunities for educators. 
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Bott ery (1996) describes the process of how single-generation career structures 
are transforming into second-generation career structures. Thoe stages involve re-
cognising  the  limitations  of  traditional  models,  implementing  ongoing  profes-
sional development initiatives, and integrating performance assessments to im-
prove teaching quality and educational outcomes. Thoe evolution of teacher career 
structures  refliects  a  global  trend  towards  a  more  dynamic  competency-based 
framework.  Thois  shifte involves  moving  away  from  traditional  tenure-oriented  
models towards second-generation career structures prioritising ongoing profes-
sional development and performance assessment. Thoe critical aspects of this evol-
ution include balancing professionalism and managerialism, transitioning from a  
single-pay or bonus system to more comprehensive salary progression models,  
and adopting mixed evaluation approaches such as career progression.

International trends in teacher appraisal
In OECD countries, teacher appraisal means the formal evaluation of teachers “to 
make a judgement  and/or provide feedback about  their competencies and per-
formance” (OECD, 2013, p. 272). It is done in many forms. One of the diffeerentiat-
ing factors is whether the appraisal is centralised or done by schools. Thoen there is 
a diffeerence between appraisals conducted afteer completing the probationary period, 
when  registering as a qualifi ed teacher (national exam), appraisals used as a per-
formance management tool including registration processes, regular appraisals, ap-
praisals for promotion, and reward schemes based on the identifittscation of high-per-
forming teachers (OECD, 2013; TALIS, 2018). 

In this study, we are focusing on regular performance appraisals, promotion  
appraisals, and reward schemes. Thoe regular performance appraisal is typically an 
internal process regulated by general labour-law provisions. Such appraisals can  
range from strictlyregulated ones – regulated regarding how to implement them 
– to ones which provide full autonomy even regarding how to design them. Thoe 
appraisal may be connected to an interview and include elements such as discuss-
ing the teacher's professional development, responsibilities, working conditions, 
career  progression  or  salary  advancement  (OECD,  2013,  p.  275).  Appraisals  for 
promotion can be separate from regular teacher appraisals in some countries. It is  
ofteen voluntary and occurs in relation to employment status decisions.  Reward 
schemes involve teacher appraisals aiming to identify a select number of high-per-
forming teachers to acknowledge and reward their teaching competence and per -
formance through rewards or one-offe salary increases (OECD, 2013, p. 275).
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Appraisals can be formal or informal, subjective or objective, and summative 
or formative. Appraisal and feedback systems can be viewed as an integrated ele -
ment of the school culture or an “add-on” to existing systems (Marshall, 2005;  
Santiago & Benavides, 2009). Thoe appraisal and feedback system can be perceived 
as fair and accurate or the opposite. Thous, developing the best instruments to be 
used in the evaluation process is vital.

Developing  an  instrument  for  evaluation  needs  to  consider  the  goals of the 
evaluation, which is generally improving teaching quality by developing teacher 
capacity  (OECD,  2005).  Furthermore,  it  may  contribute  to  the  continuous  im -
provement of schooling (Santiago & Benavides, 2009) and increase the focus on 
teaching quality and continuous professional learning for teachers (OECD, 2013, 
p.  276).  Moreover,  effeective  teacher  appraisal  may  make  the  organisation  of 
schools sensitive to individual talent and performance, enhancing teachers' mo-
tivation to take up new roles and responsibilities (Mead et al., 2012). Thoerefore, it 
can boost the att ractiveness of teaching as a career choice and increase the status 
of teachers. Finally, it provides a tool for schools to hold teachers accountable for  
the quality of education. 

Thoe functions of teacher appraisal can be varied: it can be a tool for quality as-
surance  (summative  appraisal);  it  can  provide  opportunities  for  teachers  to 
identify  their  strengths,  weaknesses  and  areas  for  improvement;it  can  provide 
helpful information to support schools, teachers and educational authorities in 
making  decisions  regarding  career  advancement  and  professional  development 
(Isoré, 2009; Papay, 2012). Furthermore, it can build the efficcacy of education sys-
tems (Hatt ie, 2009).  Finally, teacher appraisal is a way to build a salary scheme 
diffeerent from a single salary structure (Crehan, 2016; Hanushek, 2007).

Teacher appraisals may diffeer  based on who conducts them.  Thoe TALIS report 
(2018)  shows  that  a  small  portion  (7%)  of  schoolteachers  are  never  appraised. 
Thoere are some countries where this percentage is more signifittscant, e.g., Finland 
(41%), Italy (36%) and Spain (25%). It is mostly school principals or other members  
of the school management who conduct appraisals. In OECD countries, school 
principals reported that 64% of teachers were appraised annually as of 2018. Ap-
praisals performed by other sources (mentors, other teachers or external individu-
als, inspectors, municipal representatives etc.) are less common. Thoere are also 
countries where the appraisals are conducted by two or three sources. 
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Methods used in appraisals depend on their functions. Defensible and compar-
able data are needed to get information about teachers’ performance to inform ca-
reer  decisions  and  to  strengthen  their  accountability.  Self-evaluation  can  be  a  
more effeective method if the function is to get information about professional de -
velopment needs and to promote teacher learning. Thoe most important principle 
is to gain data from multiple sources of evidence to render appraisals accurate  
and fair. Classroom observations, students' classroom-based or /and external ex -
amination results are commonly used for teacher appraisal. Thoese results make 
teachers'  work  measurable  and  present  students'  learning  outcomes.  Teachers' 
contribution to their students' learning outcomes is difficcult to measure, though, 
as students' results depend on several sensitive statistical assumptions; therefore, 
some experts (Braun, 2005; OECD, 2013; Papay, 2012) suggest combining the use  
of  students'  exam  results  with  other  evaluation  methods.  Student  survey  re -
sponses on teaching, the assessment of teachers' content knowledge and self-as-
sessment of teachers' work are also widely used appraisal methods (OECD, 2018).  
Results  gained  with  carefully  designed  student  survey  instruments  can  give  a  
unique view of teachers' work, but as students are not trained in rating, their re -
sponses  may  be  affeected  by  factors  unrelated  to  students'  learning;  therefore,  
again,  a  combination  of  evaluation  methods  is  recommended  (Kane  &  Staiger, 
2012; Wagner at al., 2013; Wallace, Kelcey & Ruzek, 2016).

Thoe function of the teacher appraisal determines the  consequences as well. In 
the case of formative assessment, appointing a mentor to improve teaching or  
drafteing a plan for professional development can be a practical consequence. A 
wage increase, a bonus or dismissal can be applied when the goal is to ensure 
good performance  and compliance  with standards. If the  function  is providing 
feedback,  post-appraisal  discussions  can  take  place  where  the  two  parties  ex -
change information about improving the quality of performing work related tasks  
(Baker, 2013). TALIS countries from 2013 to 2018 show a growing reliance on fittsn-
ancial and career advancement incentives and a declining reliance on changes in  
teachers' work responsibilities or dismissals or non-renewal of contracts. 

It is important to clarify at this point what we mean by teacher assessment 
and teacher appraisal. In our view, teacher assessment includes all the possible  
forms of teacher evaluation, the criteria of assessment and its procedures as well  
as the personnel responsible for teacher assessment in the assessment framework.  
Appraisal is a part of the assessment and refers to a specifittsc school context in a 
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fittsnite period of time, and it is conducted on a regular basis. Teacher career models  
are  more  complex  frameworks:  they  vary  depending  on  whether  they  include 
diffeerent  forms  of  assessment  and  appraisal  and  possible  career  paths.  We  see 
from the literature review that there are assessment frameworks which do not in-
clude any forms of appraisal.

Methodology

In our study, the comparison aims to explore similarities and diffeerences between 
the two appraisal systems to identify the main trends in both countries and some 
crucial points requiring consideration by decision-makers. Thoe aspects of our ex-
ploration are the following:

1. How have the current career structures evolved in Hungary and Uzbek-
istan respectively?

2. What is the proportion of external and internal data sources for teacher 
assessment in the two diffeerent countries? 

3. Based on what criteria are teachers assessed? What is the proportion of  
the assessment of a teacher’s professional competences and institutional 
appraisal  (the  achievement  of  individual  goals,  school-  or  class-based 
practice, the students' results and the students' survey results) in the fittsnal 
results of the teacher’s appraisal? To what extent do results from diffeerent 
appraisal data sources determine the teacher's salary? 

4. How is the appraisal carried out? What methodology is used? How ofteen 
is it carried out?

To answer the above research questions, we carried out a document analysis 
using the aspects mentioned above. Thoe documents are mainly legislative provi-
sions, former research results and national reports. First, we present the two as -
sessment systems separately, and then we highlight their similarities and diffeer-
ences.
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Results

The Hungarian Teacher Career Model and Teacher appraisal
In Hungary, a Teachers' Career Model (TCM) was introduced in 2013 (Hungarian 
Government Edict 326/2013. (VIII. 30.)). It has two aims: (1) to assess teachers'  
professional work based on professional competencies and (2) to support their 
professional development (Falus, 2011, Kotschy, 2011). It is a combination of sum -
mative and formative assessment. In the Hungarian model, teacher assessment is 
based on clearly defittsned levels (standards) of professional competencies (9 com-
petencies).  Thoe  standards  are  identifittsed  with  the  help  of  indicators.  Thoe  TCM 
helps teachers to follow a straightforward career path starting from the category  
of Trainee, entering Teacher I. category afteer a qualifittscation exam, and then enter-
ing Teacher II., Master Teacher or Researcher Teacher status afteer having success-
fully  passed  the  respective  qualifittscation  exams.  Initially,  the  categories  of  the 
TCM were linked to the brackets of the teachers’ salary scheme, each year adapt-
ing  to  the  minimum  wage  increase  in  Hungary.  Thoe  Hungarian  government 
stopped linking the TCM to the annual minimum wage increase right afteer the 
fittsrst year of its implementation, resulting in the long-term depreciation of teach -
ers' salaries.

Parallel with TCM, schools had their own institutional assessment systems, in -
cluding teacher self-assessment every second year based on clearly defittsned cri-
teria  and  feedback  from  diffeerent  sources.  Thoe  self-assessment  was  conducted 
with the help of lesson observations, document analysis, and interviews with the  
lead teacher of the disciplinary team. Thoe results of the self-assessment were not 
linked to the salary scheme. Thoe efficcacy of the TCM and of institutional self-as-
sessment has not yet been researched and examined.

Teachers' low salaries made the government link TCM and institutional ap-
praisal  to  the  salary  scheme  and  substantially  modify  the  appraisal  system  in 
2023. Thoe Act passed in July 2023 (Act LII of 2023 on Teachers' New Career Paths) 
introduced  a  new  system  of  teacher  assessment  combined  with  a  new  salary 
scheme. One pillar of the system is the TCM providing the same straightforward  
career path opportunities (97. §, ACT LII of 2023) as the 2013 Government Edict,  
but shortening the length of experience required of teachers to enter the next cat -
egory, making only the qualifittscation exam for Teacher I. status compulsory while 
establishing  a  defittsned  salary  scheme  for  all  TCM  categories  (98.  §,  Act  LII  of 
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2023 ). Thoe aims of this component have remained the same: providing summat-
ive assessment of a teacher’s professional competencies and providing feedback 
to inform their continuous professional development.

Another pillar of the teacher assessment system is the annual teacher perform -
ance  appraisal  carried  out  by  the  employer,  based  on  a  set  of  criteria  partly  
worked out by the government, partly elaborated and agreed on by the schools, 
considering all the conditions determined by the school environment, students' 
needs, aims and goals stated in the national curriculum, and documents regulat -
ing the educational system (see institutional quality regulations 402/2023. (VIII. 
30.) Government Edict 2023. 19. 46. §.).

Thoe third pillar of the system is the salary scheme, which consists of several  
pay brackets, and defittsnes the pay range in each bracket, i.e. the minimum and 
maximum  amount  of  money  that  can  be  earned  in  each  category  (Trainee, 
Teacher I., Teacher II., Master teacher, Researcher teacher). Thoe bott oms of each 
bracket are the base or the minimum sums to be paid to the teacher. Thoe employer 
can decide to increase the salary within the bracket based on the annual appraisal 
results. Thois means that the teacher's salary can change year by year.

Thoe introduction of the new system raises some dilemmas related to the assess-
ment of professional competencies. Thoe optional qualifittscation procedure which en-
ables  a  teacher  move  from  Teacher  I.  to  Teacher  II.  and  the  slight  diffeerence 
between the respective salary brackets (Table 1.) may motivate a great number of  
teachers to stay in Teacher I. category rather than try to qualify as a Teacher II. It  
is worth entering Teacher II. category only for those who aim to qualify as Master 
teachers or Researcher teachers later on. Thoere is not much point in earning and 
then staying in Teacher II. status for one’s whole career.

Categories Salary strips

Trainee 440.000 HUF (determined in an Edict)

Teacher I. 410.000 HUF -1.065.000 HUF,

Teacher II. 430.000 HUF – 1.135.000 HUF

Master teacher 520.000 HUF – 1.365.000 HUF

Researcher teacher 640.000 HUF – 1.470.000 HUF

Table 1: Thoe original salary scheme proposed by the Act (98. §, LII of 2023, 
amended in January 2024)
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Thoe  government’s  intention  to  push  more  teachers  towards  the  category  of 
Master teacher is highly welcome, but we should not forget about the fact that 
the  government  can  limit  the  number  of  applicants  for  Master  teacher  status 
every year; furthermore, as it has been pointed out above, achieving Teacher II 
status lacks substantial fittsnancial rewards, so teachers may choose just to stick to 
their Teacher I.  status, probably ignoring continuous professional development 
opportunities.

Besides  modifying  the  TCM,  the  Hungarian  Interior  Ministry,  currently  in  
charge of public education, issued an Edict (18/2024. (IV.) introducing a new, insti-
tutional teacher appraisal, which consists of two parts:

• Thoe achievement of three developmental goals defittsned by the teacher and 
fittstt ed to the goals of the educational institution (3X7= 28 scores) 

• Assessing the teacher's performance on seven criteria:
1. Pedagogical work quality and efficciency (28 scores) 
2. Professional tasks assessed based on quantitative indicators (12 scores) 
3. Reliability and keeping to deadlines (8 scores) 
4. Communication and collaboration (6 scores) 
5. Dealing with highly- and badly performing students considering their 

needs (8 scores) 
6. Motivation, commitment and ethical behaviour (6 scores) 
7. Individual goal assigned by the institution (8 scores)

Thoe maximum score is 104. (See also Annex 1 to the 18/2024. (IV. 4.) Interior 
Ministry Edict.
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Category
Salary scheme 

stripes

External assessment: 
professional compet-
ences-bottom line cal-

culated

Internal/Institutional ap-
praisal top line calculated

Indi-
vidual 

outcomes 
(within 
the ap-
praisal 
26.9%)

School- 
classroom 
activities 

(within the ap-
praisal 73.10%)

Teacher I.
5383000-130653000 

HUF 50.52%
49.48%

13.31% 36.17%

Teacher II. 5553000-131353000 
HUF 48.88%

51.12%

13.70% 37.42%

Master teacher 6303000-133653000 
HUF 46.15%

53.85%
14.48% 39.37%

Researcher 
teacher

7503000-134703000 
HUF 51.02%

48.98%

13.17% 35.85%
Table 2: Thoe proportional weight of the components of the Hungarian teacher assessment in 

the salary scheme according to the 3/2024 Government Edict.

Both external and internal assessments are to be conducted in the Hungarian 
educational system. A committ ee of two external and one internal member as-
sesses the teacher’s professional competencies. Thoe principal or his /her deputy 
conducts the institutional appraisal. 

Thoe institutional appraisal (Table 2.) has more importance compared to the as-
sessment of professional competencies in the case of Teacher I and Researcher  
teacher as it can account for more than 50% of their salary. In the case of the  
Teacher II and Master teacher categories this proportion is lower than 50%. Thoere-
fore, Master teachers' school and class related work counts to the biggest extent 
among  the  categories.  Thoe  question  is  whether  the  principals  will  have  the 
amount of money at their disposal to be able to give the maximum within the 
brackets to the best teachers. Furthermore, giving the maximum rise may gener -
ate tensions within the staffe and lead to the deterioration of the organisational cli-
mate. In the case of Researcher teachers, there is more emphasis on the external  
assessment than in other teacher categories, but school and classroom activities 
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still  account  for  a  signifittscant  proportion  of  their  total  institutional  appraisal. 
Comparing  the  proportion  of  individual  developmental  goals  and  school-  or 
classroom activities, we can see that the latt er counts more within the internal 
appraisal (73%). Thoe teacher’s everyday practice as experienced by the principal  
and the colleagues on every day basis (pedagogical work quality and efficciency, 
professional tasks, reliability, communication, collaboration, adopting to student's 
needs, motivation and commitment) gains intensive att ention in the assessment 
structure. Still, there are some questions to be answered regarding the new pro -
posal such as the availability of fittsnancial resources, the methodology of institu-
tional assessment, and the consequences of poor results (sanctions or support). 

As  we  pointed  out  earlier,  the  teacher  assessement  system  has  been  trans-
formed within the framework of second-generation structures: it is a special mix-
ture of career ladder and institutional appraisal models. Currently, the criteria of  
assessment are professional competences (TCM) depending on standards (devel-
opment stages) and the teacher's school and class activities as experienced by the  
principal and the colleagues on every day basis (Teacher's institutional appraisal).  
In the framework of the TCM, there is a measurement tool to assess the teacher's  
portfolio  containing  documents  produced  during  their  career;  furthermore,  the 
teacher's activities are observed in two classes; last but not least, the teacher's  
presentation on his professional achievements is the fittsnal building block of the 
career ladder assessment. Thoe institutional appraisal is still being elaborated on. It 
will be based on a combination of a centralised measurement tool and a measure -
ment  procedure  developed  by  the  school  communities.  When  the  Hungarian 
TCM was introduced, the teacher categories were linked to salary brackets. Now 
the government is expanding the salary scale by linking teachers’institutional ap -
praisal to the salary itself.

The Uzbek Teacher Career Model and Teacher appraisal
Thoe teacher assessment system in Uzbekistan has evolved through several histor -
ical  phases.  In  the  pre-Soviet  era,  assessments  were  informal,  focusing  on  the  
teacher's respect for the community and their moral integrity, both deeply rooted 
in  Islamic  traditions.  During  the  Soviet  era  (1924–1991),  the  system  became  
highly centralised, emphasising ideological conformity, standardised testing, and 
political loyalty. Afteer gaining independence in 1991, Uzbekistan aimed to reform 
its  educational  system  so  that  it  could  refliect  national  identity  and  economic 
needs. Early reforms focused on de-Sovietization and introducing new evaluation  
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criteria but faced challenges like insufficcient funding and a lack of professional 
development opportunities. Modernisation effeorts from the 2000s onwards intro-
duced continuous professional development, certifittscation processes, performance-
based assessments, and signifittscant investments in teacher training and digital in-
tegration. Despite progress, challenges such as resource disparities and the need  
for continuous updates in assessment criteria exist.

In  Uzbekistan,  teacher  appraisal  systems  lack  a  centralised  Teacher  Career 
Model (TCM). Frequently, teaching staffe are graded based on information gained  
through classroom observations and students' feedback. Thoe decentralised struc-
ture contributes to the emergence of diffeerent yardsticks, such as category levels, 
specialisation tracks, and leadership roles and requirements for the professional 
growth  of  teachers,  which  eventually  hampers  the  formulation  of  a  single 
strategy for teacher development and promotions. 

As we cannot talk about one career model in Uzbekistan, the system supports  
diffeerent  career  career  advancement  pathways  for  teachers  from  advancing  to 
teach at a higher level of education to senior management roles but it has a core  
feature that is mandatory for all educators.

As teachers enter the profession, they are categorised based on their qualifittsca-
tions. Thoere are three teacher categories:

1. Teacher-specialist level: for teachers with a bachelor's degree without a 
teaching certifittscate.

2. Category level II: for teachers with a bachelor's degree and a teaching cer -
tifittscate or a master's degree.

3. Advanced category: for teachers with a doctoral degree.
Categories, excluding teacher-specialist, are awarded for fittsve years, subject to 

periodic teacher appraisals. Exceptions exist for teachers with over 15 years of ex -
perience  or  doctoral  degrees,  who  maintain  their  category  indefittsnitely.  Only 
Teachers  in  the  advanced  category  and  with  extensive  experience  qualify  as 
teacher-methodologists  in  teacher  education.  Starting  from  2020,  teachers  may 
participate in evaluation processes twice a year, allowing for quicker progression. 
Thoe  State  Inspectorate  for  Supervision  of  Education  Queality  (SISEQ)  conducts 
teacher appraisals nationally and assigns teachers to categories depending on the  
evaluation results. Thoe assessment criteria are essential, but we cannot identify a 
comprehensive  list  of  professional  competencies  combining  knowledge,  skills, 
and att itudes in the Uzbek system. Thoere are data sources like e.g. institutional 
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appraisals, students’ results, and students’ surveys, based on which one can make 
inferences about the teachers’ competencies. 

Teacher assessment involves evaluating teachers' abilities in areas such as les-
son planning, instructional delivery, classroom management, assessment practices 
as well as their professional development effeorts and the outcome of their institu-
tional appraisals (individual achievements, school- or class-based activities); stu -
dents' results and student surveys also count (Odilov, 2023). 

Thoe appraisal, in which one can score 100 points, emphasises key indicators to 
assess effeectiveness and support professional growth:

• Students' Academic Performance
• Student Participation in Science Olympiads
• Primary School Engagement
• Teacher Recognition and Impact
• Pedagogical Experience
• Class Supervision and Coordination
• Training and Development
• Extracurricular Initiatives
• Pedagogical Effeectiveness

Although this comprehensive evaluation identif0ies strengths and areas for im-
provement,  and  thus  supports  teachers'  growth  and  ensures  accountability,  in 
Uzbekistan the focus leans heavily towards evaluating for assessment, or summat-
ive assessment rather than evaluation for development, i.e. formative assessment 
(Odilov,20203). The evaluation system in Uzbekistan encompasses both pedagogical 
skills and subject matter knowledge, with a weighting of 20% and 80%, respectively. 
Pedagogical skills encompass various facets of teaching effectiveness, from instruc-
tional delivery to the integration of technology in the classroom. Data sources for 
evaluating a teacher’ pedagogical skills are multifaceted:

• Conducting Open Lessons,
• Students' Academic Results
• Use of Pedagogical Tools and IT Technologies,
• Teacher’s participation in educational seminars and competitions.

Thoe cumulative evaluation score for pedagogical skills is calculated based on 
the points earned across all criteria, providing a comprehensive assessment of a 
teacher's  teaching  capabilities.  In  addition  to  pedagogical  skills,  psychological  
readiness is evaluated. Thoe evaluation criteria for psychological readiness include 

36



Szűcs Ida – Gulmira Avezova

positive results from psychological analyses of lessons, which indicate effeective 
classroom management and student engagement. However, the presence of com -
plaints from students and parents may indicate areas requiring improvement. Thoe 
total score for psychological readiness is determined by the results of psycholo-
gical analyses and feedback, highlighting the teacher's ability to create a support-
ive  and  conducive  learning  environment.  Thoese  evaluation  criteria  serve  as 
guidelines for assessing teachers' competences in pedagogical skills and psycholo-
gical readiness.

Thoe  evaluation  process  takes  place  in  two  stages:  the  school’s  pedagogical 
council, consisting of the head and deputy heads, evaluates the teacher’s pedago-
gical skills and  psychological readiness, while the  SISEQ assesses their subject 
matt er knowledge using diverse methods. Thoe evaluation methodology prescribes 
how to calculate a total score for all assessment criteria (Odilov, 2023).

Advancement through qualifittscation levels entails salary increases, with spe-
cifittsc criteria outlined for each level (Table 3.).

Teacher categories
Salary increase 

depending on the 
achievements

Progression

Teacher – specialist 7% (≥ 60%) Category II
Category II 19.8% (≥ 70%) Category I
Category I 33.5% (≥ 80%) Teacher – advanced

Teacher – advanced 47.5% (≥ 80%)
Senior management roles with 
specifittsc criteria

Table 3: Uzbek teacher categories, salary and professional progression

In the Uzbek system, the absence of clear pathways for teachers' career ad-
vancement results in limited diversifittscation of responsibilities over their careers 
(Odilov, 2023). Recognising this, the government plans to introduce well-designed 
career structures that offeer both vertical progression and horizontal diversifittsca-
tion  opportunities.  Thois  initiative  aims  to  align  career  structures,  professional 
standards, and remuneration, enhancing teachers' capacities and providing sus -
tained motivation.

In the Uzbek system, the Bonus pay programme (Cheran, 2016) is also a part of 
the complex evaluation system. Thoe Ministry of Public Education in Uzbekistan 
conducts annual evaluations to determine teachers' salary bonuses for the upcom-
ing academic year, with past achievements as the basis. Bonuses, ranging from 
10% to 40% of the salary, are awarded based on evaluation scores, which consider  
nine domains, including student achievement, work experience, and professional 
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development.  Notably,  student  performance  heavily  infliuences  evaluations,  ac-
counting for 65% of the total assessment score.

We can see that the Uzbek teacher's assessment system combines some ele-
ments of the career ladder model, focusing on teacher’s activities in the classroom 
and at school rather than on professional development effeorts. Thoe career ladder 
is not based on a standardised measurement of professional competences. Thoe as-
sessment is linked to the salary progression, and bonuses may also expand the  
teacher's salary scale.

In the Uzbek system, teacher appraisal outcomes predominantly focus on the 
teacher’s active role at the school and ensure accountability for student learning 
rather than on providing constructive feedback for professional development, ad -
dressing weaknesses (Odilov, 2023). Thoerefore, the need for establishing an ap-
praisal  system  that  fosters  professional  growth,  aids  teachers  in  refittsning  their 
practices is paramount. 

Thoe evaluation system ofteen relies on quantitative data, primarily centred on 
students' average grades, which may create confliicts of interest. As Odilov (2023) 
states, appraisal results impact teacher salaries, and educators may feel compelled  
to conceal shortcomings and manipulate performance metrics like student grades. 
To mitigate this, the evaluation criteria should encompass qualitative indicators 
that encourage a culture of quality, self-assessment, collaboration, and peer re-
view. Confliicting indicators should be minimised or cross-referenced with stand -
ardised and external assessments of teachers’ development to ensure objectivity. 

Teacher appraisal currently operates independently of school monitoring and 
evaluation outcomes. Thoe synergy between internal and external school evalu-
ations and teacher appraisals would enhance enhance overall school performance 
and instructional quality.
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Similarities and diffeerences

The development of teacher assessment systems, especially in the cases of Hungary 
and Uzbekistan, indicates a paradigm shift at the global level towards more dy-
namic competence-based assessment frameworks in education.

Aspects Uzbekistan Hungary

External sources of 
the Teacher’s ap-
praisal procedures

Assessment of subject matt er 
expertise, teaching practices, 
lesson planning, and instruc-
tional methods. A certifittscate is 
provided 
Thoe committ ee consists of ex-
ternal experts. 
Thoe external appraisal occurs 
nationally and may happen 
twice a year. (Career ladder).

Assessment of professional 
competences (9 competences) 
with 4 levels.
A certifittscate is provided. 
Thoe committ ee consists of two 
external experts and the repres-
entative of the school).
Thois part of evaluation comes at 
certain points of the career. (Ca-
reer ladder).

Internal sources of 
the Teacher's ap-
praisal procedures

School heads determine the 
sources
By school pedagogical council 
once a year.

Individual outcomes (3) and as-
sessing 7 criteria of teacher’s 
work. (centralized but adjusted 
to the school community).
By the principal, the deputy or 
further professionals might be 
included once a year.

Proportion of the 
assessment of dif-
ferent sources and 
items 

More emphasis is on assess-
ment and institutional ap-
praisal. Thois comes in the form 
of their own desired goals and 
effeective outcomes as part of 
what they view.

See in table 2. More emphasis is 
on institutional assessment, and 
within the institutional assess-
ment more emphasis is put on 
school and classroom practice.

Thee impact on the 
Teacher's salary

Appraisal determines salary 
progression of the Teacher as 
they develop into varied levels 
of leadership and engrossed 
engagement over time.

Appraisal determines salary 
progression. Thoe emphasis is in 
portion of the salary structure. 
Consequences are related to the 
salary mainly. 

Methodology External evaluation:  educa-
tional authorities or evaluators 
assess teachers against pre-
defittsned standards, including 
classroom observations and 
student feedback, to gauge 
teaching effeectiveness. (Queant-
itative metrics)

External evaluation: detailed, 
large-scale evaluation system, 
set standards defittsned centrally, 
well trained human resources. 
(Queantitative metrics)

Internal evaluation: Teachers 
refliect on their practices, set 
goals, and seek feedback from 
peers and administrators 

Internal evaluation: absence of 
valid, reliable and objective 
methodology.
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within their professional envir-
onment to foster continuous 
improvement.
More emphasis on quantitative 
metrics in both external and 
internal evaluations to ensure 
a comprehensive assessment of 
teaching effeectiveness.

Table 4: Comparing Uzbek teacher evaluation system to the Hungarian teacher evaluation 
system

In both countries (Table 4.), the evolution of second-generation career models 
can be detected: they are moving away from linear tenure-oriented models, focus-
ing  on  ongoing  professional  development  and  performance  assessment  to  im -
prove teaching quality and educational results. Because of the centralised govern-
mental measures, this transition has been more intensive in Hungary concerning 
the TCM rollout – since the early-2010s. Thoe TCM functions as a career ladder in 
the Hungarian system with double aims. On the one hand, the TCM att empts to 
evaluate teachers' performance in the context of standardised competencies, spe-
cifying linear career paths from Trainee to Researcher teacher. On the other hand,  
Hungary highlights professional competencies and outlines its career progression  
policy to encourage teachers' lifelong professional development through an ac-
countability culture and the pursuit of excellence.

Uzbekistan seems to be transitioning into a second-generation career frame-
work too, although with its distinct characteristics. Thoe assessment system is not 
as much centralised as in Hungary. Teacher performance evaluation is focusing 
on assessment rather on professional development. Thoe career ladder is based on 
such criteria as teacher's qualifittscations and subject matt er knowledge rather than 
on professional competencies. In the future, in Uzbekistan, one of the aims can be 
moving  towards  a  competence-based  evaluation  system  and  focusing  more  on  
professional development in teaching to improve the quality of education. Thois 
metamorphosis  is  seen  as  venturing  away  from  the  retrogressive  tenure-based 
frameworks towards more dynamic models that accentuate the effeectiveness of 
educators and proceed to improve. Countries with a career ladder can set a good 
example  for Uzbekistan, considering one  of the  most  signifittscant  advantages of 
this model: it emphasises continuous professional development. Nevertheless, the 
amendments must be adapted to suit the nation's conditions and educational cul -
ture,  which  concerns  respect  for  cultural  identities  and  providing  resources  to 
meet the student's needs. Thoe transition towards a more managerial type of sys-
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tem raises certain dilemmas, e.g. whether it will encourage teachers' professional  
development or whether the measurement tools to be used will provide a valid as-
sessment of teachers' performance.

Teacher appraisals take place in both countries at least once a year, and they 
are conducted by internal sources. As for the proportion of external and internal  
sources of teacher assessment, external sources determine the career paths for 
teachers in both countries, but the results of internal appraisals play a more decis-
ive role in determining their salaries. Thoe proportion of the items for internal ap-
praisal is diffeerent  in  Uzbekistan  and Hungary. Individual developmental goals 
add  much  more  to  the  appraisal  results  in  the  former,  while  school-  and 
classroom practice takes priority in the latt er.

The teacher's salary scheme is much more dependent on the internal appraisal 
results in Hungary than in Uzbekistan. The new appraisal will bring about a major 
shift in the Hungarian system, but the consequences remain unclear at present.

Thoe  appraisal procedures in both countries rely on clearly quantitative meas -
ures: Uzbekistan focuses on students' average grades. In Hungary, the methodo-
logy will be based on scoring teachers' performance based on certain criteria, in-
cluding students' achievements. Thois points to the need for qualitative indicators 
or  the  mixture  of  qualitative  and  quantitative  data  to  avoid  manipulating  per-
formance  metrics  like  student  grades  in  both  countries.  Thoerefore,  self-assess-
ment, collaboration, and peer review could be used as measuring tools for ap -
praisal procedures.

There  is  one  more  feature  that  needs  consideration.  Teacher's  appraisal  cur-
rently operates in Uzbekistan independently of school monitoring and evaluation 
outcomes.  We  accept  Odilov's  view  (2023)  according  to  which  the  emphasis  on 
school leaders’ and educators' performance assessment, integrating school evalu-
ation results with teacher appraisals can maximise the impact of both processes. 
The synergy between internal and external school evaluations and teacher apprais-
als promises to enhance overall school performance and instructional quality.
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Conclusions

Our research compared Uzbek and Hungarian Teacher evaluation and appraisal 
systems. We aimed to fittsnd similarities, diffeerences and challenges for decision-
makers at diffeerent levels. Thoe aspects of analysis were the evolution, the assess-
ment criteria, the components and the methodology of teacher assessment. We  
also included the evolution of the salary scheme in both countries. Based on our 
results, we could identify dilemmas as well aspossible future prospects for both  
systems; moreover, we clarifittsed the basic principles of the further development of 
existing appraisal systems, which may enhance teacher job satisfaction: balancing 
external and internal assessment,  alignment with educational goals, incorporating 
multiple assessment criteria, promoting professional development, ensuring fairness 
and transparency, and continuous review and adaptation.  We hope that decision-
makers  will  consider  these  principles  when  introducing  any  new  measures  in  
teacher assessment systems.
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Néhány megfontolandó szempont a pedagógusok munkahelyi 
elégedettéségének javításához: az üzbég és a magyar pedagógus 
teljesítmény-értékelési rendszerek összehasonlító elemzése

A magyar kormány által bevezetett  teljesítményértékelés a pedagógus értékelés  
rendszerén belül arra sarkallt bennünket, hogy nemzetközi viszonylatban feltér-
képezzük a létező pedagóguséletpálya-modelleket, azon belül a fittszetéshez kötött  
egyéni értékelési formákat, valamint elvégezzük a magyar és üzbég életpályamo -
dell,  valamint  pedagógus  teljesítményértékelés  összehasonlítását.  Az  elemzés 
szempontjai az értékelési rendszer fejlődése, az értékelési eljárás és az értékelés  
kritériumai és módszerei. Célunk, hogy rávilágítsunk néhány fontos szempontra a  
döntéshozók számára akkor, amikor bevezetnek vagy megváltoztatnak egy érté-
kelési rendszert. Reméljük, e szempontok mérlegelése támogatja a pedagógusok 
jóllétét és minőségi szakmai munkáját.

Kulcsszavak: pedagóguséletpálya-modell, pedagógusértékelés, fi zetési kategóriák
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