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Abstract 

The ONS (2016) reports that secondary school teachers in England have above average 

wellbeing, but Foster (2019) states that recruitment to teaching has been below target 

year on year since 2011 and 32.3% of teachers leave the profession before completing 

five years in the job. After the challenges of the Covid-19 pandemic, the NEU (2021) 

report that one in three teachers plan to leave the profession in the next five years. 

Therefore, there is a disparity between reported wellbeing and the way teachers are 

reacting to their working conditions. The language which has been used to examine 

teachers attitudes has focused on workload, with extensive surveys and guidance reports 

being published by the DfE (2016, 2016a, 2016b and 2016c) but this has not affected 

the wastage rate of the profession. This suggests that there is something deeper at work, 

so this study aims to understand how the interplay of the neoliberalisation of the global 

education industry, English education policy and the leadership styles that facilitate 

this, affect the wellbeing of teachers in secondary education.  

The literature demonstrates how supra-scale theories are passed down through macro 

and meso processes to impact individuals and affect their wellbeing. Therefore, a 

hierarchy of levels of control that impact on education and individuals is proposed. The 

Literature Review tracks the influence of governmentality (Foucault, 1982) through 

neoliberalism and continues by exploring national education policy and how this is 

adapted through policy borrowing from other countries, such as Chile. The influence of 

this on leadership styles in schools is discussed in relation to the characteristics of 

transactional and transformational leadership. Finally, the impact of these factors on 

individual teachers is analysed in relation to their varying professionalisms.  

A critical theory, mixed method approach is used to gain a breadth and depth of 

understanding of the attitudes of 55 respondents to a survey and 17 participants in semi-

structured interviews. All data collection was carried out in secondary schools in 

Lincolnshire, where teacher pay is good in comparison to the county average of 

workforce pay as a whole. The purpose of these methods is to test the assumption that 

concerns about workload and pay are causing teachers’ discontent.  

The findings reveal that teacher attitudes towards their working lives are complex due 

to individuals trying to internalise the values of both traditional and new 

professionalisms. Due to this, teachers can appear contradictory in their demands and 
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toleration of demands of the profession and themselves. The characteristics of 

neoliberal management including transactional leadership, competition and 

ambivalence to processes in favour of outcomes, do not match traditional professional 

values of dedication, expertise and working for the greater good. The research 

concludes that this reflects the premise of Mills (1959), who suggests that when there 

is a misalliance between societal expectation and the expectations of the individual, a 

feeling of ill-ease results. 
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CHAPTER 1. INTRODUCTION 

 

‘I think societal wellness is a big problem just in general I think that everyone 

is trying to do everything and I think that because teachers are very public in 

people’s perception because everyone knows what a teacher is because 

everyone has encountered a teacher. Not everyone’s encountered a brain 

surgeon. Not everyone’s encountered a dentist. Not everyone’s encountered a 

vet. So our public and private perceptions of each other and of, of society I think 

it’s important that we get it right because everyone knows a teacher.’ 

         (Jane, 2018) 

 

Over the past five years the number of studies into teacher wellbeing have grown and 

schools are now encouraged to survey their own staff wellbeing due to changes in 

OFSTED (2019) inspection criteria. By contrast, YouGov (2019) reports that 54% of 

educational institutions do not regularly survey their staff to establish employee 

wellbeing. From the DfE (2016) workload survey to the Teacher Wellbeing Index 

(YouGov, 2019), studies have identified many factors which teachers believe could 

have an impact on their work lives. This is important because according to Foster (2019) 

recruitment to teaching is becoming difficult, being below target every year since 2011-

2012. Also, 32.3% of new teachers leave the profession before completing five years in 

the job which is the highest five-year wastage rate since these records began in 1997. 

When this reduction in new teachers is coupled with the increase in student numbers at 

secondary level and the numbers of teachers leaving the profession, a situation has 

developed where existing teachers are put under more and more pressure both from the 

size of workload and increased ‘indirect steering or steering from a distance which 

replaces invention and prescription with target setting, accountability, and comparison’ 

(Ball, 2005, 70–61).  

In national education policy one example of these mechanisms is ‘performativity’. 

Performativity is a form of governmentality which seeks to manage employee 

performance and pay through measurable key indicators. Governmentality, briefly, is 
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the way governments use tools or technologies such as fines, rewards, propaganda and 

statistics to influence the people they are governing (Foucault 1991) and Ball (2003, 

216) defines performativity as: 

A technology, a culture and a mode of regulation that employs judgements, 

comparisons and displays as a means of incentive, control, attrition and change 

– based on rewards and sanctions (both material and symbolic.) The 

performance (of individual subjects or organisations) serve as measures of 

productivity or output, or displays of ‘quality’, or moments of promotion or 

inspection. As such they stand for, encapsulate or represent the worth, quality 

or value of an individual or organisation within a field of judgement.  

Clarke et al. (1994) and Ball (2013a) summarise this as ‘new public management’ 

(NPM) which focuses on management strategies with some form of transactional 

element such as pay awards. Performativity through performance management (PM) 

and performance related pay (PRP) has also given rise to a number of studies such as 

Forrester (2011) and Ball (2003), which suggest that this style of management is not 

being viewed by teachers as completely positive. Teachers were told by Gove (2012) 

that they are given more freedom than ever before, due to the increase in academisation 

and the perceived relaxation of government control. However, this image of relaxed 

control is at odds with the increase in accountability and West and Wolfe (2018) suggest 

that schools actually have less freedom than before due to the expansion of Multi 

Academy Trusts (MATS) and a reduction in autonomy. Therefore, we see the first of 

many juxtapositions and contradictions which are evident in the lives of teachers. 

This chapter will give an outline of the purpose of this research and will introduce the 

main themes surrounding teacher wellbeing, self-perceptions, impacts of school 

leadership and policy. It gives an overview of how these factors relate to one another 

through transformational and transactional leadership styles and why this could be seen 

as part of the current issues surrounding teacher recruitment and retention in secondary 

education in England. It will then go on to outline the research questions and will give 

the context of the research both geographically and in terms of the analytical 

framework. Key concepts, such as neoliberalism, performativity, transformative and 

transformational leadership and wellbeing will be defined fully and a discussion of 

Michel Foucault as a major theoretical influence will be offered. Finally, the 
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significance of the research will be developed in terms of its impact for understanding 

the issues affecting teachers. However, first, this chapter will discuss this researcher’s 

positionality and how this has influenced the interpretation of issues affecting teachers. 

 1.1 Background to the research and the researcher  

It is important that the researcher’s positionality is recognised to address potential bias 

in the study but it is even more important for a researcher who is deeply involved on a 

day-to-day basis with the field they are evaluating. I am a secondary Geography teacher 

in England. This is a role I have carried out for twenty years, eighteen of which have 

also included middle management roles and line management responsibility in four 

different schools. I have become involved in the work of the teaching unions as an 

International Solidarity Officer for the National Education Union in Lincolnshire and 

the East Midlands. Also, I am an Evidence Lead in Education with the Kyra Research 

School who’s stated aims include to ‘bridge the gap between research and classroom 

practice’ and help develop ‘robust evaluation’ of evidence informed implementation 

(Kyra Research School, 2021). During this time, I have witnessed in colleagues, and 

felt myself, a sense of emotional discomfort within teaching. Mills (1959) suggests that 

this unsettled and unsettling feeling could be due to personal axiology or experience 

being incongruent with societal expectations. Therefore, I began to feel that I would 

need to understand if and why there was a difference between teachers’ and public 

imaginations of education. At the same time, studies carried out within my school 

suggested that there has been a perceived increase in teacher workload and a decrease 

in wellbeing, and I wanted to know if there was a causal link between the two or if there 

were other factors at work which the issues of workload were hiding.  

My position as a part-time researcher but a full-time teacher makes me an insider 

researcher on the continuum offered by Eppley (2006), as I have an understanding of 

and connection with the field researched. The benefits and drawbacks of this will be 

explored further in Chapter 3. One of the most immediate benefits is ease of access to 

participants in the research. However, when considering the research design, I held 

discussions with a Headteacher who felt that a single case study could lead to discontent 

within the school towards the Senior Leadership Team (SLT). A pilot was carried out 

in one school and my position within it helped reduce possible discomfort for both the 

leadership and the participants who may not have been as open with a researcher 
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without my connections to them. The political framing of the study helped to reassure 

the Head teacher that the focus was wider than any issues in one particular school but 

it became clear that a case study design would not have provided the breath of data I 

was hoping for. Therefore, this research sought to access participants from a number of 

schools within one particular geographical location resulting in a range of 

positionalities for me as a researcher from being a fellow teacher but at a different 

school, to being a current or long-term colleague of the participant. Denscombe (1998) 

states that acknowledging possible bias is the first stage to averting that bias in the 

analysis and Rooney (2005) suggests that while insider research raises some concerns 

about validity, the additional insider knowledge adds richness, honesty and depth to the 

data gathered.  

1.2 Aims and objectives 

This study aims to understand how the interplay of the neoliberalisation of the global 

education industry, and the English education policy and leadership styles that facilitate 

this, affect the wellbeing of teachers in secondary education. As there has been much 

work done since 2015 on workload, the key perspective drawn upon in this research is 

that of the teacher, and their perceptions of wellbeing and of themselves as educators 

and workers. There are an increasing number of studies, including OFSTED (2019) and 

YouGov (2019), into what teachers report as impacting on their wellbeing and also how 

teachers can influence their own wellbeing. However, these seem to be focused on the 

mechanics of the workload such as marking and assessment. This study aims to look 

further into why teachers are completing these tasks and the technologies in place to 

ensure compliance even if the teacher does not agree or there is a conflict between 

different ‘expectations’ of the teacher’s role. It is the analysis of willing and induced 

compliance which makes this study different to others, and this level of understanding 

hopes to help strategies for improving teachers’ wellbeing become more effective.  

A deeper understanding of labour process theory in relation to teaching will be 

developed to highlight areas of exploitation which go further than the issues of 

monetary rewards. As the public sector is not-for-profit, there has been less focus on 

the exploitation of workers but this research hopes to add to the literature on public 

sector exploitation and wellbeing to help address the recruitment and retention issues 

within the sector. Teaching has experienced real term wage suppression due to the 
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austerity measures of the UK Government since 2008. This study analyses the attitudes 

of teachers towards pay and pay progression to try to understand why the attempts to 

encourage people into and stay in teaching have not been successful. The Association 

of Teachers and Lecturers (ATL, 2015) reported that 40% of new teachers leave the 

profession before completing five years in the job and four years later YouGov (2019) 

continue to report similar figures.  

This is surprising as these reports are compiled at times of differing economic prosperity 

and it could be expected that recession increases teacher numbers due to job and wage 

security. Hays (2020) found that 65% of teachers have considered leaving the 

profession due to poor wellbeing and the National Foundation for Educational Research 

(NFER, 2015) found that, on average, the wages of teachers who left for another job 

were 10% lower than those staying in teaching. Therefore, these findings suggest that 

pay is not the answer to the problem of recruitment and retention. Furthermore, if, as 

Roffey (2012) suggests, student achievement reflects teachers’ state of mind, a better 

knowledge of how the job is viewed by teachers could lead to better initiatives to 

improve the wellbeing of teachers with knock on positive effects on students.  

This research identifies how teachers view current working practises in relation to 

themselves and their context. It analyses how these working practises are developed 

through leadership styles in schools through the influence of governmental policies 

such as PM and OFSTED. These issues are studied within the geographical location of 

rural Lincolnshire and the educational context of secondary schools in that area. 

1.3 Context of the research 

After the economic crash of 2008 ‘wellbeing’ has become an international tool to 

compare the development of countries. For instance, Stiglitz et al. (2009) identified the 

need for measures that reduced the encouragement of risky economic behaviours. The 

Happiness Index published annually by the Office of National Statistics (2016), the 

Happy Planet Index compiled by the New Economics Foundation (NEF, 2015) and the 

World Happiness Report by Helliwell et al. (2015) are all examples of the growth in 

wellbeing measurements. These attempt to make indices of wellbeing using factors such 

as experienced wellbeing, life expectancy, social support, trust and generosity. Kean 

and Haycock-Stuart (2011) propose absenteeism as a measure of wellbeing, and 

Bajorek et al. (2014) analyse the impacts of absenteeism on student outcomes. 
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Although, there are difficulties in turning subjective experience into empirical league 

tables, they have translated wellbeing into a measurable and comparable quantity.  

This is an advantage when trying to compare the understandings of wellbeing across 

countries or large data sets. The DfE (2017a) has also looked at reasons for low levels 

of wellbeing among teachers in England and focused on reported workload related 

issues such as assessment, data management and planning. However, there are only a 

small number of studies such as Ball (2003), Roffey (2012) and Troman (2000) which 

ask about deeper causes for poor wellbeing. Two of these studies are qualitative in 

nature, and this distinction between quantitative research for what is happening and 

qualitative research explaining why is reflected through the literature.  

In his classic work, Mills (1959, 3-4) suggests that: 

The wellbeing they [men] enjoy, they do not usually impute to the big ups and 

downs of societies in which they live. Seldom aware of the intricate connection 

between the patterns of their own lives and the course of world history, ordinary 

men do not usually know what this connection means for the kinds of men they 

are becoming… They do not possess the quality of mind essential to grasp the 

interplay of men and society…. They cannot cope with their personal troubles 

in such ways as to control the structural transformations that usually lie behind 

them. 

This assertion appears to be supported by the national focus on what is happening in 

terms of wellbeing, rather than why is it happening. This suggests that, in daily life, 

individuals may not have the time or expertise to consider wider social and political 

influences on their work and wellbeing and makes the local context important for 

understanding individual wellbeing.  

The geographical context of this research needs to be outlined as the socioeconomic 

circumstances of this area and the participants may influence their views in a way which 

is not reflected in nationwide studies of teacher perceptions. Lincolnshire is a large, 

rural county. All schools involved in the research operate within a ‘grammar’ (i.e. 

selective) system. The average UK wage in June 2018 was £27,271 but in Lincolnshire 

it was only £22,228 (ONS, 2018) whereas the starting salary of a teacher is £22,917 

(DfE, 2018) and the average teacher salary in Lincolnshire is £37,500 (Totaljobs, 2021). 

Therefore, teaching in Lincolnshire is a relatively well-paid profession enabling a better 
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standard of living. This is supported further as the ONS also report that in June 2018 

the average cost of a house in the UK was £228,384 whereas in Lincolnshire it was only 

£179,777 indicating that the cost of living in the county is relatively low. 

During this research, influences of policy technologies and mechanisms on teachers, 

such as PRP, will be analysed to aid the understanding of not only if, but also how this 

is affecting wellbeing. These influences will be referred to as ‘controls’ because they 

aim to direct the way in which teachers behave. Different controls can form a hierarchy 

of levels of analysis similar to levels of analysis in political science, as outlined by Nau 

(2012) and Jepperson and Meyer (2011). However, while these authors stop at the 

macro scale and then spend time discussing possible interactions between different 

groups at that level and those below, the hierarchy suggested here starts with an 

international overview of control theories at the supra-level, moving down to national 

control mechanisms (macro), local school-based control styles (meso) and finally 

considers individual teacher wellbeing in the form of control impacts (micro). These 

levels of control form the analytical framework for the research and are developed fully 

in Chapter 2. However, a brief introduction to each and the main concepts which 

accompany them will follow here. 

1.4 Control theories – Governmentality and Neoliberalism. 

The first and overarching level of analysis is undertaken using Foucault’s concept of 

governmentality (1982), which offers a theory of control. These are the supra 

socioeconomic theories, which explain grand-scale operations at an international level. 

Governmentality refers to the way governments use tools or technologies such as fines, 

rewards, propaganda and statistics to influence the people they are governing. 

Valikangas and Seeck (2011, 22) identify governmentality as Foucault’s fourth 

intellectual phase, which underpins the macro-scale operations that affect schools and 

teachers, and so his work is a key theoretical basis for this study.  

Gutting (2005, 20) quotes Foucault as saying ‘My point is not that everything is bad but 

that everything is dangerous’. As such, Foucault is difficult to classify politically but 

he has an interest in understanding the political process of governing others – power 

and power relations. He suggests that political discussions should be driven by concrete 

problems that raise questions rather than established theories which provide suggested 

solutions. It was in Discipline and Punish (1977, 138) that Foucault established that the 
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modern state creates ‘docile bodies’, defined as ‘bodies that not only do what we want 

but do it precisely in the way that we want’, through three strategies – hierarchical 

observation, normalising judgements and examination. They support each other and can 

be expressed through metrics, the use of big data and algorithms (Flyverbom et al., 

2019). 

Foucault (1982, 790) defines governmentality as a play on the word government: 

This word [government] must be allowed the very broad meaning it had in the 

16th century. ‘Government’ did not refer only to political structures or to the 

management of states; rather, it designated the way in which the conduct of 

individuals or of groups might be directed – the government of children, of 

souls, of communities, of the sick… To govern, in this sense, is to control the 

possible field of action of others.  

As one of the technologies of government, hierarchical observation is when ‘individuals 

are judged not by intrinsic rightness or wrongness of their acts but by where their actions 

place them on a ranked scale that compares them to everyone else’ (Gutting, 2005, 84). 

It also creates two further notions: firstly, that perpetual improvement is possible; and, 

secondly, that it is possible to be abnormal and so beyond what is socially acceptable. 

This second notion means that people in modern society are constrained at all times and 

made to feel that they must act within the bounds of social acceptability, creating a 

situation of self-governance which gives an impression of choice but is hiding a highly 

controlling condition. Finally, examination forms the link between hierarchical 

observation and normative judgement.  

Foucault (1977) suggests that examination is how normalisation is formalised by 

presenting accepted knowledge through which the individual is judged and ordered into 

a hierarchy. The examined knowledge becomes established truth and those who do not 

perform well with this truth are judged as ‘other’. Bardon and Josserand (2010) suggest 

that this is not only an external form of examination but also entails a structure by which 

the individual can undertake self-examination within the bounds of established truth. 

Gutting (2005, 86) goes on to observe that examination positions the individual within 

the ‘nexus of power/knowledge’, turning them from a person into a ‘case’ and creates 

information from which they can be controlled.  
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However, Foucault asserts that there is no single centre of power, no ‘us’ or ‘them’. He 

proposes that there is an environment where even marginalised groups exert influence 

on mainstream society but also where there is no clearly defined location of power to 

aim resistance at. Foucault (1994) identifies three layers of government: self-

government (morality); economic government; and political government. This 

highlights that there must be a continuity of all three with each other. These three 

interrelate but for Foucault, politics is always local as this is the sphere which an 

individual has more contact with, and more ability to exert control. 

In his series of lectures in 1978-79, Foucault identified the multi-layered nature of the 

practise of government including: international ideologies, such as neoliberalism; 

national government, including the analysis of ‘big data’; and, the governance of family 

heads, teacher and employers (Curtis, 2002). He stated that all of these ‘govern’ in their 

own manner but sit within the state or society and come under its influence.  

Foucault did not aim to give a judgement on governmentality and its mechanisms but 

sought to ‘make visible that which is invisible’ (Lemke, 2012, 30), meaning that he 

aimed to draw attention to the things that are so visible that their actions can be 

overlooked. As a result, it is not so much about what is done or why it is done but about 

what it does – the impacts of actions. It is this broad understanding of governmentality 

which has led authors such as Lorenzini (2018), Peters (2010) and Ewald (1999) to label 

Foucault as a Neoliberal apologist, as it is the mechanisms of governmentality rather 

than the outcomes and impacts that are of interest to him. However, Davies (2014) 

suggests that Foucault saw neoliberalism as a platform which uses enterprise and 

performance as a way to try and remake social and personal life. Competition, in this 

ethos, gives legitimacy to inequality as it gives an indication of ethical worth.  

Distinctive neoliberal policies are those which encourage individuals, 

communities, students and regions to exerts themselves competitively, and 

produce ‘scores’ of who is winning and losing. 

(Davies, 2014, 315)  

Foucault (1977) suggests that the state has redefined what its role is and what should 

be outsourced or privatised. The state chooses to retain control through regulation and 

encourages internalisation of these regulations to enable self-regulation within 

populations. This biopolitics or biopower is defined by Foucault (1994) as a set of 
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procedures that manipulate the biological features (for example birth rate, fertility) of 

people into a political strategy for governing an entire population. Davies (2015, 35) 

states that the job of the state at this point has become ‘to alter the psychological 

calculations and feelings of individuals’ thereby intertwining governmentality and the 

self and is enabled through leadership and the policy technologies it enacts. In his 1978-

1979 lecture series, Foucault suggested that one of the technologies used to govern 

society is that of fear. He suggested that a sense of fear of a common enemy, such as a 

terrorist threat or a virus, allows the state to exert control to manage that fear. However, 

fear of failure is also a strong mechanism as neoliberalism encourages competition and 

so this fear enables the state to direct such behaviour as well. Foucault (1977) concludes 

that impacts of a fear regime can lead to stress and mental ill health but that these are 

presented as self-governance issues and so the mechanisms of fear remain hidden which 

can affect individual wellbeing.  

Neoliberalism is a ‘theory of economic practises’ (Harvey, 2005, 2) through which 

wellbeing is best served through a free market which responds to the requirements of 

customers. This theory suggests that people should be happy if their needs, which are 

assessed through measurement technologies, are being met by the market. 

Neoliberalism also aims to bring institutions and activities which do not traditionally 

fall into a market structure into the realm of market-driven economics. The state is not 

a passive or absent factor as in liberalism but is an active participant to help create 

markets through privatisation, regulation and reinvention. This is different to liberalism 

which saw market forces as the only driving factor of industrial decisions. Finally, 

competition is encouraged which, in turn, highlights inequality as a positive force to 

judge value and direct knowledge (Gane, 2014). 

Davies (2014) suggests that those influenced by Foucault see neoliberalism as 

attempting to remake social and personal life in its entirety, around an ideal of enterprise 

and performance. Competition becomes the overriding culture, especially in education, 

which seeks to order people in hierarchies of need and performance. The state directs 

institutions by setting the agenda and structure by which they will be judged. This 

results in the production of league tables to compare those who are winning and losing. 

This strategy cannot create optimum conditions for all as, by design, some must do 

better than others, but it ‘is agnostic about the right solution to institutional, cultural and 

political problems’ (Davies, 2016). 
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However, Harvey (2005, 65) argues: 

The role of the state in neoliberal theory is reasonably easy to define. The 

practise of neoliberalism has, however, evolved in such a way as to depart 

significantly from the template that theory provides. The somewhat chaotic 

evolution and uneven geographical development of state institutions, powers 

and functions over the last thirty years suggests, furthermore, that the neoliberal 

state may be an unstable and contradictory political form. 

The ambivalence that neoliberalism shows towards the mechanisms of policy in favour 

of the measurement of outcomes creates a constant comparison of the self to others and 

breeds a deep discontent that things could always be better. In one sense these positions 

help drive the market economy but in another, they have serious implications for 

wellbeing. The aims of neoliberalism are presented as inevitable but very difficult to 

achieve for everyone and only a few can ‘win’ the competition (Ball, 2012, Clarke, 

2004). Ball (2013b) identifies that governmentality within education operates through 

a number of interrelating policies which are regulatory measures and disciplinary 

techniques aimed at education professionals, and one such mechanism is PRP.  

1.5 Control mechanisms – Policy. 

Control mechanisms refer to national policies used to influence control over 

organisations and individuals. Foucault (1977) analysed the techniques that had been 

developed in the 17th and 18th century to control the individual. He argued that discipline 

operates by coercing and ordering a person’s experience and operations in time and 

space, with observation being a key instrument of power. He presented Bentham’s 

Panopticon as an example of this. The panopticon is a circular building with a central 

area that has an observation room, from which all individuals can be seen but that the 

individuals being observed cannot see into. In this way, the individuals are deprived of 

freedom but, as they are unsure as to when they are being observed, it also aims to 

reform their behaviour so that they exhibit self-discipline whether they are actively 

being observed or not. This is an example of bio-power. Iedema et al. (2006, 1113) sum 

this up as:  

the dominant mode of power in modern institutions is one where organisations 

enact control by placing employees in a position of constant potential 
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surveillance… it creates self-disciplinary behaviour by inducing workers to 

think that they may be being watched and to act as if they are.  

Foucault stressed that Bentham’s panopticon should be seen as more than a physical 

building, and Dobson and Fisher (2007) extend the metaphor into the modern era to 

analyse the impacts of human–tracking systems such as GPS and the Information 

Revolution through factors such as social media. They highlight the importance that the 

benefits to the individual must be worth allowing themselves to be watched. However, 

as long as there are benefits, the political cost of resistance to the observation will be 

low. These modern surveillance technologies are now sufficiently established to be 

accepted openly but serve to disassociate power from particular individuals, and so 

surveillance occurs with no clear source of control other than ‘society’. This is seen as 

omnipotent and subjectifies individuals (Boyne, 2010, Hope, 2013 and Foucault, 1977).  

Foucault (1994) suggested that the premise which he first identified in prisons 

progressed through capitalism into other institutions such as schools. Lewis (2007) 

outlined how management techniques can create this atmosphere and has developed the 

argument specifically in terms of education (Singh, 2015, Hall and Noyes, 2009, Ball, 

2003). Ball suggests that by focusing on teacher outputs and side-lining individual 

beliefs, processes can be used to control the actions of individuals and ‘produce bodies 

that are docile and capable’ (Foucault, 1977, 294). Hall and Noyes also include 

normalising factors such as OFSTED inspections and Singh develops these as ways in 

which self-discipline is normalised in schools.     

In secondary education this field of judgement has been defined by the Department of 

Education (2013) and monitored by OFSTED through their inspection regime. Ball 

(2003) observes that this field of judgement has led to conflicts with teachers who can 

find their personal values of creativity, autonomy and integrity at odds with an 

inspection regime which looks for standardisation and conformity. Forrester (2011) 

analyses the development of performativity in education and sees it as being a response 

to the use of PM in private sector business. The government has used this ‘modernise’ 

education in the first part of the 21st century and also to make teacher pay mirror the 

structures to which head teachers were being held to account. In the early 2000s, policy 

makers felt that PRP would help reduce the problems of teacher recruitment and 



 
   

13 
 

retention by offering the possibility of greater financial rewards and also drive rising 

standards through a performance-based culture (Belfield and Heywood, 2008).  

PRP is an example of a business orientated performativity policy which has operated in 

schools in countries like Chile and the USA for many years, and has been promoted by 

international organisations such as the OECD. Improved productivity, the mirroring of 

private sector trends in economic management, and the ability to reward high 

performing teachers have been identified as benefits of this policy (DfEE, 2000, 

Belfield and Heywood, 2008). However, the English teaching Unions have resisted the 

policy as they believe that these business techniques ignore the collaboration needed 

between teachers to ensure good educational outcomes (NUT, 2017). On the other hand, 

Chile has very strong union representation in teaching but did not experience this level 

of dissent (Avalos and Assael, 2007, Mizala and Schneide, 2014).  

These studies suggest that it is not the performativity measures that are a problem, but 

the style of control exerted when they are introduced. The translocation of policy 

between countries is not always faithful to the original intent and when Gove (2014) 

‘borrowed’ this policy there were significant differences in the style of introduction, 

which may have resulted in the different receptions of the unions. Teachers in Chile 

were given some level of control over the introduction of this type of mechanism, 

whereas the English teachers were afforded very little (Stewart, 2014). This lack of 

control could be one factor which induces poor wellbeing. 

Forrester (2011) and Troman (2000) suggest that the style of policy implementation in 

England suggests a lack of trust in the profession from the government and from the 

profession towards the government. Furthermore, a meta-analysis by the EEF (2016) 

shows that PRP is relatively ineffective when it comes to improving student 

performance and that the promoted benefits of this policy are based on inconclusive 

evidence. However, such control mechanisms prevail in schools and have power to 

influence a certain control style, which will be illustrated through a discussion of 

leadership in schools. 

1.6 Control styles – Leadership. 

While Foucault did not address leadership directly, he did discuss its technologies and 

impacts on the self. PRP is an example of governmentality technologies in England that 

influence the style of leadership evident in schools as it uses tangible rewards. This 
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could be described as a transformative force as it aims to transform employees’ 

behaviour (Olssen et al., 2004). However, Keskes (2014, 28) attributes these features 

to transactional styles of leadership saying, ‘The transactional leader uses tangible 

rewards (e.g. money and status) while the transformational uses intangible rewards (e.g. 

personal growth, self-esteem, and professional values).’ Other styles include 

charismatic, distributed and laissez faire leadership but all styles come with benefits 

and risks (Harris, 2013, Lumby, 2013, Burns, 1978, Hater and Bass, 1988, Paredes, 

2002). Many of the characteristics of these other leadership styles mirror those evident 

in transactional and transformational leadership and so these two categories will form 

the main focus of this research.  

Ball (2013a) argues that the global trend towards performativity and measurability has 

led to a new public service paradigm, which emphasises the importance of ‘hero 

managers’ who mentor employees by giving guidance through the benefit of their 

experience and knowledge. Their position gives the impression that they have all the 

answers which gives a sense of security to the employee who should follow the 

instruction of the leader but puts a lot of pressure on the leader to get it right. A 

transformational leader aligns more with a coach, as outlined by Gildea (2014), who 

aims to empower employees to find their own solutions. Although transformational 

leadership may also lead to anxiety as the individual is more responsible for the 

processes of their work and the resultant outcomes.  

Myers (2013) found that the teams of transactional leaders in business had better 

performance outcomes, but employees were happier when led by a transformational 

leader. Ball (2013, 53) issues a warning about a transactional system: ‘The rethinking 

of education in economic terms bites deep into institutional practises and values’. In 

this way, an understanding of the values held by teachers and the importance of 

relationships in the workplace will form a section of investigation in this study. Miller 

and Miller (2001) go on to suggest that transactional leadership moves people from 

commitment and supportive relationships to individualism, contractual style working 

practises, organisational obligations and competition. When viewed in this way it is 

possible to consider the impact of transactional leadership on increases in negative 

wellbeing in education due to a conflict between economic performance and individual 

values. When contact between leaders and employees focus on that which is to be 

measured little room is left to develop self-actualisation, loyalty, professional respect 
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and emotional bonds which are important for positive wellbeing (Vittersø, 2004, Wang 

et al., 2015, Briner and Dewberry, 2007). 

1.7 Control impacts – Wellbeing 

 Wellbeing can be defined as the balance between ‘feeling valued and cared for, feeling 

overloaded, job stimulation and enjoyment’ (Briner and Dewberry, 2007, 2). However, 

wellbeing is a concept with many definitions depending on the interpretation of the 

writer. King et al. (2008), Smithers and Robinson (2003) and Wang et al. (2015) use 

the expression with a hyphen as ‘well-being’ indicating a state of being well mentally 

and physically. However, O’Brien (2017) argues that this definition ignores many other 

aspects of wellbeing which cannot be measured through health statistics.  

Stiglitz et al. (2009) made the case for countries to be compared on social measures 

such as wellbeing instead of using previously accepted economic indicators as these 

had encouraged risky financial practises and contributed to the financial crash of 2008. 

The OECD took up these recommendations and Halpern (2015) notes that the UK 

government increased their data collection in respect to wellbeing indicators such as 

life expectancy and self-reported experience of wellbeing. The ONS (2016) reported 

personal wellbeing statistics for different job roles based on the following questions 

which are rated on a scale 0 to 10 where 0 is ‘not at all’ and 10 is ‘completely’. 

 Overall, how satisfied are you with your life nowadays? 

 Overall, to what extent do you feel that the things you do in your life are worthwhile? 

 Overall, how happy did you feel yesterday? 

 Overall, how anxious did you feel yesterday? 

From the responses to these questions, secondary teachers’ wellbeing was calculated at 

7.8 in comparison to an average national wellbeing score of 7. However, there are 

concerns that the attrition rate from the profession suggests an alternative understanding 

of teacher wellbeing (Foster, 2019, Briner and Dewberry, 2007). Roffey (2012, 8) 

suggests that a lack of focus on the social capital in schools is affecting teacher 

wellbeing which can then impact on the wellbeing of students. She defines social capital 

as ‘expectations and interactions that promote trust, respect, value and collaboration’, 

and Halpern (2008) and Lin et al. (2008) identify the benefits of social network 

structures and the customs, bonds and emotions which keep these together. Therefore, 
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statistical reports of teacher wellbeing may not reflect a full picture, and may be 

hampered by an over reliance on quantitative data as the field of wellbeing is far more 

complicated than quantitative data can explore alone and in full.   

Subjective indicators such as feeling valued, or job satisfaction are difficult to quantify, 

and so Bajorek et al. (2014) used absenteeism as a measurable indicator of wellbeing. 

Their study compared education and the NHS, which historically suffered from high 

staff absence correlating with poor patient outcomes due to the increased use of 

temporary staff. However, they discovered that when staff felt actively involved in 

decision making, their wellbeing (as illustrated by increased attendance) can be 

improved. Although presenteeism, defined as reduced performance and productivity 

due to ill-health while at work, could cost employers two to seven times more than 

absenteeism (Hemp, 2004), the findings of Bajorek et al. (2014) reflect the concept that 

an increased sense of control over the work environment improved work-based 

wellbeing.  

One school devised a collective definition of wellbeing for their teacher community as 

‘Feeling healthy and content, physically and mentally, in work and life’ (McQuade and 

Purcell, 2016). This suggests a qualitative and subjective understanding of what 

wellbeing means for individuals and is supported by Halpern (2015) who suggests that 

wellbeing is the subjective experience of happiness and positive emotion. Positive 

feelings of wellbeing can be counterbalanced with stress through the level of control 

one feels over situations which may result in a forced reaction without choice (Davies, 

2015) and so the definition which will be used for this study can be deepened to include 

a sense of control. Reis et al. (2000) identify this as ‘autonomy’ which is one of three 

basis needs, with competency and relatedness, which they propose for positive 

emotional wellbeing. They suggest that it is the variations to which these are satisfied 

in daily activity which influences fluctuations in emotional wellbeing. All three of these 

basic needs can be influenced by leadership and policy within the working life of a 

teacher.  

The work of Davies (2015) and Cederstrom and Spicer (2015) draws attention to a view 

prevalent in society that wellbeing is a personal issue for the individual to improve. This 

view is supported by Clarke’s description of neoliberalisation (2004) from which an 

industry has been created to meet these needs. Davies goes on to suggest that this 
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industry can create idealised needs within the population to which it can supply 

solutions. Pedometers, mindfulness classes and colouring books are all products that 

have developed to meet a perceived need for individuals to improve their wellbeing in 

a way which may not have been recognised before these products were developed. This 

trend has also risen within education. Holmes (2005) and Lovewell (2012) have 

produced work to help promote individuals’ ability to manage their own situations to 

aid wellbeing. However, in light of Foucault’s (1977) discussions of the impacts of 

governmentality strategies, such as fear, there is a need to understand the influence 

societal structures have on individuals rather than assuming that individual 

responsibility and the neoliberal strategies of business will solve issues of wellbeing.  

While Foucault did not refer to wellbeing as a distinct area of study, his final intellectual 

phase focused on ethics, which is concerned with the relationship one has with oneself. 

Foucault identified four main aspects to the formation of self, including; how one acts 

as part of moral conduct; what an individual recognises as moral obligations; how a 

person works and transforms themselves, and what kind of person an individual might 

want to be (O’Farrell, 2019). Foucault’s History of Sexuality Volumes 2 and 3 (1990, 

1992) sought to scrutinise certain ‘taken for granted’ concepts or exercises of power 

and open up the possibility that things could be different. He concludes that Christianity 

altered ethics to emphasise obedience and self-denial. Foucault believed that 

verbalisation, or confession, is an important technology through which people 

understand themselves and make themselves visible to others, and this confession 

required a level of self-knowledge which is given value by society (Fejes, 2013). 

Foucault (2019, 262) felt that the development of the self should not be given to us but 

that ‘we have to create ourselves as a work of art’. 

As part of this personal creation Foucault (1994) suggests that there are possibilities for 

resistance, or transgressions, not as an aggressive act but as part of our ability to 

recognise and question social norms. He stated that this takes the form of discourse 

which detaches ‘the power of the truth from forms of hegemony, social, economic and 

cultural, within which it operates at the present time’ (Foucault in Rabinow 1984, 75). 

In short, he argues that to question the current way of being can be a positive act which 

results in improved operations. Knights (2002) uses this argument in relation to 

Organisational Theory to suggest that acts of resistance are, in fact, a way of 

understanding our interactions with society. He uses Foucault’s work to highlight that 
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modern organisational techniques individualise people, which renders them separate 

and less resistant to power which is exercised over them.  

However, Foucault’s ethical works emphasise that power is everywhere and so acts of 

resistance should be seen as individuals exercising power in their own way and 

‘refusing to be what they have become’ (Foucault, 1984, 75). This is a way of 

interacting and validating the systems in place rather than trying to overthrow them. It 

is this focus on the relationship which can influence wellbeing. As Sauder and Espeland 

(2009, 76) sum up: 

For Foucault, resistance creates a relationship, and regardless of its 

effectiveness, resistance prolongs entanglements by evolving new forms or 

engagement, which in turn, elaborate and extend discipline. Resistance 

facilitates the internalisation of discipline because it expresses an investment in 

a relationship, one that can be simultaneously resented and alluring. 

For Foucault’s vision of resistance to be enacted, there is a power/knowledge 

interaction which needs further exploration to fully understand the relationship between 

workplace and teachers in this study. 

Foucault suggests that governmentality mechanisms can be hidden which results in the 

rise of dualisms (Curtis 2002). This is highlighted by Ball (2003) when teachers are 

expected to live up to social expectations of what a teacher should be and the demands 

of meeting PRP targets which can lead to teachers feeling fearful that they cannot meet 

these dual expectations and creates a stress response. When this occurs, the state sees 

the management of these impacts through wellbeing as a personal issue (Davies, 2015), 

while simultaneously, international comparisons have tried to turn wellbeing into 

quantitative data to allow the judgement and ranking of countries.  

1.8 Research Questions  

From the discussion of this research given above and an extended review of the 

literature presented in Chapter two, the following questions have been developed: 

1) How is policy being enacted through leadership styles? 

Policy technologies such as performativity (Ball, 2003, 2013, Forrester, 2011) are 

creating environments that could lead to more transactional leadership styles due to the 
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reliance on rewards for meeting targets. This question aims to discover teachers’ views 

on how national and local policy is enacted through current leadership styles. 

2) What impact does leadership style have on teacher wellbeing? 

Smithers and Robinson (2003) reported that the five main factors for a teacher leaving 

the profession were: workload; new challenge; the school situation; salary; and personal 

circumstances. However, salary was the least important of these. The makeup of leavers 

was disproportionally younger, with a few years of service, or those approaching 

retirement. However, there has been a shift in who is leaving teaching and what they go 

on to do (Hutchings 2011, Worth et al., 2015). With an average fall in wages of 10% 

for those leaving the profession, this could be seen as an indication of a lack of 

wellbeing within the profession. Worth et al. (2015) go on to propose that secondary 

teachers are significantly more likely to be considering leaving the profession. They 

observe that the intention of teachers to leave the profession was no different in schools 

with high numbers of disadvantaged students compared to schools with lower numbers. 

This question aims to discover teachers’ views on the impact of leadership styles in 

relation to their wellbeing. 

3) How do teachers bring about change in education to positively influence their 

wellbeing? 

Many of the authors previously cited in relation to wellbeing discuss the concept of 

control, as observed by Bajorek et al. (2014), and the amount of perceived control a 

person has over their own lives. If wellbeing is a problem in the teaching profession it 

is important to understand if this is caused by a feeling of lack of control and how 

teachers view possible factors causing this. Finally, this question explores what teachers 

do when they feel their wellbeing is being affected which could offer possible solutions 

for poor wellbeing in the future.  

1.9 Outline structure of thesis  

Chapter two offers a review of relevant literature, addressing the themes of 

governmentality through neoliberalism (Foucault, 1994, Harvey, 2005, Davies, 2014.), 

performativity in schools (Ball, 2003, 2013), leadership styles (Keskes, 2014, Hater and 

Bass, 1988), and wellbeing (Davies, 2015, Roffey, 2012, Hall and McGinity, 2015). It 

demonstrates the link between neoliberalism, performativity and transactional 
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leadership styles. It argues that the measurement culture is not producing the intended 

outcomes in schools and so is being seen negatively by teachers.  It also discusses the 

literature surrounding wellbeing, the impacts of teacher self-image, and makes a 

connection to issues of control as outlined by Foucault. The suggestion will be that 

neoliberalism is taking control away from individuals which has an impact on their 

wellbeing but then blames individuals and expects them to take personal responsibility 

to improve this wellbeing. This is whilst setting into place technologies which continue 

to monopolise control. This chapter also includes a discussion of professional identity 

and labour process theory to evaluate why teachers find neoliberal technologies difficult 

to engage with emotionally. 

Chapter three discusses the methodological approach of the research. It begins by 

addressing the epistemological and ontological basis of this research, which is 

constructive interpretivist. It then discusses the critical theory, mixed method approach 

of using both quantitative and qualitative data, with a quantitative survey being used to 

gain a broad view of the issues and to inform areas for further discussion in semi-

structured interviews. The chapter identifies the strengths and limitations of both of 

these techniques, sampling strategies and the analysis methods used. These methods of 

analysis include descriptive statistics for the survey data and thematic coding for the 

interviews. Issues surrounding the researcher positionality in varying degrees of 

insiderness are addressed and the ethical implications of the study are outlined.  

Chapter four presents the findings of the research, structured by the main themes 

derived from the Literature Review. The themes are as follows: leadership styles; 

teaching styles; social issues; political influences; issues of time and ‘expectation’. The 

chapter highlights areas which are positive for teachers but also areas which are having 

a negative impact on wellbeing. However, the survey data cannot clearly assert why 

this might be. The second section of the chapter revisits the themes outlined above from 

an interpretative perspective. Again, it aims to identify positive and negative impacts 

on teacher wellbeing to identify privilege and exploitation. It argues that exploitation is 

common but the mechanisms of this are hard to identify and fight against and so issues 

of control are forceful but hidden. 

Chapter five develops the themes brought out in the Literature Review in relation to the 

analytical framework discussed earlier and in doing so offers a synthesis of the findings. 
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The chapter looks more deeply into the concepts of labour process theory in relation to 

the public sector leading to a discussion of the benefits of teaching and the areas of 

exploitation by developing the issues surrounding conflicts in ‘expectations’.  

Finally, the concluding chapter summarises the key findings and demonstrates how they 

add to the body of knowledge on teacher wellbeing. An evaluation of the limitations of 

the research is undertaken to assess the reliability and validity of the conclusions.  It 

offers implications of the findings in terms of practical and political policy making and 

tentatively offers recommendations for future research to evaluate whether the findings 

from teacher perceptions could actually deliver the improvements in wellbeing, 

recruitment and retention suggested. 

1.10 Conclusion  

This chapter has proposed that policy technologies and leadership in school influence 

individual teacher wellbeing. These issues have been studied independently in the past 

but there is little literature which investigates the link between these themes and even 

less about the impact these have from a teacher perspective. With many schools now 

offering wellbeing support in various ways, it is important to understand how the 

interplay of the main concepts identified here reflect the pressures on teachers from 

government policies, PM structures, and personal values. Empirical studies on teacher 

wellbeing focus on quantifiable aspects of teacher workload such as marking and 

planning. The structural impacts on wellbeing are under-researched and so, by 

synthesising the work of Foucault, Ball and Davies, a line of enquiry presents itself 

which has not yet been fully explored: that of gaining an understanding of how politics, 

policy and leadership are perceived by teachers and explaining how their perception 

influences wellbeing. The next chapter will offer an understanding of how 

neoliberalism encourages a certain style of education policy and leadership in a global 

education industry. Research into the impacts of this on the wellbeing of teachers in 

secondary education will contribute to emancipatory possibilities for those involved in 

education because, as Foucault (1977) suggests, with increased ability to influence a 

situation should come increased wellbeing.  
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 CHAPTER 2. LITERATURE REVIEW 

 

The profession exploits or the government exploits the fact that lots of teachers 

believe strongly and passionately about educating children and therefore, will 

continue to work beyond their hours to achieve that. 

 (Sean, 2018) 

The four main themes outlined in the introduction feed into each other to produce a 

hierarchy of control, as illustrated in Figure 2.1, which will be discussed in this chapter. 

These ‘orders of control’ are similar to the levels of analysis outlined by Nau (2012) 

and Jepperson and Meyer (2011) but also includes an international overview through 

the diffusion of neoliberal governmentality. Neoliberalism becomes a major point of 

study later in the Literature Review, but briefly Davies (2014) sees it as a theory which 

aims to remake social and personal life around enterprise and performance. Detractors 

propose that this is a negative term which has impacts on individual wellbeing but its 

proponents argue that applied neoliberalism reduces the need for government regulation 

as market forces drive improvement through competition (Ball, 2012).  

Figure 2.1 Hierarchy of Control 

 

The literature will demonstrate how these supra scale theories are passed down through 

macro and meso processes to impact on the individuals and influence their wellbeing, 
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as can be seen in Figure 2.1, and creates a hierarchy of control to use as an analytical 

framework. This reflects Foucault (1994, 329) in his essay The Subject and Power as 

he relates empirical power relations to forms of resistance through different strategies 

of control. Valikangas and Seeck (2011) suggest that taking Foucauldian theory as a 

whole, it is possible to see that these power relations are often hidden and this can affect 

a person without their understanding which causes uncomfortable feelings of 

dissidence. In this chapter, each level of control will be discussed in more detail to 

highlight its influence and is returned to later in the thesis to discuss the views expressed 

by the participants of this study. 

2.1 Control theories  

Control theories are overarching philosophies that drive global operations and are 

termed by Foucault (1994) as ‘governmentality’. He suggests that governmentality is 

multi-level and so the current style of governance of individuals through the economic 

management of institutions and deployment of policy ensures that people behave in a 

manner which will facilitate the overarching philosophy’s desired outcomes. This is an 

important consideration because when governmental aims and corresponding policy 

technologies come into conflict with individual’s beliefs, unrest including outright 

social disobedience or a rise in mental health issues is possible. According to Foucault’s 

analysis there are three responsibilities to allow the smooth running of government. 

1. Not to use force. This allows trust and a sense of control to be given to citizens.  

2. To have knowledge, thereby giving rise to the science of statistics and ‘big data’. 

3. To govern as if employed by those being governed.  

However, he goes on to state that if any one of these is neglected due to unfavourable 

conditions, such as war or financial crisis, the smooth running of government will be 

jeopardised.  

2.1.1 Governmentality 

Governmentality is an ‘ensemble formed by the institutions, procedures, analysis and 

reflections, the calculations and tactics, that allow the exercise of this very specific 

albeit complex form of power, which has as its target population.’ (Foucault, 1977, 20). 

Valikangas and Seeck (2011) define governmentality as a fourth main concept in 
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Foucault’s intellectual phases. They suggest this is characterised by power relations that 

are found everywhere in society with authorities and institutions exercising power over 

the population. Foucault (1969) suggests that this power is exercised through discursive 

formations which shape knowledge into categories which are acceptable in the current 

mode of thought. Outdated discourses become ‘knowledges inadequate to the task… 

naïve knowledges… disqualified knowledges’ (Foucault, 1980, 81-82), and so 

knowledge can not only be hidden but also discredited. Although authors such as 

Valikangas and Seeck (2011) suggest that authorities hold power in a hierarchical 

manner, Foucault (1994) argues that power can act in both a top-down and a bottom-up 

manner.  

Kazi (2017, 171) connects Foucault’s views on governmentality to individuals, further 

stating, ‘it is in Foucault’s studies of the practises of self, and particularly of parrhesia, 

that he provides viability for the realisation of techniques for creating the self with 

respect to truth in modernity.’ Kazi sums this up as bold speech but Foucault’s (2001, 

16) definition suggests that ‘Parrhesia, then, is associated with courage in the face of 

danger: it demands the courage to speak the truth in spite of some danger.’ It is the 

individual’s way of exercising power on those in positions of power.   

Foucault sees neoliberalism as a certain kind of governmentality. Therefore, an analysis 

of the neoliberalisation of education will help the evaluation of the impacts of this 

conflict on the practise of individual freedom and wellbeing. 

2.1.2 Neoliberalism 

Neoliberalism was a term adopted by critics of a perceived free market orthodoxy 

(Davies, 2014, Harvey, 2005). Davies (2014, 310), supported by Amable (2011), Ball 

(2012b), Davies (2010), Gane (2014), Hall and McGinity (2015), and Streeck (2011), 

proposes that while definitions of neoliberalism vary, there are common strands among 

them. 

1. Victorian liberalism is viewed as an inspiration for neoliberalism, but not a 

model.  

2. Neoliberal policy targets institutions and activities which lie outside the market. 

This may be to bring them inside the market, through acts of privatisation; or to reinvent 

them in a ‘market-like’ way; or simply to neutralise or disband them.  
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3. The state must be an active force and cannot simply rely on market forces. 

4. Competition and inequality are valued positively under neoliberalism, as a non-

socialist principle for society in general, through which value and scientific knowledge 

can be pursued. 

The Foucauldian influence sees neoliberalism as an ethos of competitiveness which 

permeates culture, education, personal relations and orientation to the self, in ways that 

render inequality a fundamental indicator of ethical worth or desire (Davies, 2014). 

According to this perspective, economists themselves are political actors but the state 

remains a central authority in forcing institutions to reinvent and measure themselves 

against each other and a central definition of success. Distinctive neoliberal policies are 

those which encourage individuals, communities, students and regions to exert 

themselves competitively, and produce ‘scores’ of who is winning and losing. 

Davies (2016) critiques the concept of neoliberalism arguing that its definition is 

ambiguous and complex which makes it easy to dismiss. Mirroring Foucault, he 

suggests that this is because it traverses both sociology and economics using economics 

to deal with problems which may not be purely economic issues. As such, neoliberalism 

is not about the use of markets or competition to solve narrow economic problems, but 

about employing them to address fundamental problems of modernity. Neoliberalism 

promotes competition, not because it creates optimum conditions for all, as suggested 

by traditional liberalism, but because it ‘is agnostic about the right solution to 

institutional, cultural and political problems’ (Davies, 2016). Economic data become 

the main indicator of progress and problem solving, spanning the traditional roles of 

theoretical economics and applied sociology. Davies points out that there is no 

guarantee that its technologies will work economically or socially as the central aim is 

to provide a structure by which to measure outcomes. 

 One of the policy technologies that Foucault (1994, 207) identifies as instrumental to 

neoliberal political government is statistics. He states: 

To govern a state will mean, therefore, to apply economy, to set up an economy 

at the level of the entire state, which means exercising towards its inhabitants, 

and the wealth and behaviour of each and all, a form of surveillance and control 

as attentive as that of the head of a family over their household and goods. 
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 Surveillance and control under a neoliberal philosophy uses ‘big data’, the collection 

of large-scale data-sets that can be analysed to identify trends and correlations in 

relation to human behaviour. Flyverbom et al. (2019) point out that the style of data 

collection can bring forth certain knowledge while hiding others and this leads to 

skewed decision making towards data which can be or has been collected.  

For the purposes of this study, neoliberalism is seen as a form of governmentality which 

is based on achieving desired outcomes through competition. This competition creates 

inequality where participants are seen as outstanding or inadequate, as highlighted by 

OFSTED terminology, and creates systems which measure people in relation to each 

other and themselves. It is ambivalent to how outcomes are achieved, as long as they 

are positive and measurable. It is not a free market model as the state choses to act as a 

regulator, which is even more prevalent in state run institutions like secondary 

education. Neoliberalism can be an obvious force but works at its best when it is 

internalised by participants and they see surveillance and judgement as the only ways 

to operate. 

Lemke (2012) highlights that there are issues with some of the literature in that it 

assumes any difference between politics and society or groups within society can be 

overcome through good governance. However, neoliberalism is only one of an array of 

governance styles and if decisions about the strategies for governance are different at 

difference levels of governmentality, for example at supra-national and meso-levels of 

my suggested hierarchy, it can lead to consternation for those who perceive themselves 

to have lesser influence on the higher levels. Lemke (ibid.) goes on to propose that a 

general pattern of governance comes between coercion and consent which is 

characterised by the ‘conduct of conduct’. In summary, government is the chosen 

method of ensuring people conduct themselves in the manner desired by society, 

although Foucault (2000) says that government aims to influence individual actions 

indirectly rather than openly. These ‘strategic games’, the ‘structuring of others’ and 

the resulting impacts on individuals have been studied further in labour process theory 

(LPT) which aimed to understand how forms of governmentality create interactions 

between workers and their employers. 
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2.1.3 Labour process theory 

Braverman (1974, 3) focuses on the way workers are controlled and suggests that 

modern work requires higher levels of education but also observes: 

…that work has become increasingly subdivided into petty operations that fail 

to sustain the interest or engage the capacities of humans with current levels of 

education; that these petty operations demand ever less skill and training; and 

the modern trend of work by its “mindlessness” and “bureaucratisation” is 

“alienating” ever larger sections of the working population.  

He developed the concepts proposed by Marx (2013) that any work completed over that 

which is necessary to sustain the worker is exploited from the worker by the employer 

and this leads to resistance.  

However, since Braverman’s work was published many commentators have argued 

against it. Knights (1990, 299) suggests that the usefulness of Braverman’s theory is 

hotly contested as LPT gained its popularity due to its relatively simple view of society 

and the people who form it. Knights categorised criticisms as those connected to: its 

over inflation or neglect of important parts of Marx labour theory; the failure to 

recognise significant developments in labour since the nineteenth century; the changes 

in management theory in response to the growth of technology and worker resistance; 

restricted view of gender relations; the complex nature of social as well as technical 

construction of skill, and a neglect of the impact of the international influence on labour 

and competition. When listed as such, it would appear that there is little space for LPT 

in today’s literature as current work situations are too complex to apply Braverman’s 

ideas. However, Braverman’s studies have been developed with Foucauldian 

discussions of control and are useful for understanding the issues surrounding teacher 

wellbeing. 

Through a literature search, and most clearly evidenced by Reid (2003), it appears there 

have been waves of interest in this theory, particularly when connected to teaching. 

Reid argues that LPT has struggled to gain traction in educational research due to its 

associations with the ‘Braverman proletarianisation thesis’ which has focused on one 

style of control, that of scientific management and its effects, such as a deskilling and 

intensification of the teacher workload rather than why these forms of control have 

come about. However, Reid draws on Troman’s (1996) assertion that the identification 
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of core concepts in teaching has conceived the profession as more technical, having 

broken it down into its component parts rather than an art form which requires some 

skill to deliver as a whole. Woods et al. (2019) define LPT more clearly as that which 

‘examines the social relations between employers and workers and how dynamics of 

control, power and structural antagonism influence these relationships’ (p. 950). They 

cite Edwards (2010) saying that LPT is ‘an activity in which the capacity to work is 

turned into concrete labour, together with the relevant relations between managers and 

workers.’ 

It is these relationships that are examined by Price et al. (2012) who uses LPT to 

scrutinise the concepts of teacher resilience. Price proposes that LPT can be used to 

analyse how market-driven neoliberal approaches to education in a ‘fast capitalism’ 

framework leads to adverse working conditions for teachers. She also cites Braverman’s 

work when highlighting that scientific management has become the current paradigm 

which results in a division of labour which deskills and detaches workers from the 

finished product they are working on. This leads to fragmentation of the labour process 

which, in teaching, has resulted in a national curriculum and assessment procedures 

which creates an increasing routine within the profession and enables both a reduction 

of labour costs, as certain aspects of the job are given to other authorities, and a 

framework with which to judge teacher performance. 

From this literature, it can be seen that LPT has been interpreted in a number of ways. 

However, a common concern in LPT is with control over the labour process.   

Links to control theories 

Critics of Braverman use Foucauldian thought as a counter argument. Authors such as 

Versieren (2016), Lloyd (2016) and Lewis (2007) suggest that the objective nature of 

Braverman’s analysis ignores the person – the subject, and this is an area where 

Foucault can enhance LPT. Lewis goes further to suggest that Foucault can be applied 

to LPT through invisible technologies of power which are unrepresented in 

Braverman’s analysis. However, Lewis (2007) suggests both Braverman and Foucault 

acknowledge social technologies such as team dynamics which can mean that 

individuals are ‘complicit in their own control, even as management consolidates power 

over production’ (p. 408). They also both discuss the issues of surveillance to monitor 

production and create compliant behaviours which are beneficial to the workplace and 
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finally, both recognise tensions in the labour process and suggest that human 

development is the solution to ‘the unsatisfactory relations they see in the capitalist 

workplace’ (p. 411).  

Foucault (1970), however, does offer developments on Braverman in The Order of 

Things, which examines labour and exchange. Valikangas and Seeck (2011) identify 

his focus on the micro-level and the individual as a subject, in a way that is often seen 

as lacking in Braverman’s work. Valikangas and Seeck (ibid, 6) go on to suggest that 

Foucault leads one to believe that humans and their historical background cannot be 

separated and this also explains how an ‘organisation and its correct organizational 

practices are defined, as well as how workers perceive themselves.’ This suggests how, 

over time, these conditions are normalised. Arguing that Braverman does not address 

the micro-level enough, Lloyd (2016) proposes that Foucault misses an opportunity to 

reflect on the nature of capitalism and the harm it can do on the workplace by not 

combining the macro and meso-level s of Braverman with his own micro-level of 

subjectivity. 

It is important to consider how discipline is developed from authority to subject but also 

to analyse how subjects internalise that discipline within their own self-identity. As 

Foucault (1982) identifies, power is nothing if the subject does not allow it to be 

powerful. Therefore, issues of power and control are two-sided in terms of the nature 

of control as well as the action and effect of control. In other works, Foucault (1980, 

1984) suggests that subjects use human rights as a way of resisting powers that may 

attempt to subjugate them and, as already outlined, should not always be seen as a 

negative action. However, he (ibid.) also suggests that modern power/knowledge 

systems have turned people into subjects of control, and the internalisation of this 

process has led to individualisation. This makes the exercise of human rights harder 

within the labour context and results in a ‘divide and rule’ ethos.  

When LPT is discussed in relation to Foucault, Discipline and Punish (1977) is cited in 

both organisational management and educational fields. Iedema (2006) suggest that this 

text is Foucault’s major work on institutional control and has resulted in an increasing 

number of studies of surveillance in the work place. Iedema (2006, 1113) develops the 

discussion of the panopticon, first proposed by Bentham in the 18th Century, stating 

that; 



 
   

30 
 

This has enabled control to be understood in terms of those forms of discipline 

that are directed towards the “soul”, the mind and the will. To achieve such 

control, formal managerial hierarchies are not deemed adequate to create the 

conditions of self-discipline, with more diffuse control through peer 

observation, electronic surveillance, team-based organisation, performance 

management and so forth seen as more far-reaching.  

When techniques such as PM have been introduced in schools many studies such as 

Forrester (2011) and Ball (2003, 2012) have identified the measuring of a collegiate 

process such as education at individual level as giving rise to a major point of resistance. 

However, when the power/knowledge structures of surveillance PM are considered, it 

is not so much about measuring the unmeasurable but about the management of self. 

The final way Foucault is used in LPT is identified by Sauder and Espeland (2009) who 

studied how forms of discipline through governmentality, from Foucault’s first phase 

of work, lead to statistics and ranking performance. Through normalisation of these 

methods, internalisation is achieved but can lead to anxiety to meet ‘expectation’ and 

to take ownership of skill and control of the working environment. Lewis (2007) draws 

this discussion back towards the critique of Braverman as he suggests that this anxiety 

is what leads to worker resistance which Braverman failed to take into account. 

Therefore, we now move towards an examination of the different views on the role of 

resistance in the workplace.  

Resistance and professional identity 

Braverman (1974) focused primarily on developing the Marxist assertion that work is 

intrinsically a source of conflict due to capital’s need to exploit labour, thereby forcing 

labourers to work more than that which is necessary for its subsistence. However, Lewis 

(2007), building on Buroway (1979), suggests that his treatment of LPT fails to take 

account of worker resistance and unionism. In fact, Braverman does mention ‘rebellion’ 

and unionisation in Labor and Monopoly Capital using examples of worker unrest at 

times of economic instability, particularly in the 1930s, as illustrations of resistance but 

these are only seen as having an impact when they are undertaken as a group action. 

Braverman’s thesis is that management practises mean to individualise workers and so 

resistance is almost seen as futile.  
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Resistance, in its simplest form, is the action of a worker to ignore or go against the 

directives of their employer. Knights (1990, 309) calls this ‘gaming’ or ‘making-out’ 

and suggests that this can take the form of ‘subverting rules, creating informal alliances 

and modifying machinery and methods often against – and despite frequent disruptions 

stemming from the inefficiencies of – formal management.’ 

These examples of resistance, however, are mainly tolerated by management because 

they secure the workers absorption in the ‘game’, giving a sense of autonomy and 

control over the work environment and so ensures the continued production of surplus 

value. Spencer (2000) supports Knights’ argument asserting that ‘game playing 

behaviour’ does not help the worker understand their own exploitation but, in fact, 

contributes to it through participation in these games.  

Resistance in the postmodern organisation will tend to be more focused on 

issues connected with enhancing or challenging threats to a person’s identity 

than with preserving dignity or autonomy. But dignity and autonomy do not 

disappear as relevant concerns especially in circumstances of their threatened 

erosion. 

 Knights (2002, 582) 

An example of resistance is put forward by Knights and McCabe (2000) and identifies 

that the individualisation aimed for in managerial strategies actually creates a desire for 

social interactions between workers. For example, Lloyd (2016) studied interaction in 

a Call centre in the UK where workers were passing on tips to ‘fiddle the system’ in 

order to gain some down time. However, he asserts that ‘resistance strategies are not 

always and obviously collective despite a collective aspect of learning’ (p. 274). In 

teaching, Ball (1999) observed that if a teacher is forced into doing duties that they do 

not value because they have no obvious connection to what the teacher feels are the 

core aspects of the job, they may feel that their work is pointless and that their role is 

powerless in the situation. This could lead to a disconnection between the teacher and 

managerial targets resulting in an emotional response which is an act of resistance in 

itself. The socially derived identity of a teacher is someone who is ‘responsible, 

interested and enthusiastic to nurture students’ development and growth’ (Tsang and 

Kwong, 2017) and so when a teacher does not display those characteristics it is an act 

of resistance.  
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Tsang and Kwong (ibid., 884) go on to say that the ‘social constructionism of emotions 

suggests that emotions are a self-reflexive experience directly linked to the situation in 

which they occur.’ This assertion indicates that within the hierarchy suggested in this 

research, there would be little to no connection with levels of control further than meso-

level of local senior leadership in school. This is because it is the local scale within 

which the situation occurs and the relationships in that local context which prompt 

emotional responses.   

Self, identity and impacts on wellbeing for teachers 

In the second and third volumes of the History of Sexuality (1990, 1992), Foucault 

explores themes of resistance in the context of how individuals can fight back or defend 

against power formations which are working against the individual’s identity. The 

difference between self and identity as proposed by Heidegger (1962) is that self is the 

ability to reflect on itself and identity is created by a narrative, which is made possible 

by the act of reflection. Foucault identifies both the self and identity as important factors 

in resistance as power relations are not a one-sided influence and he asserts that for this 

to happen, both sides must express at least a little sense of freedom. Therefore, 

resistance is an important part of power relations. 

Knights (1990, 2002) suggests that the theme of surveillance in Discipline and Punish 

has been developed in LPT analysis. As labour is reduced to a commodity which is 

observed and measurable in the neoliberal system, surveillance is key to ensure the data 

needed to evaluate effectiveness of that labour.  Valikangas and Seeck (2011) suggest 

that the ethical writings of Foucault focus on the impacts of surveillance on the 

individual which is now important for work related wellbeing as workers are observed 

and measured regularly. Knights (1990, 2002) observes that Foucault saw people as tied 

to their identity, which includes the teacher identity, and this means that any 

management threat to identity in the form of new policies or PRP could cause a negative 

impact on wellbeing. However, LTP suggests that when identity is threatened it is 

possible for resistance to be constructive as it can help create a more efficient work 

environment and so reflects the idea that resistance is all part of the control game.  

Therefore, the ideas of identity, resistance, neoliberal control and LPT connect as 

workers try to influence their local work environment. However, this attempt to 
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influence rarely goes higher up the control hierarchy than their local superiors as this is 

where workers have the most immediate connection.   

Authors such as Tsang and Kwong (2017), Reid (2003) and Price et al. (2012) attempt 

to analyse teaching with LPT by suggesting that neoliberal scientific and bureaucratic 

management techniques have made teachers resemble industrial workers in that they 

now experience poor working conditions, heavy workload and lack of leisure time. 

Braverman (1974) refers to this as proletarianization when analysing the changes to 

office work.  Price et al. (2012, 88) go on to say: 

Drawing on LPT perspectives we acknowledge that some form of state control 

over teachers and teachers’ workload is fundamental to Capitalism. In order for 

profits to be made, cost of production must be kept down and one way to do this 

is to cut labour costs.  

Reid (2003) supports this by proposing that ‘society’ has put into place control 

mechanisms to safeguard investment in education including though the socialisation 

teachers undergo in teacher training. This leads to a well-developed work ethic, and 

many teachers feel they ‘turn up and participate in work simply because they want to’ 

(p. 567). Reid does not define what is meant by society in his work but includes the 

relationship that exists between the state, capital, and education. However, the state is 

under pressure to reduce public sector costs, and this occurs in two ways in teaching. 

Firstly, Reid suggests that jobs are deskilled by decoupling conception (i.e.  intellectual 

labour) from execution (i.e. manual labour). Secondly, the state attempts to extract 

surplus labour by getting teachers to achieve more with fewer resources and uses 

accountability technologies to facilitate this. A conflict is created between teachers and 

state as teachers see accountability as secondary to their main purpose of student 

education. This can result in negative emotions and discontent which is not the 

constructive resistance previously described. Tsang and Kwong (2017) suggest that this 

occurs when school management is more bureaucratic and outcome-orientated resulting 

in teachers spending time measuring outcomes on a short term and regular basis, which 

goes against the identity of a teacher.  

Sauder and Espeland (2009) and Woods et al. (2019) analyse this increase of 

performativity in the labour process and its impacts on the health of the individual. This 

management technique aims to encourage the individual not only to reflect on 
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themselves but also to reflect on themselves in comparison to others which can induce 

anxiety and mental illness. Woods et al. (2019) suggests that this can lead to a form of 

resistance as it can assist the worker in taking control of their work environment and 

secure ways of reducing the impact of work practises on mental health. However, this 

form of resistance is not without risks as while the work environment can adapt to the 

needs of the individual, the employer could also view the worker as unable to ‘cope’ 

with certain working practises. It is possible that the manager simply excludes the 

individual from certain processes which could be damaging in the long run both for the 

worker when their control is eroded and for the workplace which loses valuable input 

from the worker.  

Governmentality seeks to normalise and internalise certain practices in the individual 

and it becomes very difficult to separate the objectives of governmentality from the 

identity of the subject. Likewise, it is difficult to separate resistance as a form of 

defiance from resistance as a form of constructive relationship with the labour process.  

Iedema et al. (2006, 1126) conclude that a workplace is too complicated an environment 

to be able to divide worker actions into a simple compliance/resistance dichotomy. 

They state; ‘as people act out emergent selves in front of others, everyone’s attention 

to who says what and who does what intensifies’. They suggest that resistance is not 

always an open defiance of performative techniques but can sometimes be a matter of 

trying to adjust to new work practises at the same time as others. These attempts to 

adjust can be misdirected and misinterpreted due to the fast pace of modern capitalism, 

but this assertion continues to support Knights (2002) and Spencer (2000) in that these 

adjustments by the worker are still within the boundaries of the managed labour process.  

2.1.4 Summary 

Through this discussion of overarching political theories, and particularly the 

development of LPT, I have argued that the four levels of the proposed hierarchy closely 

interlink. At the meso-level, schools have become an instrument for information-

gathering and manipulation of the population through macro-level, neoliberal 

technologies such as performativity. It is these technologies which are used to enact the 

supra-level theories of governmentality and the capitalist labour process at the micro-

level of the control hierarchy. However, this is not a one-way process and there are 

counter movements from the micro-level upwards, too. In this chapter we move from 
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the top of the control hierarchy downwards, and so the next level of analysis we shall 

examine is the macro or national-level of mechanisms which operationalise the supra-

level theories.  

2.2 Control mechanisms 

National policies influence control over organisations and individuals acting as 

mechanisms of abstract political theories. Rinne (2008, 665) states that ‘the changes in 

national education policy in isolation or within the borders of nation-states cannot be 

understood without taking into account the impacts of the supranational organisations’. 

Ball (2013a) suggests that this is because education is seen as a crucial factor in ensuring 

economic productivity through competitiveness in the context of ‘information 

capitalism’. As a result of this, schools are being reformed to drive and maintain a 

certain culture by being encouraged to act more like businesses. However, Ball (2013b) 

also identifies that these supranational influencers are obscured as workers focus more 

on national or school policy, recalling Foucault’s (1994) premise that politics is always 

local. Whether governance has positive or negative effects is less important to Foucault 

than whether it is explicit or hidden, because when it is hidden, it is harder to effect 

change if change is needed. Many of these influences have led organisations like 

schools to become similar, even while they are in competition, through isomorphic 

processes. 

2.2.1 Isomorphism 

Bodenheimer and Shuter (2020) suggest that isomorphism is one reason why teachers 

are experiencing increasing burnout due to a pressure to conform to a culturally held 

understanding of worth. This pressure induces acting, either surface or deep, to meet 

these expectations.  

The theory of institutional isomorphism is discussed in depth by DiMaggio and Powell 

(1983, 147) who argue there are three types of isomorphic processes: coercive; mimetic; 

and normative. These are brought about mainly through market forces encouraged by 

competition. Much isomorphism is enabled through bureaucracy which ‘make 

organisations more similar without necessarily making them more efficient’. A mimetic 

process is where one organisation imitates the successful attributes of another, usually 

motivated by the desire to improve performance. Isomorphic changes can occur 

unintentionally when people move from job to job or spread intentionally through the 
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use of consultancy firms or industry associations who aim to promoted ‘what works 

well’ initiatives. 

However, there comes a point where so many organisations have adopted the 

technology that there is no comparative performance advantage. At this stage the 

approach has become expected as an industry standard and is viewed as a norm which 

organisations should adhere to. Where there are recognised norms, a certain job role 

will have specific standards that the employee should be accountable to and so can be 

given autonomy within the boundaries of those standards without there being a risk of 

deviancy. Formal education and the growth of professional networks across 

organisations facilitates the diffusion of new ideas and leads managers to look for 

certain characteristics in interview candidates which they have been trained to value. 

Candidates will socialise themselves into the industry to ensure that they exhibit 

favourable personal behaviour, dress and language. DiMaggio and Powell (1983, 152) 

go on to state: 

This socialisation reinforces similarities between organisations within a field 

and is assisted by trade associations and common career titles and paths with 

meanings that are commonly understood.  

Finally, coercive isomorphism occurs due to political influence and is most common in 

the public sector where the state sets standards and judges organisations by these 

standards (DfE, 2013). This forces all involved to adopt similar practices so as to be 

deemed as legitimate by the state. The changes may not make the organisation more 

effective but large amounts of time and effort are spent on implementation because that 

is what is expected. This is especially true of industries where output is difficult to 

control or measure.  

DiMaggio and Powell (1983) propose that isomorphism is high when an industry is 

heavily centralised, operates under conditions of uncertainty of control, rely on 

academic credentials to choose staff and work with state agencies to a great extent. This 

can help explain the difficulties some organisations, such as schools, have in resisting 

neoliberal control mechanisms. 
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2.2.2 Performativity 

There are a number of national policies which help forward the agenda of neoliberalism 

through the gathering of statistics which, in turn, aids performativity. Ball (2003, 2012) 

documents the development of the global education phenomenon identifying the ways 

and means in which education policy has become homogenised through international 

organisations like the OECD to facilitate the marketization of education. Market 

position is important for organisations and in education this has led to the development 

of the Programme for International Student Assessment (PISA), which was devised by 

the OECD at the request of its member countries (Sellar and Lingard, 2014). Meyer et 

al. (1997) identifies these kinds of global accounting systems as a form of isomorphism 

which speeds the process of globalisation. Once a standard has been set, it becomes 

clearer to countries how best to achieve that standard.  

However, Lingard (2011) argues that these techniques are producing ‘policy by 

number’ which continues to strengthen governance by statistics rather than considering 

the wider factors which are too difficult to measure over a small-time scale, such as 

wellbeing. These types of policy favour the measurement of performance as an indicator 

of effectiveness, but Forrester (2011) suggests that the meaning of performance is a 

contentious one and may be dependent on context. She argues that the standard 

dictionary definition includes the act of performing a duty as well as the results which 

are achieved through that act. Ball (2003, 215) takes this further by suggesting that the 

technologies used to measure performance take the concept so far from the standard 

definition that the more accurate term to use is ‘performativity’. He says  

Performativity, it is argued, is a new mode of state regulation which makes it 

possible to govern in an ‘advanced neo-liberal’ way. It requires individual 

practitioners to organise themselves as a response to targets, indicators and 

evaluations. To set aside personal beliefs and commitments and live an 

existence of calculation. 

This is a form ‘new managerialism’ which draws directly on the philosophy and 

economics of neoliberalism. The market becomes rooted in the psychology of ‘self-

interest’ so that ‘Value replaces values’ (Ball, 1997, 260). Through policy borrowing 

the English Government has adopted PRP in a way that has influenced how teachers 

work and react. Arguments for and against this will be discussed as an example of 
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neoliberal policies in education and the impacts of this on meso-level leadership styles 

will then be analysed.  

2.2.3 Performance related pay 

The first PRP awards were given in English schools in 2014 but had been on the policy 

agenda for many years before, with Chile and the USA being cited as examples. Mizala 

and Schneider (2014), analysing Chile, and Belfield and Heywood (2008), discussing 

the USA, suggest that PRP has a number of benefits including that it can reward the 

most effective teachers. In systems before PRP, loyalty and long service was valued 

more highly than the ability to produce good student results, and the DfE (2013a) used 

this to argue for the introduction of PRP. However, the Education Endowment 

Foundation (EEF, 2020) and Roffey (2012) note that there is a correlation between 

longevity, impact on student behaviour and results, and so higher pay for longer serving 

teachers is justified.  

Belfield and Heywood (2008) suggest that PRP improves productivity and 

professionalism as it is similar to private sector trends in economic management and 

has been shown to increase staff retention in other industries. They propose that teachers 

in the USA who received these increases were more likely to stay in the profession. 

However, schools in the USA also had the ability to stop PRP strategies if they were 

not proving effective. When this policy was trailed in England, Forrester (2011) 

observed that schools only had control of how they administered it as governmental 

‘expectation’ was that schools would adopt the policy. The term ‘expectation’ has 

deeper meaning to those in education and will be returned to in later chapters to analyse 

its connotations more closely. Forrester goes on to suggest that using business sector 

techniques does not take into account the non-business nature of teaching, such as the 

need for collaborative working across subjects, and this has raised resistance within the 

profession. The other strategy which helped ease in the policy was that the Chilean 

government,  

knew they had to increase salaries to be able to attract more and better teachers 

to the profession regardless of incentives. Moreover, the government increased 

salaries steadily even in periods when it was not trying to negotiate performance 

incentives. 

   (Mizala and Schnieder, 2014, 90) 
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2.2.4 PRP case study - Chile 

The introduction of PRP in Chile was suggested by Belfield and Heywood (2008) as a 

case study of the effective roll out of a neoliberal technology with little resistance from 

those involved and has been used by the UK government as a model for PRP. However, 

while the Chilean system has served as an inspiration, the model in the UK is not the 

same and has resulted in different impacts.  

Three types of education providers are evident in both Chile and England with the state-

run schools and two styles of private provider in Chile being similar to sponsored 

academies and private schools in England. In both countries, state run schools and 

sponsored acamdies are financed by the state and private schools are financed by 

students’ families (Weinstein et al. 2020). However, in Lincolnshire there is only one 

family financed school and all other secondary schools are sponsored academies.  These 

academies are still regulated in the same manner as state run Local Authority schools 

which reflects the accountability system in Chile but while Chile offers vouchers to 

enable families to have access to subsidised private provision, this system is not 

available in England.  

Due to geographical constraints in a rural area, the extent of school choice families have 

in most of Lincolnshire is whether to send their child to a grammar school or a 

comprehensive, if the student passes the 11+ exam or an appeal. The Chilean system 

has put provision in law to prevent schools selecting students on this basis, although the 

reality of this provision is debated (Ball & Youdell, 2007).   

New Public Management 

The recent political atmosphere in Chile has favoured neoliberalism as advocated by 

the Chicago boys (Tartakoff, 2008). These were Chilean economists who had studied 

at the University of Chicago, which Ball and Youdell (2007) identify as promoting free 

market economics. Fuentes (2015) observes that Chileans have a mind-set of playing 

by the rules which means that political change and negotiations in Chile can result in 

the upholding of the status quo but it is important to the Chilean identity to remove 

suggestions of authoritarianism and ensure that power is balanced. Democratic values 

hold a strong place in this sense of identity and education has a large role to play in the 

development of these values (Tartakoff, 2008, Navia and Osorio, 2019).  
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One policy technology of neoliberalism is new public management (NPM), which is 

comprised of privatisation of public services, an encouragement of competition and 

measureable outputs to assess performance (Hood, 1995). Gruening (2001, 4) goes on 

to say that the use of scientific observation and knowledge in NPM ‘serves to control 

the social environment’ and these measures are seen as necessary to improve the ability 

to manage the public services, improve accountability, lower costs and improve 

efficiency. Behavioural qualities required of managers in NPM call for dispassionate 

manners and has a dehumanising effect on workers (Mastracci et al. 2010). Rayner and 

Espinoza (2016, 2257) also suggest that 

The effects of such reforms include the undermining of professional values the 

lowering of morale, motivation, trust, commitment and job satisfaction, (Foster 

and Wilding, 2000) and increasing stress through work intensification (Chandler 

et al. 2002; Kirkpatrick et al. 2005).  

Through NPM techniques, although largely non-evidence-based, education has become 

a globalised industry and is also a feature of management styles in the English education 

system (Anderson and Herr, 2015, Avalos and Assael, 2007, Waslander et al. 2010). 

Waslander (2010, 68) goes on to say ‘There is little evidence that the introduction of 

market mechanisms in education is more effective in reaching the ‘hard core of 

education’ than other policies are’. However, Avalos and Assael (2007), supported by 

Taut et al. (2010), suggest that teachers in Chile felt the pressure from marketisation 

and so ‘played by the rules’ to ensure that they had some control over the neoliberal 

agenda in their sphere.  

Evaluation process 

 Avalos and Assael (2007) observe that due to poor management by municipalities in 

Chile and pay stagnation for teachers, there was an impact on teacher moral and 

pressure was building to introduce a new evaluation system which would satisfy the 

accountability needs of the neoliberal Department of Education, the needs of the 

municipalities to develop or remove poorly performing teachers and the needs of 

teachers to have trust in the system which is evaluating them. As part of the 1991 

Teacher Statute, and in return for the increase in teacher pay and status, a clause was 

included which required all municipal teachers to be subject to annual evaluation. 

Avalos and Assael (2007) point out that it was the Teacher Union who opened up 
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negotiations about evaluation procedures between them, the Department of Education 

and the Municipalities. The resulting programme was a compromise between these 

three groups, took seven years to achieve and, it is important to note, did not include 

pay awards being linked to student results.  

 Tornero and Taut (2011) briefly outline the new evaluation process as including a 

portfolio of practise, a structured interview with a trained peer, performance 

questionnaires of two supervisors, and a self-evaluation questionnaire, which are called 

for every four years. Overall, the new evaluation process tried to balance trust and 

accountability, and while it is clear that compromise is not perfect, it also achieved a 

relatively smooth roll out and excluded the need to judge teachers against their students’ 

achievement. However, there is still some resistance to the process and so this will be 

analysed before this discussion is concluded. 

Trust versus accountability 

The aim of the new evaluation system in Chile was to balance accountability with trust 

in the status of teachers. However, Conreras and Rau (2012) suggest that the impact of 

the evaluation came from the incentives available for high performing teachers rather 

than any feedback or reflection time. They were also concerned that there was evidence 

that some teachers and schools were gaming the system, focusing on that which will be 

evaluated and ignoring the facets of education that are less easy to measure. 

Professional identity was important to the evaluation process as Taut et al. (2010, 478) 

suggest that there were calls for it to acknowledge ‘trust in the professional identity and 

support for the self-improvement motivation of teachers and public servants’. While 

Anderson and Herr (2015, 3) state that the introduction of NPM strategies in Chile ‘have 

had a dramatic impact on what it means to be a teacher and leader, particularly in 

districts that serve low-income students’ which encourages teachers to work in a highly 

scripted way and reduces teacher autonomy.  

Avalos and Assael (2007, 264) identify the principle reason for resistance or mistrust 

in the system is that teachers ‘feel that these instruments focus only on teaching 

competence and not on many of the other tasks that they also have to perform in 

schools’ This is supported by Tornero and Taut (2011) who also identify that the 

professional culture of a strong adherence to laws and regulations meant that teachers 

initially tried to avoid the evaluation process through exceptions, such as suspension of 
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procedures for personal grief or physical impediment, rather than open refusal. Covert 

resistance can also add stress to the evaluation and have negative impacts on wellbeing.  

2.2.5 Summary 

Ball (2013a) reports that the UK Government ‘borrowed’ the policy of PRP from Chile 

but this is misleading as student results are not included in the evaluation process for 

individual teachers in that country. Contreras and Rau (2012) outline a second level of 

evaluation in Chile which sets up competition between schools and so encourages 

cooperation between teachers within each school. This higher level of evaluation does 

take student results into account but groups schools into those with similar 

characteristics when comparisons are made. However, when the policy of teacher 

evaluation has been borrowed by other countries, such as the UK, it would appear that 

the two tiers have been confused. While individual teacher evaluation in Chile still 

causes anxiety this could be attributed to the extreme experiences of teachers in the 

past. It should be noted that this evaluation system was developed at the instigation of 

the Teacher Union with seven years of negotiated compromise. Again, this is at odds 

with the way this style of policy has been implemented in the UK where it was 

introduced rapidly by the government with very little discussion with the unions 

(Forrester, 2011). Chile shows that while teacher evaluation is still controversial it can 

be introduced in a way which meets the aims of all parties without significant resistance. 

Chile has a very different political history to the UK which has left them keen to avoid 

any suggestion of authoritarianism while also implementing neoliberalism. The country 

identity is closely tied to playing by the rules and policy technologies favour NPM 

techniques but it is also recognised that negotiation, no matter how protracted, can 

reduce resistance. 

In contrast, the English introduction was much swifter and came with a real terms 

decrease in teacher pay. This should have led to widespread Union dissent and while 

there were some strikes, there was no effective or large scale resistance due to the UK 

Governments erosion of union power. As Ball (2013a, 138) suggests, ‘the essential 

point about performativity is that we must make ourselves calculable rather than 

memorable. In regimes of performativity, experience is nothing, productivity is 

everything’. Therefore, the introduction of PRP in England also came with an assault 

on the body (and mind) politic (Foucault, 1977). There was a build up to the 
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introduction of PRP which included shifts in management from micromanagement to 

overall frameworks such as the Teacher Standards (DfE, 2013) leading teachers to feel 

more responsibility for their individual performance.  

Ball (2003) also identified the increasing trend of monitoring systems and data 

management in schools which provided the mechanisms for PRP with data targets. This 

gives the impression of objectivity and rationality through statistics but also altered the 

working conditions of teachers and what it means to be a teacher. Ball develops this as 

another criticism of PRP as it changes what is valued in education. Commitment, effort 

and devotion to the job are meaningless if the teacher does not achieve measurable 

results which are seen as proving the teacher’s worth, but this brings into question the 

reliability and validity of measuring teacher performance (Lavy, 2007). In the English 

system a policy of ‘threshold’ as outlined by Marsden (2000) was introduced for longer 

serving teachers before PRP for all. This created an upper pay scale (UPS) for teachers 

who had been in the profession for longer than five years. This policy was introduced 

for those eligible without much resistance and so the move to PRP for all did not present 

the challenge to working conditions that it may have done.  

Both Woessmann (2011) and Lavy (2007) present evidence from PISA countries, which 

suggest that there are performance improvements when PRP is in use. However, the 

Education Endowment Foundation (2018, 1) in their meta-analysis of PRP evidence in 

the UK suggest that it has a low impact for low cost, and it contradicts earlier studies 

by observing; 

The results of rigorous evaluations, such as those with experimental trials or 

with well-controlled groups, suggest that the average impact of performance pay 

schemes has been just above zero months’ progress…There are some concerns 

that performance pay schemes can create unintended consequences. For 

example, that they may encourage teachers to focus only on tested outcomes, 

leading to a narrowing of the curriculum, or to focus on groups of students near 

a particular assessment threshold. Overall, approaches which simply assume 

that incentives will make teachers work more effectively are not well supported 

by existing evidence. 

While analysing the impact of PRP on schools in Chile, Weinstein et al. (2020) noted 

another unintended consequence was the impact on trust between staff in schools as 
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teachers value personal characteristics but head teachers focus on competency and 

accountability. Ball (1997) suggests that performativity can drive internalised 

‘professionalism’ but also resistance which can result in pressure towards individual 

responsibility and excellence. This can be countered by escapism or madness, both of 

which result in poor teacher retention as practitioners feel that they cannot live up to 

the standards they set themselves. These issues of trust and resistance illustrate the 

influence of leadership styles and suggests that styles which result in investment in 

teachers as individuals has a strong effect on reducing levels of resistance and poor 

wellbeing. Therefore, control mechanisms such as PRP can influence leadership 

techniques which I have called ‘control styles’ in the hierarchy. 

2.3 Control styles  

The political paradigm of neoliberalism has encouraged a certain style of leadership as 

outlined by Keskes (2014) in Chapter 1. This transactional style is often counter 

balanced by a transformative leadership style that focuses on aspects of the 

leader/follower relationship that cannot be measured so easily by statistics. However, 

leadership studies is a wide and varied discipline, and can be defined in terms of 

position, personality, responsibility, influence processes, behaviours, and how 

relationships are grown and managed (Keskes, 2014). Leadership can be seen as the 

way one individual exerts influence over other group members to transform a vision 

into reality (Flynn, 2019, Clipa and Greciuc, 2018). Flynn discusses the first of many 

subdivisions of leadership when she differentiates between formal leadership which is 

afforded through ranked management positions and informal leadership which is the 

ability to influence others outside of formal structures. 

Another viewpoint on leadership is that of the followers. Huettermann et al. (2013, 413) 

states that ‘leaders are believed to activate the collective level of followers' self-

concepts, thereby strengthening their identification with the workgroup and stimulating 

their team-oriented efforts’. This ties in with the previous definitions but with a focus 

on the reactions leadership induces in the followers rather than how influence is exerted. 

Keskes (2014, 28) suggests that the extent to which leaders develop organisational 

commitment in their followers is a reflection of the quality of leadership, and identifies 

three outcomes which are integral to this: 

• a strong belief in and acceptance of the organizations goals and values; 
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• a willingness to exert considerable effort on behalf of the organization, and 

• a strong desire to maintain membership in the organization. Generally, higher 

or lower levels of commitment have been shown to be a major driver of 

employees staying with or leaving an organization. 

Gunter (2001, 95) takes a different approach by analysing the knowledge base for 

leadership studies and identifies four different styles based on the theoretical 

underpinnings of the leader’s position. These are outlined in the following table. 

Table 2.1 Leadership positions 

Position Description 

Critical Concerned to reveal and emancipate leaders and 

followers from social injustice and the oppression of 

established power structures. 

Humanistic Gathers and theorises from the experiences and 

biographies of those who are leaders and managers. 

Instrumental Provides leaders with effective leadership strategies 

to deliver organisational outcomes.  

Scientific Abstracts and measures the impact of leadership 

effectiveness on organisational outcomes. 

 

She goes on to suggest that instrumental and scientific leadership are commonly 

promoted due to the empirical evidence it can give to aid accountability. National 

policies in English education are instrumental, giving leaders strategies which have 

evidence to back up their effectiveness in other contexts to deliver the desired 

organisational outcomes. Education policies are also scientific, which aim to measure 

the impacts of strategies on outcomes. PRP is an example of a strategy that measures 

effectiveness and operates in a transactional manner. The humanistic position is also 

‘tolerated’ because it allows organisations to ‘cherry pick’ case studies which can give 

validation to national strategies. However, when leadership is split into the two most 

common categories of transactional and transformational, it will be seen that the 

common theoretical positions support transactional.  
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2.3.1 Transactional leadership 

In transactional leadership the leader exchanges rewards for the team member’s effort. 

It is typified by a hierarchical management structure where goals are clearly laid out 

and progress towards this is monitored (Bass, 1985, Flynn, 2019, Herminingsih et al., 

2017, Keskes, 2014), and aims to appeal to an individual’s self-interest, which is used 

as a motivational tool to align them with the interests of their organisation (Jensen et 

al., 2016, Turnbull, 2013, Ball and Youdell, 2007). Nielson et al. (2018) outlines three 

types of transactional behaviour: verbal rewards; material rewards; and sanction. 

Transactional leadership is also characterised by management by exception where 

leaders have little involvement with the process of goal achievement other than 

monitoring progress and intervening when mistakes or deviation from expectation 

occurs (Barbuto, 2005, Clipa and Greciuc, 2018). Hater and Bass (1988, 696) sum up 

this style as comprising of two main characteristics: 

Contingent Reward: The leader provides rewards if followers perform in 

accordance with contracts or expend the necessary effort. 

Management-by-Exception: The leader avoids giving directions if the old ways 

are working and allows followers to continue doing their jobs as always if 

performance goals are met. 

Advantages of transactional leadership include proving a clear structure for goal 

achievement (Avolio and Bass, 2002). Discussions are held to ascertain the overall 

outcome and the resources required to get there but the process is not necessarily 

discussed, with the assumption being that as long as expectations are clearly defined 

and adhered to, the rewards are achievable. This is then given formal status in a contract 

of work. Jenson et al. (2016) propose that this gives a structure by which to measure 

and increase organisational performance and ties closely with both the instrumental and 

scientific knowledge bases of leadership theory (Gunter, 2001). Therefore, transactional 

leadership in industry has strong theoretical underpinnings and makes empirical 

analysis of performance well-defined. 

There are disadvantages to the transactional style as management by outcome and 

exception means that the detail of the process can be less well defined, and Paredes 

(2002, 508) suggests this can lead to teams ‘getting to a desired outcome at the cost of 

compromised standards, unethical practises resulting in financial loss, not to mention 
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the public humiliation of individuals and organisations and the loss of stakeholders’ 

trust’. However, people who work in the public services are observed to be less 

materialistic than their private sector counter parts and so transactional leadership does 

not appeal to their sense of job satisfaction (Jensen et al., 2016, Turnbull, 2013, Ball 

and Youdell, 2007). Furthermore, Eptropaki et al. (2013) outlines that the implicit 

leadership theories of followers favour a more social leadership style that encourages 

attachment to a team, develops self-esteem and displays sensitivity and Hansen et al. 

(2019, 933) suggests that relying on transactional leadership in the public services 

‘crowds out intrinsic motivation’. These characteristics are more commonly associated 

with transformational leadership. 

2.3.2 Transformational leadership 

 As opposed to transactional methods which use tangible transactions, transformative 

leadership uses intangible rewards such as personal growth, self-esteem and aligning 

with professional values. This is more appealing to those working in the public sector 

as they are more likely to be motivated by ‘the public good’ than personal material gain 

(Keskes, 2014, Ball and Youdell, 2007). This style of leadership exhibits inspirational 

communication and clarity of vision which, if done well, creates a feeling of working 

for a greater good (Browning, 2014, Clipa and Greciuc, 2018, Flynn, 2019, Hansen and 

Pihl-Thingvad, 2019, Jenson et al., 2016). 

The processes of transformative leadership are diverse and many authors have offered 

suggestions. Examples of characteristics of this style include: inspirational motivation 

and communication; intellectually stimulating; visionary; development-orientated; 

individual consideration; charismatic; supportive leadership and personal recognition; 

and involving all participants in decision making (Clipa and Greciuc, 2018, 

Herminingsih and Supardi, 2017, Keskes, 2014, Turnbull, 2013). Paredes (2002) tried 

to summarise these into the ‘four I’s’ being: idealized leadership; inspirational 

motivation; intellectual stimulation; and individualised consideration. Finally, Hater 

and Bass (1988, 696) offer three: 

1. Charisma: The leader instils pride, faith, and respect, has a gift for seeing 

what is really important, and transmits a sense of mission. 
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2. Individualized Consideration: The leader delegates projects to stimulate 

learning experiences, provides coaching and teaching, and treats each follower 

as an individual. 

3. Intellectual Stimulation: The leader arouses followers to think in new ways 

and emphasizes problem solving and the use of reasoning before taking action.  

One additional process which differs between transactional and transformational 

leadership is mentioned in the above extract, that of coaching. According to Gildea 

(2014) coaching is when a leader acts as a facilitator to help individuals’ self-identify 

areas of weakness and find their own solutions as a path to improvement. This is a 

transformational process because it allows the individual to drive their own 

development. The transactional version of this strategy is mentoring where a leader 

would be seen as an expert. Ball (2003) sums this up as a NPM ‘hero leader’ who tells 

the individual what they should be doing to improve and then monitors the impact of 

the intervention. However, as with transactional leadership, there are advantages and 

disadvantages with the transformational leadership style. Some of the advantages of 

transformative leadership are outlined by Epitropaki et al. (2013) as the characteristics 

exhibited in this style tend to align with the follower’s implicit leadership theories 

(ILT). These are the unconscious ideas individuals have of a good leader and are based 

on personal experience, giving the individual an interpretive framework within which 

to interact with leaders. ILT is established in early childhood based on assumptions of 

parental behaviours and attachment theory.  

Generally, implicit theories favour leaders who exhibit sensitivity to build self-esteem, 

and this suggests that trust is another advantage of transformative leadership using a 

wide range of techniques to motivate individuals. The extra interpersonal investment in 

individuals means that overall burnout is reduced as it builds up capacity for self-

determination and intrinsic motivation which may be important for public sector 

workers’ wellbeing (Browning, 2014, Nielson et al., 2018, Parveen, 2019). Jenson et 

al. (2016) state that the three transformative behaviours they identify (clarification, 

understanding and vision) combine to help elicit buy-in of individuals towards the 

group goals. Transformative leadership develops creativity and innovation, 

encouraging individuals to go above self-interest and so creates cultures where workers 

will go beyond the expectation for the greater good of the community (Hansen and Pihl-
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Thingvad, 2019, Turnbull, 2013). Keskes (2014) suggest that transformational 

leadership achieves this mind-set by increasing individuals’ organisational commitment 

and he goes on to summarise other additional benefits of this leadership style as 

increased job satisfaction and job performance. 

However, there are also disadvantages to transformative leadership which Parveen 

(2019) suggest may reduce burnout but increase stress because individuals care more 

about the processes and outcomes. Fromm (1961, 85) wrote in a general sense about 

the relationship between individuals, society and culture, and suggested that not all 

people are comfortable with the levels of trust exhibited when clear rules are not 

established. This anxiety around being given freedom to think and act independently 

rather than following instruction can be overwhelming and lead individuals to look for 

more guidance as a way of mitigating that feeling of isolation. Transformational 

leadership can be used to impose the leader’s values rather than shared values and so 

there is an issue of who decides the values and for what reasons. It could be considered 

an underhanded form of manipulation in comparison to transactional leadership which 

does not ask for buy-in (Turnbull 2013).  

Overall, Myers (2013) and Herminingsih and Supardi (2017) suggest that transactional 

leadership gets better performance in the form of measurable results, but individuals 

are happier and more willing to go above and beyond expectations with 

transformational leadership. However, it should be remembered that these leadership 

styles are not exclusive and there may be some crossover (Hater and Bass, 1988), and 

other leadership styles also exist.  

Other leadership types 

Three alternative variations in leadership styles will be summarised briefly here to 

illustrate the other interpretations. These are: laissez faire; transformative; and 

distributed. 

Laissez faire can be summarised as the avoidance of leadership as leaders make no 

effort to meet follower needs (Paraedes, 2002, Flynn, 2019). However, Barbuto (2005, 

26) proposes that this is a type of transactional leadership as it is a form of management 

by exception with leadership only being involved if absolutely necessary when things 

go wrong. It also uses contingent rewards, but he goes on to say that ‘most 

conceptualisations of transactional leadership exclude laissez faire because it represents 
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the absence of leadership’. These leaders rarely support their teams and do little to 

monitor the production process. The benefits of this are that groups have complete 

freedom as long as the outcome is achieved, but the drawback to the lack of guidance 

is that groups can become confused and disorganised, which results in low quality of 

work and resistance to change. This is because leaders who score highly in this style 

avoid making decisions, hesitate in taking action, and are missing when needed 

(Keskes, 2014). 

A leadership style which derives from transformational descriptions is transformative 

leadership. This is a specific style which is associated with social justice and Turnbull 

(2013, 35) states that; ‘Transformative leadership emerges from the leader’s deeply held 

recognition and understanding of the issues of justice and democracy’. Transformative 

leadership aims for all team members to be treated with equality and dignity. Trust in 

the leader is important for this category. However, as with the other styles, there are 

criticisms. It can discourage innovation as it requires a risk when moving outside of the 

norm. The imposition of values can inadvertently exclude groups and it can risk limiting 

the next generations understanding of a variety of viewpoints.   

The final style offered here is distributed leadership (DL), as outlined by Lumby (2013) 

and Harris (2013). This is more of a leadership tool than a style where leadership roles 

are shared out among a wider group within the team. It is suggested that this increases 

leadership capacity within a group, develops empowerment, makes use of a wide skill-

set, and is more effective in implementing change. Bajorek et al (2014) observe that it 

can also improve wellbeing, as when NHS workers were included in decision making, 

absenteeism rates were reduced. It could be argued that DL offers opportunity for all 

but this style raises questions of power. DL suggests that individuals gain control over 

the work process, but Lumby (2013) proposes that there is a two-dimensional power 

structure at work as the designated leader is still accountable for the overall outcome 

and sets expectations of the people they have delegated to. The creation of a counter 

narrative of surveillance follows where individuals behave in a certain manner because 

they are aware that they may be being monitored (Foucault, 1977). In some cases, it is 

administrative tasks which have been distributed and the rebranding of management to 

leadership has created an illusion of control. Lumby (2013) also suggests that this is not 

inclusive as it features isomorphic processes which means certain images of leaders are 

propagated resulting in the continuation of a gap between white men in leadership, 
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BAME and women. However, distributed leadership has created a ‘vail of inclusivity’ 

and so hides inequality. Lumby (ibid, 592) argues that all DL has done is create a 

mechanism ‘reconciling staff to neoliberal conditions’ and so individuals become 

willing to take on more work for no extra material reward.   

2.3.3 Interaction between leadership types 

Hater and Bass (1988) state that both transactional and transformational leadership 

styles are related to goal achievement. No one leader is wholly transactional or 

transformational and individuals will display aspects of both depending on the situation. 

Furthermore, goal setting in transactional leadership and vision setting in 

transformational leadership are similar (Clipa and Greciuc 2018, Hansen and Pihl-

Thingvad, 2019, Herminingsih and Supardi, 2017, Flynn, 2019).  

Nielson et al. (2018) conducted a study into how compatible the two styles are by 

analysing the three characteristics of transactional and transformational leadership. 

There is an assumption that transformational appeals to intrinsic motivation and so two 

aspects of the transactional, namely material rewards and sanctions, come into conflict 

with that. However, verbal rewards compliment transformational leadership as these 

are seen as less likely to be used as a tool to persuade against individual free will, and 

so reduces cognitive dissonance. So, verbal rewards are most positive for motivation 

when in tandem with transformational leadership. The impact of this is reduced when 

only in association with the other two transactional characteristics, and material rewards 

have a significant negative impact on motivation and work engagement. Taking this 

finding into consideration, it suggests that the quality of the relationship between the 

leader and individual is more significant for motivation than any material exchange. 

Therefore, it is now important to consider the followers’ views on leadership. 

Follower perspectives on leadership 

Flynn (2019) defines a follower as an employee or group member who is not currently 

in a leadership role, and also as the people willing to agree with the instructions and 

objectives of their leader. The term ‘follower’ has had negative connotations of docility, 

submissiveness and powerlessness (Chaleff, 2009, Kellerman, 2008). However, 

Foucault (1994) suggests that the power a leader possesses is a relationship between all 

those involved, and is not owned by any one agent but is part of a power/knowledge 

network.  
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 Hater and Bass (1988), Myers (2013) and Herminingsih and Supardi (2017) conclude 

that followers prefer leaders who are more transformational in style as this appeals to 

their sense of being trusted and cared for. Adapting for individual need, giving positive 

feedback, developing common goals and workings, as well as talking up team activities 

and face to face meetings help create a team identity and reduces uncertainty 

(Huettermann et al., 2013, 415). Followers are less happy with transactional settings 

because it focuses on monitoring failure, and this could result in the only follower 

interactions with leaders being negative until a material reward is given (Turnball, 

2013).  

Interactions are called leader/member exchange (LMX), and the quality of the 

relationship between leaders and members can have a direct impact on measurable 

outcomes within an organisation (Schyns et al., 2012). However, this becomes 

increasingly difficult as schools increase in size, and it becomes harder for the senior 

leaders to maintain large numbers of interactions deeply enough to have an impact. 

Some leaders, therefore, focus on a few key relationships, thinking this can then be 

cascaded down the employment structure but this can be detrimental to the employees 

who do not have direct contact with the leaders. One of the disadvantages of 

transactional leadership is that effective leader/member exchange is limited. LMX 

includes the ability of a leader to show their emotions quickly, but PM meetings are 

designed to remove emotion from the appraisal process (Dienesch and Liden, 1986, 

Liden and Maslym, 1998). Other important factors in LMX focus upon values:  

Affect describes the emotional bond between leader and follower, loyalty the 

degree to which they stand by each other, contribution in how far each 

contributes to performance and professional respect in how much they value 

each other’s job-related knowledge.  

     Cogliser and Schrieshiem (2000, 596) 

The dimensions identified go both ways and LMX is not a one-way knowledge 

exchange from the more senior to the junior as would be expected in a transactional 

relationship. There is a knock-on effect of positive wellbeing to positive performativity 

statistics evidenced in absenteeism, self-reported emotional and self-efficacy (Bajorek 

et al, 2014, Briner and Dewberry, 2007, Caprara et al., 2006). However, measuring 

wellbeing is empirically difficult as even absenteeism rates can be muddied by the 
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prevalence of presenteeism, where people who should take a day off for the good of 

their health come into work due to a number of reasons including organisational 

attitudes towards absenteeism. 

Wellbeing and trust 

There are a number of leadership behaviours which can help clarify team goals but also 

increase commitment to the team and sense of community which can be beneficial to 

wellbeing (Huettermann et al., 2013). These include listening to team members, leading 

by example, directing members and advocating for the team. If these are lacking it can 

leave individuals feeling unsettled and lead to stress. Parveen and Adeinat (2019, 862) 

define work related stress as: 

The perception of a gap between workplace expectations and the employee’s 

capacity to meet those expectations. More generally, stress is conceived as 

arising from interactions between the organization and the employee in which 

the employee perceives that the demands of his/her job cannot be met (Dewe et 

al., 1993) or as arising between the leader and the setting. 

 They go on to say that ‘it is a non-specific response of the body to any demand whether 

positive or negative made of it’. Factors they suggest can impact negatively include: 

work setting; work overload; inability to meet targets; insufficient compensation; risks 

associated with performing tasks; issues relating to technology; lack of job security; 

and poor working relationships with peers in the workplace. Contrary to Clipa and 

Greciuc (2018) and Herminingsih and Supardi (2017) who suggest that 

transformational leadership promotes democracy and transparency which are seen as 

good for individual wellbeing, Parveen and Adeinat (2019) conclude that work related 

stress is increased in transformational leadership due to increased pressure due to the 

encouragement of innovation but overall burnout is decreased. Other studies do not 

separate between stress and burnout, but Parveen and Adeinat (2019, 862) define 

burnout as ‘an employee’s inability to withstand further pressure at work such that 

he/she is experiencing a state defined by overwhelming stress’. 

 In contrast to Parveen and Adeinat (2019), Clipa and Greciuc (2018) suggest that 

transformational leadership is better for job satisfaction and engagement because it 

creates an atmosphere of optimism, openness and willingness to try new things without 

fear of possible failure. However, they state that transactional leadership behaviour 
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during the work process centres on monitoring of mistakes. This creates a negative 

atmosphere, and they also suggest that transactional leaders who are quick to intervene 

in deviant behaviours tend to be characterised by poor control. This does not help create 

an atmosphere of trust in the leader for advocating for the team.  

 Browning (2014) proposes that trust is a key quality of the successful leader. He 

observes that when trust is low, individuals go into self-protection behaviour and can 

personalise situations, perceiving leadership actions to be comments on individual 

personal inadequacies. This may be likely in transactional leadership where 

management by exception means that interactions are often focused on deviancy from 

the standard set. Transactional leadership can be connected to NPM and low trust 

relationships is one of the features of this ideology (Ball and Youdell, 2007). However, 

Browning points out that the definition of trust is difficult as it is a subjective term 

framed by past experiences. Organisational culture can be framed by trust and this is 

fostered or diminished by the behaviour of leaders. Handford and Leithwood (2013) 

say the trust in leadership means that individuals will be more willing to risk innovative 

practise and risk unskilled performance while change is embedded. Browning not only 

identifies that trust is an important aspect of transformational leadership but suggests 

that leaders need to facilitate trust in order to enable follower buy-in which results in 

them being willing to invest extra performance and strive to achieve vision. This ability, 

he states, to develop trust is not dependent on context, time in role or personality of the 

leader but multiple practises. The strategies for leaders in education include: 1) actively 

listening; 2) offering trust to staff; 3) openly admitting mistakes; 4) providing 

affirmation; 5) making informed/consultative decisions; 6) remaining calm and level-

headed; 7) being visible around school; 8) mentoring and coaching staff; 9) caring for 

staff; and 10) keeping confidences. 

 Handford and Leithwood (2013, 205) suggest that the ‘big five characteristics of 

trustworthy leaders’ are competency, consistency and reliability, openness, respect and 

integrity. They go on to analyse the practises that teachers exhibit in different 

environments stating that there is more openness to influence and decision making 

when in high trust environments while teachers in low trust environments exhibit more 

openness to control and give more direct and rapid disclosure of relevant information.  
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Transformational leadership aims to increase belief in the leader’s vision which means 

that individuals engage more with work, which can be beneficial for wellbeing as this 

kind of engagement reduces the incongruence between organisational and personal 

views (Barbuto, 2005). However, Herminingsih and Supardi (2017) point out that 

across the literature there are inconsistencies about the effects of transformational and 

transactional leaders, and so these themes will be analysed in the data for this study 

closely. 

2.3.4 Summary 

Leadership style influences individual wellbeing and trust, but how much a local leader 

can exhibit their natural leadership style is influence by national policy and international 

ideology. Therefore, a brief outline of how this discussion of leadership ties with the 

analytical framework of this study will be offered in conclusion. 

The international paradigm of neoliberal capitalism is related closely to the rise of NPM 

in public services like education (Ball and Youdell, 2007, Ball, 2012). The driving force 

behind this is to improve efficiency and reduce costs. However, this style of 

management encourages transactional leadership with the close monitoring of mistakes 

and makes use of PRP to allocate material awards. Both these behaviours have been 

identified as having a negative impact on the wellbeing of individuals and can 

negatively impact on the effectiveness of transformational leadership behaviours 

(Nielson, 2018). The one exception to this is verbal rewards which are considered 

transactional but are complimentary to transformational techniques. Finally, leadership 

initiatives such as distributed leadership which are promoted as developmental and 

empowering, could be a mechanism to entice staff to willingly take on more work 

without any additional material reward and aid in ‘reconciling staff to neoliberal 

conditions’ (Lumby, 2013, 592). 

Ball (2003) proposes that transactional leadership through mechanisms like PRP 

promoted and disseminated by supranational organisations like the OECD add to 

teacher stress and a negative impact on wellbeing. Through an analysis of 

transformational leadership developed through close LMX it could be that this impact 

can be counteracted if the exchanges are focused more on relationships rather than 

statistics. However, wellbeing has become a buzzword for many different issues and is 
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a difficult concept to define or quantify. Therefore, the final level of the control 

hierarchy is at a personal level and looks at the impacts of the previous levels of control. 

2.4 Control impacts 

Supranational interest in wellbeing grew as a response to realisation that measuring 

countries economic development led to risky banking practises and the 2008 financial 

crisis (Stigliz, 2009). I argue that this is also true of education which has its own stories 

of teachers and leaders undertaking strategies which may not be considered ethical to 

ensure exam results or performativity targets. This is referred to as ‘gaming’ by 

Contreras and Rau (2012), Hall and Noyes (2009) and Hall and McGinity (2015) and 

is an example of counterculture resistance outlined by Foucault. However, while 

resistance is a function of wellbeing, wellbeing is not easy to define as it means different 

things to different people. Davies (2015) suggests one way researchers manage this is 

to quantify feelings. This benefits industry as they offer products and services to help 

improve the issues that have been measured, and much of the development of wellbeing 

strategies focus on measurement and the technologies surrounding this. 

Wellbeing measurement was met with suspicion in Europe and the use of the term was 

limited even into the early 2000s. However, the era of social media has induced people 

to share their feelings online and this can be studied by governments, marketers and 

social researchers to manipulate populations. Davies (2015) cites Davos 2014 (WEF) 

as an example of how wellbeing has been turned into a measure of value, which is 

ultimately measured through money. However, ‘the risk is that this science [of 

measuring happiness] ends up blaming – and medicating – individuals for their own 

misery, and ignores the wider context that has contributed to it’ (Davies, 2015, 6). The 

science of measuring happiness ignores the wider context of alienation in capitalist 

society while focusing on the individual’s actions and feelings which reinforces 

wellbeing as a personal issue.  

Davies (ibid) concludes that ‘the happiness industry’ aims to improve productive and 

responsive workers through increasing social control, which the population is happily 

taking part in through social media and health-tracking technology. However, he joins 

other authors such as Mason (2015) in observing that collective ways of working 

generate more productive and ‘healthier’ workers than the current system. Davies goes 

on to suggest that this could be an alternative approach to management that also results 
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in workers who are more productive, have fewer days off and are generally happier. 

The focus on poor wellbeing has framed it as a personal problem which can be solved 

by individuals and this has led to a mass market for wellbeing aids including 

mindfulness techniques (Cederstrom and Spicer, 2015). But this can lead to 

presenteeism and workers, who once had a say in their working lives through unions, 

are now left with no other influence than through forms of resistance such as 

withholding their labour by being absent or underproductive (Hemp, 2004, Bajorek et 

al, 2014).  

Depending on the aims of the commentator, ‘wellbeing’ is used in many different ways. 

O’Brien (2017) suggests that the definition of ‘being well’ and having good general 

health is not effective to sum up a person’s mental position. Albom (1997) presents a 

good example of someone who clearly did not have good physical health due to terminal 

illness but could also count as someone with good wellbeing. Less academic definitions 

have included: ‘Contentment in knowing you’re right, happiness is knowing someone 

else is wrong’; ‘Not too bad, all things considered’; and ‘joy in the little things’ (Bailey, 

2015). Within the context of teaching, Briner and Dewberry (2007, 2) consider 

wellbeing as ‘The balance between feeling valued and cared for, feeling overloaded, 

job stimulation and enjoyment’, but this is countered by Brooks (2014) who states that 

positive wellbeing for students in schools is engendered by the belief in the ability to 

achieve targets. Internationally, The Better Life Index rates factors such as housing 

quality, income levels, sense of community, environment, health, life satisfaction and 

work-life balance (OECD, 2019). However, many of the wellbeing definitions rely, at 

least in part, on subjective factors and the judgement on what makes ‘good’ and ‘bad’ 

wellbeing is made quantitatively, leaving these measures open to questions on their 

validity and reliability.  

Roffey (2012, 8) focuses on wellbeing in term of social capital, defining this as 

‘expectations and interactions that promote trust, respect, value and collaboration’. In 

this way, social capital can be seen as related to the values of transformational 

leadership. Wellbeing can also be influenced by social network structures and the 

customs, bonds and emotions which keep these together strengthening the relationship 

between wellbeing, LMX and transformational leaders. A lack of social capital could 

be causing a rise in negative wellbeing (Blum and Libbey 2004, Halpern 2008, Lin et 

al. 2008, and Plagens 2011), but effective communication within these networks helps 
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create positive wellbeing through support and helps avoid social isolation. When these 

factors are well developed the sense of community within an organisation also helps 

guard against negative wellbeing. Roffey (2012) suggests that the benefits of trust in 

communities allow for better transfer of information and aids transformative leadership 

as it shows investment in the emotional level of the work force.  

Within teaching, although the ONS (2016) suggests that secondary teacher wellbeing 

is above the country average, there is counter evidence to suggest that wellbeing is not 

good. Foster (2019) states that the ‘wastage rate’ of teachers, those leaving teaching 

every year, is around 9-10% annually, and as a result a recognition that the value and 

dedication of teachers was needed.  

As far back as 2004 the House of Commons (2004) was reporting that an estimated 

20% of teachers leave education in their first three years and up to 50% in the first five 

years. Shakouri et al. (2015) suggest that this may be because teacher training is over-

simplified and does not give a true impression of the complexities of teacher life. 

Whereas, Wang et al. (2015) suggest that it is the erosion of teacher self-efficacy as 

they are faced with the perceived impossibility to meet the standards and targets set for 

them that has a big impact on retention and wellbeing. Foucault (2019, 45) looks at this 

from an institutional level and suggests it is the ‘clear-cut separation between those who 

hold power and those who don’t’ which could be at the heart of these issues. Munt 

(2004) proposes that society has normalised and individualised stress as part of 

neoliberalism, and issues of wellbeing are passed up and down the hierarchy of control 

without any clear concept as to what to do about it. Munt (ibid, 582) goes on to suggest 

that it is consumerisation and increase in the transactional nature of education 

management which is dehumanising teachers and that ‘teachers were left to bear the 

burden of student resentment and anger’ in the face of changing employment structures 

in the post-industrial economy. If this is the case, teachers are caught in a crossfire 

between management structures which demand that they work in a more transactional 

manner and students who are angry at the dehumanisation they feel the transactional 

atmosphere engenders. These differences impact on the sense of identity of teachers as 

professionals and create inner tensions. 
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2.4.1 Professionalism and Professional Identity  

As Crook (2008, 10) states: ‘No secure profession has sessions on whether it is a 

profession’. However, teaching appears to be caught between traditional or new 

professionalism and individual professional identity. Professionalism is the status of a 

job title in society whereas professional identity is a personal understanding of what it 

is to be a job title (Barnett, 2008, Wilkins, 2011, Hammersley-Fletcher and Qualter, 

2010). However, Crook (2008) also adds that to be professional can mean to be paid to 

undertake an activity, such as sport and music. The term ‘professional’ is also used to 

indicate certain behaviours or attitudes from the individual that are defined both by 

societal expectation and the standards set by the job involved, so a worker can behave 

in a professional manner without their job being considered a profession. The table 

below sets out these variations with references to authors who use them and it can be 

seen that many authors use more than one of these terms when considering the issues 

surrounding the concept. 

Table 2.2 Definitions around ‘Professional’  

Concept Definition Authors 

Professionalism The status a job title has in 

society 

Crook (2008), Ball (2008), Morley 

(2008), Barnett (2008), Whitty 

(2008), Ball (2003), Wilkins (2011), 

Hammersley-Fletcher and Qualter 

(2010), Hall and McGinity (2015) 

Professional 

Identity 

A personal understanding 

of what is it to be a job title 

Shor and Freire (1987), Crook 

(2008), Ball (2008), Morley (2008), 

Hall and Noyes (2009), Wilkins 

(2011), Sardabi et al. (2018), 

Hammersley-Fletcher and Qualter 

(2010), Hall and McGinity (2015), 

White et al. (2015) 

Professional Behaviours displayed by a 

worker in relation to their 

job. 

Shor and Freire (1987), Crook 

(2008), Ball (2008), Morley (2008), 

Barnett (2008), Whitty (2008), Ball 

(2003), Hall and Noyes (2009), 

Wilkins (2011), Sardabi et al. (2018), 

Hammersley-Fletcher and Qualter 

(2010), Hall and McGinity (2015), 

White et al. (2015) 

 

The concept of ‘profession’ has been traced by Crook (2008) to the Middle Ages with 

medicine, theology and law forming the ‘learned professions’ where university learning 
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resulted in professional status. There were also semi-professionals who carried out 

similar jobs but lacked the university education needed to be classed as a profession 

e.g. midwives. By the 19th Century, other occupations such as civil engineering, 

accountancy and journalism were added to the list of professions but the concept of 

intellectualism with the need for qualifications to be eligible remained. A distinction 

arose between industry which aimed to create profit for shareholders and professionals 

who aimed to provide services to others ahead of personal gain (Crook, 2008, 

Hammersley-Fletcher and Qualter, 2010, Hall and McGinity, 2015, Barnett, 2008). By 

the 20th Century teachers and soldiers were also included in the list of professions as 

they were identified as needing intellectual techniques acquired by special training, 

upholding quality and competence with members observing codes of conduct. 

However, traditional professionalism was seen as maintaining the ruling classes and 

became threatened by the rise of technology which meant that lay people could do jobs 

which previously needed specialists. Crook (2008) observes that teaching faced a 

relaxation of specialist training after World War Two which he argues would not have 

been asked of classical professions and, more recently, has seen attempts to move 

teacher training from universities into schools to allow experience be gained ‘on the 

job’.  

Conversely, teaching is included on the list of forty-nine professions in the UK with 

sufficient social capital to countersign passports and the Office of National Statistics 

(2020) codes teachers as part of the Professional Occupations along with Health 

Professionals, Clergy and Legal Professionals. Public discourse around teaching is that 

it is a profession although wider discussions in the media can be negative (Wilkins, 

2011). To gain a deeper understanding of the changes teaching as a profession has 

undergone a further discussion of traditional and new professionalism will be 

undertaken. 

Traditional professionalism 

Traditional professionalism is centred on the service a professional provides to society 

over the material gain afforded from that service. There comes an expectation that they 

are experts in their field and this claim to authority gives professionals legitimacy (Shor 

and Freire, 1987, Barnett, 2008). Shor and Freire (1987) go on to propose that many 

teachers come into the profession as they are inspired by the human good they could 
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do. Many are attracted by the conviction that education should empower and liberate 

those it serves so a sense of pride and a common moral purpose is important to the 

individual professional identity of teachers (Hall and Noyes, 2009). A more structured 

approach to defining traditional professionalism is offered by Whitty (2008, 31-32): 

 The use of skills based on theoretical knowledge; 

 Education and training in those skills certified by examination; 

 A code of professional conduct orientated toward the ‘public good’; and 

 A powerful professional organisation. 

In addition to this, most professions are regulated by the State and this gives them their 

professional mandate.  

Traditional professionalism is also connected to deep social relationships where the 

professional and wider society have a clear understanding of what the profession 

represents and what can be expected of them (Ball, 2008). Sardabi et al. (2018) suggest 

that teachers as professionals are seen as active thinking decision makers in a complex 

and dynamic environment and empowered to transform an unjust status quo. Teacher 

training encourages a critical approach to the job while belief and authenticity to social 

relations are important in aiding a professional to care for others (Ball, 2003).  

Personal traits which adhere to traditional professionalism include value-driven, service 

orientated, disinterestedness, truthfulness and integrity (Barnett, 2008). Professionals 

determine the conditions of their own labour and see autonomy as a primary 

differentiating factor between professions and occupations. However, professional 

autonomy is not necessarily positive as it can create a system which is difficult for 

people from non-professional backgrounds to break into and may have less 

accountability for the quality and efficiency of the services (Wilkins, 2011, Whitty, 

2008, Crook, 2008). Wilkins quotes Prime Minister Callaghan who said in 1976 that he 

aimed to open up the ‘secret garden’ of the teaching profession. Hammersley-Fletcher 

and Qualter (2010) suggest that professional identity is not fixed and is renegotiated 

with every change of policy. A change in social relationships, centralisation and 

deskilling of teachers over the past forty years has resulted in a reduced sense of pride 

in teachers of their professional status. These changes have produced a new version of 

professionalism.  
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New Professionalism 

New professionalism moves expectations away from autonomy and public service to 

accountability, performativity and self-interest. Hall and McGinity (2015) associate this 

with the development of neoliberalism and NPM. New professionalism can be 

identified as metricised, marketised and managerialised with the used of instrumentalist 

techniques (Gunter, 2001, Ball, 2003, Hall and Noyes, 2009, Whitty, 2008, Hall and 

McGinity, 2015). This shift in values has taken away the licensed autonomy teaching 

had enjoyed and replaced with performance reviews, standardisation and assessment. 

However, the extent to which this change in professionalism has extended to a change 

in professional identity is not clear. Hall and McGinity (2015) finish with an analysis 

of the expectation of compliance within NPM, which, they argue, should be accepted 

by professionals as inevitable and effective thereby reducing any resistance they may 

feel.  

Deep social relationships are reshaped encouraging internalisation of performance and 

suggests that improvement can always be attained to increase effectiveness. Under these 

new terms of professionalism an individual should continually strive to be better or 

should feel inadequate or guilty if this cannot be sustained. It works at its best when it 

is ‘inside an individual’s head’, encouraging buy-in which alters professional identities 

and repositions individuals as ‘subjects which have to be seen’ (Ball 2008, 52). 

However, this also creates a sense of self-dissatisfaction and ‘ontological insecurity’ 

which results in the loss of the sense of what it is to be doing a profession. NPM and 

performativity, in particular, have left individuals feeling constantly watched from all 

directions, a process sometimes called 360 degree evaluation, which makes one ‘visible 

but empty’. Performativity, through PRP and PM, can leave people feeling that their 

work is inauthentic and alienating with a mismatch between belief and expectation 

which takes a toll on individual wellbeing. NPM has developed a culture of self-interest 

which is target-driven but can also lead to opportunistic behaviour which puts the 

achievement of targets above all else. (Ball, 2008, Barnett, 2008, Shor and Freire, 1987, 

Hall and McGinity, 2015).  

Many teachers who were children after the introduction of the National Curriculum in 

1988 have only experienced the influence of NPM in schools, and they may have a post-

performative identity which is motivated by traditional professionalism values but also 
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has clear career ambitions (Wilkins, 2011). These teachers are used to working under 

the Teacher Standards (DfE, 2013), which were first laid out in 2007 and aimed to drive 

not only what a teacher does but who a teacher is. Teachers still gain job satisfaction 

from the interactions with students but also see performativity as aiding efficiency.  

OFSTED and the panopticon of educational management 

Methods of measurement and judgement are foremost in discussions of new 

professionalism and OFSTED is a prominent example of these technologies in English 

education. Hall and Noyes (2009) give a brief outline of the history of OFSTED, which 

was established in the 1992 Education Act, and suggest it was originally a disciplinary 

tool of performativity (Foucault, 1977, Ball, 2008, Hall and Noyes, 2009). However, it 

was mistrusted by teachers and seen as a political force, so in the early 2000s the 

concept of self-evaluation was introduced. Schools now have a web-based self-

evaluation form (SEF) which has to be kept up to date at all times and ready for external 

scrutiny by OFSTED, which now provides validation of the SEF. OFSTED has also 

reduced the time schools are given to prepare for a visit. In the early 2000s, schools 

were given six weeks warning of an inspection whereas today a school is notified in the 

morning of the day before a visit. Hall and Noyes (2009, 853) observe that this is how 

OFSTED manages professional behaviours in schools even when they are not there by 

developing a ‘panopticon of the SEF’.  

The SEF, OFSTED grading terminology and other performativity tools, such as PRP, 

have given importance to evidence gathering in education but has also led to metaphors 

of game playing (Hall and Noyes, 2009, Hall and McGinity, 2015, Ball, 2008). Wilkins 

(2011, 404) takes it further by saying that the teaching profession is ‘in denial of the 

panopticon’ but feels the ‘inauthenticity of performativity’, which leads to a mismatch 

that is difficult to resolve. OFSTED gradings have become a discourse within which 

professionals define themselves and judge others (Hall and Noyes, 2009, Wilkins, 

2011). Hall and Noyes (2009) highlight the five operations in a disciplinary regime as 

differentiation, hierarchies, homogenisation, exclusion and normalisation. OFSTED, 

arguably, uses all these operations and this has changed the teacher mind-set creating 

clashes between traditional and new professionalism with self-interest against equity 

and fairness (Ball, 2008). Hall and McGinity (2015, 9) propose that the ‘OFSTED grade 
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becomes discursively tied to ideas about ownership and trust’ encouraging compliance 

and obedience, which impact on the individual and their professional identity.  

Trust and power 

While the previous discussion could suggest that there is no room for autonomy or trust 

in new professionalism, Hall and McGinity (2015) argue that teachers feel they have 

power over their localised contexts, are trusted to perform to expectations and feel a 

high level of autonomy in the classroom (Wilkins, 2011, Morley, 2008, Hall and 

McGinity, 2015). In this context professionalism is understood by teachers as trust, 

autonomy and ownership allowing them to accept accountability as long as they can 

continue to enjoy micro-autonomy in the classroom. Hall and Noyes (2009) suggest 

that it is this localised trust and autonomy which means that when Senior Leaders in 

school have to implement policies, they exercise power through Middle Leaders which 

maximises the use of trust and control. As a result of this manipulation of the levels of 

control, there is little evidence of overt, or even covert, resistance.  

Ball (1987) identifies this manipulation as micropolitics, which is defined as being: 

‘about power and how people use it to influence others and to protect themselves. It is 

about conflict and how people compete with each other to get what they want. It is 

about co-operation and how people build support among themselves to achieve their 

ends’ (Morley, 2008, 100). It focuses on the way power underpins skills, authority of 

knowledge, autonomy and standards, which are all tenets of professionalism. This 

power is then structured into social relations in a way which means it may not appear 

to be used at all. Morley (2008) also identifies a hierarchy, similar to that proposed in 

this study, outlining how the relations between the macro-level (national and 

international), meso-level (organisational and departmental) and micro-level 

(individuals and groups) during periods of change can be problematic. However, while 

teachers trust that they have power and autonomy at the meso and micro levels, a feature 

of micro-politics is a subtlety that can leave individuals unsure about the accuracy of 

their interpretations of situations. This leads back, once again, to a feeling of disquiet. 

Inability to verbalise feeling reduces the ability to exert personal control as the ability 

to name power relations can be a form of power in itself (Morley, 2008).   

 



 
   

65 
 

Guilt and internalisation 

As new professionalism encourages self-interest it also normalises within professional 

identity the internalisation of personal responsibility. However, guilt may increase due 

to constant pressure to be the best but also never feeling good enough (Hall and Noyes, 

2009, Hammersley-Fletcher and Qualter, 2010, Ball, 2008). This pushes the team 

forward but comes at a ‘heavy personal cost’ (Hall and Noyes, 2009, 854). Under new 

professionalism compliance and obedience are highly regarded and if there is negativity 

or resistance it is internalised and felt personally as ‘really horrible’ (Hall and McGinity 

2015, 11). This is partially due to the expectation for teachers to be reflective 

practitioners resulting in individuals personalising their performance which is part of 

an artificial construct and is constantly having to be adapted to policy changes (Crook, 

2008).  

Along with OFSTED, a state of perpetual self-awareness, self-discipline and self-

dissatisfaction has resulted in ‘ontological insecurity’ (Ball, 2008, 54), and a loss of a 

sense of what teachers do and are. The change in focus to a culture of target driven self-

interest adds to the guilt as individuals may participate in opportunistic behaviour which 

clashes with their sense of morals and authenticity. Barnett (2008) suggests that 

professionals are constantly being called to account while adapting to frequent changes 

in policy, which leads to exhaustion and burnout. It is not surprising, he states, that new 

professionalism often leads to early retirement. 

There is a mismatch in the current era between teacher professionalism which is based 

on performativity, accountability, self-interest and passion for the outcome, and 

professional identity which is based on values aligned with traditional professionalism 

including service, the public good and passion for the process. Teacher identity is a 

child centred, holistic approach, but after the introduction of the National Curriculum 

in 1988, professionalism in teaching shifted to focus on competency, consumerism and 

accountability. As a result of this, teachers developed a ‘hidden self’ and fabrications 

or representations of people are written into performative texts which only value certain 

possibilities, excluding and hiding others (Ball, 2003, Hammersley-Fletcher and 

Qualter, 2010).  

 There is a feeling of inevitability to the rise of new professionalism and the perceived 

effectiveness of this paradigm has led to internalisation of responsibility and NPM 
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characteristics (Ball, 2008, Hall and McGinity, 2015, Wilkins, 2011, Hall and Noyes, 

2009). However, Shor and Freire (1987) point out that it is now harder to celebrate love 

of knowledge and devotion to human growth which produces cynical compliance and 

guilt for many reasons including the inability to feel authentic in the role of teacher 

(Ball, 2003). The effect of this on wellbeing comes back to the point of Mills (1959) 

who suggests that when there is a mismatch between societal expectation and the 

expectations of the individual, a feeling of ill ease results and it could be proposed that 

this, then, becomes part of the emotional labour teachers invest in their work. 

2.4.2 Emotional Labour 

The concept of emotional labour was first introduced by Hochschild (1983, 7) who 

defined it as ‘the management of feeling to create a publicly observable facial and 

bodily display’. Emotional labour requires workers to manage their own emotional 

reactions to elicit desired behaviour from clients. It is an internal effort which ‘requires 

workers to suppress their private feelings, in order to show “desirable” work-related 

emotion. From the employer’s vantage, this is about an emotional performance that is 

bought and sold as a commodity’ (Mastracci et al. 2010, 125). Emotional labour also 

requires emotional intelligence to judge and react to the emotions of others while 

managing one’s own emotions. 

Workers in the public services conduct cognitive and emotional labour but cognitive 

labour is easier to develop and measure which results in the neglect of emotional labour 

in NPM processes. Yin (2015) adds the concept of emotional display rules which are 

the expectations of behaviour that are put on workers by organisations or society. Buric 

and Frenzel (2020, 2) state that ‘Emotional labour can be understood as an individual’s 

efforts to regulate internal and expressive components of emotions according to the 

emotional display rules of their professional role’. Teaching fulfils the three main 

aspects of emotional labour in that: 1) teachers (usually) have face-to-face contact with 

each other, their students and their students’ parents; 2) they create an emotional state 

in those around them; and 3) there are cultural expectations of teachers which exerts 

control over their emotional labour (Yin, 2015). When reviewing the literature, the areas 

of acting, cultural understanding of worth, and burnout are exemplifications of 

emotional labour. 
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Acting 

Acting, as an of aspect emotional labour, is classified into three areas: surface acting; 

deep acting; and expression of naturally felt emotion, with emotional display rules 

underpinning these (Yin, 2015, Rayner and Espinoza, 2016, Buric and Frenzel, 2020, 

Bodenheimer and Shuter, 2020). Surface acting is when the display of emotion does not 

tally with the emotion felt inside, leading to faking emotions or hiding naturally felt 

emotions. By employing surface acting a worker can ensure they display the emotions 

expected of them by their workplace. This has negative repercussions for the worker as 

their naturally felt emotions are supressed and there is a dissidence between the internal 

dialogue and what is outwardly projected. Deep acting is defined by Yin (2015, 790) as 

‘the process by which individuals try to modify their felt (true) emotions using cognitive 

techniques so that the required emotional displays are exhibited’ and is found to be less 

damaging for the wellbeing of the worker as it encourages ‘buying in’ to an 

organisation’s aims and strategies. This can reduce the feeling of alienation and 

cynicism. 

Acting can lead to job dissatisfaction, overall stress and burnout. It can also have 

physiological impacts such as increased experience of alienation, cynicism and 

depression. Finally, this can lead to a reduction in general wellbeing of workers and 

have physiological impacts such as high blood pressure and cancer. However, there are 

also positive aspects to acting as surface acting can be used by teachers to overly praise 

students for achievement to encourage development or fake anger as part of discipline 

processes. When teachers fake emotion it can be positively associated with class-level 

engagement. (Rayner and Espinoza, 2016, Buric and Frenzel, 2020). 

The assumption behind the definitions of acting is that the naturally felt emotion of the 

worker is at odds with expectations. However, Yin (2015) suggests that there is a third 

emotional labour strategy which is the expression of naturally felt emotion when a 

worker genuinely feels and expresses emotions which are constant with the 

requirements of the profession. This is applicable to teaching as the motivations to teach 

tend to allow teachers not just to act but to take part in sincere emotion giving. Buric 

and Frenzel (2020, 2) suggest that teachers are also expected to ‘avoid displaying 

emotions that are too strong or too weak regardless their valence. In addition, teachers 
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should show enthusiasm and passion and use their emotional display to increase their 

teaching effectiveness, be professional, or manage student misbehaviour’.    

The extent to which emotional display rules induce acting depends on the workers 

naturally felt emotion and any disconnect between individually held and societally held 

values. It is the depth of acting which can lead to alienation and burnout. However, Yin 

(2015) suggests that emotional labour needs the skills of emotional regulation and if 

allowed to be freely used, it can help give employees a sense of control over their work 

environment with associated wellbeing benefits. 

New public management and emotional labour. 

Mastracci et al. (2010, 127) outline the origins of NPM as coming from manufacturing 

orientated industries and propose that this is not appropriate for a public service due to 

it being based on production output which calls for dispassionate behaviours where 

workers are seen as ‘cogs which are indistinguishable from the next’ and are without 

sympathy and enthusiasm. NPM focuses on measuring the measurable, so factors such 

as positive relationships, community and conflict resolution are invisible to PM 

structures. However, they are still being required to ensure the measurable factors 

operate effectively in education.  

The marketisation of education has led to the increase in competition and isomorphism 

with an increasing pressure to conform to culturally held understanding of worth 

(Bodenheimer and Shuter, 2020). Cultural understanding of worth within NPM 

includes: the depersonalisation of work separating the job and the person who performs 

it; the measurement of tangible skills to assess competency; and the dichotomy between 

work and home which produces differing behaviours in each. Therefore, development 

of NPM has had an impact on relationships due to the ‘lowering of moral, motivation, 

trust, commitment and job satisfaction’, as identified by Rayner and Espinoza (2016, 

2257). The negative impacts also increase emotional labour as workers authentic 

emotions become incompatible with the organisation’s desires. 

 The strain put on relationships from NPM strategies means that teachers can see 

evaluation procedures as a sign that they are not trusted by school leadership or 

Government. Teachers rely on emotional intelligence within their work and so a 

perception that trust in them is low can cause negative emotions. Yin (2015, 792) 

discusses the idea of emotional intelligence in teaching and defines it as ‘the abilities to 
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accurately perceive emotions, to access and generate emotions so as to assist thought, 

to understand emotions and emotional knowledge, and to reflectively regulate emotions 

so as to promote emotional and intellectual growth’. However, the emotional 

exhaustion caused by the intensification of work, which is encouraged by NPM, can 

influence the ability to perceive emotions accurately and so it is difficult to judge 

whether perceptions of a lack of trust are accurate or a reaction induced by exhaustion. 

Burnout 

Burnout, due to emotional exhaustion, has often been the focus of the outcomes of 

emotional labour in academic studies such as Mastracci et al. (2010), Rayner and 

Espinoza (2016) and Bodenheimer and Shuter (2020), possibly because this impact of 

emotional labour can make a worker less productive. Rayner and Espinoza (2016) 

suggest that burnout can be caused by the intensification and dehumanisation of work 

in NPM and also that it can be caused by the mismatch between naturally felt emotion 

and emotional display rules which leads to faking or suppression of emotion. Another 

suggested cause is that, especially in secondary teachers who see higher rates of burnout 

than primary colleagues, there a lack of emotional affirmation as teachers feel that they 

are not as well known by their students. Consequently, emotional bonds and 

connections are less clear and could be a reason for negative emotions about the 

working environment.  

However, there are positive aspects to emotional labour which can help guard against 

burnout; 

The successful performance of emotion work results in extraordinarily high 

levels of job satisfaction, and provides workers with a sense that their work (a) 

has made a difference in someone’s life, (b) has meaning beyond bringing home 

a pay check, (c) enhances job satisfaction, and (d) sustains their commitment to 

public service. 

       Mastracci et al. (2010) 

Bodenheimer and Shuter (2020) extend this notion suggesting that rates of burnout are 

not improved by pay rises and PRP does not recognise the more intangible benefits of 

public service such as being part of the community or having meaningful emotional 

connections with colleagues and students.  
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2.5 Conclusion 

In summary, wellbeing is a contentious term, which must be unpicked in the context of 

teaching before it can be applied and understood. Only then can it be used to consider 

what the influences on teacher wellbeing are and where they are coming from. The DfE 

(2017a) has recognised that workload is one of the issues which teachers have raised 

and they have published a number of guidance reports with the aim to help reduce this 

stress. However, the OECD (2017) have reported that teacher working hours in the UK 

have increased to 46.9, up from 45.9 the year before, and this is higher that the OECD 

average at 38.8. Something is not working but it is not clear from the surveys and work 

done so far what this is. Therefore, this research proposes a deeper analysis of teacher 

self-perception and influences to understand why people are working in ways which 

they say are not making them happy while at the same time report above average 

national levels of wellbeing. 

Through this Literature Review I have argued that the influences on teacher wellbeing 

can be tracked through a hierarchy from supranational level through national policy and 

local leadership but the way this influence is exerted is complicated and can be 

internalised by the individual. The following chapters will aim to illuminate the effect 

of this on the lived experience of the teachers. Ball (2012a) suggests that neoliberalism 

is the dominant international paradigm at present leading to a certain expectation of 

educational process and output which results in the production of workers suitable for 

the demands of this globalised economic structure. The way this is affecting teachers is 

not clear cut as self-reporting wellbeing is at odds with other wellbeing measures such 

as recruitment and retention rates.  

This may be a reflection of Mills’ (1959) observation that people can feel unsettled 

without being able to verbalise why when personal beliefs are at odds with societal 

expectation. However, it has been made difficult for teachers to discuss this disquiet as 

the Teacher Standards document from the DfE (2013, 14) states; ‘teachers uphold 

public trust in the profession and maintain high standards of ethics and behaviour, 

within and outside school by; ensuring that personal beliefs are not expressed in ways 

which exploit students’ vulnerability.’ This is an example of how a national policy has 

been internalised by teachers to become a personal opinion disempowering freedom of 

speech and induces both surface and deep acting. Chapters 4 and 5 will look at how 
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different factors have been internalised by individual teachers. They will analyse which 

of these factors are predominantly transactional and transformational and the way these 

impact on wellbeing. Factors that are hidden within education through international 

politics, national policy and local leadership will be brought to the fore as influencers 

on teacher behaviour and emotions. Finally, an analysis of these behaviours and 

emotions will ascertain the levels of resistance and ability to influence the working 

environment of a selection of teachers. To be able to do this effectively, a critical 

theoretical approach may prove the most helpful as it will aid analysis beyond the 

current focus on factors which can be empirically measured.  
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CHAPTER 3. METHODOLOGY 

 

[The participant] had been chatting to a colleague today about what she should 

say in the interview, what was really important to them and they had made a 

list. Again, this brought home the fact that participants come to the interviews 

with an agenda as well and they have a lot of faith in how much influence this 

thesis will have. This worries me a little as I know that all I can do is add to 

the body of evidence. 

 (Research journal, 2018) 

This chapter will address the epistemological and ontological basis of this research, 

being constructive interpretivist. It will discuss the rationale of a mixed method 

approach using both quantitative survey data and qualitative interview data. The survey 

is used to gain a broad view of the issues and to inform areas for further discussion in 

semi-structured interviews. The chapter will then move on to identify the strengths and 

limitations of the data collection techniques, sampling strategies and the methods of 

analysis. It will also address the issues surrounding the researcher’s positionality of 

varying degrees of insiderness. The ethical impact of this study will be outlined, 

including the issues of expectation management for participants who believe this could 

have a clear impact on their working lives in the future. Finally, the reliability and 

validity of qualitative research will be discussed. 

3.1 Methodology 

According to Rubin and Rubin (2011) ontology is the study of the nature of being 

whereas epistemology is concerned with how we construct knowledge to understand 

the world (Mackenzie and Knipe, 2006, Willis, 2007). Ontology is the debate around 

the nature of truth and what comprises truth. Hammersley (2012) suggests that if truth 

is seen as an absolute, existing externally to an individual and experienced identically 

by all, it falls into a positivist ontology which uses empiricism as its epistemology. On 

the other hand, Willis (2007) argues that truth can be made by individuals depending 

on their world views, cultural experiences and linguistic understanding resulting in 

many different versions of it. This ontological viewpoint is called constructivist and 

uses interpretivism as its epistemology.  
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While the ontological and epistemological assumptions of the researcher can implicitly 

suggest a route for research design, the subject matter of the research can also influence 

its construction. Therefore, my personal ontology and epistemology will be analysed 

alongside the needs of the research matter to ensure a design which meets the objectives 

of the study. While I have a positivist background with a BSc in Geography, my further 

studies in Education have tended more towards qualitative research and have 

strengthened an interest in personal perception of experiences. Therefore, I hold a 

constructivist understanding of the nature of truth, which includes the idea that 

individuals interpret their understanding internally through their experiences and 

education. However, I feel that if every individual had a totally unique and unconnected 

internalised truth, it would make living as a society very difficult. Therefore, I favour 

the social constructivist epistemology discussed by Willis (2007), which states that 

individuals use their interpretations to create a reality through social structures within 

which they can operate. As this research aims to analyse how neoliberal policies and 

technologies in education impact on the thoughts and feelings of individuals, it also 

suggests an interpretivist approach.  

Empirical approaches to wellbeing have been devised not least through the work of 

Stiglitz (2009) and the OECD. However, they are better suited to describing how a 

situation is presenting itself, not necessarily why people are experiencing certain 

feelings and how they are interpreting them. An empirical element of this study will be 

useful to determine which aspects of the teachers’ existence could be influencing 

wellbeing, but the addition of more qualitative approaches allows for interpretivist 

analysis of the reasons why they impact in the way that they do. This research will take 

the standpoint that there is some shared social construct of understanding and so 

individual experiences can be collated to illuminate a group experience. However, it 

always remembers that even a social construction will not be shared by all within a 

similar social grouping and that situations are not stable, so behaviour adapts over time 

(Cohen et al., 2011). This reflects Bourdieu’s (1993) suggestion that instead of 

structuralism where human behaviour is solely influenced by social structures, or 

individualism where human actions are a result of their own agency, there is a two-way 

process of internalising the external influences of society and externalising the internal 

interpretations of truth to form a ‘habitus’. Habitus (Bourdieu, 1993) is the cultural 

capital of a population which includes the trends and habits a group develops as a 
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characteristic and helps individuals interpret the world around them. This is done 

through a social structure in which family upbringing and educational experiences lead 

to a determination of how one behaves in the present and future (Grenfell, 2008). This 

theoretical addition is important within this study which is interested in the way teachers 

interpret their own agency within the working environment but also how this 

interpretation influences their wellbeing.  

As the recruitment and retention figures reported by ALT (2015) and YouGov (2019) 

suggest that the ONS (2016) study may not be giving a complete picture of teacher 

wellbeing, I have chosen a different methodological approach to see if it produces 

different outcomes with a deeper explanation.  

3.1.1 Critical theory. 

The ontology of this study takes the viewpoint that it is individual interpretation which 

affects the concept of truth. As has been seen in the Literature Review, a sense of control 

or personal agency has positive implications for wellbeing, and so critical theory is an 

appropriate philosophical vehicle. It has been suggested by Giroux (1983) and Marcuse 

(1964) that the epistemology of critical theory is separate to that of positivism or 

interpretivism. Habermas (1972, 1987) proposed that critical theory is a study of 

society’s ideas which then enables emancipation, equality and democracy. This 

philosophical standpoint was developed through the Frankfurt school, which was a 

group of academics who had origins in Marxist theory. However, in pre- and post-war 

Germany they found Marxism could not be used to provide the clarity needed for a 

political system of equality and democracy which allowed for an improvement in power 

relations in society (Giroux, 1983). They did not aim to advance a single philosophy, 

and this can be seen in the diversity of writings by authors such as Marcuse (1970), 

Adorno (1963) and Habermas (1987). In fact, they often disagreed on matters such as 

the student protests in 1970 when many of the group criticised Adorno for not joining 

the student action. Ardorno’s argument for not joining the others was that he did not 

believe that the protesters knew that it would achieve the desired outcomes and was 

more about people being seen to be protesting. This exemplifies the axiology which 

unities these philosophers, as the aims of critical theory includes describing and 

explaining social, political and individual behaviours through analysis of underlying 

assumptions and power relations within society.  
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Wandel (2001) argues that this premise is reflected in the work of Foucault, and while 

Foucault was careful not to label himself into any set paradigm, he also aimed to bring 

to the fore that which is often hidden behind other aspects of society. Through his 

genealogies Foucault searched under the surface of institutions such as psychiatric 

hospitals and prisons to understand why they were designed in particular ways and what 

purposes they existed to serve. Some of these purposes proved to be more connected to 

keeping the powerful in power and exploiting those of lower classes than rehabilitation 

or justice. Therefore, although Foucault was not a member of the Frankfurt school, he 

does take a similar approach of trying to understand the historical conditions of theories 

themselves. Both Critical Theory and Foucault ask what made current modes of 

thinking possible using subjective and objective analysis of social conditions to critique 

this. 

Other interpretivist methodologies such as phenomenology and ethnography were 

considered as there are aspects of these which seek to describe the lived experience of 

a particular group in society. However, Eagleton (1991) suggests that critical theory 

goes beyond this as it tries to identify issues which may be hidden in the initial 

understanding. For example, certain uses of words give the impression that ways of 

thinking contra to those which are the norm are unacceptable, and leads to repression. 

Critical theory attempts to consider the ideology used in context and the implications 

which may be at play if an alternative ideology were applied. It analyses power 

structures and the technologies used to bring about that power.  

Therefore, critical theory facilitates analyses of the structures at play in education which 

implicitly affect teacher wellbeing. Subgroups of critical theory include feminist and 

queer theories which aim to give a voice to groups who have been marginalised due to 

the language and assumptions made by mainstream society (Kemmis, 2008, Houston 

and Campbell, 2001, Winn, 2015). It is arguable whether teachers are a disenfranchised 

group in this respect. They have a strong presence within society and, through trade 

unions, have a strong political voice but there is still an unease within the profession 

that is not clearly understood, and so the over-arching paradigm of critical theory would 

seem to be suitable for this study.  

However, there are a number of criticisms of critical theory which need to be addressed. 

Firstly, Cohen and Crabtree (2006) suggested that the language used by critical theorists 
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can be convoluted and risks burying the reader in jargon and so it is important to bear 

clarity in mind when writing in this paradigm. The use of the term ‘critical’ is also a 

difficult one as it comes with negative connotations and can result in readers assuming 

that these studies aim to highlight what is not done well instead of a term used as a 

method of analysis. As a result of this, critical theory can be misunderstood as a 

paradigm.  

Critical theory can also give the impression of promising more than it can deliver in 

terms of emancipation as it assumes it can offer solutions to very complex issues in 

society and this leads to ethical issues of what it appears to offer participants (Houston 

and Campbell, 2001). Careful management is needed in the data collection process to 

avoid raising participant’s hopes in terms of what they can expect from the research.  

Finally, Morrision (1995) suggests that critical theory’s openly political agenda could 

lead to contrived interpretations. Cohen and Crabtree (2006) support this assertion 

through their presentation of positivism which allows for a professional distance from 

the research subject and so creates the objectivity a researcher needs to reach reliable 

conclusions. However, within social research, it is impossible to achieve objectivity as 

researchers are affected by and form opinions about what is being researched and it 

could be proposed that even with highly numerical data, it is a human who is influenced 

by their own beliefs and understandings who interprets that data (Giroux, 1983, 

Habermas, 1984). Therefore, openly acknowledging a political agenda, ontology and 

personal beliefs which could bias a researcher’s conclusions is a strength rather than a 

weakness. It is also important to note that a piece of research can be understood in a 

variety of ways by its readers therefore a discussion of the researcher’s standpoint can 

help readers access the research. Critical theory addresses concerns about objectivity 

through reflexivity, by constantly cross examining the assumptions behind a 

researcher’s conclusions and triangulates ideas through a number of methods to ensure 

that conclusions are not just one person’s musings. Morrison (1995) suggests that there 

is a place for empirical methods in critical theory to help the triangulation and this 

suggests routes into the research design. 

3.1.2 Researcher positionality  

A purpose of this study is to be able to understand what is making teachers feel 

uncomfortable so that it can be improved. Leonardo (2004) suggests that if research is 
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to be used as a force for change, critical theory is the most powerful paradigm as it aims 

to understand social structures and so can drive the emancipatory function of 

knowledge. It does not claim neutrality nor claim ideological or political distance but 

acknowledges that any kind of social structure is value laden and these underpinnings 

require close study and analysis. Therefore, it is important for the researcher to position 

themselves within the study, and so it must be acknowledged that I, the researcher, am 

a Secondary teacher.  

By the definitions of Robson (1993) and West et al. (2011) I am an insider researcher 

as I have direct involvement with the research setting, as opposed to an outsider 

positionality which is a researcher who enters the setting with no previous direct 

connection. An insider researcher often has an intimate knowledge of internal politics 

in the setting being researched (Hanson, 2013, Robson, 1993), and has the benefit of 

providing insight into situations that are sometimes denied to outsiders due to their 

cultural positioning or issues surrounding trust (Milligan, 2016). However, Blythe et al. 

(2013) point out that just because a researcher is known to the participants, it does not 

guarantee rapport or trust and some participants may prefer the anonymity of an 

outsider.  

Insider or outsiderness can be presented simply as an insider within one particular 

organisation (Gray, 2014). However, during this research, I found myself as an insider 

on a number of different levels which altered depending on the participant and on the 

stage I was at in the research. Mercer (2007), Chavez (2008) and Hellawell (2006) 

suggests that the insider/outsider positions are not a dichotomy but a continuum that is 

flexible depending on time, location and purpose. As part of the research design, I 

conducted interviews with people who I: was currently working with; had worked with 

for many years but were not current colleagues; and teachers I did not know at all but 

who knew that I was also a teacher. These different levels of insiderness were also 

influenced by my managerial position. Those who only knew me as a middle leader 

could form assumptions about the way they should behave towards me even though I 

had stepped away from that role to conduct the research. Drake & Heath (2011, 21) 

discuss this phenomenon stating 

Whilst there are differences between individuals in professional settings in 

terms of power and status within the organisation, ultimately most behave as 
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what Foucault calls ‘docile subjects’ and become conditioned to behave and 

even to think in ways that are in the interests of the prevailing paradigms. 

They go on to observe that we often have multiple positions but the way we interact 

with others and within systems is dependent on how others see us and this view is 

different for every individual we interact with. This means that there were different 

levels of understanding across the interviews as some participants could use 

terminology in different ways, believing I would understand due to our shared 

experiences within a workplace. Others would assume I would understand due to my 

position as a teacher but we had different experiences due to different workplace 

interpretations of policy which needed some exploration within the interviews. A final 

complication is added to the perceptions of the participants because my current role is 

titled ‘Research and Development Coordinator for Teaching and Learning’. This is not 

a standard job title within teaching so participants had to interpret where in the 

leadership structure I may be which, in turn, may have influenced how much of their 

naturally felt emotion they chose to share with me.  

There is a risk of overlooking ingrained cultural assumptions or prejudices as an insider 

researcher but there are benefits of insider fluidity which can give a richer 

understanding of the issues being studied and supplies a number of positions from 

which the researcher can critique their own assumptions (Denscombe, 1998, Wegener, 

2014). Rooney (2005) also points out that, while there are concerns about the validity 

of an insider researcher’s conclusions, insider research can also increase validity 

through additional knowledge and increased richness, honesty and authenticity of the 

data gathered.  

As the interviews progressed, I became aware that my participants were exerting power 

over me as an interviewer as much as I was over them as interviewees. Jack used the 

phrase ‘this is it, this is what you’re going to write about’, suggesting which areas of 

our discussion he thought I should give more attention to. At the end of the interview 

Daniel said ‘I hope that helps’ indicating that he considered that my work had some 

kind of mutual agenda. After the interview was concluded Jessica told me that I should 

submit my thesis to the DfE in order to make working conditions better for all which 

showed her faith in the power of my work. This was an expectation I had to carefully 

manage with her.  
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Finally, after her interview Nicole told me that she had discussed possible topics to raise 

in the interview so that their voices would be heard. This phenomenon has not been 

extensively analysed in methodology literature as the primary concern is how we, as 

researchers, have power over the participants. Taylor (2011) also notes that the field of 

insider research involving friends is also under-theorised but could have an impact on 

the processes of perception and interpretation. As a result of occupying a number of 

positions on the insider-outsider continuum, I recognised that it is how others see the 

researcher that creates the positioning (Humphrey, 2007) as, in the case of a school I 

had recently left, I was seen as more of an insider than I actually felt. The participants 

recognised that the internal politics had changed but worked on the assumption that I 

would understand new ways of working which I had to ask for explanation at times. As 

well as being aware of this phenomenon, I followed the advice of Maharaj (2016) and 

used field notes to enable critical reflection to organise my conceptual reasoning before, 

during and after each interview. Finally, Platt (1981) observes that when interviewing 

peers, no one prescribed method will ensure a successful interview, therefore I decided 

on semi structured interviews to enable flexibility for the participant and my own 

changing positionality.     

3.2 Research design 

 The research design can be used to overcome the drawbacks of an insider position 

through analysis of the data gathered making the familiar strange (Hellawell, 2006), 

and I have chosen to address this through the coding techniques used in the interview 

analysis. Morrison (1995) suggests that it is not enough to use interpretivist approaches 

to triangulate critical theory and I would argue that it is also not enough to gather 

numerical data in research such as this, and so a mixed methods design was chosen to 

draw stronger conclusions. Kierkegaard (1974) also suggests that positivism as a 

paradigm is dehumanising to the researcher and participants. However, analysing the 

discourse of teachers alone may also fail to give a broad and detailed analysis of the 

situation. The benefits of mixed methods include triangulation and Ercikan and Roth 

(2006) suggest it brings the benefits of both paradigms into the research of complex 

social issues. Mixed methods have been present in evaluative research for many years 

and have shown that both quantitative and qualitative data can complement each other 

to produce research which aims to overcome the criticisms of positivism and 

constructivism (Creswell, 2009). The advantages of mixed methods include: 
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a) increase the accuracy of data; b) provide a more complete picture of the 

phenomenon under study than would be yielded by a single approach, thereby 

overcoming the weaknesses and biases of single approaches; c) enable the 

researcher to develop the analysis and build on the original data; and d) aid 

sampling (to aid the selection of participants for stratified sampling). 

         (Denscombe, 1998, 272) 

Gorard and Taylor (2004) describe mixed methods as a third paradigm, although I 

disagree with this as it is not an epistemology and simply uses aspects of the others.  

As with all research tools, there are some criticisms of this approach. Giddings (2006) 

suggests that mixed methods is an underhanded way of supporting empiricism in 

qualitative fields, making non-positivist research more acceptable to governments and 

private funding agencies. Philosophically, there is some weight to this argument but in 

the context of this research it may be relevant to consider some of the readership and 

acknowledge that secondary education is a sector used to dealing with numerical data 

in the form of exam results and targets based on grade predications. Therefore, a wholly 

qualitative study may be difficult for some school leaders to find acceptable.  

It can be more difficult to form research questions in a mixed method research design 

as it requires different research stages to address both the quantitative and qualitative 

techniques. However, I have found that the methodology has been driven by the 

research topic rather than trying to fit the subject to a certain methodological style. 

Finally, as mixed methods use a number of different strategies, there is a need to 

consider how valid conclusions are derived. Onwuegbuzie and Johnson (2006) suggest 

that the term ‘validity’ is not appropriate for mixed methods and should be replaced by 

the term ‘legitimation’ to ensure that the methods used are appropriate for the study. At 

each stage of the data collection process steps must be taken to ensure that appropriate 

timescales, adequate resources and training are undertaken, appropriate samples are 

used, and researcher bias is acknowledged to aid avoidance.  

Using numerical data gives an understanding of quantitative methods which helps 

identify overall trends. However, qualitative approaches give room to explore the issues 

and look deeply at a few things rather than looking at the surface of many (Gorard, 2001 

and Lichtman, 2006). Therefore, to adhere to the outline of a mixed method approach, 
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this study will take a two-stage approach with quantitative methods being used to gain 

an overview of the issues and to give guidance as to how to formulate the qualitative 

stage. Johnson and Onwueguzie (2004, 20) refer to this style of design as a quant-

QUAL approach because the qualitative section is the dominant of the two stages and 

the stages are conducted sequentially. The quantitative element of the research design 

will consist of a survey and the qualitative elements will comprise of semi-structured 

interviews. 

3.2.1 Surveys  

A survey has been chosen to gain an overview of the issues affecting teacher wellbeing. 

Munn and Drever (2004) identify advantages of this method as including being time 

effective and enabling anonymity. This anonymity overcomes some of the criticisms of 

insider research as Mercer (2007) suggests that a researcher who is known to the 

participants could be perceived as judging people if the comments do not adhere to the 

organisational outlook. Discomfort can be felt on both sides when interviewing 

colleagues in a hierarchical structure and insider research can lead to an ambiguity of 

role which creates feelings of tensions between the researcher role and the institution 

(Robson, 1993, Hanson, 2013). The survey supplies a vehicle for the participant to 

contribute without identifying themselves or putting themselves at odds with the 

researcher’s professional position.  

The participants in this study were self-selected from a range of schools both familiar 

and unfamiliar to the researcher and so an anonymous survey allows the familiar to 

operate in the same research environment as the unfamiliar. The previous criticism of 

empiricism being dehumanising is exactly the advantage being highlighted here. It also 

allows for a larger sample than interviews alone in a shorter timeframe, which is 

important as it was identified in the pilot survey that wellbeing can be dependent on 

time of year and proximity to the school holidays. Therefore, a two-week window was 

set for the collection of survey data, but within this window there was an allowance for 

participants to complete the survey in their own time. Gillham (2000) highlights this as 

an advantage which allows for contemplation but also removes interviewer bias. 

Gillham (ibid.) also suggests that a survey allows standardised questions and helps 

increase the consistency of results. However, it also relies on the participants 
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understanding the questions independently and this could lead to a difference in 

interpretation. 

Limitations of surveys include the difficulty of deducing explanations as answers are 

given without explicit reasoning or chance to probe ideas further (Opie, 2004, Munn 

and Drever, 2004). There is also a concern voiced by authors such as Van Soest and 

Hurd (2008) and Bard (2017) that the way questions are worded can influence answers 

through anchoring bias and so careful thought needs to be given to the design of each 

question. This survey attempts to overcome that by matching some of the questions to 

those that have been asked in wider surveys on differing issues (Appendix G). For 

example, including the wellbeing questions suggested by Tinkler and Hicks (2011) for 

the Office of National Statistics (ONS) ensures that this research is in line with other 

wellbeing studies in the UK. Other questions originate from the TALIS undertaken by 

the OECD (2013), Higton et al. (2017) for the DfE Teacher Workload Survey, The 

NASUWT Leadership Survey (2016) and the NUT stress survey (2016). The mapping 

exercise in Appendix G lists the questions from this survey, links them to existing 

surveys, identified which of my research questions they align to and gives a justification 

for the inclusion of the question, especially if the survey it originated from was designed 

for a different purpose in mind. For example, the wellbeing section of the mapping 

exercise is outlined below. 

Table 3.1 Wellbeing survey question mapping exercise 

Wellbeing   While the textbooks on surveys suggest 

that personal questions such as these go 

at the end of the survey, the ONS placed 

their wellbeing questions after the key 

demographic questions on their annual 

population survey. This allows the 

participant to relax into the survey but 

'ensures the main survey questions do not 

impact on response to the personal 

wellbeing questions'. (ONS, 2015, 4) 

6) How satisfied 

are you with your 

life nowadays? 

Comment 

ONS 2,3 I have added a comments box to allow 

elaboration and qualitative response as an 

option.  

7) To what extent 

do you feel that 

the things in your 

life are 

worthwhile? 

ONS 2,3 Comments as above. Comments may 

help distinguish between different aspects 

of life. 



 
   

83 
 

8) How happy did 

you feel last week? 

ONS 2,3 Adapted from ONS survey. ONS say that 

they used the timeframe of 'yesterday' to 

approximate to the DRM time use 

approach. As this is the only justification 

for this time frame, I have decided to go 

with 'last week' to illicit a generalised 

overview. From previous studies by 

myself on wellbeing in a case study 

school, it is very time dependent and a 

participant who completes this on a 

Sunday may report very different 

findings to that of one who reports on a 

Tuesday. Although Talis suggests that 

with a large data set this trend should be 

balanced out, I am not sure if my sample 

will be big enough for that. Also, the 

pilot will be carried out during/just after 

the holidays so will not help in that 

analysis. 

9) How anxious 

did you feel last 

week? 

ONS 2,3 As above 

10) How you 

generally feel 

about your job 

a,b,c,d,g Talis. e 

NASUWT. F 

TWS. g NUT 

1, 2, 3 Mainly taken from Talis but removed 

section on choice of different profession 

as I felt this overlapped with the previous 

2 and put too much of a negative spin on 

the section. Also included 2 questions 

from the unions as these will help analyse 

the wellbeing scores from previous 

questions. 

11) In your last 

full working week, 

how many hours 

did you work 

outside of your 

contracted hours? 

Please include 

evenings and 

weekends. 

Talis 3 Workload was highlighted as a concern 

in the pilot. Hours worked has been 

studied in many of the surveys but this 

question will help me compare this 

survey to others in the field and leads into 

the next question. 

12) What factors 

influence why you 

work in addition to 

your contracted 

hours? 

Some mapping 

to TWS but also 

includes a few 

additional ideas. 

1,2,3 This will help me ascertain the extent of 

exploitation within the profession. The 

Teacher workload survey looked at how 

long people were working, their attitudes 

towards this and what they were doing 

when they were working but it did not 

look at why they were doing this. 

13) To what 

extent, if at all, do 

you consider 

teacher workload 

to be a serious 

problem? 

Maps with 

TWS 

2,3 Will help how happy people are about the 

workload. This section can be explored 

further in interviews. 



 
   

84 
 

14) What do you 

feel is the role of a 

teacher? 

 1, 3 A qualitative question not mapped to 

other surveys studied. The question is 

important to help analyse Mills assertion 

that a miss match between personal 

beliefs and societal demands increases 

poor wellbeing. I want to see if there is a 

correlation between wellbeing score, 

views on roles of teachers and opinions 

on leadership styles. This is qualitative 

because I want to explore views rather 

that give teachers a predesigned list of 

options which would be derived from 

literature which is not up to date. 

15) How in control 

you feel you are of 

your working 

practices and 

environment.  

b NASUWT, 

rest NUT 

1, 2, 3 A mix of questions to allow regressions 

to assess significance. Control is a key 

theme in wellbeing literature so important 

to assess levels of control linked to 

wellbeing scores. 

 

The aim of mapping these questions may be undermined by weaknesses already 

observed in them. Many of these teacher-based surveys are aimed at head teachers, for 

instance TALIS and the NASUWT surveys, and so may be inappropriate for a cross 

section of the teacher workforce. These head teacher surveys were often negatively 

phrased and could give the participants the impression that they should be doings things 

that they may not be currently doing purely because the actions were being asked about. 

However, some of the questions in these surveys could give interesting results for this 

research and so have been used as a basis for my survey. The Teacher Workload survey 

also has questions which could help with wider comparisons and help extrapolate 

particular trends within different teacher demographic subgroups. However, it suffers 

from the major criticism that it analysed what teachers were spending their time doing 

but not the motivations behind why. It also asked Senior Leaders how much time they 

spent on policy technologies like PM meetings for PRP mechanisms but did not ask the 

teachers themselves. This suggests that the DfE are making certain assumption about 

where valid opinions can be found. However, the Teacher Workload survey also 

informed questions in my survey about attitudes to workload.  

As a result of these considerations, some questions have been altered to improve 

legitimation within this study, while others have been mapped directly to the other 

surveys I analysed. An outline of the pilot survey with annotations can be found in 
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Appendix A, a mapping exercise of the survey questions to other pre-existing teacher 

surveys can be found in Appendix G and the final survey can be found in Appendix E. 

The final criticism of surveys within a profession like education comes from Ball (1987) 

who suggests that teachers may be tempted to give responses which reflect a 

professional position rather than their true feelings. While it is difficult in a survey to 

explore responses to identify what assumptions are informing a participant’s 

interpretation of truth, the anonymity of a survey could help respondents feel safer to 

speak freely.  

3.2.2 Survey sampling 

A benefit of surveys is that they can reach a large sample. In the case of this study there 

were 55 responses, and so responses can be cross-referenced using statistical techniques 

to assess the significance of the views expressed. Cohen et al. (2011) state that 30 is a 

minimum sample size for surveys if statistical analysis is going to be used. Although 

this is as random a sample as possible, there were no stipulations about the grade or 

length of service required for teachers to complete the survey and the schools chosen to 

receive the survey were all part of the Lincolnshire Teaching Schools Alliance (LTSA) 

so this may skew results. This was a convenience sample as I was also based in this 

group.  

The surveys were designed electronically so that a link could be emailed to possible 

participants, and there is some evidence in the data that the link was shared to others 

outside of the LTSA. This was considered an advantageous method, as relying on paper 

versions which need to be posted back introduces a barrier to completion and could 

reduce return rates. The LTSA is a group of secondary Grammar and Comprehensive 

schools which also include a selection of faith-based Academies. This is not a nationally 

representative selection due to the presence of Grammar schools but it is representative 

for Lincolnshire. However, of the 17 schools approached it is impossible to tell from 

the survey how many passed it onto staff and which staff then sent responses. This is 

one of the drawbacks of maintaining anonymity. The survey could have reached over 

1700 teachers if passed on by gate keepers such as office staff and Senior Leaders which 

means my return rate was around 3%. However, if I only count the 5 schools which 

indicated that they responded, the possible participant numbers were 375 and the return 
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rate is about 15% which is within the acceptable return rates for external surveys (Smith 

et al., 2019, Van Mol, 2015, Fricker, 2008).   

3.2.3 Interviews 

Gillham (2000) says that interviews are beneficial because most people get their views 

across more easily when speaking face to face with a researcher than in writing, and 

this benefit extends to include the researcher’s ability to clarify meaning and ascertain 

explanations from the participants. For this study, three main types of interview were 

considered: structured; unstructured; and semi-structured interviews. (Patton 2015, 

Aarsand and Aarsand, 2018, LeCompte and Preissle, 1993). Structured interviews take 

the form of a conversation using predesigned questions and do not deviate from these; 

the wording and sequencing of the questions is closely adhered to for all interviewees 

(Patton, 2015). The advantages are that responses between participants can be easily 

compared. It can also reduce the ‘interviewer effect’ which Denscombe (1998) suggests 

is a tendency for responses to vary depending on how the participant perceives the 

interviewer. Therefore, a standardised script can reduce bias and variation. However, 

this approach allows for no flexibility to explore individual circumstances, and this may 

lead to interesting avenues related to the subject being overlooked if the researcher had 

not previously considered it. The result can be data that are researcher-led when this 

study is aiming for participant-led conclusions.  

By contrast, unstructured interviews are an informal and conversational form of 

qualitative data collection. Patton (2015) summarises this technique as having no 

predetermination of questions or wording but responds to issues as they appear during 

the conversation. This overcomes the criticism of being too prescriptive and 

overlooking themes that may not have been thought of by the researcher, but it is less 

systematic and can make data analysis more difficult if participants do not discuss 

comparable themes. Therefore, Jacob and Furgerson (2012) support a more flexible 

approach than the standardised model with some direction in terms of themes and order. 

Semi-structured or guided interviews have the advantage of allowing the researcher to 

explore trends identified in the survey and ask for clarification to aid understanding 

during the interviews. This approach also encourages a conversational style which helps 

build rapport to make the interviewees feel more comfortable and relaxed. However, 

semi-structured interviews could result in leading questions being asked as the wording 
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is not closely adhered to (Lichtman, 2006, Wilson, 2009). To overcome this Ely et al. 

(1991, 53) state ‘All we can work for is that our vision is not skewed by our own 

subjectivities’. This can be addressed through a clear preamble, as advised by Drever 

(2003), which outlines the purpose of the questions and is the same for all participants, 

and through the analysis techniques which will aim to make the familiar strange 

(Hellawell, 2006). 

3.2.4 Interview sampling 

The sample of 17 participants who were interviewed was taken from respondents to the 

questionnaire who expressed a willingness to take part. Ideally, a stratified sample 

would then be taken to ensure a representative sample of teacher demographics and all 

possible viewpoints. However, the numbers volunteering to be interviewed were not 

large enough to make this technique effective. Gaining a representative sample is not 

easy when discussing complex issues as the position of even a single respondent can 

change depending on the topic being discussed and while the aim of this sample was to 

get a maximum variation of the population, it is also recognised that this variation is 

influenced by the availability of those willing to respond (Holstein and Gubrium, 1995, 

Seidman, 1998).  

Therefore, all volunteers were interviewed and an overview of their characteristics 

can be found in Appendix B. This allowed for 16 face-to-face interviews and one 

written interview with a headteacher who preferred to receive the questions in 

writing and respond via email. This reflects the experiences of Ball (1987) who 

noted that when interviewing influential people, they prefer their interviews in this 

format. This could be because they do not have time to spare for a face-to-face 

interview but Ball suggests that it is more likely to be because they are politically 

aware of the impact of their answers and prefer the time to think about it before 

answering. This reflects the final criticism of interviews which is that there may 

be a tendency to answer according to how the respondent feels would reflect a 

professional mind-set. My position as an insider researcher may also influence a 

variety of responses, but a sample size of 17 gives a good basis to cross-reference 

responses. 

3.2.5 Fieldwork timeline 
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As previously outlined, the research design meant that there were two stages to data 

collection with a period between each to allow for analysis of the survey and 

development of the semi-structured interview questions. Time was also given between 

the first and second interviews to analyses the data and refine the technique. The 

following table outlines the timeline for this work. 

Table 3.2 Timeline of data collection 

Activity Date Location 

1st Pilot 21/3/2016-24/3/2016 School C1. In school. 

2nd Pilot 29/8/2016-31/8/2016 School G4. 

Wetherspoon’s 2. 

Survey collection 2/10/2017 – 15/10/2017 Online 

Survey analysis & 

interview question 

compilation 

23/10/2017- 14/1/2018  

First interview 22/1/2018  Participant’s home 

Interview 2 8/3/2018 Weatherspoon’s 1 

Interview 3 22/3/2018 Participant’s home 

Interview 4 25/4/2018 Researcher’s home 

Interview 5 30/4/2018 Participant’s workplace  

Interview 6 30/4/2018 Researcher’s home 

Interview 7  10/5/2018 Participant’s workplace 

Interview 8 15/5/2018 Participant’s workplace 

Interview 9 24/5/2018 Wetherspoon’s 1 

Interview 10 7/6/2018 Wetherspoon’s 2 

Interview 11 22/5/2018 Participant’s workplace 

Interview 12 22/5/2018 Participant’s workplace 

Interview 13 28/6/2018 Phone 

Interview 14 1/7/2018 Phone 

Interview 15 2/7/2018 Participant’s home 

Interview 16 10/7/2018 Participant’s workplace 

Interview 17 2/7/2018 Email 

 

3.3 Analysis techniques  

3.3.1 Quantitative  

The survey data were analysed using descriptive and statistical methods using the 

software, SPSS. The main aim of the survey was to identify patterns giving an overview 

and inform interview questions and so basic descriptive reporting, such as percentages 

and cumulative percentages, have been used. Cohen et al. (2011) suggest that graphs 

tell the reader no more than can be presented in a table of statistics. However, this is not 
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correct for some of the questions in this study, and so composite bar graphs are included 

to summarise a large number of tables.  

Cross-tabulations were then undertaken to measure any association between the factors 

listed in the survey. Most factors in this survey are nominal and ordinal and so makes 

cross tabulation possible (Karran, 2017). These do not prove causation but can give an 

indication of connectedness. Cross tabulations were also completed using the 

background information for the participants to ascertain if certain demographic factors 

were affecting different subgroups.   

Finally, Chi-square tests were applied to a number of multi-factor questions to observe 

the extent of difference between values of questions with a variety of optional answers 

(Swinscow, 1997). Actual and expected counts for each response were included so as 

to check that the necessary conditions for the chi-square test were met. These conditions 

included no cell having an expected value of less than 1. (Denscombe, 1998). Chi-

squared tests how likely the observed distribution is due to chance if the data is divided 

into categories. If both variables are independent they will exhibit expected values but 

if the data does not follow this model, the data sets are likely to be dependent. The 

higher the chi-squared number, the wider the variance within the question options. This 

would indicate that the results are skewed towards one or two factors.  

Chi-squared cannot give an indication of the nature of the dependency so this statistic 

can give an indication for further discussion in the interviews.  

3.3.2 Qualitative  

The interview data were analysed using qualitative methods using the computer 

software package NVivo 11. Analysis of the interviews consisted of thematic coding as 

outlined by Ely (1991), Coffey and Atkinson (1996), Braun and Clarke (2006) and 

Saldana (2016). The techniques used for this study are a synthesis of those suggested 

by the above authors as Patton (2015) states; ‘Each qualitative study is unique, the 

analytical approach used will be unique’. After transcription of the interviews, I have 

followed the eight-point coding model outlined below. These stages should not be seen 

as a step ladder but can occur at the same time depending on need. For example, initial 

themes and elements can be coded at the same time.  
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1) Magnitude coding. At first, I coded for themes that occurred frequently using code 

landscaping tools such as word clouds. This stage also included themes which were 

interesting, forceful or perceptive when transcribing.  

2) Initial coding. I re-read the interviews to identify ideas that arose across the data 

allowing the analysis to be open to ‘all possible theoretical directions’ (Strauss and 

Corbin, 1998), identifying similarities and differences within the data set. This was 

inductive but was influenced by the semi-structured questions in the interviews, the 

analytical framework and Literature Review in order to frame the data collection and a 

quantitative survey to guide the questions for the qualitative stage. Therefore, ideas 

could follow the patterns identified before data collection while leaving open the 

discovery of previously unconsidered issues.  

3) A mixture of elemental methods such as descriptive, structural, In Vivo (e.g. 

ridiculous), process codes (e.g. marking) & concept coding, affective methods 

(Emotion coding - mine or theirs), values coding (important for gauging teacher 

perceptions, thereby critical to my overall research question) and evaluation coding 

(when looking at the effectiveness of OFSTED, marking etc). Additional elements 

included some literary and language methods (analogy and ‘acting out a conversation’ 

coding.) Also, possible causation coding was considered when analysing why 

interviewees see the situations as they did. I allowed simultaneous coding, where one 

data item can have more than one code, as this allowed for depth of analysis and 

openness of interpretation. This stage moves towards the centre of the 

inductive/deductive continuum as the coding methods used influenced by the analytical 

framework, Literature Review and quantitative data analysis. 

4) Theming the data as described by Saldana (2016, 198). At this stage I grouped codes 

into themes. Some codes fell into more than one theme at this stage. 

5) Code mapping themes into spider diagrams. 

6) Second cycle methods – within the themes. Axial coding was used to identify the range 

of views within a code (positive, negative etc) and identify how different categories 

relate to each other.  

7) Theoretical coding – the themes were collected into wider concepts which were 

attributed specifically to the research questions. This phase was deductive and informed 

by the research questions.  

8) Focusing strategy. Each theoretical code was mapped to the analytical framework of 

Surpa, Macro, Meso and Micro.  
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This eight-point approach allowed for flexibility, can be used for a number of 

epistemologies and used a mixture of inductive and deductive techniques. It is 

important within the design of this research to allow codes to be introduced by the 

participants as this avoids researcher assumption, but it was not wholly inductive due 

to the prior reading in the Literature Review and the analytical framework before the 

interviews were conducted. Themes do not ‘emerge’ from the data, and wider 

consideration of the text will help give context and relative importance.  

3.4 Ethics 

Any research into the wellbeing of individuals could cause embarrassment or violate 

privacy as it interrogates deeply held beliefs and possibly discusses situations which 

have caused frustration or upset in participants’ working lives (Booth et al, 2008). The 

data from workload surveys by DfE (2017a) and YouGov (2019) suggest that factors 

connected with being a teacher can affect mental health but these are not being reflected 

in national wellbeing surveys (ONS, 2016), and so the ethics of this study has been 

considered carefully, not only in the research design but all the way through the data 

collection process. Drake and Heath (2011, 47) suggest that ethical practises may be 

formalised in the work place for practitioners who are conducting their research within 

their own institutions. However, they go on to say:  

The researcher is in the position of developing an ethical perspective that is 

situated in and arises from the research context. Importantly, this is informed by 

the personal ethical values that researchers bring to their studies as well as by 

the various ethical codes and practises that are in place.   

My ethical position is that wellbeing should be considered above all else both 

professionally and within the research. One issue highlighted by Drake and Heath 

(2011, 55) is that there are added complications to the situational ethics of an insider 

researcher such as myself. They outlined a case when a head teacher researched the 

views of pupils which lead to teachers feeling ‘betrayed by the powerful head teacher 

speaking behind their backs about their pupils work’. As previously highlighted, my 

leadership role in education is not a traditional middle leader position. There could have 

been concerns among participants that I may report their views back to middle leader 

meetings within the county or to senior leaders. However, as I am the only Research 
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and Development Co-ordinator, the opportunities for that are limited. Many of the 

participants were aware of me through my Evidence Lead in Education role in which I 

promote the ethics of research and so my professional reputation is one of valuing the 

importance of autonomy and care for participants. This meant that participants felt 

comfortable trusting my integrity as a researcher. My research design demonstrates this 

through the flexibility of participation as individuals could take part in the survey, 

which was advertised county wide and so gives wider opportunities for autonomy 

without having to commit to interviews which may leave individual’s views more open 

to identification. The wide sample area meant that I was able to gather data without 

having to approach people I had been line manager to or who I closely worked with. 

Although, a number of colleagues from the school I had just started working in at the 

time of data collection did contribute to the survey and interviews as they felt the subject 

matter was important to their working lives.   

This supports the observation of  Denscombe (1998)  that the simple action of asking 

people for their opinions can improve wellbeing as it gives them a sense of importance 

and empowerment. This was noted in my research journal of the interviews so further 

discussion was undertaken to manage the expectations of the participants towards the 

possible wider impact this research could realistically have. 

When designing this study, BERA (2011) guidelines were observed and sections 

applicable to this study were followed. To avoid negative impact on participants, 

consent was gained at the start of the survey and when interview dates were arranged. 

The consent form for the interviews was based on the guidance given by Krueger and 

Casey (2014) explaining the aims of the study, why the participants have been 

approached, the benefits and possible risks of participation. As the participants may 

discuss sensitive issues during the interview, the consent form highlighted possible 

avenues of support including in-school union reps and the teacher support network. 

Also, procedures to use for audio recording of the interviews were outlined including 

how anonymity and confidentiality would be maintained through the use of 

pseudonyms and that the recordings would only be available to me as the primary 

researcher. (Appendix C). Drever (2003) and Lichtman (2006) have advised that 

participants should be given as much anonymity as possible and so I have giving 

pseudonyms when individual responses have been discussed in the findings chapter. 

However, it is also made clear to participants that they may be recognisable to those 
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who know them well. An ethical approval form was submitted to the School of 

Education Ethics committee and was approved before data collection began (Appendix 

D). Finally, when considering the duty to myself as a teacher/researcher I chose to 

outline my research to the head teachers I was working for throughout the study. This 

reduced their anxiety towards me. An example of this was one head teacher who was 

concerned that my research might cause negative wellbeing in her school. After 

discussing this with her, she was satisfied that I was not going to be a negative influence 

and was very supportive of my work. When I started the research, my personal ethics 

were focused on the impacts of teaching on people I cared for. Conducting this research 

was my way of improving my own wellbeing by trying to help others and so I was 

prepared for what I was expecting to hear. However, during the research one participant 

developed a terminal illness and this was not something I had anticipated. In that case, 

I was able to access the support of the NHS specialist family support and bereavement 

team. 

3.5 Conclusion 

This chapter has presented the philosophical underpinnings, research design, and data 

collection and analysis techniques of this study. The epistemological and ontological 

viewpoint grew from the subject of the research as it is acknowledged that wellbeing is 

a subjective experience which may differ between individuals depending on world 

views, cultural experiences, and linguistic understanding. As such, constructivist 

interpretivism is an appropriate vehicle to explore teachers’ views and experiences. The 

argument for a mixed methods approach has been presented, using surveys to identify 

overall patterns and themes which can then be explored further in semi-structured 

interviews. This design adds to the existing body of teacher surveys published by 

organisations including the DfE (2017a), ATL (2015) and YouGov (2019) as it allows 

for a depth as well as a breadth of knowledge. While the survey was closely mapped to 

existing teacher wellbeing surveys to allow comparability and avoid anchoring bias, the 

interviews used a semi-structured format to allow themes identified to be developed 

and elaborated on by the participants. Through the use of statistical analysis and a 

synthesis of coding techniques, the mixed methods are used to triangulate findings with 

evidence from the Literature Review. Through all this runs the reflexivity of critical 

theory which requires me to constantly question my position as an insider researcher.  
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CHAPTER 4: FINDINGS AND ANALYSIS 

Because my work, ok, this is the key and this is what you’re going to write 

about and that is you will not be genuinely happy until you’re work life 

balance is balanced. Until you can genuinely say ‘look what I’m doing here 

outside, that is great’. Then the live to work and work to live bit makes sense. 

You work to live and the living isn’t just putting food on the table. 

 (Jack 2018) 

The survey was used to gain an overview of issues and opinions which then informed 

the themes for questions asked in the interviews. From the analysis of the interviews a 

number of themes were identified including; school policies, Senior Leadership Team 

(SLT), self-perceptions, middle leadership, benefits/negatives of teaching, expectation, 

teaching processes, health and wellbeing, society, trust, national policies, control issues, 

students, and time. These themes were then subsumed into the main themes of teacher 

self-perceptions, control, and relationships.  

The background of the participants needs to be considered to contextualise these themes 

and the first significant feature of these participants is that they were all based in a 

specific geographical area, Lincolnshire, which is a mainly rural county. No schools in 

this study were within the city of Lincoln which has a fully comprehensive system 

compared to the rest of the county which operates a grammar school system. When 

participants spoke about teaching in Lincolnshire most felt positive about working in 

this area compared to other parts of England. Participants acknowledged that wages for 

teachers in Lincolnshire are high, relative to the cost of living, when compared to the 

rest of the country. Over half of the interview participants with middle leadership 

experience had stepped down from that role as the relatively good wage allows middle 

leaders to step back from roles they are not enjoying. The average cost of a house in the 

UK at the time of data collection was £228,384 whereas in Lincolnshire it was 

£179,777, indicating that the cost of living in the county is relatively low (ONS, 2018).  

4.1 Quantitative results and analysis 

The survey (Appendix E) was carried out between September and November 2017 and 

achieved 55 responses. Of this, 53% were female and 45% male. This is higher than 

average for the male population of teachers as the DfE (2017) report that the secondary 

school workforce in England had a 62.5% female and 37.5% male make up. The age 
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ranges of participants disproportionally favoured the 30-39 age group with 76% in this 

age bracket compared to 57.2% reported nationally by the DfE (2017). Nationally, 60% 

of the teaching profession are still in service by ten years but in this survey 71% have 

taught for 10 years or longer. 95% of respondents were working full-time which is not 

in line with national trends where 81.2% of secondary teachers work full-time. There is 

a higher proportion of female teachers working part-time in England (27.8%) compared 

to male part-time workers (8%). However, this survey shows a more balanced spilt of 

8.7% female and 4% male. In this case all respondents working part-time had been in 

service over 15 years and the female respondents were both over 50. There was some 

indication that possible reasons for part-time work in this age group were caring 

responsibilities for members of the family with ill health.  

Sixteen percent of respondents identified themselves as SLT with 71.2% of those being 

male and 85.7% appear to have been in education for the majority of their working 

lives. It was more common for middle leaders in the 30-39 age bracket to have had time 

in other jobs than it was for those in the 40-59 age bracket. Thirty nine percent of class 

teachers who responded to the survey were in teaching less than 10 years, 55% of 

middle leaders were in service 5-15 years and 63% of SLT had been in service 20 years 

or more. This suggests that most senior leaders in this area have been in the profession 

throughout the National Curriculum changes since 1998. This also supported the view 

from some interview participants that SLT had always been teachers and may be why 

SLT may not have sufficient adult management skills.  

The background information was used to identify subgroup trends within the main 

themes of wellbeing, leadership and policy.  

4.1.1 Wellbeing 

The overall wellbeing score, on a scale of 1 being lowest and 10 being highest, for 

respondents was 5.95. This would appear to be low in comparison with the ONS (2016) 

wellbeing survey which gave average wellbeing in the UK as 7 and for secondary 

school teachers as 7.8. The best score was for ‘to what extent do you feel things in your 

life are worthwhile?’ which mirrored the national trends. However, when asked ‘how 

happy did you feel last week?’ the scores averaged 5.3, and respondents reported 

relatively high anxiety levels when considering the week before the survey was taken. 

When anxiety was cross tabulated with how worthwhile a respondent thought their life 
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was, the most common result was an anxiety level of 8 but a worthwhile level of 7 and 

suggests that while teachers may be stressed, they gain satisfaction from their life. 

However, the more anxious a person, the less likely they are to feel happy, indicating 

that these participants could find life worthwhile without being happy.   

For classroom teachers, gender differences were mainly small, but men were more 

likely to cite overwork and not being able to keep up with deadlines and work schedules 

as reasons for anxiety. Also, men were more likely to suggest that ill health or the need 

to take anxiety medication may be affecting their happiness scores. For women in 

middle and senior leadership happiness was slightly higher than classroom teachers at 

5.3 but anxiety was also higher. The most common comment for female leadership 

respondents was that family and friends were a strong support. The most common 

comment for male leadership was in relation to the pressure from accountability 

procedures including OFSTED and data management. 

Only 11% of the respondents had been in teaching less than 5 years. They were the 

group least likely to be satisfied with their life with an average of 4.8. This may explain 

the high numbers of teachers leaving the profession within the first five years of 

teaching. In almost all the wellbeing areas, the 10-14 years in teaching group came top 

with scores of 7.7 for a worthwhile life, 5.75 for happiness and 6.4 for life satisfaction. 

However, there was little difference in the scores for anxiety across different lengths of 

service. Workload was a particular issue with over 75% of responders indicating that 

they ‘strongly disagree’ with the statement that they can complete their assigned 

workload during their contracted hours. When those who disagree with that statement 

are added to those who ‘strongly disagree’, the percentage rises to 98%. The DfE (2016, 

2016a, 2016b, 2016c) has released workload directives with strategies to help schools 

reduce the impact of workload. However, this survey suggests that the impact of this 

has not been felt by teachers. In addition, 82% of respondents disagreed or strongly 

disagreed with the statement that the teaching profession is valued in society, but most 

felt that the advantages of the job outweigh the disadvantages.  
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Table 4.1 10a. The advantages of being a teacher clearly outweigh the disadvantages * 10b. If I could decide 
again, I would still choose to become a teacher Crosstabulation 

  

10b. If I could decide again, I would still choose to 
become a teacher 

Total 
Strongly 
disagree Disagree Agree 

Strongly 
agree 

10a. The 
advantage
s of being 
a teacher 
clearly 
outweigh 
the 
disadvanta
ges 

Strongly 
disagree 

Count 4 1 1 0 6 

% within 10a. The 
advantages of being 
a teacher clearly 
outweigh the 
disadvantages 

66.7% 16.7% 16.7% 0.0% 100.0% 

% within 10b. If I 
could decide again, I 
would still choose to 
become a teacher 

36.4% 5.9% 5.3% 0.0% 10.9% 

% of Total 7.3% 1.8% 1.8% 0.0% 10.9% 

Disagree Count 5 10 6 1 22 

% within 10a. The 
advantages of being 
a teacher clearly 
outweigh the 
disadvantages 

22.7% 45.5% 27.3% 4.5% 100.0% 

% within 10b. If I 
could decide again, I 
would still choose to 
become a teacher 

45.5% 58.8% 31.6% 12.5% 40.0% 

% of Total 9.1% 18.2% 10.9% 1.8% 40.0% 

Agree Count 2 6 11 5 24 

% within 10a. The 
advantages of being 
a teacher clearly 
outweigh the 
disadvantages 

8.3% 25.0% 45.8% 20.8% 100.0% 

% within 10b. If I 
could decide again, I 
would still choose to 
become a teacher 

18.2% 35.3% 57.9% 62.5% 43.6% 

% of Total 3.6% 10.9% 20.0% 9.1% 43.6% 

Strongly 
agree 

Count 0 0 1 2 3 

% within 10a. The 
advantages of being 
a teacher clearly 
outweigh the 
disadvantages 

0.0% 0.0% 33.3% 66.7% 100.0% 

% within 10b. If I 
could decide again, I 
would still choose to 
become a teacher 

0.0% 0.0% 5.3% 25.0% 5.5% 

% of Total 0.0% 0.0% 1.8% 3.6% 5.5% 

Total Count 11 17 19 8 55 

% within 10a. The 
advantages of being 
a teacher clearly 
outweigh the 
disadvantages 

20.0% 30.9% 34.5% 14.5% 100.0% 

% within 10b. If I 
could decide again, I 
would still choose to 
become a teacher 

100.0% 100.0% 100.0% 100% 100.0% 

% of Total 20.0% 30.9% 34.5% 14.5% 100.0% 
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Table 4.1 shows a correlation between those who feel there are more advantages to 

teaching than disadvantages and those who would choose to teach again. This is also 

true in the inverse. It can also be seen that those who have more positive views of 

teaching tend to feel that their wellbeing is considered important by their schools. 

Table 4.2 10a. The advantages of being a teacher clearly outweigh the disadvantages * 10e. My 
well-being is considered important by the school Crosstabulation 

  

10e. My well-being is 
considered important by the 

school 

Total 
Strongly 
disagree Disagree Agree 

10a. The 
advantages 
of being a 
teacher 
clearly 
outweigh the 
disadvantag
es 

Strongly 
disagree 

Count 4 1 1 6 

% within 10a. The 
advantages of being a 
teacher clearly outweigh 
the disadvantages 

66.7% 16.7% 16.7% 100.0% 

% within 10e. My well-being 
is considered important by 
the school 

30.8% 5.9% 4.0% 10.9% 

% of Total 7.3% 1.8% 1.8% 10.9% 

Disagree Count 8 5 9 22 

% within 10a. The 
advantages of being a 
teacher clearly outweigh 
the disadvantages 

36.4% 22.7% 40.9% 100.0% 

% within 10e. My well-being 
is considered important by 
the school 

61.5% 29.4% 36.0% 40.0% 

% of Total 14.5% 9.1% 16.4% 40.0% 

Agree Count 1 11 12 24 

% within 10a. The 
advantages of being a 
teacher clearly outweigh 
the disadvantages 

4.2% 45.8% 50.0% 100.0% 

% within 10e. My well-being 
is considered important by 
the school 

7.7% 64.7% 48.0% 43.6% 

% of Total 
1.8% 20.0% 21.8% 43.6% 

Strongly 
agree 

Count 0 0 3 3 

% within 10a. The 
advantages of being a 
teacher clearly outweigh 
the disadvantages 

0.0% 0.0% 100.0% 100.0% 

% within 10e. My well-being 
is considered important by 
the school 

0.0% 0.0% 12.0% 5.5% 

% of Total 0.0% 0.0% 5.5% 5.5% 

Total Count 13 17 25 55 

% within 10a. The 
advantages of being a 
teacher clearly outweigh 
the disadvantages 

23.6% 30.9% 45.5% 100.0% 

% within 10e. My well-being 
is considered important by 
the school 

100.0% 100.0% 100.0% 100.0% 

% of Total 23.6% 30.9% 45.5% 100.0% 
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Table 4.3 shows that there is not a strong correlation between a teacher’s perception of 

their value in society and their job satisfaction as 80% of the respondents disagreed or 

strongly disagreed with the statement that the teaching profession is valued by society.  

Table 4.3 10d. I think that the teaching profession is valued in society * 10h. All in all, I am 
satisfied with my job Crosstabulation 

  

10h. All in all, I am satisfied with my job 

Total 
Strongly 
disagree Disagree Agree 

Strongly 
agree 

10d. I 
think 
that the 
teaching 
professi
on is 
valued 
in 
society 

Strongly 
disagree 

Count 5 11 3 0 19 

% within 10d. I 
think that the 
teaching 
profession is 
valued in 
society 

26.3% 57.9% 15.8% 0.0% 100.0% 

% within 10h. 
All in all, I am 
satisfied with 
my job 

71.4% 45.8% 14.3% 0.0% 35.2% 

% of Total 9.3% 20.4% 5.6% 0.0% 35.2% 

Disagree Count 2 9 14 0 25 

% within 10d. I 
think that the 
teaching 
profession is 
valued in 
society 

8.0% 36.0% 56.0% 0.0% 100.0% 

% within 10h. 
All in all, I am 
satisfied with 
my job 

28.6% 37.5% 66.7% 0.0% 46.3% 

% of Total 3.7% 16.7% 25.9% 0.0% 46.3% 

Agree Count 0 4 4 2 10 

% within 10d. I 
think that the 
teaching 
profession is 
valued in 
society 

0.0% 40.0% 40.0% 20.0% 100.0% 

% within 10h. 
All in all, I am 
satisfied with 
my job 

0.0% 16.7% 19.0% 100.0% 18.5% 

% of Total 0.0% 7.4% 7.4% 3.7% 18.5% 

Total Count 7 24 21 2 54 

% within 10d. I 
think that the 
teaching 
profession is 
valued in 
society 

13.0% 44.4% 38.9% 3.7% 100.0% 

% within 10h. 
All in all, I am 
satisfied with 
my job 

100.0% 100.0% 100.0% 100.0% 100.0% 

% of Total 13.0% 44.4% 38.9% 3.7% 100.0% 
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Teacher workload is a serious problem with around 64% reporting working over 10 

hours in addition to their contracted time every week and 81% reporting that not being 

able to complete work in contracted hours is a primary influence for working additional 

hours.  

Figure 4.1 Being Valued at Work 

 

 

Figure 4.1 shows that most teachers feel valued at work. However, they consider their 

skills to be more valued than their opinions by employers. Seventy-five percent of 

respondents felt able to express their ideas and views with leadership in school and this 

leads to the next avenue of analysis. 

4.1.2 Leadership 

The Literature Review summarised two main styles of leadership which may be used 

at varying times in schools. Therefore, the first question in relation to leadership was to 

ascertain which type of motivation and leadership style might appeal to teachers. Pay 

rises align with transactional, trust to transformational and promotion as a mixture of 

both styles. 
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My opinions are valued by the school
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Figure 4.2 Motivation 

 

 

Figure 4.2 shows that when asked about what motivates individual teachers, trust is the 

most important and promotions the least, although pay rises are considered quite 

important or most important for 78% of the responses.  

Continuing Professional Development (CPD) is another tool leadership can use to 

indicate that they value and invest in their teachers. 

Table 4.4 23a. I have taken part in CPD during the past year 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly 

disagree 

1 1.8 1.9 1.9 

Disagree 2 3.6 3.7 5.6 

Agree 27 49.1 50.0 55.6 

Strongly 

agree 

24 43.6 44.4 100.0 

Total 54 98.2 100.0  

Missing System 1 1.8   

Total 55 100.0   

Ninety-three percent of respondents said they had taken part in CPD during the year 

before completing the survey which indicates an investment in the development of staff. 

However, fewer feel that this CPD met their personal needs and many felt that they 

were not given sufficient time to follow it up. 

0 5 10 15 20 25 30 35

Receiving a pay rise is important to me as a
recognition of my work

Gaining promotion is important to me as a
recognition of my work

Being trusted is important to me as a
recognition of my work

Number of responces

Motivation

3 2 1 3 – Most important 

1 – Least important 
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Table 4.5 23b. The CPD offered has met my personal professional needs 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly 

disagree 

6 10.9 11.1 11.1 

Disagree 16 29.1 29.6 40.7 

Agree 23 41.8 42.6 83.3 

Strongly 

agree 

9 16.4 16.7 100.0 

Total 54 98.2 100.0  

Missing System 1 1.8   

Total 55 100.0   

 

 

Table 4.6 23c. I have received appropriate time to follow up on CPD 

 Frequency Percent Valid Percent 

Cumulative 

Percent 

Valid Strongly 

disagree 

9 16.4 16.7 16.7 

Disagree 26 47.3 48.1 64.8 

Agree 13 23.6 24.1 88.9 

Strongly 

agree 

6 10.9 11.1 100.0 

Total 54 98.2 100.0  

Missing System 1 1.8   

Total 55 100.0   

 

There is a difference in leadership style between mentoring and coaching and so a 

difference in access to mentoring or coaching could indicate which leadership styles 

were experienced. However, as Table 4.7 shows, most felt that they did not have access 

to either. When respondents did ‘agree’ to access to mentoring they would also ‘agree’ 

to access to coaching suggesting that mentoring and coaching are either being supplied 

equally in schools or that teachers are unclear as to the difference between the two. 
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Table 4.7 23d. I have access to mentoring in school  * 23e. I have access to coaching in school  
Crosstabulation 

  

23e. I have access to coaching in school 

Total 
Strongly 
disagree Disagree Agree 

Strongly 
agree 

23d. I 
have 
access to 
mentoring 
in school 

Strongly 
disagree 

Count 
11 0 1 0 12 

% within 23d. I 
have access to 
mentoring in school 

91.7% 0.0% 8.3% 0.0% 100.0% 

% within 23e. I 
have access to 
coaching in school 

100.0% 0.0% 4.8% 0.0% 22.2% 

% of Total 20.4% 0.0% 1.9% 0.0% 22.2% 

Disagree Count 0 13 4 0 17 

% within 23d. I 
have access to 
mentoring in school 

0.0% 76.5% 23.5% 0.0% 100.0% 

% within 23e. I 
have access to 
coaching in school 

0.0% 76.5% 19.0% 0.0% 31.5% 

% of Total 0.0% 24.1% 7.4% 0.0% 31.5% 

Agree Count 0 4 16 1 21 

% within 23d. I 
have access to 
mentoring in school 

0.0% 19.0% 76.2% 4.8% 100.0% 

% within 23e. I 
have access to 
coaching in school 

0.0% 23.5% 76.2% 20.0% 38.9% 

% of Total 0.0% 7.4% 29.6% 1.9% 38.9% 

Strongly 
agree 

Count 0 0 0 4 4 

% within 23d. I 
have access to 
mentoring in school 

0.0% 0.0% 0.0% 100.0% 100.0% 

% within 23e. I 
have access to 
coaching in school 

0.0% 0.0% 0.0% 80.0% 7.4% 

% of Total 0.0% 0.0% 0.0% 7.4% 7.4% 

Total Count 11 17 21 5 54 

% within 23d. I 
have access to 
mentoring in school 

20.4% 31.5% 38.9% 9.3% 100.0% 

% within 23e. I 
have access to 
coaching in school 

100.0% 100.0% 100.0% 100.0% 100.0% 

% of Total 
20.4% 31.5% 38.9% 9.3% 100.0% 

 

4.1.3 Policy 

The final area of analysis from the survey is policy, which could help understand what 

influences a teacher’s work.  
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1 – Least important. 8 – Most important. 

Figure 4.3 Influences on work 

 

 

SLT (31% scored 8) and OFSTED (31% scored 8) are perceived by teachers to have 

the most influence over their work. However, teachers consider their own decision-

making more influential to their work than academic research or international 

influences. This indicates that the participants value autonomy. On a scale of 0-10, 94% 

of respondents ranked the influence of international organisations at 5 or below. Of the 

teachers who provided a comment on this, those who gave a low score stated that this 

was because they had never heard of the international organisations. The one response 

that commented on giving more than 5 said ‘I am aware of the research that the OEDC 

does and the reports which they write for the educational sector yet by the time such 

interesting and valuable information has filtered down to classroom level it is very much 

watered down and often bears little resemblance to the original intention.’ 
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Table 4.8 shows that the most influential aspects of policy on teachers’ work have been 

inspections, league tables and changes in exam specifications which are all national 

level interventions, whereas student facing policy such as SEND and behaviour were 

some of the least influential. As outlined in Chapter 3, the high chi-squared number 

indicates that the answers are heavily skewed. This means that the policies with the 

highest results impact more significantly on teachers work. 

Table 4.8 Which aspects of government policy have most 

influence on your work? 

  Observed N Expected N Residual 

Curriculum reform 25 18.4 6.6 

Equality and diversity 

4 18.4 -14.4 

Chi-Square 129.29

7 

Finance and funding 32 18.4 13.6 df 12 

Frequency of policy 

changes/reforms 
22 18.4 3.6 

Health and safety 3 18.4 -15.4 

Inspections 41 18.4 22.6 

Performance 

management 
19 18.4 .6 

Student behaviour 

support 
5 18.4 -13.4 

Qualification and 

assessment changes 
39 18.4 20.6 

School/college 

performance tables 
30 18.4 11.6 

Special Educational 

Needs and Disabilities 

(SEND) 

5 18.4 -13.4 

Teacher 

recruitment/supply 
8 18.4 -10.4 

Teacher training and 

Continuing Professional 

Development (CPD) 

6 18.4 -12.4 

Total 
239     
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The use of exam targets as part of a teacher’s PM is very common. Ninety-three percent 

of the respondents had been asked to use this style of indicator to assess their 

professional ability. When asked what effect PRP and PM were having on education, 

Table 4.9 shows that 92% gave a ranking of 5 or under (0 = very negative and 10 = very 

positive), indicating that this style of management is not perceived highly. Of those who 

gave more positive results, 75% were in leadership roles. Comments on this question 

suggested that teaching is a collaborative activity so judging one person alone is unfair, 

that teachers are not the only influence on students’ lives, and that some teachers do not 

trust the leadership to interpret the data effectively. 

 

 

 

 

 

 

 

 

 

 

Finally, when asked about their personal experiences with leadership in school, the 

experience is positive for the majority of respondents. In fact, respondents are far more 

positive about their relationships with leadership than other questions would suggest. 

However, as Table 4.10 shows, the questions which elicited more negative results could 

be attributed to transactional techniques such as lack of positive feedback, decisions on 

pay progression and a lack of collaborative culture.  

 

 

 

 

Table 4.9 20. What effect do you think performance related pay and 

performance management is having on education? 

 Frequency Percent 

Valid 

Percent 

Cumulative 

Percent 

Valid 0 13 23.6 23.6 23.6 

1 4 7.3 7.3 30.9 

2 14 25.5 25.5 56.4 

3 11 20.0 20.0 76.4 

4 2 3.6 3.6 80.0 

5 7 12.7 12.7 92.7 

7 2 3.6 3.6 96.4 

8 2 3.6 3.6 100.0 

Total 55 100.0 100.0  
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Table 4.10 Relationships with managers 

Sub question Agree Disagree 

My managers are supportive 77.8 22.2 

I regularly receive positive feedback on my own 

work 

40.7 59.3 

The school benefits from effective leadership 53.7 46.3 

I have a good relationship with my line manager 88.9 11.1 

I am trusted to make important decisions on my 

own 

70.4 29.6 

I am clear about what is expected of me at work 83 17 

I trust the leadership in school to make fair and 

balanced pay decisions 

46.3 55.6 

There is a collaborative school culture which is 

characterised by mutual support 

46.3 53.7 

My line manager is considerate of my life outside 

work 

70.4 29.6 

I am satisfied with my level of involvement in 

decisions that affect my work at school 

48.1 51.9 

 

4.1.4 Quantitative conclusion 

Overall, the quantitative analysis suggests that the wellbeing of teachers is suffering but 

the reasons for this are not always clear. A lack of appreciation from wider society and 

a negative impact of PRP and PM are some of the indicators but teachers also find their 

life worthwhile and there is no strong correlation between positivity towards their job 

and public appreciation. Associations seem strongest between individual teachers and 

their local leadership although there is an understanding that this leadership is heavily 

influenced by national policy. There is no significant connection between the individual 

teacher and the international organisations which drive the policy agenda and the 

transactional policies that are considered most negatively are at the local level. This 

supports the conclusions from the Literature Review but cannot supply a depth of 

understanding required to understand why this is the case. Therefore, the analysis will 

now move on to the qualitative data gained through semi-structured interviews. 

4.2 Qualitative results and analysis. 

Seventeen participants volunteered to take part in the interview stage which comprised 

of one head teacher, one deputy head, two assistant heads, two heads of department, 

four assistant heads of department, two with other teaching and learning 

responsibilities, four teachers and one cover supervisor with qualified teacher status. 



 
   

109 
 

The participant profiles can be found in Appendix B. These came from six 

comprehensive and four grammar schools. Interviews were transcribed and analysed 

using the coding strategy outlined in the previous chapter. Individual codes were then 

categorised into three main themes: teacher self-perceptions; issues of control; and 

issues of relationships.  

4.2.1 Teacher self-perceptions 

This theme comprised of comments that directly related to how the participants saw 

themselves as a teacher. A number of codes were identified which could relate to 

teacher self-perceptions including guilt, control, benefits & negatives of being a teacher. 

Most comments interrelated with the other themes of control and relationships. The 

purpose of this analysis is not to compile a ‘teacher identity’ but to help understand why 

teachers react in the way they do to certain policy decisions and relationships within 

education. 

Guilt  

Guilt was a strong theme across the interviews and participants felt guilt in different 

forms. Firstly, they recognised that teachers could be guilty of not looking after 

themselves as they do not want to be seen as not coping so they do not speak up when 

they should. There is also a worry that they are not doing the job well enough which 

then leads to the feeling that they should be working all the time otherwise there will 

always be more that they could have done. However, this then creates guilt in relation 

to family life. 

Heather – ‘The guilt feeling because you’re not spending time with your family 

and trying to fit in, I don’t go anywhere in the evenings or weekends with the 

children without taking a bag of books with me so I can possibly mark it and I 

go to the hairdressers I take a bag of books and when I’m sitting with my colours 

in I mark books.... People laugh at you because I turn up and I don’t go anywhere 

without marking. Any five minutes I’m sitting down I’m marking.’ 

Other participants spoke of feeling guilty for having an evening out with friends when 

they could be working or for being ill and letting the students down if the teacher could 

not be with them. This suggests that teachers feel a lot of personal responsibility for 

many aspects of work and home life, and this is one of the factors that drives them to 
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overwork. The sense of guilt about not doing enough may be an internalisation of the 

accountability culture.  

Belief vs rules 

Teachers can feel that some rules go against their personal beliefs. This was most 

prevalent in the case of marking with most respondents stating that they believe in good, 

purposeful marking that makes a difference to the students but marking policies in 

schools were onerous and took time away from other teaching processes. In some cases, 

these policies did not match what teachers thought was acceptable for their own work 

and this could lead to conflicts between teachers and management. 

Jessica – ‘If they were my beliefs then I would not mark anything and I would 

plan a lot better. I would be more efficient in what I do. I believe I should be 

more efficient in my classroom but the emphasis of my management is different 

so as a good worker I think I should follow their emphasis but I think my 

counselling is making me realise that if it’s important to me to do it, the other 

way round, then I should and if the management doesn’t agree with it maybe 

I’m not in the right place of work.’ 

Through professional counselling a number of participants found that they do not have 

to adhere to the expectations of management. Participants, such as Nicole, wondered 

whether they were alone in feeling the way they did but cognitive behavioural therapy 

(CBT) helped them realise that they could discuss things with their SLT. However, most 

teachers perceive themselves as rule followers who like to be able to plan for the future 

and have a clear structure to work to. When this is not possible, they feel uncomfortable 

but unable to discuss it as they feel they should be able to cope.  

Keeping quiet 

There was a strong theme around teachers not speaking out in relation to their own 

mental and physical wellbeing.  

Jack – ‘I don’t want people thinking I can’t deal with them [the students] 

because they’re difficult…I also don’t want them to know that I’m struggling.’ 

There were also examples of how teachers felt society views them which resulted in 

some participants not speaking out about issues; 
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Jane – ‘I know my Dad did not want me to tell the school at all that I had 

depression and that I was taking anti-depressants and anti-anxiety pills. He 

didn’t want me to tell them because ‘well they’ll judge you and they’ll fire 

you’.’ 

Teachers have a sense of self that means they have a professional pride, which does not 

encourage them to admit weakness or suggest a lack of control. Other codes for self-

perceptions related to issues of control such as when a teacher felt they were having to 

complete pointless tasks when they would have preferred to focus on things which were 

more meaningful to them. There are topics which are not openly discussed amongst 

teachers, such as pay progression. These taboo topics are interesting because if there is 

no culture of being open, it is easier for people to be exploited. 

Purposeful vs pointless tasks 

Teachers appreciate knowing why they were being asked to do certain things.  

Paul – ‘I think teachers by definition, well A) they’re all intelligent people. 

They’ve all got degrees, all very capable but they don’t particularly like being 

told what to do unless they understand why they’re told to do it’ 

When a teacher feels that the effort is effective, they are positive towards policies such 

as marking but if the additional work was perceived as making little difference to 

learning, they were more resentful. If a participant could not understand the motivation 

behind an action they struggled to agree with its implementation. Overall, effective 

communication and goodwill from SLT ensures teachers are positive and sometimes 

teachers just want to know what is expected of them through decisive leadership. 

However, in the following example the participant qualifies this by stating that a 

teachers willing compliance with school policy can be dependent on their understanding 

of reasoning. 

Heather – ‘I suppose maybe I’m a black and white character. If to make life 

easier [in the] marking policy, you want it to be marked in a colour. Doesn’t 

bother me. Some people will not like that because they think it’s dictating. It 

doesn’t bother me. If I can see a reason for something and sometimes I would 

prefer just for a decision to be made. Tell us, fine I’ll go away and do that.’ 
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Teachers feel annoyed at tasks they perceive to be pointless because they want to focus 

on actions that they feel will have the biggest impact on the students. The process of 

passing on a love of learning was the main reason participants gave for wanting to teach. 

Nicole – ‘I love standing in front of kids and I love making them go ‘oh wow, 

tell me more.’ That idea of a kid being able to walk out of my room and going 

‘I’m going to look at that tonight on the internet’ or ‘I’m going to ask my mum 

about that’. It’s that inspiring. It’s just that wanting to pass on something that 

they’ve maybe never seen before, never done before.’ 

However, this attitude may lead to a group of individuals predisposed to working over 

their contract but who also feel misunderstood at times. These participants are tired of 

jokes made by people not in education about the short hours and long holidays. Many 

teachers spoke of how they feel constantly tired, and this mix of tiredness and passion 

can leave them feeling defensive about their work. 

Defensiveness. 

One participant described teachers who were seen as negative as ‘defensive’ (Mark). 

Consequently, difficult questions from SLT could be seen as an attack aimed to trip 

them up. Accountability proceedings have also left some teachers feeling that they 

should defend themselves as they perceive that the ‘blame’ is often put on them for 

factors which are beyond their control. In some schools the CPD that is provided to 

improve teacher wellbeing offers Mindfulness training, which puts responsibility on 

teachers to overcome their problems, whereas individuals feel the systems in place 

prevent them from implementing the training. 

Lisa - ‘Oh it was ridiculous. It was about mindfulness. It was putting it back on 

you. You take time out. You take time to watch the traffic light. You watch the 

kettle boil. No. The reason I have an issue with wellbeing is because ridiculous 

deadlines are imposed on us which then there is no other way to meet that 

deadline than either A) working all weekend or working through the night to 

meet said deadline and that’s what impacts on your wellbeing… Just thinking 

that if they do a presentation or pay for some group to come in. Say here we are, 

we’ve addressed your wellbeing but not actually looking at what the issues are 

in the first place that are causing it.’ 
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Teachers feel society expects schools to act as the solution to all its problems and there 

was a perception in the interviews that because people who do not work in schools are 

quite removed from education, they lack understanding. Part of that lack of 

understanding is connected with how much work teachers are doing out of hours. 

Work/life balance. 

Many people can be very happy working long hours and so the idea of ‘work life 

balance’ can be misleading. However, participants referred to the concept of work life 

balance as a synonym of wellbeing and happiness. There is a feeling across the 

interviews that teaching does not give the life satisfaction needed to make participants 

happy. They find it worthwhile and gain a great sense of enjoyment from helping other 

people but the expectation to keep up with workload at all costs is a reason why the job 

is not enough to bring happiness. In teaching there is the chance to understand what life 

would be like when you do not have to work all the time due to the regular holidays 

which remind teachers of what they give up in their lives during term time. 

Karen – ‘It does have a big effect on my family life because I feel, I don’t know 

whether this is my inability to switch off but even though I don’t sit down at a 

desk all evening and all weekend, my mind is full of it. So during term time, I 

feel it is all consuming. During holiday time there’s a bit of respite and then it’s 

then that you realise how much it takes over. But I’m not sure whether that’s 

my personality type that’s ended up making it like that or whether that is how 

everyone feels.’ 

This extract exemplifies how teachers internalise issues and blame themselves rather 

than their working conditions. However, teaching can also be seen as an escape from 

other problems as an individual can put on a persona and get on with the job. This has 

given some participants a lot of strength when things were not positive in other aspects 

of their lives so, at times, teaching being all consuming is not seen as a bad thing.  

Trust 

Participants wanted to feel valued but the definition of value varied between 

participants and what they perceive is valued in national policy. 

Jenny – ‘I think it’s that value. I don’t feel there is that sense of being valued 

properly. I have to prove my value to them to get a pay rise. That they won’t 
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give me, they won’t show me that I have any value until I say ‘right I’m off’. 

Which is a shame really because just as kids respond to positive reinforcement, 

so do people in general. That doesn’t stop when you turn 18.’ 

Most participants acknowledged that money was important for an acceptable standard 

of living but when they considered how they were valued in school, they focused on 

transformational principles such as feeling like they were listened to. When asked if the 

participant would prefer trust or money, most said trust, but time and status were also 

mentioned. Being afforded more time means that teachers could get more of their work 

done during the day and so have more time for ‘life’. Many participants suggest that 

they would appreciate a more relaxed pace of work so that they can manage one thing 

at a time and they felt that people in wider society did not understand the profession. It 

was acknowledged that some people outside of teaching say ‘I wouldn’t do your job’ 

but it was felt that this does not equate to being supportive to teachers. 

Overall, teachers wanted to feel effective, helpful and trusted. They do not want to feel 

like teaching is just a job, but in some cases they have had to move towards this mind-

set to cope with the expectations. However, trust comes with a caveat because when 

trust is perceived as misplaced it was important for participants to know that there was 

a structure in place to support them; 

Mark - ‘I think trust. But it’s not as easy. Coz there are some things I think I 

don’t do as well as I should coz I’m trusted to get on with it or because I’m 

doing it better than somebody else… Sometimes I think, somebody should 

probably tell me to do this properly.’ 

Respondents saw themselves as naturally hard-working individuals who love their job, 

want to do well for the students and take a sense of self-worth from that. They can feel 

shame and failure if they exhibit non-compliance to policies. This can create anxiety 

because participants felt that they could always do more, and can also lead to 

exploitation because teachers aim do whatever it takes to do their best.  

Sean - ‘You have to do it to the best of your ability every single time because 

each child has only one chance. You can’t come into teaching as a job. At which 

point expectation means you have to do the best you possibly can.’ 
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In conclusion, teachers feel they should give the job everything but they feel that they 

are due a certain amount of respect for this. They also feel that they have the right to be 

listened to partly because of how hard they work for their students and partly because 

they are used to having this power when they are in the classroom. Overall, teachers 

want to take pride in their jobs but there are mechanisms of control getting in the way. 

4.2.2 Issues of control 

The control a teacher perceives themselves to have over their own classroom and the 

many other influences which make them feel powerless results in some teachers 

wanting more clarity about the conditions under which they are working. 

Daniel - ‘I think it’s that lack of control. We control our own classrooms but 

there seems to be an awful lot of external agencies that seem to be sticking their 

oar in all the time, taking away that sense of control and by doing that they are 

making it far more stressful than it ever should be… There’s too many demands 

from too many places.’ 

Some of these agencies of control are internalised by teachers and the education system 

makes it difficult for teachers to understand the source of control. The interviews 

suggest that teachers see their motivation to be intrinsic as Sean concludes: ‘teachers 

make their own pressure’. 

Internalisation of pressure is also exhibited through an inability to ‘turn off’, meaning 

that teachers feel that they are always thinking about work and makes them feel out of 

control of their own thought processes. Due to the widespread teacher-belief in being 

rule followers, not following the rules can play on a teacher’s mind even when they are 

‘discovered’ (Mark) to not be following the rules and nothing is done. 

Chris – ‘It was just the constant worry. Someone’s going to come in. They’re 

going to ask the kids to show an example of marking and the kids not going to 

be able to show it to her.  

Researcher – But they never did have a go at you about it. 

Chris – No, they didn’t. It feels like the issue was ignored. In my mind it should 

not get to a point where I’m just so panicked about marking, I don’t mark. And 

it continues forever. I didn’t mark, apart from maybe one class. I didn’t mark 
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any year 8 work all year…How can I go that long and it not be picked up on and 

tackled?’ 

This extract takes the concept of internalisation and compares it to what happens when 

people are not held to account, highlighting that much of what teachers have 

internalised may come from a habit of ‘back covering’ (Sarah) because of 

accountability procedures. Teachers use the term ‘back covering’ to indicate when they 

felt they were carrying out work the sole purpose of which was to prove that they had 

done their job properly. In this way, teachers were making sure that they could not be 

blamed if anything went wrong. 

Having control 

Teachers can take their work life balance into their own hands, and this sense of control 

over their working environment gave them more positive wellbeing; 

Lisa – ‘I have negotiated an afternoon off a week which I call my wellbeing 

afternoon. Which will mean that I’ve got a couple of hours breathing space so 

it’s either catch up time or just go swimming or just go to the supermarket. But 

I’ve got that stop time. It’s there and it means I can put the pause on school and 

say ‘no more. That’s it, I’m going out. That’s it. Lunchtime.’ I get to go on that 

one day. And I’ve learnt lessons from that past as well. I won’t ever allow a 

school to get to me the way that I have done a few years ago.’ 

However, this ability to take charge came with length in service, confidence or the 

amount of extra-curricular work a teacher did and most participants indicated that they 

continue to sacrifice aspects of their life to meet the demands of teaching. 

Accountability has led to a rise in individuals covering their own backs, making sure 

their own areas meet standards but having little time for others who might benefit from 

support from colleagues. In some cases, CBT or counselling was used as a form of 

‘back covering’. Participants, after talking with counsellors, took the initiative to 

arrange meetings with their SLT to tackle workload issues before it got to the stage of 

being ‘caught out’ (Chris).  

Nicole – ‘It was reassurance that it wasn’t just me being a bit mental. That it is 

a normal thing and that people do need to, and it’s ok to go to your boss and say 

‘I cannot do this, so give me another 2 days. So I’ve gone to them in the past 
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and we’ve had weekly meetings set up under my negotiation. I’ve organised 

that because that kept them off my back. That kept me out of capabilities 

because I went to them and said ‘I am not doing my job. I need help please.’ 

And by doing it and going to the CBT that kind of gave me the strength and the 

knowledge that I could do that and it was acceptable to do that.’ 

External reassurance that feelings were not abnormal was achieved through CBT which 

gave individuals confidence to take more control over their work patterns to ensure that 

they did not fall fowl of accountability proceedings. However, some would rather go 

into work ill than run the risk of losing control over their area. In order to be able to 

meet the workload requirements, a number of participants have stood down from 

middle leadership roles or looked into working part-time. 

Nicole – ‘It worries me and fears me, the idea of taking on any more because I 

wouldn’t be able to do anything to a good enough standard… And that to me is 

important. Now what I was in charge of, things got dropped. I dropped the balls 

so people’s performance management wasn’t done properly or learning walks 

weren’t done properly. I felt I wasn’t giving my best because I couldn’t, I was 

spread too thinly. So you can’t do everything so what ended up happening was 

I was keeping everybody else happy doing my management role which meant 

my lessons and my books suffered. But then I came under scrutiny so then I was 

in charge of people on incapability knowing full well if somebody caught me, I 

would also be on incapability.’ 

If participants feel that they made the choice to work over contracted hours or take 

direction of their careers, it does not impact on their wellbeing negatively as it might 

for someone who felt coerced. Therefore, the element of choice may be a factor in 

having positive wellbeing towards to workload in education. Some participants also 

spoke of the benefits of feeling in control at work when things in their private life felt 

out of control. They valued the respect they are given by students and felt that people 

cared about them. In these cases, work became the more stable aspect in their lives, and 

they appreciated the certainty and routine. However, when the work environment 

became more uncertain the lack of control for teachers had a clear impact on wellbeing. 

This research took place at the time of major exam specification changes with the 

uncertainty of new syllabus and meant that teachers felt they were being held 
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accountable to standards which had not been decided yet by the exam boards. However, 

a school can allow teachers to feel more in control of their working lives by sharing the 

rationale behind what they are being asked to do. 

Paul – ‘The top down approach doesn’t work particularly well. Sometimes it 

has to happen but if there’s an element of discussion in there and an element of 

team work in the decision making it I think it works better’ 

The participant who had the largest percentage of their interview coded for control (over 

52%) had been qualified for one year. They felt that they were not in a position to exert 

any level of control. 

Jenny - ‘They’ll listen to what I’m saying, they won’t say no I’m not interested 

in your opinion but do I feel that it’s heard? No. I’m not important enough for 

that. I’m not high enough up.’ 

Teachers expressed a desire to be able to manage workload by knowing the upcoming 

demands thereby removing uncertainty. Uncertainty may reflect how SLT sometimes 

forget to use transformational management strategies to encourage teacher retention. 

An example of this was when a participant went for another job a transactional solution 

was offered by SLT as she got a pay rise to encourage her to stay. However, she felt 

that if they had offered more affirmation to begin with, she would not have looked at 

other schools.  

Being controlled 

Teachers accept the need for management so that the school community can work for a 

common goal. However, control can be hidden and result in teachers having contrary 

expectations placed on them. This can lead to teachers feeling under constant pressure 

which impacts on health, and a number of the participants had undertaken CBT as a 

result of this. According to Baker (2020), on average 17% of the population will report 

experiencing common mental disorders in a two-week period. In 2017, in the highest 

reporting areas of the UK, 4.4% of the population had contact with mental health 

services. Of the 17 participants interviewed for this study, 47% had a diagnosed mental 

health problem with treatments of medication, counselling or both. Eighty-eight percent 

reported some kind of mental health issue even if they had not received treatment for 

it, in comparison to 31% suggested by the Teacher Wellbeing Index (YouGov, 2019). 
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Those who have received CBT report that the main focus of this treatment is helping 

participants take control of their circumstances but also to accept what they cannot 

control; 

Researcher – ‘What is it about teaching that meant you didn’t feel like you could 

do that until CBT told you it was ok? 

Nicole – Because you are the queen of your castle. King of your castle. You are 

in charge, nobody else. If you’re off sick, you have to plan the lessons coz 

nobody can take it over…Nobody else can do it. Whereas if you’re in an office 

job, the stuff that’s on your desk sits on your desk and you set up the email to 

say, I am out of the office, and people just wait for the next day. Whereas, the 

kids are going to turn up. And the data has to be entered in because everybody 

else is entering the data at the same time and it has to be done to be sent home 

to parents. That isn’t negotiable. That can’t be delayed because you’re sick for 

the day because you’re busy. It’s a case of, you’re made to feel you are one 

small part of this massive situation and if you drop out then the whole thing 

stops so you have to be on your game and you have to be functioning because 

otherwise, what’s going to happen?’ 

The above extract shows that, while CBT provides confidence to take control of work 

situations, there are also technologies in place which limit how successful such a 

strategy can be. These technologies are internalised by teachers who feel that they have 

a professional persona to maintain which can reduce teachers’ confidence in speaking 

out when it might be useful. 

Researcher – ‘Do you feel like teachers have freedom to express themselves? 

Nicole – Not really. Because you have to be careful…Because we’re seen in 

that old style, as very traditional upstanding members of the community but at 

the same time we’re expected to be a venting board for parents. So, no longer 

are we an upstanding member of the community that people look up to. But 

we’re expected to behave like that but people don’t treat us like that.’ 

However, there are also higher-level control relationships working in education which 

can be relaxed by SLT only when conditions allow; 
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Paul – ‘There’s a freedom in being an outstanding school. Because we had an 

OFSTED and we knew we were safe for a little bit at least so that gave us a bit 

of freedom.’ 

OFSTED 

While a few schools use their OFSTED rating to gain freedom from accountability 

measures, an analysis of cross codes suggests that OFSTED is the theme that most 

clearly exhibits issues of control. It is a national agency which the government use to 

measure quality of provision, but is perceived by teachers to be a control mechanism 

that ensures government policy is adhered to. It influences not only school policy but 

the way SLT work. The participant who made most references to OFSTED worked in 

an outstanding school, which had not received an inspection for 10 years and there is a 

strong sense of fear surrounding this. Perceptions relating to poor outcomes include the 

enactment of other mechanisms of the DfE such as handing the control of a school to a 

Multi Academy Trust (MAT). Of the 9 participants who discussed MATS, they all 

talked of them negatively and the threat of this change of management is a concern.  

In this respect, OFSTED is acting as a control mechanism, real or perceived, to ensure 

that schools toe the government line.  MATs have been encouraged in Lincolnshire, but 

a number of participants felt that this policy had created more problems than it solved. 

It did not deliver the freedoms which were promised and took control away from people 

who could understand the needs of local communities better than a nationwide 

organisation. MATs can increase feelings of isolation and powerlessness and this was 

exemplified when a participant in a large MAT was asked why teachers do not stand up 

for themselves against policies which mean that they have to overwork to fulfil them; 

Nicole – ‘So I would take it to [MAT] head office. And what would they do 

with it? Because I’m one in many and there aren’t enough people who are 

actually strong enough to put their head above the parapet… You put your head 

up and you say anything bad and you are gone and they will make sure that there 

is no future.’ 

There was also a strong theme of ‘rumour’ in relation to OFSTED. A number of 

participants felt that they were being asked to do tasks on the basis that OFSTED will 

want to see evidence of them but they were not sure whether that was actually true. 

Uncertainty seems to be a strong characteristic of how teachers view inspections. An 
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example of this was schools still grading lesson observations on the OFSTED grades 

even though OFSTED no longer grades individual teachers. When participants have 

challenged this, SLT state that OFSTED requires a justification from the headteacher 

about the quality of teaching staff and so the school needs graded lessons to provide 

this evidence. A number of PM systems across the interviewees’ schools are now using 

the OFSTED 1 to 4 grading (1 = serious weaknesses, 2 = requires improvement, 3 = 

good, 4 = outstanding), which they apply to schools overall to rate teachers for their 

pay progression. Thus, OFSTED is acting as a control mechanism influencing the way 

school leadership acts and encouraging a monitoring and accountability system. 

Policy 

All participants in this research work over their contracted hours which they feel is due 

to the workload being too large for the time provided. However, failure to complete the 

workload leads to competency procedures. Teachers also want to do their best for others 

and will work over hours to achieve this. Therefore, the drive to reduce workload is 

confused by differing motivations with transactional style competency procedures and 

the desire to do well for the students working against any national workload directives. 

As such, leadership’s focus on policies such as PRP has led to poor wellbeing when 

most teachers would work more than contracted for the benefits of their students.  

Teachers perceived government policy more in terms of overarching issues, such as 

performativity, compared to school policy which was more action based, such as 

marking. Therefore, teachers see national policies dictating the ‘what’ but school 

policies directing the ‘how’. The most frequent policy brought up by the participants 

was marking and while policies between schools varied, there were some constant 

themes when participants talked about this subject. For teachers of non-core subjects, 

marking policies were seen mainly as ‘one size fits all’, leaving some teachers 

struggling to fit 15 classes into a two-week marking policy and feeling unable to meet 

the expectations of the policy. 

Jessica – ‘Because they give me rules, I have to do that. So if the policy said 

you have to do these books on a two or three week rota, I have to do that until 

there is a breaking point and I can’t do it anymore. But until that point, I do if 

there are rules.’ 
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Many teachers are also aware of the research surrounding marking and, if not included 

in a consultation on marking policy, often do not agree with the amount of work the 

policy demands due to a perception that it provides very little outcome for the students. 

Teachers cite the time marking takes which often has to be completed outside of 

contracted hours but also the influence of personal experience. 

Daniel – ‘I’ve done a long time teaching and never ever had to mark in great 

detail and in great depth and write little essays and reports on kids work. It just 

seems totally stupid to me and amazingly the kids have done well without me 

having to do any of that extra work. I see it as a massively oppressive regime 

which requires a huge amount of effort on the teacher part with very little 

outcome for the kids.’ 

The idea of these proceedings ‘hanging over my head’ ran through a number of 

interviews with one participant going so far as to call them ‘a sword of Damocles’ 

(Daniel). These policies were often seen as generating additional work in order to prove 

that a teacher had met the policy rather than being meaningful for the students. 

Pay progression policies also differ between schools with most schools including some 

targets related to student performance in external exams. The extent to which teachers 

can influence their targets can also differ between different levels of management 

within schools; 

Researcher – ‘What’s your school’s way of judging somebody’s pay rise? 

Sarah – Absolute nightmare. Your first thing is each of your exam groups, if 

you’re M1-M4 50% of every group has to hit or exceed their target to get a two, 

which is good. So it’s based one, two, three and four. So based on the OFSTED 

gradings. To get a one I think it has to be 50% and a positive value added. If 

you’re above M4 it’s 60% of every single group. So the more exam groups you 

have, the more likely you are to trip up. If that doesn’t happen that’s it. It’s 

stopped. You don’t get your pay rise. Now thankfully, that’s never happened to 

me. I know some people have argued for it but it’s all a bit cloak and daggers 

and I’m not quite sure who gets it and who doesn’t. I know some people haven’t 

had it but no one really wants to talk about it I guess. If you get past that bit you 

then have two observation lessons which again are graded one to four so you 

add those points up. You have your marking scrutiny, your normal targets which 
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I have three of, two of which you pick from a list of things you’re going to do 

and one is coz I’m head of department. So that’s the only one, I’m lucky because 

I get a choice of something I am working on.’ 

The focus on PRP meant that teachers felt that they are responsible for students’ grades 

but view this as unfair as students have many influences in their lives, so results cannot 

truly reflect the efforts of one teacher but are being used to judge that teacher’s 

effectiveness. A number of schools have a two-year rolling form of PRP, which means 

that a teacher has to meet their targets two years running to qualify for PRP rises. This 

caused some difficulty for a number of middle leaders interviewed because they take 

more challenging classes as part of their role and some teachers were left with the 

feeling that they would rarely qualify for pay rises resulting in them disengaging with 

PRP targets. 

Amy – ‘I’ve not made my targets. I made them one year and then I didn’t make 

them the next year so I didn’t get my PM. And then I made them the next year 

after that but I didn’t get my PM… I think it had a huge impact on staff morale. 

It had on mine. Me personally, I was just like, I give up. You know for a while 

I wasn’t really giving my best because I’d had enough. I was fed up, I was tired, 

I’d hit rock bottom. Yeah. And I feel that now because I’m, (whispers) I don’t 

care. I’m not going to be worried if I don’t get my pay progression.’ 

The policies that most affect teachers are those which impact on teaching processes and 

techniques. Individuals have different methods and styles so to be given a very 

prescriptive policy left participants feeling uncomfortable both in terms of content and 

the perception that the policy would change the way they were seen by others. 

In most cases school policies were backed up with the threat of competency proceedings 

if not followed and were seen as: ‘a noose. People are afraid of them because they are 

made to feel like they are going to be strung up. They’re seen as a tool to beat us with’ 

(Jane). However, some policies have a positive focus on workload. For example, one 

school has a policy of secretarial support to reduce workloads. The policy was instigated 

as a way of refocusing teachers’ efforts towards activities that have a direct impact on 

students rather than activities which help quality assurance.  
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Recent changes in national policy have been brought in rapidly and without clarity 

leaving some participants feeling that they had not had time to change the thought 

processes of both staff and students, leading to even more uncertainty. 

Researcher – ‘Is there anything else in that whole field that we’ve not covered 

and you would like to talk about? 

Nicole –‘Exams. Big time. Because everything they’ve done and the goal posts 

keep moving. How are we meant to even vaguely know what we’re planning to 

deliver to meet the targets when the questions that appear are completely 

different to the questions that were on the scheme of learning?..  

Researcher – Does that kick into the anxiety as well?  

Nicole – Yes. It does. Because how can I make sure if I’m doing my best if I 

don’t know what my best is expected to look like?’ 

Many participants felt that the recent changes to GCSE and A-level exams created an 

unreasonable workload without any reduction in work elsewhere. Many looked forward 

to the next academic year when the specifications would be embedded with less 

pressure on planning new lessons and resources. 

Teaching is compared internationally by policymakers and this can help drive 

improvements in outcomes. However, participants did not feel international 

organisations had any impact on their work, leaving them feeling that they are expected 

to have total control over their work while being controlled by agencies who do not 

understand the teacher’s job. 

Lisa – ‘It is high time that the power was put back to teachers and head teachers 

and the government stop meddling and actually look to the best education 

systems in the world, such as Finland. Such as Canada, guess who writes the 

curriculum? Teachers. Let’s stop messing around with people that don’t know 

what they’re doing and let the professionals do it.’ 

National policies are enacted in schools by SLT and teachers believe that SLT should 

have the power to adapt these policies to fit the local context. There is also a perception 

that government is taking actions which address the issues connected to teacher 

wellbeing but simultaneously set expectations which means schools cannot put 
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guidance into place because they would not be fulfilling OFSTED requirements. As a 

result of this contradiction, issues of control on a national level overlap with issues of 

relationships at a local level and can make differentiating the sources of control 

difficult. 

4.2.3 Issues of relationships  

The participants viewed the relationships they had on the meso-level as the most 

important influence on their work with positive working relationships being associated 

with good wellbeing both at school and at home. However, pressure of work impacts 

on relationships at home with one participant attributing this to the breakdown of two 

relationships resulting in CBT, while another attributed work pressures to relationship 

difficulties resulting in anxiety medication. Schools with good relationships between 

SLT and staff generally have better wellbeing and so when one school recognised that 

the relationships, particularly between SLT and middle leadership were poor they 

changed their structure to a more collegiate model with positive impacts. These good 

relationships are based on trust, communication and a sense of control for staff. 

SLT 

The relationships between teachers and SLT are very important to teachers, but they 

had mixed views of the role of SLT in their lives. Teachers want to be trusted by SLT 

with increased autonomy but also thought SLT should intervene when there were issues 

of wellbeing, as teachers feel that they are not good at recognising when they need to 

work less for the good of their health. This creates a difficult line between the 

professional and personal, which SLT are worried about crossing and SLT participants 

felt that other priorities of their job affected their engagement with the wellbeing of 

staff they line manage. The way teachers view individual members of SLT seemed to 

be associated with meaningful leader/member exchanges and working relationships. 

These exchanges could be negative if they were seen as trying to ‘catch people out’ 

(Nicole) or ‘trip people up’ (Liz). 

Chris – ‘And another thing that put massive pressure on me. They decided to do 

weekly, they called them, ‘temperature tests’. They were temperature tests 

which are learning walks in all but name. But what I didn’t like was you didn’t 

know when it would be. Each SLT member had a corridor to do but they would 

name and shame the department in the SLT notes. And if you are in a two-
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person department, you are going to know if it’s you or not. Equally, if you’re 

in a bigger department you’re going to think ‘was that me?’… I was constantly 

on edge… It was just the constant worry.’ 

The extract highlights the negative impacts on relationships of a culture of 

accountability which another interviewee from the same school described as leaving 

them feeling ‘sick all the time’ (Jenny). By contrast, meaningful work relationships are 

seen far more positively and can create better working conditions for both parties. 

Jane – ‘[Deputy head], who’s received his NPQH this week, emailed me to say 

thank you personally for my involvement in his NPQH… and then I spoke to 

him in person and I said ‘thank you for your email and congratulations’ and he 

was ever so pleased because I think that thing about compliments and 

recognition of everything for everyone else goes both ways.’ 

Participants were understanding of the need for accountability, but they also wanted to 

feel like they were trusted. When a participant was considered ‘good’, teachers felt that 

monitoring should be relaxed freeing up resources to support those who needed it. SLT 

are regarded as interpreters of national policy and so the power to relax systems is seen 

to lie with them.  

Jessica – ‘They are responding to society, I can’t be completely mad at them. 

However, I do believe that they have choices as managers. Yes they have their 

guidelines but there are plenty of studies, and your own experience shows, that 

a happy child, or worker for the matter, succeeds better.’ 

Many felt that they had good relationships with their line managers and a member of 

SLT echoed the sentiment that one-to-one relationships are generally good by saying; 

‘We have a very open relationship and I think that’s really important and I appreciate 

the fact that they can come to me if there is something going on in school or outside 

school’ (Liz). When participants had less time with a member of SLT, relationships 

were generally less positive, feeling that they were completing excessive workloads 

because SLT were ‘scared’ of OFSTED causing SLT to implement too many new 

strategies at once. 

Overall, it was considered that SLT also have excessive workloads which impacts on 

teachers with one participant saying of their head teacher, ‘he gets really stressed and 
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then puts it on us’ (Sarah). Closer contact with teachers could help improve that 

perception and avoid missing when teachers may need a wellbeing intervention. The 

attitude of SLT is seen as having a significant impact on wellbeing of staff in a school; 

Amy – ‘The whole talk of that [OFSTED] seems to have died a death…We 

were expecting it [OFSTED] in October and it didn’t come and they’ve not 

mentioned anything about it…It’s only been progress 8 and in some ways that’s 

a bit better because at least progress 8 on SISRA is measurable. I can look at it 

every time I do the results and I can say ‘yep, I think I’m going to be ok’ or ‘oh 

no, I think I’m going to be rubbish. That kid’s red, let’s get him back up to 

where he should be. How can I get him back up?’ …which has helped me a lot 

I think.’ 

Teachers felt that the best way of fostering good relationships with SLT was 

communication and they wanted to be listened to, even if this did not equate to their 

comments being acted on. In one school this was facilitated with weekly consultative 

meetings for middle managers where discussions are held to devise solutions for 

perceived issues in the school. The staff see this as more democratic with one summing 

it up: ‘And it was gifted and it works really well’ (Paul). Participants cite being listened 

to as one of the things they most valued in SLT. Some felt ignored when communication 

is directive or one sided and it is seen as poor management skills, giving a teacher the 

impression that the leadership are not interested in them as people. 

Relationships between members of SLT are also important for positive wellbeing of 

staff. If different members of SLT expect different standards this inconsistency creates 

nervousness in teachers as they become unclear as to what is expected and can lead to 

feelings of victimisation.  

Daniel – ‘I think it was the feeling of how daft the lesson observation criteria 

had become. And that no matter what somebody said, as somebody who had 

taught for 22 years, it didn’t matter at all. If somebody had their own private 

little vendetta, they could then personally apply whatever they wanted in the 

criteria to get whatever result they wanted.’ 

It is important to teachers that SLT also teach students as participants felt this gave them 

more realistic expectations. Teachers also wanted SLT to be visible around the school 

and get involved in the issues that they ask others to face, particularly in relation to 
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discipline. A consolidating theme across participants was that SLT should have realistic 

expectations which take account of teacher workload. 

Lisa – ‘[SLT who] have not forgotten what it’s like to be in the classroom and 

understand the pressures so they are prepared to put realistic deadlines in place 

and actually do a proper costs benefits analysis of some things and actually look 

at which things are going to have to go. [For example] year 11 is paramount, we 

must have a set of mock exams taking place. Do we really need to have year 7 

parents evening scheduled while that is happening? …That would be my ideal, 

somebody that’s a realist.’ 

Shows of appreciation from SLT to staff have to be managed carefully. Thanking staff 

in briefings or group emails, sharing good practice, speaking to people one to one and 

supplying ‘treats’ when staff work above and beyond their contracts such as ‘Friday 

cakes!’ (Adam) were generally appreciated. However, overt actions like these can 

sometimes backfire being perceived as ‘just’ another thing SLT have to do. 

Karen – ‘They do say thank you. The thing is right, when [ex head] was there, 

he used to say all the time ‘oh you’re doing brilliant, thank you so much’ but it 

was so insincere, it didn’t sound sincere.’ 

Other measures suggested to improve wellbeing included relaxing accountability 

procedures, flexible policies so that departments can make their own choices and 

trusting teachers more to make professional decisions. For example, one senior leader 

stated: ‘We invest in time, access, clarity of communication, low directed time audit, 

only meaningful meetings are scheduled’ (Adam) and this avoids insincere sounding 

‘platitudes’ (Jenny) by creating an atmosphere of professional respect. While overt 

actions can be appreciated and act as short-term boosts, it is the less overt actions such 

as professional respect which maintains wellbeing long term. However, participants felt 

that if they were being ‘left alone’ (Jenny), SLT ‘probably’ thought they were doing a 

good job and that was the most obvious level of appreciation they could expect. 

Both Assistant Heads interviewed recognised that they could do more for teacher 

wellbeing by reducing additional unnecessary work but felt that teachers needs are often 

low on the list of SLT priorities. One senior leader summed up some of the reasons for 

poor relationships between teachers and management very honestly: ‘I suppose senior 

leaders often feel a little bit threatened by their staff, a bit frightened’ (Paul). SLT are 
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seen as having control over what happens in school and if communication does not 

allow for effective leader/member exchanges, teachers feel frustrated. However, this is 

not the only source of frustration for teachers as the wider environment within which 

education sits has a big impact on them. Therefore, it is important to analyse the 

relationship between teachers and society, defined here as including government, media 

and parents, to understand the variety of influences acting on teacher wellbeing.   

Society 

‘Society’ is considered by the participants as those outside teaching, and was seen as 

having a direct impact on teachers and their jobs through policy but also through public 

expectations of teachers. In general, teachers felt misunderstood and many commented 

on being the butt of jokes about long holidays and short working hours. They felt that 

parents did not realise how much teachers had to do outside of contracted hours which 

was often taken for granted. 

Sean – ‘I’ve been spoken to by parents in the past where I’ve given up my time 

during the holiday and was told, well I shouldn’t worry about it because I’m 

getting paid overtime. I take trips and it’s uncommon for someone to thank me 

for doing it… The expectation that teachers will go up, above and beyond what 

they’re contracted to do time and time again.’ 

One participant suggested that as secondary school teachers have such little contact 

with parents it is difficult to judge the relationship between teacher, parent and student. 

Another participant suggested that for some teachers it is very hard to judge how society 

views them as their social circle are teachers which isolates them from the rest of 

society. This was illustrated by another participant who had worked in schools as a 

teaching assistant for many years and married a teacher, who did not realise the 

pressures of teaching until they trained for the job themselves. Participants suggest that 

teachers hide the pressures because they have ways of dealing with the workload until 

one day, they reach breaking point.  

Respondents felt that society can be inconsistent in its views, criticising teachers but 

also give credit to teachers for doing the job. 

Mark – ‘I think there’s an expectation you are a social worker and a police 

officer but then in the same breath a lot of people say ‘I couldn’t do your job. I 
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couldn’t do that.’ They give you lots of credit but at the same time tell you how 

you probably should of fixed all problems of society.’ 

There is a perception in the interviews that some of the roles of other public services, 

such as mental health, are being put onto schools. Participants noted that it was 

important for students to have good wellbeing in order to achieve academically but they 

also felt that capacity in schools was not increasing, leaving them feeling out of their 

depth. There is a mismatch between what teachers consider to be the remit of education 

and what they feel society wants. Teachers perceived that if aspects of education such 

as child welfare could be measured or the emphasis on exam results was reduced, the 

wider activities of schools such as student’s health and wellbeing could get more 

consideration from SLT in the PRP process. A number of participants spoke about the 

circumstances of their students, highlighting the personal difficulties students were 

facing that the accountability system ignored. There were suggestions that teachers 

could defend their pay progression using arguments based on student background but 

there was no evidence for the success of this as none had used this themselves.  

Many participants had experienced mental or physical ill health, but they felt that the 

emphasis on ‘wellbeing’ was a current fashion in society which might pass with time. 

However, some felt that this made teacher wellbeing even more important. 

Jane – ‘I think societal wellness is a big problem just in general and I think that 

because teachers are very public in people’s perception because everyone 

knows what a teacher is because everyone has encountered a teacher. Not 

everyone’s encountered a brain surgeon. Not everyone’s encountered a dentist, 

unfortunately. So our public and private perceptions of each other and of 

society, I think it’s important that we get it right because everyone knows a 

teacher.’ 

Overall, teachers wanted more support and understanding from society to be able to 

focus on education instead of being responsible for the wider aspects of child welfare. 

However, for teachers the students are at the heart of what they do so relationships with 

them was a clear theme in the interviews. 
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Students 

Relationships were sometimes strained due to the analysis of student data which can 

result in teachers using terminology which objectifies students; 

Sarah – ‘The year before I had a kid who failed AS, I didn’t want him to continue 

and we had to keep him. He got a D which I was quite impressed with because 

he went from a U to a D but he hadn’t got a B. So he destroyed our residuals 

really and I was like well (sigh).’ 

Teachers, particularly at grammar schools, were concerned about the extent to which 

student voice influences whether a teacher is put on competency proceedings. This 

perception resulted in teachers feeling that power relations are weighted in favour of 

students. However, overall, teacher/student relationships were seen as a positive aspect 

of teaching. Participants spoke with excitement about being able to pass something on 

to the children. Students were also described as being good to work with; ‘Kids are cool 

and kids can be cool so they’re not bad to work with’ (Jack). There was also satisfaction 

expressed at seeing a student making improvements in learning. When policies aided 

this, teachers were happy to comply, and it was common for teachers to cite the students 

as a reason for working over their contracted hours. However, if student attitudes are 

negative it can impact on teacher motivation; 

Researcher – ‘I know you work outside of your contracted hours. What 

motivates you to do that? 

Lisa –Generally, it’s A) usually for the students, making sure that you’re doing 

a good job for them or when I’ve had a really, really motivated group - like with 

year 11 I’ve been prepared to put those extra hours because I feel like they really 

deserve it because they’re working. I’ll be honest, this year, I didn’t have a 

particularly nice or motivated year 11 group. Despite my best efforts I didn’t 

feel that motivated to do that extra for them.’ 

When a teacher was experiencing difficulties in their personal lives they appreciated 

the respect and care they had been shown from students. This aspect of teaching is very 

important for wellbeing and is easy to forget when teachers are held accountable for 

students’ results.  
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Amy – ‘Some of the young ones just worry about you and then they get stressed 

about it and then it’s not good for them. Then there’s the whole building 

relationships and I think maybe this year I have better relationships with my 

students than last year because last year I have those two year 11 groups and 

they weren’t very nice. Whereas I’ve got two year 11 groups this year and 

they’re a little bit better.’ 

The issue of control made a difference as to whether comments about students were 

sympathetic or negative. When teachers had more control over situations, they spoke 

warmly of children but if they felt they did not have control they viewed students more 

negatively. SLT offers of support by sitting in with difficult classes were not seen 

positively as the students behave while SLT were there, but the poor behaviour would 

continue when SLT were not present. As one participant pointed out, this style of 

support does not help improve relationships between the teacher and class. 

Participants felt that there was too much responsibility for results on teachers rather 

than students and this has led to students not matching the effort of their teachers. 

However, there was also a concern that too much pressure is being put on children. The 

impacts of pressure on students have been noted by government who are now asking 

schools to appoint a designated emotional wellbeing lead in every school, and some 

schools have implemented further measures by using pupil premium money to employ 

mental health workers. A theme running through many interviews was that teachers 

think that they are part of the problem because they can pass on the pressure they feel 

to students and so teachers worry for the mental health of their students. However, when 

student data was discussed in relation to performance measures, this discourse was 

more negative and this is an example of the tension for teachers between students as 

statistics and students as people. 

Transformational and transactional 

The interaction between the two leadership styles is complex. Teachers do not see 

themselves as motivated by money. However, if they feel that the wage is not 

commensurate with workload it is seen as a sign that teachers are not valued by society 

as it is the government which sets the wage structure. As long as the wage gives them 

an acceptable standard of living, transformational actions are valued more than the 

transactional. These transformational actions can flow in a number of directions: SLT 



 
   

133 
 

to teacher, teacher to SLT; and teacher to teacher - and they are all seen as positive 

because teachers like to help others. If SLT do not set an example, teachers are less 

likely to initiate positive interactions widely themselves as they are used to a culture of 

criticism. The school which made a conscious decision to move towards a more 

collegiate management model had a strong sense of community, which was important 

to the teachers. There was a feeling that, as teachers invest so much time on the job, a 

school should be more than an employer and the schools which had better wellbeing 

had more teachers who participated in this community culture. 

In schools with more negative wellbeing there was also an issue of loss of faith in the 

management which could result in low retention rates; 

Researcher – ‘So what was it about when they decided that they couldn’t afford 

to give pay rises that really got to you?  

Lisa – It was loss of trust because they were naughty. They didn’t tell us until 

after the deadline had gone for being able to hand your notice in so that felt like 

that was shady because they obviously knew.’ 

Lisa went on to talk about how this incident caused her to relax her efforts in that school. 

It became clear to her that the additional effort was not appreciated by the school and 

that a reduction in effort did not impact on the results of the students. However, she 

found this way of working ‘uncomfortable’ and so used her energy to find a job where 

her efforts would be recognised. This is an example of where a transactional leadership 

technique was not honoured and so the teacher cut their workload which made little 

difference to the data on which transactional actions rely. The teacher felt 

uncomfortable because she believes that education is about more than exam results. So 

when the transformational actions, in the form of trust, were removed from a teacher’s 

working life they lost their motivation. 

Current management systems in schools do not focus on teacher’s implicit motivations 

and instead use competency proceedings to exert control. However, if a participant had 

been through this process more than once, they viewed it differently. In most schools, 

after a teacher has been identified as falling short of expected standards an individual 

support plan (ISP) is put into place to help them improve their practice. Many 

participants talked about the fear of ISPs and more than one participant considered 

leaving teaching when they first encountered this process. However, if a participant 
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went under repeated ISPs they realised that management did not see it as the first rung 

of dismissal and so started to use the process to benefit their own situation. This could 

be by using the targets to gain access to training in areas of interest or securing 

additional resources for their department. Evidence in the interviews from two 

participants suggests that when a teacher learns how to use accountability procedures 

as a transaction, they feel they have access to extra resources while also gaining 

evidence which they can use to avoid progressing further in competency proceedings. 

For those who have been though it before, they understand that this is how the game is 

played. For those experiencing an ISP for the first time, it is a real challenge to their 

self-perceptions and move to operate with a transactional mind-set to protect their jobs 

and their wellbeing. 

However, there is an acknowledgement that, as employers, schools focus on more than 

transactional actions to deal with the issues of negative teacher wellbeing. A number of 

schools include staff wellbeing as part of the CPD planning process but often the 

content of the CPD did not match participants’ needs. 

Daniel – ‘I mean we’ve had lots of people come in and show us wiz bang ideas 

on how to make lessons all fantastic and singing and dancing and everybody’s 

gone away and ignored them completely because we don’t have time. But it 

ticks a box for the person who organises the training…. I’ve learnt almost 

nothing through CPD.’ 

This extract illustrates the desire to have time after CPD to embed new knowledge. 

Without this time, teachers feel that there is just more ‘stuff’ thrown at them that they 

cannot effectively fulfil. Daniel and two other participants expressed frustration when 

they felt that CPD was a waste of time. However, where a school invested in 

management training for teachers, retention was better and fewer classes were taught 

by non-specialists or supply staff. 

National policies such as PRP and PM are seen by teachers as having flexibility for 

local interpretation. This flexibility has led to a certain amount of confusion in relation 

to pay structures, possibly due to a lack of communication from SLT. Some participants 

were not aware of pay progression steps and some did not know what would happen to 

them if they did not meet expectations. One participant described the PM policy as ‘a 

nightmare’ with multiple aspects of teaching being judged with different weightings for 
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each. For example, exam results are given a double weighting to student work 

scrutinies, and all running on a two-year rolling programme. As has been seen, when 

teachers are working in an atmosphere of uncertainty it has an impact on their 

wellbeing. Overall, there was a feeling that PRP did not have any impact on learning (a 

view supported by the EEF, 2018), and was a mechanism used by national government 

to reduce wage costs in education. 

Sarah – ‘But it’s a way of saving money. I really do think that. It’s just a way 

of them depressing the wages and saving some money.’ 

Pay can be seen as a transactional way of showing the profession respect, and so when 

pay progression is withheld it has a financial impact but also impacts wellbeing as 

teachers perceive respect to have also been withheld. Transformational actions can also 

have this effect as while teachers value trust over money, with 90% of the interview 

participants saying they would prefer trust rather than pay rises. However, Mark and 

Chris stated that they felt internalised pressure when trusted if they felt they are falling 

short of that trust and no one is challenging them. The majority of participants expressed 

a preference for trust as they feel that the level of scrutiny at present is an indication 

that management do not respect them to do a good job. It should be noted that most of 

the participants were close or at the top of the pay scale and so their perceptions of pay 

maybe different to those currently progressing through the pay scale. 

Trust does not mean leaving people to ‘get on with it’ but including people within the 

leadership and management decisions of the school. These meaningful exchanges allow 

people to express their opinions but also with the knowledge that these will be 

considered in tandem with the opinions and evidence of others. This would suggest that 

the kind of trust teachers value is that which helps them feel part of the school 

community. Trust in the form of being left alone by management can breed insecurity, 

especially if a teacher has high standards of themselves. So, it is important that 

leadership in schools find the balance between scrutiny and trust. 

Participants felt ‘lucky’ to be trusted. Ninety-one percent of the comments coded 

‘lucky’ were related to how the teacher felt about their work environment. One 

participant felt lucky that they had work to go to when things were difficult in her 

personal life as this gave her a place where she could forget those issues for a while but 

also because she felt supported by SLT to be allowed to deal with the personal issues 
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when needed. Another participant felt lucky in relation to a positive PRP policy in his 

school.   

Mark – ‘I don’t know whether this is absolutely true but anecdotally the head 

has a set number of letters after appraisals are done. It’s the ‘congratulations, 

you’ve done well, you’re moving up’, ‘congratulations, you would move up but 

you’re at the top’ or ‘We’re sorry, you haven’t done enough to move up but 

you’re already at the top’.  

It could be argued that these participants feel lucky because transformational actions 

are valued more highly in their situations than the transactional. Another participant felt 

lucky because their school’s marking policy was ‘vague’. This allowed them choice 

over how and when to mark and so ‘luckiness’ appears to be related to the flexibility 

within which a participant is ‘allowed’ to work. Throughout the SLT interviews there 

was a feeling that they value the increased level of control or influence they have over 

their situation and this, again, suggests that transformational characteristics of trust and 

control have positive impacts on wellbeing, as SLT generally have higher wellbeing 

scores than teachers.  

Transactional accountability systems clearly contract teachers for a certain number of 

hours but teachers must also complete a certain amount of work or face punishment. 

However, the use of policy technologies of PRP and competency proceedings has led 

teachers to become resentful when they work more hours than contractually required as 

they are then working without pay. 

4.2.4 Qualitative Conclusion 

As most participants indicated that they would work over contracted hours for the 

benefits of their students, the issue for participants was whether they saw the additional 

work as fair or not.   

Sean – ‘The profession exploits or the government exploits the fact that lots of 

teachers believe strongly and passionately about educating children and 

therefore, will continue to work beyond their hours to achieve that.’ 

Teachers’ self-perceptions show that one of the most important things to them was 

being able to do a good job and there were a number of examples of teachers stepping 

down from higher paid roles or going part-time in order to complete core features of 
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the job to the standards they set themselves. Pressure to complete workload leads some 

teachers to make relationship sacrifices which also have a negative impact on wellbeing. 

Participants spoke of working into the early hours to complete tasks and experiencing 

relationship difficulties because of it. However, there were a number of contradictions 

to the assertion of exploitation throughout the interviews. There were many examples 

of a teacher’s standards being higher than the standards expected of them and could be 

a further example of internalisation of what is expected of teachers. The NFER (2015) 

suggest that teachers who work the longest hours are slightly less likely to leave the 

profession and supports the idea that the more a teacher internalises standards the less 

unhappy they are about being exploited. 

Throughout the interviews, one of the transformational tools used to develop motivation 

is the concept of ‘expectation’. Expectation (a belief that something will happen) was 

used as a synonym for requirement (a thing that is compulsory), with competency 

procedures followed when expectation is not met; as one participant said, ‘It’s an 

expectation, I have to do it’ (Nicole). Teachers put expectations on themselves and there 

is a perception that a good teacher works above and beyond the contract. However, 

overwork becomes an issue when teachers are forced to meet ‘expectations’ by SLT 

without flexibility.  

Jack – ‘The full expectation, the unwritten rule [is] that you will keep up with 

all that marking all the time, that you can’t have a night in the week where you 

could be doing something else. That is a nightmare. That’s the bit that stops you 

being happy, it’s the work life balance. So what I do is worthwhile otherwise 

there’s no point but what makes me happy is the stuff I do outside of work that 

makes me me.’ 

The term ‘expectation’ is being used to make teachers take on additional tasks and so 

is equitable to exploitation. For example, one teacher quoted that in their school unpaid 

holiday revision sessions and lunchtime or after school sessions were seen as 

expectations. Participants suspected that this workload does not always result in 

additional gain for the students in terms of exam results.  

However, the first sentence of the preamble for the Teachers Standards states, ‘Teachers 

make the education of their students their first concern (DfE, 2013).’ ‘Expectations’ are 

enacted on a local level but are set by national policy and the views of wider society. 
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Nicole – ‘It is the expectation and [it’s] becoming worse, that everything from 

the league tables from the government point of view, this has filtered down. And 

we are expected to deal with the kids. We are expected to be responsible for the 

grades. You know, they’re our grades. But they are not our grades. And if we 

don’t get the GCSE grades and the pass rates, why are you not getting them? 

What are you doing about it? I think that pressure comes right from the very top 

because we have those league tables.’ 

There are societal expectations of what a teacher should be which puts additional 

pressures on teachers. Participants felt that they are expected to be the traditional 

upstanding pillar of the community, produce exam results above targets and solve 

pastoral issues at the same time as having their professional status eroded in the press 

which suggests that teachers are not working hard enough. This dual role of education 

and being in loco parentis adds to the weight of expectation to meet all of these criteria 

at once and also go above that to be considered excellent at their jobs.  

‘Expectation’ is value laden and used as a way of controlling teachers’ behaviour which 

influences a teacher’s sense of being professional. The participants had a strong sense 

of professional pride and work above their hours for the good of their students. 

‘Expectation’ is used to make teachers feel that these are things that they have to do 

too. When transactional language is used, as with PRP, teachers look to their contracts 

for the legitimacy of the demands, and this creates conflict. It could be argued that 

‘expectation’ has been used to tap into teacher’s innate motivation to do a good job. 

However, there was a strong feeling throughout the interviews that people cannot meet 

all these expectations and this creates a feeling of unhappiness.  

Meeting expectations usually comes with a workload above and beyond contracts and 

so exploitation of teachers is well established. When asked if teaching had lived up to 

expectations, participants said it had and most still enjoy teaching. So, contradictions 

like this make it difficult to conclude that the exploitation of a teacher’s labour, due to 

teachers working longer hours than they are paid for, is experienced completely 

negatively. If a teacher enjoys their work and is happy to complete more hours than 

they are contracted for, it becomes unclear if this exploitation is damaging to wellbeing. 

However, participants did feel that it can be unfair, especially when the surplus labour 

is not appreciated and, as such, the mismatch of transactional and transformation 
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motivations is leaving teachers feeling unsettled without being able to clearly identify 

why. As accountability procedures rely on contractual factors such as PRP, teachers’ 

awareness is heightened as to what they are contracted for, and it becomes clear that a 

teacher who is working more hours than they are paid for is being exploited irrespective 

of willingness.  

Ultimately, teachers are passionate about their job, want to do it to the best of their 

ability and are optimistic about the future; 

Lisa – ‘I teach because I love my subject and I love working with young people 

and I enjoy learning and I wanted to pass that on and I believe that I have skills 

in order to inspire students to encourage them, to bring them on, to help them 

make progress and that’s why I did it. On the whole I feel like I am able to do 

that. It’s just some of the little parameters that get in the way.’ 

These transformational factors may be used to extract more work than a teacher is being 

paid for, but it can be positive for their wellbeing as it helps them feel that their work is 

worthwhile. The next chapter will attempt to determine whether the current policy 

technologies in education are impacting teacher wellbeing because they are at odds with 

teachers’ self-perceptions and if transformational aspects of teaching can increase job 

satisfaction and positive relationships to improve teacher wellbeing. 
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CHAPTER 5: DISCUSSION 

‘I don’t think we are being looked after from the management point of view, not 

that they should look after us like children but every now and again having a 

‘are you ok?’ or ‘is there anything we can do to help you?’ would be nice and 

that’s not happing. It’s just little things like that that make your day so much 

better. It’s not big to do, it’s not hard but that does help a lot and that never 

happened.’ 

(Jessica 2018) 

This research aims to gain an understanding of how the interplay of the neoliberalisation 

of the global education industry, English education policy and the leadership styles 

which facilitate this, affect the wellbeing of teachers in secondary education. It is 

important to this study that the teacher’s voice should be central to understanding what 

is affecting their wellbeing and so that will be the starting point of this chapter. Analysis 

of the data suggests that factors which affect wellbeing are locally-situated due to SLT 

interpretations of national policy. Most respondents did not consider international, 

supra-level political factors at all, indicating that the higher levels of this study’s 

proposed hierarchy are more intangible to teachers than the local influences. A number 

of themes, including internalisation of what makes a ‘good’ teacher, track up through 

this study’s proposed hierarchy, and the discussion will finish with a return to a 

consideration of neoliberalism. 

5.1 Control impacts – Wellbeing 

The ONS (2016) suggests that teacher wellbeing is above the national average but this 

study does not support that finding. Teachers feel that their lives are worthwhile, 

however this does not equate to good wellbeing as their definitions of wellbeing focus 

on work life balance and a sense of self. The teachers’ definition of wellbeing is close 

to those offered by Bailey (2015), and include finding a state of overall contentment in 

life as a whole. This may be because the professional status of teachers is perceived to 

be under attack from parents, media and the government, and so wellbeing is sought 

from things that were consistently positive in their lives, accepting that this was not 

going to come from their jobs.  
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Teachers mirrored the suggestions of Roffey (2012) that trust, respect, value and 

collaboration within the workplace were big influences on wellbeing, but there were 

often instances of tension as the current management paradigm offers a limited 

vocabulary with which to express their feelings. When interview discussions turned 

towards being valued, the language of pay was used, aligning with the example Davies 

(2015) cited in which the discussions at Davos 2014 turned wellbeing into a measure 

of value through wealth. However, neoliberalism’s tendency to convert social issues 

into economic measures is not the language teachers used when they spoke about their 

enjoyment of the job. Therefore, there is a difference between teachers’ self-perceptions 

and the expectations of NPM.  

5.1.1. Professionalism and professional identity 

The issues of professionalism can be broken down into three distinct layers: 

professionalism; professional identity; and professional. However, there is a difference 

in the way teachers understand their job and how they perceive society views the 

profession. This apparent difference in expectations can cause conflict and irritation 

with societal views which, according to the interviewees, did not match the realities of 

the job. This reflects the assertion of Munt (2004) that teachers have become 

dehumanised in the eyes of the public, due to the mechanisms of neoliberalism. The 

teachers in this study expressed the belief that they were being asked to solve problems 

in society which they do not consider to be an issue for education. These different ideals 

will be explored further now, in terms of what teachers think society expects of them 

and what they expect of themselves.  

What is it to be a teacher?  

Professionalism was analysed in the Literature Review and divided into ‘traditional 

professionalism’ as outlined by Crook (2008) and ‘new professionalism’ discussed by 

Hall and McGinity (2015). Teachers view the expectations of government as a form of 

new professionalism whereas much of their own interpretations of being a teacher can 

be classified as traditional professionalism. However, this research suggests that it has 

created a conflict in the minds of teachers as professional identity is a personal 

understanding of what it is to be a job.  When the two contrasting professionalisms 

compete, wellbeing is affected as teachers switch from new to traditional 

professionalism constantly and they cannot gain a sense of consistency as to what it is 
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to be a teacher. The damage caused by inconsistent thinking was illustrated by Nicole 

who expressed how she valued autonomy in her teaching and felt frustration when that 

autonomy was threatened. However, when it came to meeting the standards for the new 

GCSEs she was frustrated as the exam boards had not published sufficient guidance for 

her to know what the outcome of her teaching was supposed to ‘look like’. She felt 

uncomfortable as there was a risk that she would not gain the grades needed to meet the 

requirements of the PM system or the expectations of her students and so experienced 

anxiety as a result. 

Teachers see their job as a service-centred profession. They take pleasure in seeing 

students learning something new and being able to offer students a new idea of the 

world around them. These teachers gave the impression that they were doing the job 

because they could make a difference in society. They consider themselves to be experts 

in their subjects but are also open to further development, as long as it improves their 

expertise rather than threatens their position. These factors reflect those of traditional 

professionalism and includes deep social relationships which are also valued by these 

participants.  

Ball (2008) states that a professional, and society as a whole, has a clear understanding 

of what the profession represents and what can be expected of them. However, teachers 

think that expectations from society have changed, and interviewees who had been 

teaching over 10 years felt that expectations on schools had widened to include social 

care, parenting roles and health issues. Sean suggested that teachers were now being 

asked to solve ‘the ills of society’ while not being given the resources or training to do 

so. I argue that the expectations of society do not match the training given to teachers, 

which focuses on pedagogy, and the accountability of PRP ignores the social aspects of 

teaching because they are too difficult to measure in a short timescale, something 

Lingard (2011) highlighted as a weaknesses of neoliberal management. 

The teachers recognised the characteristics of traditional professionalism such as 

education certified by examination, a code of professional conduct, a powerful 

professional organisation, and state regulation (Whitty, 2008). However, there is an 

impression that autonomy has been eroded and this has come at the same time as the 

rise of accountability, although the interviewees did not link them explicitly. The desire 

of a teacher to do their best for the students was separate from any discussions of PRP, 
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which focused on relationships with leadership and the numerical grading of exams or 

lesson observations, but never about how effective this system was for students.  

Ball (2008) observes that new professionalism encourages the neoliberal ideals of 

competition and ranking. However, the teachers interviewed were not in competition 

with one another and, in fact, rarely talked about their relationships with other teachers. 

Most teachers did not feel that they are encouraged to have a collaborative culture in 

their schools in terms of the classroom or student experience and when they talked about 

other teachers’ experiences of PM and PRP, they spoke of rumour or suspicion 

suggesting that teachers did not talk about this topic with each other. For example, Mark 

stated that PRP structures meant that everyone in his school achieved pay progression, 

although he did not know for certain, and Karen talked of people who were not meeting 

the teacher standards (DfE, 2013) but when asked if she knew who those people were, 

she did not. While this could suggest that teachers are isolated from each other, it could 

also be an example of deep relationships with fellow professionals which creates an 

unwillingness to discuss other people’s experiences in a way which would erode their 

professionalism.  

The need for teachers to switch between the expectations of old and new 

professionalism suggests a tension, but also highlights Ball’s (2008) observation that 

new professionalism works at its best for the system when it is internalised by 

individuals. Teachers were uncomfortable with PRP but also expressed a need to be 

held accountable and became distressed if they were not challenged when not meeting 

expectation.  

Wilkins (2011) suggests that newer teachers are more likely to have a ‘post 

performative’ identity motivated by traditional professionalism but also with clear 

career ambitions. It is difficult for this study to corroborate this because most of the 

interviewees were educated before or around the time of the introduction of the national 

curriculum. Of the two interviewees who had taught for the least amount time, one had 

left the profession after two years fearing he was failing and the other felt that she had 

not been teaching long enough to have an influence on leadership. 

A confusion exists in the minds of teachers as to what their professional identity is. 

Their motivation in the job, what they consider is being a teacher and gives them most 

job satisfaction, reflects the values of old professionalism but the expected behaviours 
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in the current system are aligned with new professionalism. This has resulted in teachers 

feeling frustrated on both levels which reflects the self-dissatisfaction outlined by Ball 

(2008) and hints at the possibility that teachers object to what he identifies as 

‘constantly being watched’. 

A panopticon? 

The teachers in this study expressed a feeling of being under constant scrutiny, which 

affected the way they behaved, even when they could not be certain they were being 

watched. A sense of surveillance, reflecting Foucault’s comments on the panopticon 

(1977), was not only apparent through the physical presence of an observer but also 

through the accountability system common in schools. Senior Leadership observations 

and competency procedures were viewed as threatening as more than one interviewee 

used the phrase ‘king of your castle’ when referring to how they felt about being in 

control of their own classroom, but observers threatened that autonomy. The threat was 

reduced if competency procedures were repeated without escalation.  

Ball (2008) suggests that traditional professionalism is connected to deep social 

relationships and the interactions that teachers had with students were generally seen as 

a positive part of teaching. However, these relationships were eroded when new 

professionalism is dominant, as student attainment is used in target setting which 

changes the interactions between students and teachers towards transactional 

relationships (Hall and McGinity, 2015, Ball, 2003, Whitty, 2008). Participants enjoyed 

their conversations with children and valued the care students show their teachers, 

particularly during times of personal stress. As Jack summed up: ‘Kids are cool’. 

Teachers care about how students see them on a personal level but when students were 

metricised and their performance used as part of PRP, children became dehumanised in 

the discourse of the teachers which resulted in more negative expressions (Gunter, 

2001). This was exhibited by Sarah when she referred to a student as having ‘destroyed 

our residuals’. 

The advancement of surveillance though information technology impacted the 

wellbeing of teachers as they feel constantly under the pressure of electronic 

surveillance and PM strategies (Iedema, 2006). Teachers in this study suggest that these 

techniques damage the positivity of teachers and this phenomenon has not been 

addressed in the government workload reforms (DfE, 2016, 2017, Forrester, 2011, Ball, 
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2003, 2012). Generally, PRP was considered negatively because there were too many 

factors outside the control of those in schools which made the process invalid as an 

evaluation tool. However, the power/knowledge structures of surveillance and PM are 

not so much about measuring the unmeasurable but about the management of self. In 

this sense, the structures of PM are achieving the unexpressed aim to encourage teachers 

to conform to certain ways of being without making it explicit.  

The premise of the panopticon assumes that individuals must feel they could be held to 

account at all times. When instances occur that make individuals doubt the effectiveness 

of this tool, they lose faith in the whole process. Two examples, of Mark and Chris, 

highlighted the discomfort teachers feel if they consider themselves to be failing the 

expectation of leadership but are not challenged about this. The unease they felt was 

because the accountability process was fallible, leaving them feeling like the safety net 

of support to meet the high standards to which society holds them to was absent. In 

Chris’ situation, this was a strong reason why he chose to leave teaching, as he felt that 

he was alone. Those he saw as responsible for ensuring the quality of his teaching were 

not holding him to account so he exercised ‘government of the self’ by resigning 

(Foucault, 1994). 

Overall, teachers feel the desire to be held accountable but the current technologies to 

do this are threatening and inconsistent. The tension between these two issues is having 

an impact on individual teacher wellbeing but issues surrounding performativity have 

not been addressed since they were put forward as a potential problem by Ball (2003). 

Internalisation.  

New professionalism aims to develop self-interest through internalisation of personal 

responsibility but can come at ‘heavy personal cost’ (Hall and Noyes, 2009, 854, 

Hamersley-Fletcher and Qualter, 2010). This study found evidence to corroborate this 

view but there is also evidence that the teachers have not yet fully bought into the new 

professionalism narrative. Karen said, ‘I don’t know whether this is my inability to 

switch off but…my mind is full of it’ suggesting that she would take personal 

responsibility for overworking but still has a suspicion that it might be due to something 

else, although she does not elaborate further as to what other influences there are. When 

she talks about not being able to switch off from work, Karen appears to be internalising 

the expectation for teachers to be reflective practitioners and exhibiting what Crook 
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(2008) refers to as an artificial construct. Teachers cannot complete their work in their 

contracted hours and so work evenings and weekends to achieve what they have 

internalised as being a ‘good’ teacher.   

Ball (2008) sums this up as perpetual self-awareness, self-discipline and self-

dissatisfaction which has been seen in the interviews as leading to burnout in some 

when having to adapt to constant policy changes. The teachers in this study did not refer 

to burnout specifically but participants did discuss physical health problems, such as 

heart disease and cancer, and mental health issues such as anxiety, stress, sleep 

problems and depression, which, at their most serious, resulted in counselling and/or 

medication (Appendix B). It was much easier for teachers to accept that work was the 

cause of mental health than physical health problems, suggesting that the internalisation 

of personal responsibility is not complete in these teachers as they were reluctant to take 

personal responsibility for the factors affecting their mental wellbeing. Hochschild 

(1983, 7) linked burnout to the definition of emotional labour due to ‘the management 

of feeling to create a publicly observable facial and bodily display’ and so the tiredness 

teachers identified may be due to their emotional labour. 

5.1.2 Emotional Labour 

Experiencing guilt can be an effect of emotional labour (Mastracci, Newman and Guy, 

2020), brought about by an attempt to internalise the behaviours expected of a teacher. 

If expected behaviours that mirror new professionalism do not match an individual’s 

beliefs of teaching as a traditional profession, emotional labour is required to balance 

these two positions.  

The extent to which internalisation takes place influences a teacher’s ability to adhere 

to the emotional display rules, which are the behavioural expectations put on a teacher 

by society (Yin, 2015). This then influences the extent of acting that a teacher 

undertakes as part of their emotional labour. The survey data shows that certain 

behaviours, such as working beyond the contract, are being followed by all participants 

and an analysis of the interview data shows that the motivation to complete this work 

is complex. Teachers want to be good at their job which gives them a sense that their 

work is worthwhile. However, the workload expected to achieve this is considered 

excessive and suggests that when a teacher works over their contracted hours they are 

participating in surface acting, as illustrated in the interviews; 
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Jack - ‘The unwritten rule [is] that you will keep up with all that marking all the 

time, that you can’t have a night in the week where you could be doing 

something else. That is a nightmare. That’s the bit that stops you being happy.’ 

Although work is being undertaken, it is not necessarily done willingly, and this surface 

acting impacts on wellbeing leading to job dissatisfaction and stress. This study 

supports the assertion by Rayner and Espinoza (2016) that there are psychological 

impacts of surface acting, with 13 of the interviewees having experienced stress, anxiety 

and/or depression (Appendix B). The two participants who did not fall into this group 

were both assistant heads which might suggest that the increased level of control 

available to SLT mitigates the effects seen in teachers and middle leaders. However, 

the interviews with the deputy head and head teacher showed that there is some 

dissatisfaction with the expectations of national policy which can contradict their 

personal beliefs. Teachers are carrying out expected professional behaviour but 

perceive that it is not always appreciated by parents who do not understand the working 

conditions of teachers. Again, this mismatch of effort and appreciation is causing 

discomfort in teachers.  

Overall, assessing distinctions between naturally felt emotion, deep acting after a 

process of internalisation and surface acting as part of adhering to emotional display 

rules is a complex area which requires further research. There was a sense across the 

interviews of people, even those experiencing mental health issues attributed to 

teaching, who are passionate about education and value the benefits of working with 

children. However, those who have experienced support plans as part of competency 

procedures argue that the increased level of work that is expected during this process is 

counterproductive and could lead to burnout. I suggest that the reduction of teachers to 

a set of measurable outcomes, which is a key part of a support plan, meets conditions 

for burnout i.e., dehumanisation and intensification of work (Rayner and Espinoza, 

2016).  

However, the interviews do not support the premise that secondary teachers are more 

likely to experience burnout because they have less emotional affirmation and fewer 

emotional bonds with students. This was illustrated by Karen when she spoke about the 

care students had shown her when she was having a difficult time in her personal life. 

Yin (2015) proposes that there are positive aspects to emotional labour due to its ability 
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to give a sense of control over the work experience but teachers who display surface 

acting in relation to situations they cannot control expressed frustration or 

disappointment.  

 ‘Gaming’ as described by Knights (1990) is another expression of control. The best 

example of this was from an interviewee who had experienced a support plan as part of 

competency procures where the participant modified the machinery of the process to 

gain extra funding and training for his subject area. The trigger for each ISP was student 

exam results, and as a first ISP had achieved little, he chose to use the system to his 

advantage during his second experience. This example of gaming supports Spencer 

(2000) who suggested that game playing behaviour was tolerated by management as 

long as it aided the aims of the organisation. Empowering workers to exert control over 

their working practises can have beneficial results for both the organisation and the 

employee (Foucault, 1977, Ball, 2013).  

None of the examples of gaming in the interviews were to the detriment of management, 

and could be interpreted as coping mechanisms exemplified by Jessica who used her 

counselling to help her gain the confidence to reprioritise her work according to her 

beliefs. This level of gaming is tolerated as it gives the teacher a sense of control and 

contributes to a more productive worker (Rayner and Espinoza, 2016). There were no 

examples to support the stories of Knights (1990) and Spencer (2000) seen in call 

centres, and there were no suggestions of gaming the exam system as suggested by 

Contreras and Rau (2012). However, this may be because such actions are seen as 

opposed to the professional values of teachers and admitting them could make an 

individual feel uncomfortable. Chris was one of the few participants who spoke about 

not adhering to policy in relation to marking. However, he had left the profession and 

there was no threat to his status when admitting that.  

Gaming is defined as a counterculture of resistance, which was exhibited by Sarah and 

Jessica when they spoke of adhering to policy as long as they understood why it was 

necessary (Hall and Noyes 2009, Hall and McGinity 2015). This desire to understand 

could be seen as a form of resistance as the teachers felt that challenging SLT to explain 

themselves is counterculture to new professionalism in teaching. This ties in with the 

idea illustrated in the Chile case study in Chapter 2 that teachers want to play by the 

rules. However, actions which teachers felt went against the culture, such as negotiating 
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an afternoon off a week (Lisa) or asking for meetings with SLT (Nicole) were coping 

mechanisms to ensure they continued to be considered ‘good’ teachers.  

Gaming is a manipulation of the rules or mechanisms of an organisation that benefits 

the individual through a sense of control but also benefits the school through a 

guaranteed ongoing engagement with the workplace. This suggests that teachers can 

influence their local working environment, but when actions go against the culture, such 

as getting behind with marking or not fulfilling ‘expectations’, a teacher feels insecure 

due to a lack of leadership intervention. This has a significant impact on wellbeing and 

has led to some teachers leaving the profession completely and so a discussion of 

leadership will follow. 

5.2 Control styles – Leadership 

Keskes (2014) suggests that the relationships between teachers and leadership are 

important to individuals but are not easy to measure empirically. Unlike Keskes, who 

outlined a set of personal characteristics, the teachers in this study mainly talked about 

behaviours of leadership, such as how policy is implemented. This may be due to 

teachers’ awareness that they were representing their profession in these interviews, but 

it also reflects an understanding from teachers towards the difficulties of leadership. 

For example, Sarah recognised that her headteacher was prone to stress which he passed 

onto his staff, and Jessica offered sympathy due to the pressures that the government 

puts on SLT.  

The interviews with members of SLT acknowledged that more could be done to form 

meaningful relationships with teachers, as Liz observed that forming personal 

relationships with teachers was often a low priority compared to other, more student-

focused, actions. Paul supports the feeling of unease in SLT when he gave teachers 

credit for their professional status, but suggested SLT could find it threatening to 

manage people who are highly qualified and often demand explanation for the tasks 

that they are being asked to complete. The requirement to help teachers understand 

policy decisions puts pressure on SLT to make sure that they can articulate policies that 

they may not support themselves. These aspects will be analysed further in the 

discussion of transformational leadership, but firstly, a discussion of transactional 

leadership will be undertaken, as the measurement of performance in scientific 

leadership (Gunter, 2001) was a common theme across the ten schools represented.  
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5.2.1 Transactional leadership 

The definition of transactional leadership suggests that leaders exchange rewards for 

team members’ efforts and is reflected in the PRP structure. The advantages of 

transactional leadership include a clear structure for goal achievement (Bass, 1985, 

Avolio and Bass, 2002). However, the performance criteria, illustrated by Jane and 

Sarah, have left teachers feeling like their PM targets are unachievable, and Daniel 

suggested that many of the influences which affect teachers are beyond their control 

resulting in teachers viewing PRP as having a negative effect on education. Many of 

the participants considered that the amount of effort, illustrated in the number of hours 

worked, does not reflect the reward given in the form of pay. Teachers do not view this 

as a fair transaction and observe their pay falling behind that of those who are equally 

qualified in other professions. The suggestion that people in the public sector are less 

materialistic and so not strongly motivated by transactional leadership (Jensen et al., 

2016, Turnbull, 2013) was supported by participants such as Liz although pay security 

was valued. I argue that transactional actions cause more dissatisfaction than positive 

motivation in these participants. 

This phenomenon was developed further by Jenny who sought affirmation from 

leadership which was not forthcoming. Eventually a transactional action in the form of 

a pay rise was offered in an attempt to stop her leaving the school. This suggests that 

the language leaders use to express worth is transactional with value equitable to 

money. Jenny, while accepting the pay rise, felt that it would not have been necessary 

if she had received regular positive feedback. Hater and Bass (1988) suggest that 

management by exception, or laissez faire leadership (Barbuto, 2005), is another form 

of transactional leadership, and the survey respondents indicated that there is a lack of 

positive feedback for teachers about their work with few avenues to influence the school 

decision making process. Experienced participants recognised that teacher pay is 

comparatively good in Lincolnshire, and compared to the pay of newly qualified 

teachers, so transactional policies for long serving teachers in Lincolnshire could be 

replaced with other leadership techniques to elicit the same outcome of teacher 

retention. 

When the expectation on teachers is perceived to be too high for the transactional 

reward on offer, individuals express discontent with their jobs even if they were not 
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being challenged about the quality of their work. Jenny said that the best she could 

expect was to be left alone by SLT as this is when teachers know they are meeting 

expectation and their ‘contingent reward’ for work is not threatened (Hater and Bass, 

1988). However, there were examples in the interviews that the transactional process is 

not always honoured by schools due to budget constraints. For example, Lisa met her 

PM targets but did not receive the expected pay rise resulting in her feeling let down by 

those she trusted and caused a reduction in work engagement.  

Transactional leadership draws teachers’ attention to the contract by which they are 

held to account. Rather than finding this a motivational tool, teachers are more likely to 

be demotivated when they perceive that they are doing much which is not valued 

transactionally through PRP. However, gaining a pay rise is not a strong motivational 

factor for individuals in this study as most are at the top of the main pay spine. Crucially, 

PRP also represents a threat to teacher professionalism, and this feeds into 

transformational motivations in a negative way as teachers feel status can be eroded 

through this process affecting self-identity and wellbeing. 

5.2.2 Transformational leadership 

The national policy of teacher management is through PRP and PM targets but there 

were many examples in the interviews that transformational leadership was exhibited 

in day-to-day interactions between leaders and individuals. Ball and Youdell (2007) 

suggested that teachers may find transformational behaviours motivating as they give 

more job satisfaction to those who find significance in working for the ‘public good’. 

Teachers in this study support this as they value personal relationships and professional 

respect (Nielson et al., 2018).  

There were many personality traits outlined for identification of transformational 

leaders in chapter two, and while some can be found in the data, such as 

developmentally-orientated and individual consideration, others were less evident 

(Clipa and Greciuc, 2018, Herminingsih and Supardi, 2017). Inspiration was identified 

by Jenson et al (2016), Browning (2014) and Flynn (2019) as a key characteristic but 

this was not mentioned by teachers who put more value on SLT being visible around 

the school and showing understanding of individuals’ working conditions (Keskes, 

2014, Clipa and Greciuc, 2018, Paredes, 2002). There was evidence that teachers value 

intellectual stimulation through involvement in the school decision making process and 
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professional development but none of the interviewees outlined a need for a charismatic 

or motivational leader (Bass, 1988, Paredes, 2002, Herminingsih and Supardi, 2017). I 

propose that this is because teachers see themselves as self-motivated until additional 

support is required though competency procedures, when responsibility for drive and 

direction moves to leadership in the form of a mentoring support plan. 

The structures of transformational leadership were more difficult to identify than 

transactional processes, but examples which were given in the interviews included the 

following. 

 One to one communication which included a sense of being listened to. 

 Group discussion to gauge opinion and inform school decision making. 

 Valuing trust over pay rises. 

 Investment in CPD that was effective for individual need and allowed time to embed. 

 Mentoring & coaching.  

 Supportive management.  

 Good relationships with leaders. 

 Line managers considerate of employee life outside work. 

 Professional respect from and for SLT.  

Gildea (2014) promoted coaching as one of the more tangible actions of 

transformational behaviour as it offers measurable outcomes but gives power to 

individuals to drive their own development. However, the quantitative data suggests 

that the majority of teachers do not feel that they have experienced either mentoring or 

coaching in school. From evidence in the interviews, I suggest that some teachers do 

have the ability to drive their own development. This is supported by their leadership, 

but they have not recognised this as a formal process so the positive value of these 

opportunities is lost and individuals focus on what they perceive to be unfair PM 

processes.  

The lack of individualised development opportunities was also highlighted in the 

teachers’ experience of CPD. This is another transformational action as it represents an 

investment in the training of the teacher from leadership. The majority of teachers had 

received CPD over the previous twelve months, but 40% felt that this was not meeting 

their personal professional needs and 65% felt that they did not receive appropriate time 

to follow up or embed their training. As a result, the positive impact on wellbeing of 
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this developmental investment is lost. Examples from the interviews included Daniel, 

who felt that the training style was not appropriate for him, and Lisa who saw SLT 

attempts to address teacher wellbeing through CPD as a way of passing the 

responsibility of work-based wellbeing back onto individuals while ignoring the 

possible causes of poor wellbeing.  

When a teacher becomes suspicious of the strategies SLT use to manipulate 

internalisation of new professionalism behaviours through CPD, it can lead to anger 

and cynicism. Self-determination is important to wellbeing so if this is perceived to be 

false, wellbeing suffers (Nielson et al., 2018). I propose that this is because it goes 

against the teachers’ own naturally felt emotion as individuals want there to be some 

personal benefit to training. However, it may also be because CPD aimed at addressing 

organisational priorities erodes the value of the investment in individual development.  

Comments on leadership personality traits were not extensive in the interviews, but 

there were examples of the importance of relationships between staff and leadership. 

Epitropaki et al. (2013) suggested that teachers’ implicit leadership theories are based 

on personal experience and are established in childhood based on parental behaviour. 

The participants support this, valuing key nurturing characteristics in leaders who 

listened to them and were sensitive to teachers’ needs. Jane related a conversation with 

her deputy head who thanked her for her support through a recently achieved headship 

qualification. She spoke of this as a very positive interaction, supporting the premise of 

Parveen (2019) that extra interpersonal investment reduces burnout, and suggested that 

this two-way show of appreciation and pleasure at the achievements of another assisted 

in forming meaningful relationships. It also increases organisational commitment 

through job satisfaction, increased job performance and, this study would suggest, a 

sense of community (Keskes, 2014). 

Parveen (2019) proposed that while transformational leadership can reduce burnout, it 

can lead to increased stress, as illustrated by Paul who worried that teachers might 

question his authority as a member of SLT. Strong personal relationships also increase 

the anxiety of letting people down which is exhibited in teachers’ relationships with 

students but also when they value the good opinion of leaders. Teachers like Heather 

also support the premise of Fromm (1961) that, sometimes, they want clear direction as 
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this reduces the pressure of personal responsibility. However, this comes into conflict 

with other teacher ideals of autonomy and professional respect. 

While transactional processes were usually discussed in a negative light, 

transformational behaviours of leaders were seen positively prompting teachers to be 

more willing to work above and beyond expectations (Myers, 2013, Herminingsih and 

Supardi, 2017). Browning (2014) emphasised the importance of trust in 

transformational leadership and teachers in the qualitative data also valued being trusted 

above pay rises or promotions. However, there were examples in the interviews 

showing that when trust is broken it causes damage to wellbeing. As discussed in 

chapter two, leadership styles overlap, and so this discussion will finish with an analysis 

of the interactions between the two styles (Herminingsih and Supardi, 2017, Hansen 

and Pihl-Thingvad, 2019). 

5.2.3 Interaction between transactional and transformational leadership 

Leaders operate on a continuum of transactional and transformational styles which can 

depend on situations and character of the individual leader. Teachers experience a range 

of styles but react negatively when being managed under transactional strategies. 

Nielson et al. (2018) classed verbal rewards as a form of transactional leadership and 

there was evidence in this study that teachers can be sceptical of this form of 

management. For instance, Jenny termed some positive praise from managers as 

‘platitudes’ and Karen suggested that it could sound ‘insincere’. As part of their self-

identity, teachers consider themselves to be people-orientated and their professional 

skills could mean that they are more highly attuned to surface acting in others. However, 

there were other examples, such as Jane, when appreciation from SLT was felt as honest 

and helped to build relationships. Nielson et al. (2018) suggest that verbal rewards work 

best in conjunction with transformational actions rather than supporting transactional 

rewards. This is illustrated by Lisa who was given positive verbal affirmation of her 

ability but still had her pay rise withheld resulting in her moving to a school she felt she 

could trust more, and Jenny who was given a pay rise but felt this would have been 

unnecessary if she had received more positive affirmation. 

The issue of the overlap between leadership styles is complicated and it may be that 

these participants are able to focus on their relationships with leadership because their 

standard of living, due to their relative pay in Lincolnshire, is comfortable. Participants 
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support the premise of Blum and Libbey (2004) that if the social capital of the school, 

in the form of meaningful relationships between staff, is neglected, an increase in 

negative wellbeing follows. In the exchange with the senior leader related by Jane, it 

may have been the ability of the leader to show their natural, felt emotion which made 

her feel valued, and gives concrete examples of the importance of affect, loyalty, 

contribution and professional respect (Cogliser and Schrieshiem, 2000). 

If these attributes are lacking, the gaps between workplace expectation and employee 

capacity can result in stress (Parveen and Adeinat, 2019). Transformational leadership 

in schools appears to rely heavily on the concept of expectation and many of the 

interviewees cited work induced stress due to a perceived inability to meet 

‘expectation’. Daniel particularly felt this when discussing lesson observations. In this 

case, it was not the transactional criteria which he felt was at fault but the possibility 

that SLT could manipulate the system to force a teacher into certain styles of behaviour. 

This would result in surface acting as the teacher modifies behaviour to meet 

expectation rather than conform to their personal beliefs. During the course of the 

interviews there were many examples of teachers who felt that they were being asked 

to do things because it is the ‘expectation’, as Nicole says; ‘It’s an expectation, I have 

to do it’, or because their own expectation demands it, as Sean stated, ‘Expectation 

means you have to do the best you possibly can.’ Both these examples use language 

which suggests that the term ‘expectation’ is not used in the context of a hope, but in 

terms of a requirement.  

Jack and Jenny highlight the preference for leadership who they feel listen. This was 

supported by Paul who illustrated the power of effective communication as his school 

instigated a regular middle leader meeting designed to discuss whole-school decisions. 

This reduced the negativity felt towards SLT and helped to show teachers that they are 

trusted by leadership. While Chaleff (2009) and Kellerman (2008) suggested that 

‘follower’ could be characterised by docility, submissiveness and powerlessness, 

teachers do feel power over their local context and value being trusted to perform to 

expectations (Hall and McGinity, 2015).  

A synthesis of the two viewpoints and the experiences of Paul, who suggested that SLT 

can feel threatened by the ability of teachers, would suggest that teachers view 

leadership in education as a relationship between all those involved reflecting 



 
   

156 
 

Foucault’s concept of power being everywhere, working at all levels (1994). Teachers, 

such as Jessica, appreciated the pressures SLT are under leaving teachers free to focus 

on aspects of their job which they find rewarding. When SLT exhibit behaviours which 

appear to adhere more to the national context than the local one, teachers show more 

discontent and so this leads the discussion to the macro-level and the influence of 

national policy. 

5.3 Control mechanisms – Policy 

National policies can be understood as mechanisms through which government enacts 

supranational theories. However, illustrating Foucault’s (1994) proposal that local 

politics are most important to the worker, Jessica stated, ‘They [SLT] are responding to 

society, I can’t be completely mad at them. However, I do believe that they have choices 

as managers.’ 

Processes in the two upper levels of the proposed hierarchy in this research are difficult 

to explicitly recognise as direct influences on teachers. However, OFSTED and PRP 

were spoken about as negative influences on participants, who rated OFSTED and SLT 

as equally influential on their working lives. Control mechanisms which are at work on 

schools in the form of national policy are a way of maintaining an economic culture 

through highly controlled state apparatuses (Ball, 2003). The teachers in this study felt 

that the implementation of national policy in individual schools should be open to local 

interpretation. However, there was also evidence that when trust in the local leadership 

was poor, teachers felt that local interpretations could lead to unfairness in 

implementation. If national control mechanisms are designed to create conformity 

between schools, through tools such as OFSTED, this can be seen as an isomorphic 

process (Di Maggio and Powell, 1983). 

5.3.1 Isomorphism  

Bodenheimer and Shuter (2020) suggested that isomorphism is one reason why teachers 

are experiencing increasing burnout due to the pressure to conform to a set of externally 

set expectations resulting in more surface acting. However, if expectations are 

internalised, acting becomes deep and the negative impact to wellbeing is reduced. 

Therefore, I propose that teachers are being put under the same isomorphic processes 

as are experienced by leaders which are coercive, mimetic and normative. DiMaggio 

and Powell (1983) suggest that isomorphism is brought about through competition, but 
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while the survey identified a lack of collaborative school culture characterised by 

mutual support, there was little discussion of competition between teachers or even 

between schools. Therefore, a competitive style of management was not a strong 

influence on participants. Teachers did feel pressure to conform to expectations of the 

exam system, but as Nicole outlined, the way that these expectations have been laid out 

in the recent years preceding the interviews left teachers feeling anxious, as the level of 

guidance was less than they had experienced during their careers.  

OFSTED – A mechanism of isomorphism 

OFSTED was rated joint top influence on a teacher’s working life but there was little 

in the interviews with middle management and classroom teachers to suggest that this 

technology is felt as a strong influence on them, other than when an inspection is 

happening in any particular school. OFSTED was initially used as a disciplinary tool 

but was adjusted in the early 2000s to include a school self-evaluation form (SEF). The 

aim of this change was to reduce mistrust of the teaching profession and alter the 

perception that it was a political force (Hall and Noyes, 2009). There is evidence in the 

interviews that ‘outstanding’ schools now feel freedom to be able to manage themselves 

as they see fit as the purpose of the SEF is to give the impression that schools themselves 

set the criteria for judgement.  

However, teachers perceive that OFSTED is a control mechanism which ensures 

adherence to government policy and the current short notice for inspections ensures 

compliance of behaviour as schools must stay ‘OFSTED ready’. Hall and Noyes (2009) 

suggested that there was a panopticon of the SEF, and this was supported by this study 

as the interview which coded most highly for OFSTED was with a participant who 

works in an outstanding school not inspected for ten years. The frequency of reference 

to OFSTED in this interview suggests that it does influence SLT behaviour. However, 

Amy suggests that this panoptic influence is not as strong for teachers as their focus is 

on individual students, which reinforces the proposition that teachers are more 

motivated by their relationships with individuals than the mechanisms of national or 

international policy and politics.  

I propose that there is a coercive isomorphic action through OFSTED, but the findings 

also identified a theme of ‘rumour’ surrounding the inspection process which suggests 

a mimetic action where teachers listen to others who have recently gone through 
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inspections and try to imitate what has worked in other schools. The findings suggest 

that rumour creates uncertainty and so the normative process of doing the same as others 

can create a sense of security. However, this normative isomorphism has created a 

system within which teachers feel aggrieved at being judged for lesson observations, as 

SLT are still using OFSTED grading but inspections no longer apply these to individual 

teachers. SLT state that they have to justify their decisions about teacher performance, 

so the hidden mechanisms of accountability within the inspection process results in 

leaders continuing with OFSTED-style grading. The grading system has become a form 

of teacher self-definition giving a framework for understanding what is expected of 

professional behaviours (Hall and McGinity, 2015). However, the grading of individual 

teachers leads to the propagation of performativity, which Wilkins (2011) states can 

feel inauthentic and participants in this study found uncomfortable.  

5.3.2 Performativity 

Competition developed through performativity can be connected to international 

comparison tools (Sellar and Lingard, 2014). This drives the design of the education 

system through national policies and is exhibited in the behaviour and thought processes 

of individual teachers. However, teachers in this survey did not express any competitive 

comparison to other teachers or schools. There was no discussion of schools compiling 

a hierarchy of teacher competency which Davies (2014) suggests should be a key tool 

of neoliberal management through performativity. However, this study provides 

evidence that consideration of performativity measures forms a significant part of 

teachers’ thinking and supports the premise that these techniques are producing policy 

which is easily measurable (Lingard, 2011).  

More intangible aspects of teaching, such as the social impact of holiday work outlined 

by Sean, are ignored by performativity measures and, result in a focus on mechanical 

aspects of teaching that can be easily promoted and evaluated through mentoring, 

school based policy and statistical measurement. Ball (2003) proposes that this should 

result in individuals being self-organised to respond to targets and evaluations, but the 

evidence of this study indicates teachers, like Jenny and Jessica, would prefer a clear 

structure to follow in regards to the mechanical processes of teaching such as marking 

policies. This ensures that they know how to meet expectation, but does not necessarily 
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lead to self-organisation. For example, Jessica felt tension when having to mark outside 

contracted hours to meet the policy.  

The philosophy of neoliberal performativity is evident in the teacher interviews. Amy 

indicated that processes, like OFSTED, which are designed to create a constant feeling 

of accountability were unnecessary to illicit desired behaviours as other statistical 

techniques such as Progress 8 are ‘more measurable’. She felt that the immediacy of 

this technology was a more effective way of ensuring her self-organisation and 

responsiveness to indicators. Therefore, there are cheaper and less stressful ways to 

ensure fidelity to the concepts of performativity than measures such as OFSTED. I 

argue that this is only now a possibility because the internalisation of expectations by 

teachers is evident. While teachers do not recognise this openly in their self-identity, 

Sinclair (1995) suggested that a market driven mind-set results in a psychology of self-

interest which is evident in this study when teachers considered themselves ‘lucky’ to 

have had a positive experience of the PRP process. Even when placed on ISPs, teachers 

have learnt to use the system to elicit training and resources they see as beneficial to 

them, although this also supports the premise that when a teacher plays the system for 

personal gain, SLT tolerate this as it ensures continued engagement with the ‘game’. 

Ball (2003) and Sinclair (1995) opine that value is replacing values, but teacher identity 

indicates that this is not the case as yet, due to participants valuing both trust and being 

seen as a ‘good’ teacher more than pay rises and promotion. There is a disconnection 

for individuals between new and traditional professionalism which is represented 

through differing government and personal styles of motivations.  

Teachers perceive government policy in terms of processes such as PM and PRP but 

are not explicitly aware of theoretical concepts such as performativity.  

5.3.3 Performance Management and Performance Related Pay 

Participants outlined a number of ways in which PRP is being enacted in schools. These 

varied from the setting of three targets which was relatively straightforward, usually 

with one numerical target based on exam group performance, to the very complex 

structures outlined by Jane and Sarah. Benefits of PRP including rewards for the most 

effective teachers (Mizala and Schneider, 2014, Belfield and Heywood, 2008) but this 

study provides little evidence that this kind of affirmation improves teacher wellbeing. 

It can be inferred from the interviews that the processes of PRP reduces the valued 
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activities of a teacher to a few measurable indicators which does not reflect the whole 

job. As a result of this, teachers view PM and PRP as a tick box exercise which does 

not give job satisfaction. The arguments by the EEF (2020) and Roffey (2012) that 

higher pay for longer serving teachers is justified through their improved student 

outcomes does not equate with better wellbeing. The evidence in this study suggests 

that teachers, of any length of service, feel the need for CPD and exam board guidance. 

This support enables confidence in understanding expectations, and when it is lacking, 

anxiety about letting standards slip or being ‘found out’ develops, as exhibited by 

Nicole. This was increased because, as a long serving teacher, she was line manager for 

other teachers who she felt were behaving similarly to her but were on support plans. 

This constant feeling of impending failure, Nicole said, left her feeling ‘feared’ and 

shows that the neoliberal structures of personal responsibility are internalised creating 

an anxiety that the increased pay may not be deserved, so has a negative effect on 

wellbeing.  

When PRP was introduced in England the government used the term ‘expectation’ to 

enforce the strategy in schools (Forrester, 2011). This study proposes that ‘expectation’ 

is being used as a synonym of requirement, but there was little evidence of an analysis 

of the term in the literature. From the interviews and synthesising the literature, I 

suggest that using ‘expectation’ instead of ‘requirement’ is a mechanism to bring about 

internalisation (Yin, 2015, DiMaggio and Powell, 1983, Mills, 1959, Crook, 2008, Ball, 

2012). ‘Expectation’ appeals to the emotional connection a teacher has with their job 

and professional identity. This can be beneficial because it enables deep acting and a 

willingness to go ‘above and beyond’ for the job, as described by Sean. However, it has 

also resulted in anxiety exhibited by Jane, Nicole and Chris who were all concerned 

that they were not meeting ‘expectations’ of one form or another.  

Many teachers feel that anxiety is caused by a combination of work issues and their 

personality, which I argue is an example of internalisation, where an individual takes 

personal responsibility for wellbeing issues which are caused by external influences 

such as work. The term ‘expectation’ can be used to manipulate a worker’s behaviour 

over time whereas ‘requirement’ suggests formal structure such as a contract. If an 

employer needs to change worker behaviour using ‘requirements’, a time-consuming 

rewrite of that structure is needed, whereas expectations can be changed rapidly. 
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Expectations are aspects of the job which are hard to quantify and so the use of this 

term is a negative form of transformational leadership.  

Forrester (2011) suggested that using business techniques such as PM targets do not 

take into account the collaborative nature of teaching and so comparing the teachers 

experience of PRP in this study and that of those in other countries may help provide 

evidence for these assertions.  

5.3.4 Chile PRP case study comparison 

Democratic values and ‘sticking to the rules’ are important to teachers’ self-identity in 

Chile, given their political history since the 1970s and the new role of NPM in 

educational reforms (Tartakoff, 2008, Navia and Osorio, 2019). The concept of being 

rule followers was also reflected in the teachers of this study and the general political 

ethos of education is neoliberal in both Chile and England. However, there are 

differences between the two countries. Fuentes (2015) outlined the long negotiation 

process that accompanied constitutional reforms which sets a precedence in Chile for 

policy reform, citing the dedication in the country to remove authoritarianism from the 

balance of power. Conversely, while Forrester (2011) and Ball (2003) present 

arguments around the introduction of PRP in England many years before the first pay 

awards were given, there was little negotiation around this policy with the Unions as 

their power in England had been limited by the government.  

Avalos and Assael (2007) observed that teacher salaries in Chile had declined between 

the early 1970s and the early 1990s which had a significant impact on teacher morale, 

and this phenomenon can also be seen in the attitudes towards pay in this study. Sarah 

points out that she felt that the teacher salary has fallen behind wages available for 

comparable qualifications in industry. However, in Chile, when teacher annual 

evaluation was introduced in the 1991 Teacher Statue, it was accompanied by a 150% 

increase in pay since 1990. Another significant difference between the Chilean example 

and the teachers in this study is that of the power of the teacher union. The Chilean 

Teachers’ Union took control of the neoliberalisation of education by instigating 

negotiations about the evaluation process. The aim of this was to base evaluation on 

prescribed teacher standards, which mirrors the teacher standards outline in England 

(DfE, 2013), and reflects the collaborative nature of teaching with no tie to individual 

student performance.  
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However, in the English model individual teachers are expected to evidence how they 

add value to their students with exam results. None of the teachers in this study spoke 

about the Teacher Unions in England, even when they had experienced what they 

perceived as unfair treatment during PM or PRP procedures. Teachers do not perceive 

the power of the Unions in England to be strong possibly due to the erosion of Union 

power since the 1980s and the introduction of the Trade Union Act (2016) which set 

high ballot thresholds for strike action limiting the possibility of success. Lack of 

consideration of the Unions is also another example of the internalisation of neoliberal 

ideals such as personal responsibility.  

Taut et al. (2011) suggested that the Chilean system aimed to balance accountability 

and trust which was partially achieved by excluding the need to judge teachers by their 

students’ performance. The exam performance link in England is viewed negatively by 

teachers as there are too many factors affecting students which are outside the control 

of a teacher. This study supports the premise of Anderson and Herr (2015) that it is 

important to acknowledge professional identity in the evaluation process to ensure that 

teachers will engage with it willingly. However, the structured manner of teacher 

evaluation in Chile has reduced teacher autonomy resulting in some resistance to the 

system. Teachers in this study also reflect feelings of anxiety when their position as 

‘king or queen of the castle’ in their classrooms is threatened by prescriptive evaluation 

processes.  

Dienfenbach (2009) suggested that NPM reforms in education undermine professional 

values as it lowers morale, trust, commitment and job satisfaction, resulting in strained 

relationships between managers and professionals. However, Avalos and Assael (2007) 

and Taut et al. (2010) propose that teachers in Chile played by the rules to ensure they 

had some control over the neoliberal agenda by instigating negotiations which took 

seven years to provide an acceptable compromise. Forrester (2011) points out PRP in 

England was introduced rapidly with little discussion with the Unions, and the 

participants in this study suggest that there is little scope for the evaluation process to 

be debated in individual schools. Sarah suggested that she felt ‘lucky’ that she could 

have some input into one of her targets and Amy outlined an evaluation system that left 

little room for flexibility or understanding of circumstance. I propose that teachers 

tolerate this because the neoliberal tool of performativity internalises personal 

accountability (Ball, 2013a). However, teachers consider that the lived reality of 
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teaching is hidden from the public and in policies which acts as barrier to internalising 

neoliberal ideas fully and results in frustration and job dissatisfaction. Finally, a 

synthesis of the neoliberal literature and teacher opinions will be completed to round 

up the influence of control throughout the proposed hierarchy of control. 

5.4 Control theories – Neoliberalism 

The literature review presents neoliberalism as a form of management which allows 

government regulation to regulate institutions which lie outside the market encouraged 

competition and inequality. As such, it is the overarching style of governmentality in 

England and aslo , aims to drive down the cost to the public purse (Reid, 2003). While 

the control mechanisms outlined in the previous section cite school improvement as 

their motivation, teachers suspect a more neoliberal objective, summarised by Sarah; 

‘It’s a way of saving money. I really do think that. It’s just a way of them depressing 

the wages and saving some money.’ However, neoliberal techniques can cost more 

economically than using transformational strategies to illicit the same outcome. 

5.4.1 Governmentality 

When Foucault (1994) defined governmentality he listed three responsibilities to allow 

a smooth running of government. However, as the wellbeing of these teachers is lower 

than previously reported I propose that there may have been a partial failure of one or 

all of these responsibilities. The first responsibility is not to use force, which allows 

trust and a sense of control to be given to citizens. Physical force is not used in relation 

to teachers in England. However, I argue that while PRP is not currently used to enforce 

pay reductions for poor performance, when pay rises are withheld there is real terms 

wage deflation, and this is a form of economic force to conform to ‘expectations’. The 

second responsibility is to have knowledge through the compilation of statistics and 

‘big data’ to allow for generalisation and widespread comparison (Flyverbom et al., 

2019). Participants support this as teachers spoke in quantitative terms of exam results 

and graded lesson observations. Although not perceived as positive due to the number 

of uncontrollable factors influencing a student’s performance, statistical technologies 

offer teachers a structure within which to judge themselves giving a sense of security 

when administered correctly.  
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The final responsibility is to govern as if employed by those being governed and these 

teachers view power in a school to be a joint venture between leaders and teachers but 

feel like schools are being dictated to by national policy. Teachers suggested that the 

changes to exam specifications needed more guidance to ensure that expectations were 

clear. However, when it came to inspections participants felt like the guidance given 

was a mechanism forcing schools to comply with a set of expectations they did not 

always consider valid. The constraining nature of OFSTED was illustrated by Paul who 

considered that outstanding schools have a certain amount of ‘freedom’ as they are ‘safe 

for a little bit’ from inspection. The responsibility to govern as if employed by the 

governed has been neglected as teachers felt that they were not given enough guidance 

by the exam boards and too much direction by OFSTED. Foucault concluded that if any 

one of these responsibilities is neglected the smooth running of government will be 

threatened and I propose that this is why these teachers are reporting lower wellbeing 

than expected. The neglect of the governance of teachers impacts the retention figures 

reported by ATL (2015), YouGov (2019) and Hays (2020). However, it also impacts 

students as Roffey (2012) highlighted that teacher wellbeing has a direct impact on 

student wellbeing and achievement.  

Foucault (1969) also suggested that power is exercised through discourses which shape 

knowledge and become accepted as the current paradigm of thought. However, the 

evidence of this research suggests that participants feel at odds with the discourse about 

the role of education. The prevailing neoliberal ‘common sense’ of policy threatens the 

professional identity of a teacher as an expert. This may be one reason why many 

interviewees consider their mental health concerns to be work-induced and have turned 

to medication or counselling to help them reconcile these thoughts with society. 

The Foucauldian (2001) idea of parrhesia, which suggests employees gain power 

through speaking up to employers, could give teachers a feeling of control but was less 

apparent for those newer to the profession. The absence is not through a fear of speaking 

out to SLT but as Jenny observes; ‘Do I feel that it’s heard? No. I’m not important 

enough for that. I’m not high enough up.’ There was little evidence that teachers fear 

speaking out, but they do feel a frustration at a lack of meaningful opportunity. 

However, in the school which enabled this style of communication, at least for the 

middle leadership, it was considered ‘a gift’ by the SLT as it encouraged more positive 
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relationships within the power structure of the school. There was a perception that 

teachers cannot speak out in society, with examples of social media restrictions 

highlighted in the interviews. So, while teachers feel able to express themselves within 

the profession, this is less acceptable in wider society. 

There is evidence in the findings that neoliberalism is the current dominant style of 

governmentality and while this is not explicitly acknowledged by teachers, an analysis 

of how it shows itself through their actions and discourse follows.  

Neoliberalism 

Many of the characteristics that define neoliberalism were not considered by teachers 

in this research; free market influence on non-market activities like education were 

rarely expressed at the individual-level (Davies, 2014). However, there were instances 

of neoliberalism in action through comparison and competition when teachers discussed 

wage disparity with equally qualified professionals in industry, alonside the use of 

accountability systems to gain extra resources. Teachers feel the effect of the State as 

an active force but this was not seen as a positive influence which, Lisa sums up: 

It is high time that the power was put back into that of teachers and head teachers 

and the government stop meddling and actually look to the best education 

systems in the world, such as Finland. Such as Canada, guess who writes the 

curriculum? Teachers. Let’s stop messing around with people that don’t know 

what they’re doing and let the professionals do it. 

The tensions between an intervening neoliberal state and individual teachers run 

throughout the interviews but focus on specific technologies such as PRP and OFSTED. 

This suggests that individuals find expressions of resistance easier to direct at tangible 

mechanisms. I argue that it is easier to direct efforts in this way than consider that there 

may be an overall ‘control theory’ causing personal discomfort. When considering the 

literature on wellbeing this is because individuals need to feel that they can have some 

influence over the factors affecting them. So, focusing on the control styles of 

leadership and expressing dissatisfaction at national control mechanisms are more 

beneficial for personal wellbeing than acknowledging the larger issues of the neoliberal 

paradigm. Neoliberalism transverses both economic and sociological domains making 

it ambiguous, complex and difficult to pin down as a focus for resistance. Therefore, 
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even while one aspect is being addressed, other aspects are still working quietly to exert 

control (Davies, 2016). 

Neoliberal technologies of measurement are more obvious in the findings than those of 

competition. Discussions of student performance indicators and grading according to 

PM criteria highlights the internalisation of concepts of inequality as an indicator of 

ethical worth. Davies (2014) suggests that Foucault saw neoliberalism as using 

performance data such as this as a way to try and remake social and personal life through 

hierarchical observation and normative judgement. I argue that this internalisation is a 

form of competition with the self, but it is one that works through traditional 

professionalism ideals of wanting to be effective and not let anyone down, as illustrated 

by Sean who states: ‘You have to do it to the best of your ability every single time 

because each child has only one chance.’  

ISPs impact teacher wellbeing because, under neoliberal operations, there is no right 

solution. Therefore, participants could experience repeated support plans with a 

different set of possible actions each time if previous suggestions did not provide the 

desired outcomes and this is frustrating. Neoliberalism employs a flexible concept of 

‘expectation’ as it is agnostic about the right solution and so expectations can change 

when the desired outcome is not delivered through measurable statistical techniques 

like student exam results. Teachers feel this as a reflection of personal inadequacies due 

to the internalisation of personal responsibility, but this form of neoliberal operation is 

impersonal, focusing on how rather than who. 

Neoliberalism, as a form of governance through measurement and the use of big data 

sets, has dehumanised the education process, hiding certain types of knowledge as 

suggested by Sarah when she spoke about the home lives of her students. This kind of 

lived experience is not measured as part of the accountability process and is invisible. 

The ambiguity of neoliberalism creates flexible strategies of control but also leads to 

confusion for individuals and so an examination of how governmentality creates 

interactions between workers and employers may help to bring into light some of these 

hidden structures. Lemke (2012) suggested that any differences between politics and 

different groups in society can be overcome by good governance, but these teachers feel 

a wide gap between their expectations as professionals and the expectations that society 

has of education, suggesting that the current form of governance is not working. 
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5.4.2 Labour process theory 

The experiences outlined in this research suggests that teachers recognise the 

observation of Braverman (1974) as their work requires high levels of education. This 

reflects individual teacher’s alignment with traditional professionalism, but has been 

reduced to ‘petty operations’ that deskill and are bureaucratic, which mirrors the 

characteristics of new professionalism and the trend of measurability. Braverman 

(1974, 241) sees this as the ‘proletarisation of the white collar worker’ leading to 

mundane, pre-determined and overly repetitive aspects of work. Discussions about 

marking policies with Jessica and Jenny indicated that they found the minutiae of the 

policy unimportant to their overall view of education. However, while teachers 

indicated that they knew they were working over contracted hours and so felt that they 

were giving more to the school than the school was giving them, they were more 

frustrated at what they had to do in this time than actually giving the time. Braverman 

suggests that exploitation always leads to resistance which, I propose, is evidenced in 

teachers through discontent and poor wellbeing. However, these teachers consider 

themselves willing to overwork as long as it is purposeful and appreciated by those who 

benefit from it. Jane and Sean suggest that this appreciation is evidenced through non-

economic rewards such as positive relationships with leaders, parents and students. It 

could be countered that the system has effectively enabled internalisation of the image 

of an educator as one that gives ‘above and beyond’, making it difficult for teachers to 

acknowledge their exploitation as a cause of resistance which creates feelings of 

discomfort.  

Knights (1990) critiques LPT as a relatively simplistic view of society which neglects 

the changes in management theory and international influence, but these teachers are 

also less aware of the international influence in education than national policies. 

Knights suggests that using Braverman without deep analysis can lead interpretations 

to ‘fall into the trap of voluntarism’. Therefore, I suggest that the workload of teachers 

is a cause of poor wellbeing because while deep acting through internalisation should 

result in less burnout than surface acting, it is still a form of exploitation which teachers 

are unhappy with. This study supports the premise of Price (2012) that neoliberal 
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approaches to education are now evident in the day-to-day experience of teachers but 

this research goes further to propose that the two contrasting professionalisms are 

working at the same time in the psyche of a teacher.  

As a result of this, teachers could be led into ‘volunteering’ due to the manipulation of 

a number of different images of professionalism. Confusion created by this leaves 

individuals uncertain about what the expectation is and how they should meet it. Labour 

Process Theory focuses on scientific management styles which Gunter (2001) suggests 

measures the impact of leadership on organisational outcomes in an empirical manner, 

but these findings show that there are overlapping leadership styles acting on teachers 

and suggests that social relationships are an important driver of control and power 

relations (Woods, 2019).  

5.4.3 Links to control theories 

Braverman and Foucault acknowledge social technologies such as team dynamics 

facilitate individuals to be complicit in their own control. Teams can work together to 

influence how they work but this can also lead to ‘worker alienation’ as increased 

transparency and reduced autonomy place team members in competition with each 

other. (Lewis, 2007, 408). This is exhibited by participants who often frame criticisms 

by comparing themselves to the pay and conditions of newly qualified teachers or those 

undergoing ISPs resulting in participants accepting their own working conditions 

because they perceive others to have worse situations. Teachers were happier to work 

longer hours when they had a sense of community with the students, parents and 

leadership, which reflects traditional professionalism images of working for the greater 

social good.  

While teachers dislike PM, they also value the perceived safety net it provides. Jack felt 

threatened by people coming into his classroom for observations because he did not 

want to risk being seen as struggling with a difficult class, opting to avoid detection 

rather than ask for support. Whereas Chris and Mark expressed discomfort about not 

meeting expectations but not being ‘caught out’ by management. This supports 

Braverman and Foucault who propose that surveillance should both monitor production 

and create compliant behaviours. However, this study suggests that surveillance is a 

very complex dynamic which Mark and Chris perceived as a false threat when it proved 

not to work. 
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Foucault (1982) suggested that an individual allows those in power to be powerful. This 

study found that teachers recognise the benefits of allowing others to be in power and 

those in power felt the unease of managing teachers who are used to being in power 

themselves within a classroom. Within the interviews, the two power positions of a 

teacher - of being managed and of managing others – were discussed separately by 

participants indicating how teachers compartmentalise parts of their working lives to 

enable a situation to work in practice, despite conceptual tensions. However, as Daniel 

illustrated, no matter how power structures are enforced through management 

technologies and internalisation mechanisms, when a teacher’s professional identity is 

threatened tensions come to the fore.  

While teachers may not explicitly recognise all of the control technologies of leadership 

and management working on them, technologies of surveillance (Foucault, 1977) have 

continued to grow not only under neoliberal measurement policies but also through the 

relationships constructed in the workplace. While scientific methods are visible, 

transformational methods are less obvious but effective both financially and 

emotionally. This research was carried out during a period of change in secondary 

education, but teachers have experienced regular changes throughout their careers 

which has made it hard to normalise and internalise methods. Lewis (2007) proposes 

that it is the normalisation of expectation which leads to anxiety, but I argue that it is 

inconsistency which leads to anxiety as expectation is changed too frequently to allow 

normalisation. Much of what is proposed by Braverman and Foucault can be applied to 

the lived experience of teachers. However, the array of factors influencing individuals 

leads to a complex and often contradictory understanding of issues affecting them. 

Therefore, the conclusion to this chapter brings the discussion back to the control 

impacts on teachers and how they can react to this. 

5.5 Conclusion 

Braverman’s (1974) premise was of work being a source of tension between 

management and workers as the aim of management is to elicit surplus labour. This has 

been achieved in education as teachers report working many hours over those they are 

contracted for, and schools are being asked to do more than ever before to improve the 

productivity of public services. Not only is physical work supplied but also emotional 

labour due to the internalisation of both traditional and new professionalisms within 
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teaching. Lewis (2007) and Buroway (1979) might suggest that this thesis ignores the 

possibility of worker resistance and unionism. The subject of unionism did not arise 

within interviews but there were examples of resistance. However, forms of resistance 

were largely within the structures of the ‘game’ and served the purposes of both the 

individual and the organisation. This is contrary to simple definitions of resistance 

which suggest that it ignores or goes against leadership directives. In this study, teachers 

considered themselves to be going against the norms of the profession when asking for 

SLT to justify management and policy decisions (Knights, 1990). Resistance can take 

the form of modifying strategies and participants saw themselves as manipulating the 

system by asking for meetings with senior leaders to address concerns, negotiating half 

a day off a week and using the support plan structure to secure additional resources for 

their departments.  

When directives were ignored, such as Chris with the marking policy, it led to anxiety 

rather than an increased sense of control over the work environment but his experience 

supports the suggestion of Knights (2002) that resistance is focused on issues that 

challenge an individual’s professional identity. Participants also upheld the premise that 

if a teacher does not value a task, considering it ‘pointless’ to the core purpose of 

teaching, they feel powerless which leads to job dissatisfaction (Ball, 1999). I argue that 

dissatisfaction occurs not only when an actions lack an educational purpose, instead 

meeting the needs of scientific management of adults, but also when teachers do not 

understand the reasoning behind it as SLT have not explained educational purpose 

clearly.  

Finally, dissatisfaction arises when teachers are being asked to carry out tasks for which 

they are not trained. This results in a perception that participants cannot give enough 

time to work they are trained for and become resentful. Teachers value interpersonal 

relationships and so poor relationships with SLT can be damaging, although 

resentfulness could be seen as a form of resistance in itself as it enables a teacher to 

withhold emotional connections. Knights (2002) suggests that in response to threats to 

professional identity, resistance can be constructive and helps improve the workplace. 

If true, the constant changes to education policy and the fear of PM is, in fact, creating 

a better system for all by driving the discussion of policy to enable more productive 

interpretations. However, teachers do not feel that this is true for either them or their 



 
   

171 
 

students and they worry for student mental health which schools are now being asked 

to address without the resources or capacity to do effectively.    

5.5.1 Self, identity and impacts on wellbeing for teachers 

This study proposes that teachers’ negative views support Foucault’s (1990, 1992) 

suggestion that this is a way of defending themselves against power forms, such as new 

professionalism, which are counter to individual identity. I suggest that it is a teacher’s 

desire to hold on to the ideals of traditional professionalism which helps them to resist 

the new professionalism which is constraining their behaviour. However, this ignores 

the interactions of society which creates a national narrative for what it is to be a teacher 

and puts pressures on participants to adhere to both professionalisms. There is also the 

neoliberal restructuring of education to maximise profit for private companies and drive 

down the cost to the public purse, which is one of the many influences on a teacher 

(Price et al., 2012). Teachers are very aware of some effects, as illustrated by Sarah 

when she talks about the difficulties of meeting PRP targets and the knock-on 

consequences this has for suppressing teacher wages.  

There is evidence that deskilling of teaching is occurring, illustrated in MATs as Nicole 

felt that the more distant management structure gives little opportunity for resistance. 

The high level of mental health concerns among the participants implies that this could 

be a form of resistance in itself as it can be used to restructure the environment and 

conditions to allow a return to work after a period of ill-health (Woods et al., 2019). 

The literature review highlighted that resistance is a counter culture behaviour which 

can be seen as gaming in other industries such as call centres. Through the interviews 

participants described a form of resistance which is more subtle than Knights (2002) 

observes. The teacher identity proposed here means that forms of gaming which might 

threaten learning outcomes for students or results in teachers feeling as if they are not 

meeting expectations are not a common trait in secondary teachers. The teacher identity 

limits avenues for resistance and can result in individuals feeling powerless. This study 

suggests that teacher identity values presenteeism (Bajorek et al, 2014), and so people 

who are dealing with stress, anxiety and depression continue to attend work while 

compounding their negative emotions into a form of resistance which withholds deep 

emotional engagement. A spiral of decline in wellbeing then occurs as teacher identity 

includes the traditional professionalism characteristic of deep social relationships but 



 
   

172 
 

withholding emotional engagement with others erodes this connection, adds to 

depressive feelings and reduces the possibility of emotional support from colleagues.    

Teacher wellbeing has been tackled on a governmental level as an issue with the 

mechanics of teaching. The DfE (2018) has published guidance reports on planning, 

managing data and marking but they fall into the same trap as Braverman (1974) in that 

they analyse the process but fail to focus on the subject - the individual teacher. 

Including Foucault in teacher wellbeing studies helps redress this, refocusing on the 

micro-level and improving understanding of the balance in a teacher’s psyche of the 

traditional and new professionalisms. In the final chapter, there will be a return to the 

research questions which have framed this study to discover if this change of focus can 

improve individual wellbeing.  
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CHAPTER 6: CONCLUSION 

I don’t mind doing things for the school because I know that everything I do 

will help support it and I like it there but I made a conscious decision to not take 

as much home. To not care whether I get my marking done or not and when 

they do the work scrutinies if they pull me up on it, so be it. 

(Amy 2018) 

This research has examined a range of influences on teacher wellbeing and explored 

how teachers react to these factors. The proposed hierarchy of control (Supra, macro, 

meso and micro) has shown that the overarching political paradigm of neoliberalism 

influences national policies which adopt PM techniques and shapes the way these 

policies are enacted in schools through leadership styles. It has been reported that 40% 

of new teachers across all school phases leave the profession within 5 years (ATL, 

2015) but secondary school teacher wellbeing is reported to be above the national 

average at 7.8 compared to 7 (ONS, 2016). This study has gained an understanding of 

this apparent contradiction through an analytical framework that extends beyond the 

individual or institutional view of the teacher, while putting them at the centre of the 

research. A mix of quantitative and qualitative methods ensured that the collective voice 

of this group of workers is listened to carefully. The quantitative data provided an initial 

insight into teacher wellbeing among 55 teachers and leaders in Lincolnshire, and 

informed semi-structured interviews with 17 teachers which focused on teacher self-

identity, their motivation and responses to personal challenges. 

The initial analytical framework proposed a ‘hierarchy of control’, which guided an 

extended review of the literature and analysis of the data: 
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Figure 6.1 Hierarchy of control 

 

However, the Findings from this study show that many of these levels are 

interconnected in a complex manner and can have influence that bypass tiers in the 

analytical framework due to their direct influence on professional identity. So a revised 

framework, which more closely represents reality, is needed. The multifaceted nature 

of identity is key to understanding why teachers continue to complete tasks with which 

they do not agree and that are having a negative impact on their wellbeing. The 

discussion first focused on transactional mechanisms like PRP but then developed into 

an analysis of transformative leadership styles and the concept of ‘expectation’. This 

highlighted how hidden technologies, which are not openly directed by national policy, 

manipulate teacher behaviour to different degrees of surface or deep acting. This 

research has found supporting evidence that, when teachers have a relatively good 

standard of living in comparison with others in their area, pay is not a significant 

contributing factor to positive individual wellbeing and other factors must be taken into 

account.  

Following a review of the literature, three research questions were identified: 

1) How is the current system of policy technologies being enacted through leadership 

styles? 

2) What impact does leadership style have on teacher wellbeing? 
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3) How do teachers bring about change in education to positively influence their 

wellbeing? 

Research questions 1 and 2 aimed to identify the current situation as observed in the 

literature and teacher perceptions. Question 1 maps to the control hierarchy through 

control theories, control mechanisms and control styles. Question 2 then moves the 

analysis from the supra-level to the micro-level but also takes into account macro and 

meso influences. Finally, Question 3 brings together what teachers would find ideal 

control impacts and what is possible under the overarching premise of control theories. 

An illustration of the theoretical framework hierarchy is mapped to the research 

questions in the following diagram: 

Figure 6.2 Hierarchy Mapped to Research Questions 

 

I will now summarise the conclusions of this research including a revision of the 

analytical framework and identify recommendations for future study.  

6.1 Overview of the current situation for teachers.  

Using the same wellbeing questions recommended by the ONS, this research has 

discovered that, for these participants, teacher wellbeing is much lower (5.95) than 

previously recorded (7.8) by the ONS (2016) which reflects the observation that teacher 

retention is an ongoing issue in England. Firstly, an overview of the current situation 

for teachers will be given in relation to the three research questions.  



 
   

176 
 

6.1.1 How is policy being enacted through leadership styles? 

The current paradigm of State governance is neoliberal which is ambivalent to 

mechanisms used to elicit desired, measurable outcomes (Davies, 2016). This paradigm 

in education is being enacted through policy technologies such as PM and PRP which 

are transactional structures designed to give clear guidance for goal achievement 

(Aviolo and Bass, 2002). These encourage transactional leadership styles which assess 

teacher ability according to predefined targets, some of which teachers can influence 

but others are based on exam performance, which is felt to be unfair as there are too 

many external factors influencing students. The literature suggests that this style of 

management ignores the collaborative nature of teaching and the teachers in this study 

were concerned that PM targets were too narrow to reflect all aspects of the job. The 

understanding of neoliberalism presented in the literature review is reflected in the 

discourse of the participants as they have internalised the aspects of competition in the 

form of competition with the self. However, this research asserts that this is an insidious 

form of neoliberalism which does not result in large scale open resistance but uses a 

teacher’s identity to elicit behaviours which include over work and impact on 

wellbeing. This encourages a form of transformational leadership which manipulates 

aspects of ‘expectation’ to make teachers feel like they are failing if they do not live up 

to these demands. The teachers themselves do not express competition with others and 

also do not fully recognise that their self-perceptions are being used against them. More 

visible neoliberal policies, such as PM, give teachers a feeling of there being a safety 

net which monitors their performance and will step in if needed. However, as 

neoliberalism is ambivalent to process in favour of outcome, when actions do not 

produce improved outcomes, teachers lose faith in the system and ultimately exert self-

governance in the form of leaving the profession. This form of neoliberalism leads to 

certain aspects of the work and particular knowledges being hidden and perceived to be 

valued less by the education system, although highly valued by the professionals.   

6.1.2 What impact does leadership style have on teacher wellbeing? 

Teacher management structures put forward by government policy are highly 

transactional in nature but, as Hater and Bass (1988) observe, the leadership style of 

individuals is more of a continuum between transactional and transformational, 

depending on the personality of the leader and the situation they are addressing. When 
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being managed in a transactional style, teachers exhibit poorer wellbeing expressing 

concern and frustration. Conversely, when leadership exhibit more transformational 

behaviours, teachers respond more positively. This is not always wholesome as the 

agreeable feelings this creates can be used to manipulate behaviour, such as overwork, 

through the use of the term ‘expectation’. As long as teachers view these resulting 

behaviours as purposeful, individuals consider any negative impacts on wellbeing as 

being a reflection of personality traits rather than being caused by labour exploitation. 

However, teachers are aware that exploitation is occurring with examples from Sean, 

who states that this is due to teachers’ dedication to their students so will give all they 

can, and Sarah who suggests that PRP targets can be designed to make achievement of 

them very difficult to ensure a limit on the rising wage bill for schools and the public 

purse.  

6.1.3 How do teachers bring about change in education to positively influence their 

wellbeing? 

The teacher identity developed within the research presented here is that teachers 

consider themselves to be effective self-managers. They value positive relationships 

with those they work with and welcome expressions of appreciation from students, 

managers and parents which are felt to be sincere rather than actions, which are carried 

out in order to meet management expectation. I assert that as long as a comparably good 

standard of living is maintained, these expressions are more important for wellbeing 

than transactional rewards such as pay. However, if these transformational affirmations 

are lacking due to the prevalence of a form of laissez faire, management by exception, 

leadership (Paredes, 2002), it can induce teachers to feel ‘left alone’ by management 

and can result in individuals showing forms of resistance. However, the reported 

resistances in this research were mainly supportive of the overall aims of the 

organisations employing the individuals and so tolerated by SLT. These are felt as 

resistances by the teachers interviewed as they felt uncomfortable when enacting them 

due to a sense of counterculture behaviour. Where resistance has not resulted in a more 

acceptable working environment, especially when this means that standards are not met 

or transactional commitments are reneged on by the school, the final action was to leave 

either the individual organisation or the profession as a whole.  
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The causes of low wellbeing found in this study are wide ranging and go beyond the 

concerns acknowledged by the DfE (2016, 2016a, 2016b, 2016c) in guidance reports 

on planning, managing data and marking. They are also more diverse than the issues 

identified in Union reports and surveys which tend to focus on pay and workload. The 

next section of this conclusion summarises these causes which, in turn, will lead to an 

evaluation of the current solutions on offer.  

6.2 Issues that trouble teachers. 

The wellbeing scores reported by the ONS (2016) are generalised so they can be 

compared to other occupations and so mask many issues that trouble teachers, 

especially when talking about their work. The intervening years between that study and 

this one have included major changes to the exam specifications for both GCSE and A-

level. This left teachers with a sense of uncertainty as to the standard they were expected 

to meet and a perception that their agency has been eroded due to the increased demands 

of exam specifications. It is an example of another process-oriented intervention in 

teachers’ work, in addition to other underlying causes of the current situation that need 

to be understood to ascertain a full picture of the impacts on teachers.  

6.2.1 How is policy being enacted through leadership styles? 

Current policy technologies reflect the overarching neoliberal concept of using 

performativity as a form of governance which enables international comparisons (Ball, 

2003, Sellar and Lingard, 2014) and facilitates the neoliberal ideology of competition, 

which takes the view that survival of the fittest is a better form of regulation than State 

interventions. Since the late 1970s, the English State has increasingly aligned itself to 

neoliberal thought, designing educational management systems which borrow policies 

from other strongly neoliberal countries like Chile. However, the policy context is 

different and in England, teachers’ self-perceptions have been used to ensure they 

remain largely unresisting to these State interventions.  

Through an amalgam of traditional and new professionalisms, teachers are being 

presented with a wide range of ‘expectations’ that can change depending on the 

demands of the organisation and the wider system. While being held accountable to the 

formal structures of PM, teachers are also expected to assume a number of other 

behaviours which do not get any transactional recognition. To adhere to both formal 

and informal images of what it is to be a teacher, internalisation of standards is 
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occurring to enable individuals to protect their sense of self-worth and wellbeing. This 

is done through the development of deep acting, which reduces the excessive emotional 

labour involved in surface acting (Yin, 2015). There is, therefore, a conflict between 

the causes of the current leadership styles. Firstly, a neoliberal approach designs 

management tools which encourage transactional relationships and rewards easily 

measurable mechanical aspects of teaching. However, SLT are also teachers and so are 

used to using more transformational behaviours in their day-to-day work and this can 

create tensions between the two styles. This research has discovered that teachers look 

to enact their agency against the more neoliberal approaches by holding onto the 

traditional image of highly trained professionals who have earned the right to be seen 

as an upstanding member of the community due to their professional status. However, 

this is at odds with neoliberalism which requires individuals to prove their worth over 

and over again. For the teachers in this study, they felt that they were being held to 

account for things they would have done anyway because they want to do their best for 

their students and this induces a negative emotional response because they feel like they 

are not being trusted to carry out these actions without being overseen. They also felt a 

reduction in agency when having to carry out tasks that went against their own beliefs 

with marking policies being the most common policy cited as an example of this. When 

marking backed up learning and individuals had power over what, when and how it was 

completed, teachers were happy to comply but when they were presented with policies 

which appeared to be ‘one size fits all’ they became frustrated with what they saw as 

pointless tasks. Overall, leadership styles, particularly the more neoliberal ones, appear 

to challenge teacher agency which these participants see as being ‘king of your own 

castle’ where individuals are given professional respect by their leaders to make 

pedagogical decisions which the teacher judges best for their context. 

6.2.2 What impact does leadership style have on teacher wellbeing? 

The conflicts between the two dominant styles of leadership results in an inconsistency 

of expectation. The inflexibility of PM and PRP procedures contrasts with the 

constantly changing demands of ‘expectation’ and results in feelings of insecurity in 

teachers.  
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When security is unobtainable due to the vagaries of an ever changing ‘expectation’ 

and safety is threatened through competency procedures, which some teachers like 

Daniel feel are arbitrary, wellbeing is negatively affected.  

Transactional leadership also constrains the language available to teachers and SLT 

when the need for positive affirmation is identified. As evidenced in this study, the 

neoliberal trend to talk of values in terms of value and how much an individual is worth 

in monetary terms leads some to feel unfulfilled. Once a teacher has what they consider 

to be a comfortable standard of living, their sense of self-worth comes from feeling like 

they are doing their best for the greater good and receiving honest, sincere affirmations 

for that effort. But the leadership style encouraged by national policy places stronger 

emphasis on PRP which ignores difficult to measure behaviours and relationships. 

Teachers value the more intangible characteristics of the job and become frustrated 

when the importance of these is ignored. However, these can also be used by leadership 

to elicit certain behaviours creating a conflict which could cause serious threats to 

wellbeing as individuals become complicit in their own control (Lewis, 2007).  

6.2.3 How do teachers bring about change in education to positively influence their 

wellbeing? 

The standards to which teachers hold themselves clash as they are a mix of both 

traditional and new professionalisms. While individual teachers in this study do not 

recognise the competitive nature of performance tables, they exhibit a form of 

competition with the self to ensure that they can feel that they are doing their best for 

their students. Therefore, one of the actions teachers take to guard against further 

negative impacts on wellbeing is to internalise aspects of the job so that they can ‘buy 

in’ to the actions they are being asked to perform. From the viewpoint of wellbeing, it 

may be that developing an internalisation of ‘expectations’ should be encouraged as it 

leads to deep acting and reduces burnout. However, deep acting results in high stress 

levels due to the pressures to meet expected behaviours and anxiety due to concerns 

about letting others down. As neoliberal strategies such as PRP do not invest in 

particular strategies, as long as the overall outcome is achieved, it leaves teachers 

feeling confused and unclear about what the deep acting should be. This creates a barrier 

and so while some areas, such as overwork for the greater good, have been internalised 

by the majority, it is difficult for teachers to fully internalise mind-sets which 
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dehumanise students or contradict more traditional, hard to measure beliefs of the 

teaching profession. 

Teachers seek to influence local policy design and implementation, often by critiquing 

national policy, as this is the level of politics which they feel is most accessible and 

relevant to them as individuals (Foucault, 1994). However, I argue that the examples of 

resistance in this research would appear much weaker than the illustrations in other 

sectors (Knights, 1990, Spencer, 2000). This is due to a self-identity of teachers being 

people who follow the rules and so questioning leadership or working part-time feels 

like resistance to a teacher but would not be seen as that by others outside of the 

profession. When these actions are carried out by a teacher, it leads to anxiety and guilt 

as they conflict with deeply ingrained ideals of what it is to be a teacher. The formation 

of self-identity is, in part, due to the social construction of ‘teacher’ which is ingrained 

in individuals before they became teachers but also due to the wide-ranging standards 

(DfE, 2013) teachers are held accountable to. When an individual feels that they 

struggle to meet standards but are not challenged or supported by their SLT, they opt 

for the final form of resistance, which is to leave. I propose that this is a type of 

normative isomorphism as people who remain in teaching either have the ability to 

tolerate such inconsistencies or are managing these through the current solutions on 

offer to help teacher welling. 

6.3 The current solutions to issues impacting on teacher wellbeing. 

6.3.1 How is policy being enacted through leadership styles? 

The DfE (2016) carried out a survey into teacher workload with the assumption that it 

was the volume of work which was causing poor teacher wellbeing, as this is what 

wellbeing studies have told them. However, I argue that this assumption is based on 

flawed understanding due to a shortfall in the current research which focuses on easily 

measurable indicators and an inadequacy of language within which teachers can frame 

their communication of complex influences and feelings. As a result, teachers are 

offered workload guidance focussing on mechanical aspects of teaching including 

planning, managing data and marking. When the more difficult to measure aspects of 

teaching such as emotional labour and relationships are addressed, the current ethos is 

to use wellbeing CPD sessions and PM strategies to put the onus onto the individual.  
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6.3.2 What impact does leadership style have on teacher wellbeing? 

As personal responsibility and internalisation is encouraged through neoliberal 

technologies, there is little recognition that there are different leadership styles at play 

within a school and that these styles can contradict or complement each other. While 

teachers question the relevance of PRP and the validity of PM structures, they do want 

the sense of security that transactional leadership can offer as long as it is coupled with 

the positive aspects of transformational leadership as well. One school in this study, 

which is judged outstanding by OFSTED so has not had an inspection in ten years, 

aimed to reduce tensions between leadership and teachers by offering a discussion 

forum which they found to be a positive introduction and gives some sense of control 

for teachers. However, most schools appear to be following government guidance for 

teacher management as this is what OFSTED expects to see. As a result of this guidance 

from the inspectorate, positive strategies which would help improve the school and 

individual wellbeing are side lined as efforts are focused on that which is inspected.  

As stated previously, the solutions for teacher wellbeing which are commonly offered 

by leadership focus on the symptoms of the problem i.e. individual mental health 

management, which is not having the desired outcome. The causes of poor wellbeing, 

being performative educational policy and the weight of expectation on teachers, are 

not being addressed. According to neoliberal doctrine, this lack of success should 

encourage a market shift in provision which aims to improve wellbeing outcomes. 

However, teacher wellbeing is not a high educational priority and CPD sessions 

focusing on wellbeing have been seen by participants as a ‘tick box exercise’.  

6.3.3 How do teachers bring about change in education to positively influence their 

wellbeing? 

Although the actions taken to address issues with workload (DfE, 2016) give the 

impression that concerns are being tackled on a national level, these are doomed to 

failure as teachers have already internalised a neoliberal version of the behaviours 

expected of the profession. Schools who consider that they have more freedom to 

experiment with these kinds of issues, due to having been judged outstanding, have 

observed that improving routes of discussion between the different levels of the 

profession is a positive introduction. Other solutions for teachers who want to change 

education to positively influence their wellbeing have come in the form of personal 
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actions to access mental health support systems, either through medication and/or 

counselling, to help them reconcile their thinking with that which is dominant in society. 

The evidence in this research shows that the positive outcomes hoped for are not being 

achieved, as reported wellbeing is low and the professional identity of teachers creates 

a barrier to full ‘buy in’ of new professionalism. I argue that the issues affecting teacher 

wellbeing are far more complex and often more hidden than the profession realises. 

Neoliberal influence and the pressures (internal and external) to overwork to deliver the 

best possible experience for students is denying individuals the time to reflect on what 

is driving them. Therefore, I will now reconsider the relevance of the hierarchy of 

control proposed at the beginning of this thesis and offer a revised version which takes 

into account the complexities discussed. 

6.4 A return to the hierarchy. 

The ‘hierarchy of control’ presented in Chapters 1 and 2 was designed to create an 

analytical framework to underpin this research. By working through the understandings 

of neoliberal governmentality, performativity, leadership theory and wellbeing I have 

uncovered a multifarious relationship, which the linear hierarchy fails to reflect. I 

present another model here which reflects the dominant values influencing teacher 

wellbeing and the interrelationship between them. 
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Figure 6.3 Revision of the Hierarchy of Control 
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As can be seen, there are more interactions between the overarching paradigm of 

neoliberalism and the mechanisms predominantly promoted by the State. When these 

political values interact with the values predominantly held by teachers, negative 

wellbeing is observed.  

From a teacher perspective, this model illustrates that they hold a strong sense of their 

professional identify which is built on the ideals of traditional professionalism and 

transformative leadership. All this is underpinned by intense emotional labour which is 

difficult to qualify and so is invisible to neoliberalism. However, there are also aspects 

of these factors which neoliberalism has recognised as useful, namely appealing to 

‘expectation’ through transformational leadership. This, again, is not easy to measure 

but provides a useful technology to induce conforming behaviour. Through this, 

teachers become compliant in their own control.  

From a management viewpoint, the influences of neoliberalism are more transparent in 

this model than in the previous hierarchy and can be seen influencing through a linear 

configuration promoted through the state. This paradigm has offered a clear structure 

for the management of education based on measurement against predefined targets and 

created a system of isomorphism where schools and teachers become more and more 

similar through standardised expectations, normative judgement and the expectation 

that teachers and leaders should behave in certain ways to be considered valid or 

acceptable in their position.  

This model also offers a third standpoint, for researchers, as it shines a light on the 

tensions between the two previously outlined positions. The opposing views at each 

level of the hierarchy come into conflict: traditional professionalism assumes respect 

due to the work given to the position of teacher whereas new professionalism expects 

constant proof of ability; transformational leadership offers personal recognition and 

self-actualisation whereas transactional leadership offers a material reward for work 

completed and does not regard the emotional payback for work; professional identify 

values many aspects of teaching that are hard to measure whereas performativity only 

measures predefined targets; and emotional labour values an individual’s ability to be 

reflexive and adaptive to circumstance whereas isomorphism expects everyone to react 

in similar ways at all times. However, this model also recognises that in real situations, 

a linear progression through a hierarchy is too simple and reminds researchers that there 
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is often overlap between different levels. For example, transformational leadership and 

performativity come into conflict not just because aspects of transformational 

leadership are difficult to measure and so become invisible to the PM process but 

because performativity can inhibit the effectiveness of transformational leadership by 

increasing teacher awareness of their contracts which can lead to dissatisfaction when 

they perceive that they are working over hours completing what they consider to 

pointless tasks for little or no pay back.  

This model suggests that teacher values and political values are often diametrically 

opposed, yet it should be remembered that models are only ever simplifications of real 

life which cannot truly represent the lived reality of individuals. As I have argued 

previously, the process of internalising a professional identity – while influenced by the 

overarching concept of neoliberalism through both leadership styles – results in 

teachers attempting to adopt traditional and new professionalism concurrently which is 

why the whole model sits within the frame of educational and societal expectation. 

When the full complexity of the influences is considered, it is no surprise that teacher 

wellbeing is low as they are being torn by the demands of many conflicting or 

competing values. The knowledge this research has put forward is the first step in 

understanding how politics, policy and leadership factors could shape professional 

identity and emotional labour in ways which are sensitive to the lived experience of 

individuals. It could also help leaders identify the barriers which exist at different levels 

of governance which may be hindering improvements in teacher wellbeing. For 

researchers, this hierarchy opens up avenues for deeper investigation as to how these 

levels and strands of governance are operating in and through schools.  

6.5 Limitations. 

This research has achieved the aim of gaining an understanding of how the interplay of 

the neoliberalisation of the global educational industry, English education policy and 

leadership styles which facilitate this, affect the wellbeing of teachers in secondary 

education. However, the limitations of this study are important to recognise. I am not 

claiming generalisability of these findings as the study was completed with a small 

sample size of 55 for the survey and 17 for the interviews. While these are respectable 

numbers for a study of this kind, they are too small to be able to make large scale 

generalisations.  
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The local context also creates limitations as Lincolnshire has a secondary school system 

which is not common across England. There are only 163 grammar schools out of 

around 3000 state secondary schools (BBC, 2016) across the country which makes a 

percentage of around 5.4%. However, out of the 10 schools who participated in the 

interviews, 40% were state grammars. The other factor which has been highlighted 

about Lincolnshire’s context throughout the research is that the relative pay of a teacher 

in this county is high and ensures that teachers here have a comparatively good standard 

of living. This is a benefit for this study as it means that pay concerns can be put aside 

to reveal deeper issues such as how PRP can influence trust. When pay threatens living 

conditions, this may be prioritised in the minds of teachers who live in areas with higher 

costs.  

The social constructivist epistemology (Willis, 2007) used for this study can be 

problematic because another researcher could draw different interpretations of the data. 

I have tried to overcome this limitation by outlining the interview coding process clearly 

in Chapter 3 to ensure that this design can be replicated in a different context. Also, by 

creating a mixed method design I have synthesised the suggestions of Gorard (2001) 

and Lichtman (2006) to ensure that the use of numerical data aids critical analysis and 

creates a solid basis for the qualitative exploration of concerns identified through the 

survey.  

Researcher positionality was something I was acutely aware of throughout this study as 

I am a teacher conducting research about education which I initially only thought gave 

me a different perspective on the issues compared to an outsider researcher. However, 

during the interview process I became aware of multiple levels of insider positionality 

which meant that my understanding of what each individual was communicating was 

different. Equally, their perceptions of me and my position within various roles 

connected to education varied greatly. On reflection, I feel that the unique nature of my 

current role meant that participants were able to balance the possible negative views of 

me being in the middle leadership structure with the positive implications of what they 

felt this research could achieve. Drake and Heath (2011, 22) suggest that ‘people in 

institutions must be personally desirous of knowing or achieving something that only 

the institution or others in it can provide, and there must be knowledge exchange.’ The 

fact that participants voiced the opinion that this research could be influential for their 

wellbeing or that they had taken time to discuss what they would say to me with peers 



 
   

188 
 

demonstrates that they were willing to take part in order to help achieve something that 

they felt outsiders have not been able to get a deep understanding of. However, to reduce 

the possible impacts of my roles in teaching on participants, I did not interview anyone 

I have had line management responsibility for as this could have led to a power 

imbalance which produced results that were not in the best interests of the participant 

through the prevailing practise of ‘confession’ between line managers and those being 

managed (Foucault, 1978). There were also only two participants who were current 

colleagues but they had a deeper understanding of my roles so could feel confident that 

all opinions were confidential within the confines of anonymity. For some participants, 

their roles changed within education during the time of my research but when I 

approached individuals to check that they were still happy to have their data included 

in the finished research, one said ‘things have changed for me but I stand by my words. 

I don’t work at that school anymore but even if they could recognise me, I stand by 

what I said. It happened and it wasn’t right.’ (Lisa, 2021) 

Mercer (2007) suggests that the insider/outsider positions are not a dichotomy but a 

continuum and that this continuum is flexible depending on time, location and purpose. 

I also became aware that participants were exerting power over me as an interviewer as 

much as I was over them as interviewees. This phenomenon is not extensively analysed 

in methodology literature with the primary concern in much of the insider researcher 

literature being how we, as researchers, have power over the participants.  

The number of different insider positions held by this researcher may have influenced 

the kind of data produced in the analysis of interviews. I also propose that participants 

manipulated my positionality to create a comfortable zone for discussion using phrases 

such as ‘Well, you know, you’re a teacher’ (Mark) to develop a connection and 

relationship between interviewer and interviewee. If the interviews were conducted by 

an outsider research, this assumed connection would not exist, but this may result in the 

reduction in richness of the data as an outsider may not understand the hidden meanings 

behind every day phrases. 

A limitation which was highlighted in the pilot for this study was that the time of year 

when the surveys and interviews are conducted has significant impacts on reported 

wellbeing scores and, in turn, could influence the feelings being expressed in 

interviews. The pilot showed that data gathered just after longer holidays or towards the 
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end of the summer term is generally more positive than that gathered mid to late autumn 

and winter terms. The surveys were taken in October, just before half term, and so this 

may be one explanation as to why the wellbeing score in this study is significantly lower 

than reported wellbeing for secondary teachers by the ONS (2016). That study was an 

average of findings over the course of five years but does not give an indication of 

specifically when in each year the data was gathered.   

Finally, I acknowledge that I appear to have ignored or glossed over a wider variety of 

leadership styles which could highlight different levels of interactions and also have 

influence on the wellbeing of teachers. This was done intentionally after a review of the 

literature for two reasons. Firstly, many of the nuanced styles such as charismatic 

leadership rely on traits identified in the overarching styles of transformational and 

transactional. As Hater and Bass (1988) identified, most leaders operate on continuum 

between the extremes of these two styles which also contain most of the leadership 

styles not tackled in this study. Also, when analysing the interactions between teachers 

and leaders these two styles were dominant and, as outlined in the Chapter 5, teachers 

rarely spoke of motivational leaders or other variants and so I made the decision to 

focus on these two to reduce the complexities of the discussion. While there are a 

number of limitations to the research presented here, I am confident that they are 

reflective of the nature of researching the impacts of complex interrelations in the social 

sciences. 

6.6 Recommendations for future solutions and further research 

While it was never the aim of this research to offer solutions or ‘fix’ teacher wellbeing 

to see rapid improvements in recruitment and retention, I did seek to understand the 

underlying causes of these issues. Now that more diverse causes have been brought to 

light, it is possible to speculate as to how this knowledge has moved the discussion 

forward. Much of the following will be grounded in the idea that an increased use of 

the concepts proposed by Foucault will help create a system which is more acceptable 

to national policy design by reducing resistance and aiding meaningful relationships 

between individuals and SLT. 

Policy technologies such as PRP and PM continue to cause anxiety (Forrester, 2011, 

Ball, 2003) to teachers who feel that there are too many uncontrollable influences on a 

student’s life to make a judgement of teacher effectiveness based on student exam 
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results valid. However, further research could be done to investigate how the intangible 

elements of teaching, such as relationships and motivation, can be observed to enable 

all aspects of teaching to be evidenced and valued.   

The government’s current approach of addressing the mechanics of teaching has been 

shown not to have improved the wellbeing of teachers in this study and other possible 

ways of thinking need to be investigated. 

 Firstly, teachers could attempt to change their mind-set towards their work. This 

appears to be the current way of managing teachers, but more research is needed 

to assess its impact as this study has shown that there is a gap between how 

teachers are supposed to think under new professionalism and the traditional 

professional values they hold. If this method is going to work effectively, 

teachers need to create a professional distance to their jobs and become 

dispassionate about the methods employed to produce favourable outcomes as 

these methods can change depending on the performance indicators. The 

interviewees who have made this adjustment in their thinking feel that they have 

improved their general wellbeing but at a loss of their overall engagement and 

enjoyment of their jobs. Another downside to adopting this mind-set is that 

individuals could become strict in terms of working to the letter of the contract, 

and so would erode the effectiveness of management strategies which demand 

everyone strive to meet an ‘expectation’ which is not formalised. 

 Secondly, the profession could reduce its ties with transactional methods of 

leadership. Teachers and employers would need to move away from 

performance and target-driven management strategies which would stop value 

replacing values (Ball, 1997, Sinclair, 1995).   

Both options are unattractive. The first takes away the reason why most teachers have 

come into the profession as by setting up a ‘professional distance’ they are losing many 

of the personal interactions which they have said makes the job worthwhile. However, 

the second option leave teachers open to implicit exploitation as management strategies 

could become more emotionally coercive playing on teachers need to be seen to be good 

at their jobs. The balance of these issues needs to be monitored through extensive 

research. 
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However, there may be a third way. This research suggests that teachers work in an 

overlap of the traditional and new professionalisms hinting that there are other ways to 

be than neoliberal or collaborative. In this way, teachers may already be working in a 

post-capitalist manner which wider society has not yet fully understood. Mason (2015) 

says that post-capitalism is possible as a result of the impacts from the growth of 

information technology, which is very relevant to secondary education, especially after 

the recent explosion of the use of technology to deliver remote learning during the 

pandemic. While the data for this study was gathered before the time of COVID-19, it 

continues to be relevant due to working conditions during lockdown making student, 

parent and SLT contacts at home much more than an ‘expectation’ but a norm. 

Information technology has eroded the concept of a work/life divide. It is now possible 

to have more of a work life mash-up where an individual can do an online shop at work 

but also to work for many hours at home. Therefore, there is now a much less stringent 

tie between working hours and wages earnt.  

Secondly, Mason (2015, 7) identifies that ‘information goods are corroding the 

market’s ability to form prices correctly.’ This is due to the market being based on the 

idea of scarcity, which teaching is meeting through the recruitment and retention crisis, 

but information is plentiful. As teachers work in the sphere of information it confuses 

the exchange value which would normally be given to a product. Thirdly, Mason 

suggests a rise of spontaneous collaborative production which has led to a ‘whole 

business subculture’ which results in a ‘sharing economy’ and ‘peer-production’. In 

education this has developed at odds to the simultaneous, government-driven rise in 

competition between schools. While teachers do not always have the political 

underpinning to recognise their working practises, many of the responses spoke in post-

capitalist terminology both positively and negatively. For example, the increased use of 

information technology means social views of teachers can spread easily which is 

damaging and increased access to IT creates more workload: 

Karen – ‘Certainly, according to the news, a lot of things are worse for teachers 

coz recruitment is down, retention is down.’ 

Heather – ‘So even if it’s putting data on a computer, providing work for 

children who are not in school or are in isolation, replying to emails. That all 

takes up time.’ 
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There were also examples of collaborative working and the regard for values rather than 

the promotion of competition: 

Amy – ‘We’ve created in the department a sharing folder where anything you 

create and print you can save to that and then other people can use it. It’s called 

10 BEST. So the department can share resources. We do a lot of that.’ 

Adam – ‘I believe in values and would always say these are our cornerstones, 

the things we fall back on; all the money in the world will not buy trust, love, 

compassion and tolerance – money, of course, is a necessary evil.’ 

Therefore, I question whether teaching, as a profession, was working post-

capitalistically before teachers started being judged by neoliberal technologies, and this 

mismatch has added to the disquiet proposed by Mills (1959). The research I am putting 

forward here creates a grounding for investigating this proposition and developing the 

theme further.  

Finally, I suggest that a further discussion of the issues of insider research is needed to 

analyse the interplay between varying degrees of ‘insiderness’ (Mercer, 2007), and how 

this may affect the argument of Rooney (2005) that insider research can increase 

validity through increased richness of knowledge. Denscombe (1998) suggested that 

insider research risks overlooking ingrained cultural assumptions and this research 

takes that a step further suggesting that those cultural assumptions are not just assumed 

between research and reader but between participant and researcher as during data 

collection I was expected to understand what a teacher meant because I am also a 

teacher. However, I have learnt that every workplace has a unique culture and I feel 

there is a need to investigate what impacts these assumptions have on research. Also, a 

further investigation of how participants seek to exert power on the process of data 

collection and the implications of this is needed, as much of the literature highlights the 

issues of researcher power over participants but neglects the converse position. 

6.7 Conclusion. 

Once the assumption that wellbeing is affected by more than the easily measurable 

aspects of teaching, it was never going to be a simple process to unpick the influences 

which feed teachers propensity to feel overall negative wellbeing while at the same time 

feeling that their life was worthwhile. My initial motivation for conducting this research 
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was that I could see hard working, dedicated professionals who were being turned off 

by the teaching profession. The solutions currently offered by education centre on 

attempts to reduce workload. Yet, the workload directives of the DfE (2016, 2017) miss 

the point as they focus on the mechanics of teaching (managing data, planning and 

marking) rather than overarching pressures (such as perceived efficacy, social 

relationships and autonomy) which influence teachers. By synthesising the supra, 

macro and meso-levels which intertwine to impact on an individual teacher, this study 

provides a new way of viewing the issues affecting wellbeing and teacher retention. 

Previous studies on wellbeing have been hampered by the tendency to frame research 

within disciplines such as labour process theory, leadership theory or psychology. By 

taking a wider view of the influences affecting teacher wellbeing, I am able to present 

complex interactions and internalisations which will take the discussion in a more 

holistic direction. 

The aspects of teaching that individuals value, including the wealth of different 

relationships and the possibility to exercise regular autonomy within their working 

environment, are ingrained into a teacher’s sense of professional identity.  However, 

this identity can be used by management technologies on national and local levels to 

encourage overwork to ensure that the best is always given to the students. This is 

damaging to the wellbeing of teachers as it is an impossible task to always deliver the 

best, not least because the definition of ‘best’ keeps changing. Therefore, I argue that 

neoliberal performativity manipulates behaviours, leaving individuals feeling 

unfulfilled as they can never achieve the traditional image of a respected, professional 

in their field.   

The four strands presented in this work have been well researched. However, part of 

my contribution to knowledge has come from combining them and showing their 

progression within a specific profession. I have identified that discussions around 

teacher pay have acted as a barrier to deeper understanding of the complex relationship 

between different factors that affect teacher wellbeing and this is because of a neoliberal 

political agenda that is the basis of our management language in teaching. However, 

due to the internalisation of neoliberalism, this tension has not resulted in vocal and 

violent resistance but acts as an insidious influence which leaves teachers struggling to 

verbalise their disquiet effectively. Through my thesis, I identified that the way 
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individuals are being managed in education comes into conflict with the way we are 

brought up to think as teachers.  However, my data also suggests that it does not have 

to be like that. The different personas of teachers have been drawn out during my 

discussion and working with the complex nature of teacher professional identify gives 

other avenues for management which has positive effects on teacher wellbeing.  By 

reducing the need for individuals to work in the contradictions of traditional and new 

professionalism or transformational and transactional leadership, the emotional labour 

of teaching can be reduced. However, I have a concern that this conclusion could result 

in teachers being manipulated without pay issues through the emotional blackmail of 

‘expectation’ which may equally result in negative wellbeing for different reasons. My 

thesis is in the early stages of a growing realisation in relation to teacher wellbeing that 

it is not just pay or volume of workload which needs to be addressed and I hope my 

work opens up a discussion about what is going on underneath the surface of the 

profession. 

Finally, by becoming an insider researcher I feel that I have been challenging structures 

that my teacher identity feels awkward addressing. We teachers toe the line so 

questioning that is uncomfortable. My hope is that the knowledge I have unearthed will 

help me, and others who feel the conflicts of traditional and new professionalism, 

understand what is causing our discomfort. As a teacher and researcher I have seen 

more laughter, hope and sparkle in the eyes of teachers than negative emotions but I 

have also seen exhaustion, frustration, upset, fear and in the most extreme case - death, 

which has resulted in the profession losing dedicated, hardworking individuals. The 

current situation is also resulting in those who continue in the job, who have shared so 

much of their passion and enthusiasm, being ground down by the systems of 

neoliberalism, which values raw results over dedication. The next stage is to use this 

knowledge for the greater good, to influence leadership styles and national policy to 

value the more difficult to measure aspects of teaching for the benefit of both teacher 

and pupil wellbeing because a happier teacher has positive impacts on their students too 

(Roffey, 2012). 
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Appendix A – Survey rational  

 

  Survey   

(1st pilot was conducted with members of the Humanities Faculty at School C1 

Easter 2016. 2nd Pilot organised with teachers at G4 – not part of the LTSA – 

who have agreed to take part towards the end of August.) 

Thank you for participating in this survey, all feedback is very important. All 

responses are confidential and anonymous. The purpose of this survey is to gain an 

overview of teacher views on well-being and what might be affecting this. (This 

needs the full ethics statement here) (Survey monkey or similar tool for data 

collection) Emailed web link with covering letter. 

            Sample size – roughly 1700 teachers in LTSA. 20% return rate = 340 

 

Possible background questions at the start – how long have you been teaching? Do 

you hold a management position? SLT/middle leaders 

 

  Wellbeing (consider moving this section to the end) 

1.  On a scale from 1 (very low) to 10 (very high), Circle the number which indicates 

how would you rate your current (This week. ONS question says yesterday but 

wellbeing is very dependent on timing e.g. weekend. Anything more than a week 

and memory fallibility is an issue) wellbeing?  

 1 - Very low 2 3 4 5 6 7 8 9 10 - Very high  

2.  Why have you given that rating?  

3.  How does the reality of the job compare to your image of it when you decided to 

become a teacher? (memory problems here. Possibly change to ideological image of 

a teacher?)  

4.  How in control do you feel of your working practices and environment? Why?  
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Governance  

 5.  What do you feel is the greatest influence on your working practices?  

Personal choice  

Line manager  

SLT  

OFSTED  

National education policies  

Academic research  

International organisations like the OECD and IMF  

Other (please specify)   

  6.  Would you rather have more autonomy or more guidance as to how to carry out 

your role? Why? (over lap with question 8 & 10?) (anchoring bias) 

 

Leadership  

  7.  What qualities do you value most in a leader in education? Why? (national or 

local? Possbly change to member of SLT) 

  8.  Would you rather work for someone who made it clear that they trust you to do 

a good job or someone who paid you more when you perform well? why?  (check 

for anchoring bias) 

 

Policy  

  9.  What are your views on education policy? (A bit vague, could be specifically 

PRP. Could just remove) 

On a scale from 1 (very low) to 10 (very high), circle the number which indicates 

what your feelings towards performance related pay and performance management 

in education? 
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1 - Very negative 2 3 4 5 6 7 8 9 10 - Very positive 

  10.  What affect do you think performance related pay and performance 

management is having on education? (Double barrelled question. Split or remove 

one factor? 

  11.  What do you know about the role of the OECD in education and how do you 

feel about it? (got lots of IDK in the pilot but this gave good information for analysis. 

Consider changing to international influence or give examples like PIZA to allow 

accessibility but is this leading??) 

  12.  Would you recommend teaching in secondary schools in England as a career 

to a friend? Why?  

13. Is there anything else about teacher wellbeing that you would like to say? 

 

Split questions is anchoring bias is an issue. 
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Appendix B – Interview participant profiles 

Pseudonym 

 

Type of 

school 

Grammar – 

G 

Comprehen

sive - C 

Years in 

teaching 

or place 

in pay 

scale 

Level of 

role 
Experience of illness 

Work – W 

Self – S 

Changes of role 

1 – Jack C 1 20+ Teacher Heart attack. W & S? Stepped down from HoF 

2 – Jane C 1 14 Ass HoF Medicated mental health issues. S & W. 

W aggravates. Mainly S. 

Long term AssHoF. Would like to move up. 

3 – Sarah G 1 10 HOD Lack of sleep, increased stress. W, a bit S Promotion to HoF 5 years ago. 

4 – Amy C 1 20+ Ass HoF Depression. W & S. Stepped down from HoF. Would not move 

up again. 

5 – Jessica G 2 15-19 TLR Anxiety. Counselling. W. S a bit.  Stepped down from MLT in last school (6 yrs 

ago). Looking to move to pastoral. 

6 – Daniel C 2 22 TLR Pancreatic cancer. Stress. W. Stepped down as HoF when had kids. 

Looking to go part time. 

7 – Jenny C 1 2 Teacher Low level anxiety, stress. W. Used to work in industry. Not sure about 

opportunities. 

8 - Heather G 2 5 Ass HoD Anti-depressants. S. Used to work in industry. 

9 – Chris C 1 – LEFT 2  Cover 

supervisor 

Lack of sleep. Anxiety possible 

depression. Thoughts of self-harm. More 

sick days taken. W & S. 

Left teaching. 

10 – Nicole C 3 18 Teacher Lack of sleep. Anxiety. Anti-depressants. 

Counselling. W.  

Stepped down from MLT 

11 – Mark G 3 15-19 Ass HoD Low level stress. Historical anxiety. W & S. Would not consider promotion 
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Ass HoF – Assistant Head of Faculty 

HOD – Head of Department 

TLR – Teaching and Learning point 

AH – Assistant Headteacher 

  

12 – Paul G 3 10-12 AH Didn’t ask. Used to work in Army. 

13 – Liz C 4 At least 

10 

AH No. Positive mind-set Moved to SLT 4 years ago. 

14 – Lisa C 5 10 Teacher Anti-anxiety. Pregnancy related. W. Stepped down as AssHoD due to kids and 

bullying. Promotion to HoF in September 

15 – Karen G 4 20+ HoD Stress. W & S. - 

16 – Sean C 6 24 DH Stress. Counselling. W & S. Soon to be Head. 

17 – Adam G 4 ? Head 

teacher 

Yes but not willing to discuss. Took headship 5 years ago. 
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Appendix C – Interview permission letter 

 PhD 

How can the political climate surrounding education impact on well-being of teachers?   

Principle researcher – Laura McQuade. 

 

Information on interviews. 

 

What is the research? 

You have been asked to take part in a research study as part of my Professional PhD in 

Education. The purpose of this study is to find out how politics, both internationally and 

nationally, are impacting on teacher well-being. This study will benefit others in education 

by highlighting the issue of teacher well-being and hoping to identify steps that can be taken 

to improve this and tackle the current problems with teacher recruitment and retention. 

 

Why have I been asked to take part? 

You have been asked to take part because you have important insights about this topic. You 

work in a school which has already begun to address teacher well-being on a local scale 

and you have started to address the issues concerned in the study through a questionnaire. 

These discussions will explore those issues in more depth. 

 

Voluntary participation. 

These discussions are voluntary – you do not have to take part if you do not want to. This is 

a fully independent study and so any decision to take part or not to take part will have no 

effect on your position. If any questions make you feel uncomfortable, you do not have to 

answer them. You will be given a copy of the final report to make sure that you are still happy 

to be included in the research. You may leave the group at any time for any reason and your 

contribution will be deleted at your discretion.   

 

Risks and benefits. 

I do not think there are any risks involved in taking part in this study. This study may include 

risks that are unknown at this time. If any of the discussions make you feel uncomfortable 

there is access to support through the union representatives in the school, teacher support 

network – phone: 08000 562 561, text: 07909 341229, webchat: 

https://www.educationsupportpartnership.org.uk/ There are no personal benefits for taking 

part in this research. Your insights and that of others may be helpful to researchers as they 

seek insights on this topic.  

 

Audio recording. 

The discussions will be recorded to ensure that I have accurately captured the comments of 

each individual. Your privacy will be protected. No names will be used in any report. The 

discussion will be kept strictly confidential, although you may be identifiable within the school 

by the nature of your comments. Strict analysis of the discussion at a number of levels will 

https://www.educationsupportpartnership.org.uk/
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reduce the likelihood of this as much as possible. The audio recording will only be available 

to the principle researcher. The recordings will be stored in a secure location and will be 

erased when the analysis is completed.  

 

Questions. 

If you have any additional questions about this study, you may email me on the following 

addresses: 

13481696@students.lincoln.ac.uk or ljmcq@hotmail.co.uk 

Questions can be addressed over email or face to face. 

 

If you agree to these procedures, please tick the box and sign your name in the space below. 

 

  Yes, I agree to take part in an interview for this study 

 

Name ___________________________________________ 

 

Signature ________________________________________ 

 

Date ____________________________________________ 

  

mailto:13481696@students.lincoln.ac.uk
mailto:ljmcq@hotmail.co.uk
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 Appendix D – Ethical approval form 

  

EA2 

 

Ethical Approval Form:  

Human Research Projects  

 

 

 

 

Please word-process this form. 

Handwritten applications will not 

be accepted. 

 

 

 

This form must be completed for each piece of research activity conducted by academics, graduate 
students and undergraduates. The completed form must be approved by the School of Education 
Research Ethics Committee.  

Please complete all sections. If a section is not applicable, write N/A.  

 

1 Name of researcher 

 

 

 

 

Laura McQuade 

      

 

Department/School Education 

 

2  Position in the University 

 

 

EdD Candidate 

 

3 Role in relation to this 

research 

 

 

Principle researcher 

 

4 Title of the research 
project  

 

 

How can the political climate surrounding education impact on 

well-being of teachers?   

 

5 Brief statement of your 

main research question  

 

How can the political climate surrounding education impact on 

well-being of teachers?   
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6 Brief description of the 

project 

 

 

 

The research aims to investigate the influence of international 

organisations like the OECD and IMF on national education policy. 

It will then go on to consider how these policies are influencing 

leadership styles in English secondary education and what impact 

these have on teacher well-being. 

 

To investigate teacher’s perceptions of well-being and the 

influences on this I aim to conduct a case study of one secondary 

school in Lincolnshire. I will gain an overview of the current 

situation in the school and how that is perceived by teachers 

through a survey. This will be followed up by focus groups of 

volunteers and one to one interviews to gain more in depth 

analysis. The research may also ask participants to undertake 

reflective journals so that thoughts and influences on well-being 

can be logged as they happen. However, there are difficulties with 

including this in the research design which will be discussed later.  

 

Some of the themes I hope to address include:  

 

• What is the political climate surrounding education?  

• What purpose does it serve? (Are teachers encouraged 

through national education policy to be active or passive members 

of the profession and what is the reasoning behind this?)  

• What is the self-perception of teachers and their 

definitions of well-being? To what level do teachers critically self-

reflect on their position and well-being within society?  

• What impact does Teacher’s engagement with Senior 

Leadership Team (SLT) have? (Are SLT seen as agents of 

government and does this impact on teacher’s well-being?)  

• To what extent are Teacher’s engaging with practice? 

(Does the political climate affect pedagogical decisions and the 

ability of teachers to influence their environs?)  

• Can being actively involved in management and 

pedagogical decisions impact on the well-being of teachers? 

• How aware are teachers of national and supranational 

politics or are teachers focused on the immediate environment 

within schools?  

• Can increased critical self-reflection change teacher’s 

perceptions of well-being for the better? 

 

Through a critical theory approach, this research could help drill 

down through the current focus on measureable factors such as 

Performance Related Pay to shine a spot light on the hidden 

international influences on national policy makers, educational 

leadership and teacher well-being. 
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Approximate start date:   

Pilot study dates. 

 

Anticipated end date:    

 

      

 

7 Name and contact details 

of the  Principal 

Investigator (if not      

     you) or supervisor (if a 

student) 

 

 

      

Joss Winn      

 

Email address:  

JWinn@lincoln.ac.uk 

 

Telephone: 

 

 

8   Names of other 

researchers or 

 student investigators 

involved 

 

 

1. 

2. 

3. 

4. 
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Appendix E – Final survey 

Survey   

Background 

These questions are about you and the time you have spent in teaching.   

1. Are you female or male? 

[ ] Female 

[ ] Male 

 

2. Which age bracket are you in? 

[ ] Under 25 

[ ] 25-29 

[ ] 30-34 

[ ] 35-39 

[ ] 40-44 

[ ] 45-49 

[ ] 50-54 

[ ] 55-59 

[ ] 60 or older 

[ ] Prefer not to say 

 

3. Which role best describes your current job? 

[ ] Classroom teacher 

[ ] Middle leader 

[ ] Senior leader 

 

4. How many years experience in teaching do you have? 

[ ] 0-5 

[ ] 6-10 

[ ] 11-15 

[ ] 16-20 
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[ ] 21+ 

 

5. What is your current employment status as a teacher? 

[ ] Full-time (more than 80% of full time hours - 0.8 or more) 

[ ] Part-time (Less than 80% of full time hours or less than 0.8) 

 

Well-being  

This section will ask you about your feelings towards different aspects of your life. 

There is no wrong or right answers.  

6.  On a scale from 0 (not at all) to 10 (completely), circle the number which 

indicates overall, how satisfied are you with your life nowadays?  

 0 – (not at all) 1 2 3 4 5 6 7 8 9 10 – (completely) 

Please comment if you would like. 

7. On a scale from 0 (not at all) to 10 (completely), circle the number which 

indicates overall, to what extent do you feel that the things in your life are 

worthwhile? 

                0 - (not at all) 1 2 3 4 5 6 7 8 9 10 - (completely) 

Please comment if you would like. 

8. On a scale from 0 (not at all) to 10 (completely), circle the number which 

indicates overall, how happy did you feel last week? 

                0 - (not at all) 1 2 3 4 5 6 7 8 9 10 - (completely) 

Please comment if you would like. 

9. On a scale from 0 (not at all) to 10 (completely), circle the number which 

indicates overall, how anxious did you feel last week? 

                0 - (not at all) 1 2 3 4 5 6 7 8 9 10 - (completely) 

Please comment if you would like. 
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10. The following questions will ask you about how you generally feel about your 

job. How strongly do you agree or disagree with the following statements? 

Please pick one choice from each row. 

  Strongly 

Disagree 

Disagree Agree Strongly 

Agree 

a The 

advantages of 

being a 

teacher 

clearly 

outweigh the 

disadvantages 

    

b If I could 

decide again, 

I would still 

choose to 

work as a 

teacher 

    

c I regret that I 

decided to 

become a 

teacher 

    

d I think that 

the teaching 

profession is 

valued in 

society 

    

e My wellbeing 

is considered 

important by 

the school 

    

f My balance 

between 

work and 

home life is 

about right 

    

g All in all, I 

am satisfied 

with my job. 
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11.  What do you feel is the role of a teacher? 

      

12.  The following questions ask about how in control you feel you are of your 

working practices and environment. How strongly do you agree or disagree with the 

following statements? 

     Please pick one choice from each row. 

  Strongly 

Disagree 

Disagree Agree Strongly 

Agree 

a I have 

opportunities 

to express my 

ideas and 

points of view 

    

b My opinions 

are valued by 

the school 

    

c I am 

encouraged to 

use my skills 

and initiative 

to teach and 

work 

independently 

    

d Staff are able 

to raise 

concerns 

and/or 

complain 

without risk of 

repercussions 

    

e My skills are 

well used 

    

f I feel valued in 

my role 

    

g There is full 

staff 

consultation 

when any 
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significant 

change is 

proposed 

 

Policy 

This section will ask about different aspects of educational policy and their influence 

on your work. 

13. Please rank the following influences on your working practices with 1 being the 

most influential. 

Personal choice  

Line manager  

Senior Leadership team  

Inspection regime (OFSTED)  

National education policies   

Academic research  

International organisations like the Organisation for Economic 

Cooperation and Development (OECD) and the International Monetary Fund 

(IMF) 

 

Teaching Unions  

Exam boards  

Other (Please specify)  

 

14. The Organisation for Economic Cooperation and Development (OECD) has some 

influence in education policy through measures such as PIZA and the definitions of 

literacy and numeracy. On a scale from 0 (not at all) to 10 (completely), circle the 

number which indicates overall, how directly do you feel this influences your working 

practices? 

              0 – not at all 1 2 3 4 5 6 7 8 9 10 – completely 

Please comment if you would like. 

 

15. Please indicate which aspects of Government policy you feel most influence your 

working practices?  
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Please tick up to five options 

Inspections  

School/college performance tables  

Curriculum reform  

Qualification and assessment changes  

SEND  

Equality and diversity  

Pupil behaviour support  

Finances/funding  

Health and safety  

Teacher recruitment/supply  

Support for school/college leaders  

Teacher training and CPD  

Frequency of policy changes/reforms  

Performance management  

Other (Please specify)  

 

16. As an example of government policy, the next few questions will focus on 

performance management.  

Does your school use student exams result targets as part of the performance 

management process? 

[ ] Yes 

[ ] No 

 

17. On a scale from 0 (very negative) to 10 (very positive), circle the number which 

indicates what affect you think performance related pay and performance 

management is having on education?   

                      0 - Very negative 2 3 4 5 6 7 8 9 10 - Very positive 

 

Please comment if you would like.  
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Leadership  

This section will ask about your views on and experiences of different aspects of 

leadership in schools. 

18. The following questions ask about your relationship with leadership in school. How 

strongly do you agree or disagree with the following statements? 

Please pick one choice from each row. 

  Strongly 

Disagree 

Disagree Agree Strongly 

Agree 

a I have 

received 

appropriate 

training 

    

b My 

managers 

are 

supportive 

    

c I regularly 

receive 

positive 

feedback on 

my own 

work 

    

d The school 

benefits 

from 

effective 

leadership 

    

e I have a 

good 

relationship 

with my line 

manager 

    

f I am trusted 

to make 

important 

decisions on 

my own 

    

g I am clear 

about what 
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is expected 

of me at 

work 

h I trust the 

leadership in 

school to 

make fair 

and balanced 

pay 

decisions. 

    

i There is a 

collaborative 

school 

culture 

which is 

characterised 

by mutual 

support. 

    

j My line 

manager is 

considerate 

of my life 

outside work 

    

k I am 

satisfied 

with my 

level of 

involvement 

in decisions 

that affect 

my work at 

school 

    

 

19. Please rank the following statements in order of importance with 1 being most 

important to you: 

a Receiving a pay rise is important to me as a recognition of my 

work 

 

b Gaining promotion is important to me as a recognition of my 

work 

 

c Being trusted is important to me as a recognition of my work  
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20. The following questions ask about your experience of Continuing Professional 

Development (CPD). How strongly do you agree or disagree with the following 

statements? 

Please pick one choice from each row. 

  Strongly 

Disagree 

Disagree Agree Strongly 

Agree 

a I have taken part in 

CPD during the past 

year 

    

b The CPD offered has 

met my personal 

professional needs 

    

c I have received 

appropriate time to 

follow up on CPD 

    

d I have access to 

mentoring in school 

(Mentoring is a 

system of guidance 

which involves an 

expert mentor 

offering suggestions 

for improvement to 

the mentee) 

    

e I have access to 

coaching in school 

(Coaching is a form 

of questioning which 

offers no direction or 

suggestions but which 

allows the person 

being coached to 

explore their own 

solutions) 

    

 

21. Finally, is there anything else about the topics covered in this survey (well-

being, policy and leadership) that you would like to say?  

 

 



 
   

214 
 

If you would be willing to take part in an interview based on the themes of this 

survey, please fill in the contact details below. These details will not be held 

alongside your survey answers and your confidentiality and anonymity will be upheld. 

Name: 

Email address: 

Questions about the pilot. 

 

1. On a scale of 1 (Very easy) to 5 (Very hard), how would you rate the survey 

according to the following? 

 1 2 3 4 5 

How easy 

was it to 

navigate? 

     

How easy 

was it to 

understand 

the 

questions? 

     

How easy 

was it to 

answer the 

questions? 

     

 

If you found any of the questions hard, please give details 

2. How long did it take you to complete the survey? 

[ ] Longer than I would like 

[ ] A while but that was OK 

[ ] Reasonably quickly 

[ ] Very quickly 

3. Did you object to answering any of the questions? If so please give details.  

4. Do you feel that anything within the themes of the survey was missed?  
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5. Other comments 

Thank you for taking part. 
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Appendix F – Interview questions 

Interview questions. 

Thanks for taking part – how do you feel about teacher wellbeing now? 

 

What are your views on work life balance? 

 

What would your ideal member of SLT look like? 

 

Are your SLT like that? Why? 

 

Is happiness the same thing as finding your life worthwhile? Which is more 

important? Why? 

 

What is the role of the international organisations in education? How does this impact 

on your teaching? Why? 

 

What do you feel are society’s views on teachers? 

 

Have you noticed and changed in education over your time as a teacher? How do you 

feel about it? 

 

Are you happy to talk about mental/physical health? Where do you see that cause of 

that coming from? 

 

How do your SLT show that they value you? 

 

Do you regularly receive positive feedback on your work? Why do you think this is? 

How does it make you feel? 

 

What motivates you to work outside contracted hours? 
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How do you feel about government policies like inspections, changes in exams and 

PRP? 

 

What are your experiences of CPD? 

 

What would you rather have, money in the form of a pay rise, or that SLT made it 

clear they trusted you? Why? 

 

Have there been any impacts on your partner or family life due to being a teacher? 
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Appendix G – Survey mapping exercise 

 Sources for mapping 

 NASUWT. (2016) The big question 2016: An opinion survey of teachers and school leaders. 

[online] Available from: https://www.nasuwt.org.uk/article-listing/big-question-survey-

report-2016.html [Accessed 20th July 2017] 

NASUWT. (2016) Survey of the experiences of school/college leaders. [online] Available 

from: https://www.nasuwt.org.uk/uploads/.../13afb486-68b7-45f8-abf9b88840e396f2.pdf 

[Accessed 20th July 2017] 

OECD. (2013) Teaching and Learning Principle Questionnaire [online] 

http://www.oecd.org/edu/school/TALIS-2013-Principle-questionnaire.pdf [Accessed 20th 

July 2017] 

ONS. (2015) Harmonised concepts and questions for social data sources: Interim 

Harmonised principle. Personal well-being. [online] 

https://www.ons.gov.uk/.../harmonisation/...harmonised-concepts-and-questions [Accessed 

20th July 2017] 

Tinker, L. and Hicks, S. (2011) Measuring subjective well-being. [online] 
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.366.3593&rep=rep1&type=pdf   

[Accessed 20th   July 2017] 

Higton, J., Leonardi, S., Richards, N., and Choudhoury, A. (2017) Teacher workload 

survey 2016. Research report. London: DfE 

NUT. (2016) Online stress survey guidance for local officers, reps and safety reps. [online] 

https://www.teachers.org.uk/.../online-stress-survey-guidance-sixth-form-colleges.doc 

[Accessed 20th July 2017] 

OECD, (2013) Teaching and Learning Teacher Questionnaire. [online] 

http://www.oecd.org/edu/school/TALIS-2013-Teacher-questionnaire.pdf [Accessed 20th July 

2017] 

 

Survey mapping exercise 

Survey question Link to  

other surveys 

Link  

to RQ 

Justification 

Background questions 

1) Are you female 

or male 

Talis, TWS 2, 3 Could help identify trends within genders 

2) Which age 

bracket are you in 

Talis, TWS  2, 3 Could help identify trends within age 

groups. This question is on both surveys 

but the TWS gives brackets which I feel 

is easier for participants to complete. 

3) Which role best 

describes your 

current job? 

TWS 1,2,3 Could help identify trends within roles 

with respect to attitudes and impacts.  

https://www.nasuwt.org.uk/article-listing/big-question-survey-report-2016.html
https://www.nasuwt.org.uk/article-listing/big-question-survey-report-2016.html
https://www.nasuwt.org.uk/uploads/.../13afb486-68b7-45f8-abf9b88840e396f2.pdf
http://www.oecd.org/edu/school/TALIS-2013-Principle-questionnaire.pdf
https://www.ons.gov.uk/.../harmonisation/...harmonised-concepts-and-questions
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.366.3593&rep=rep1&type=pdf
https://www.teachers.org.uk/.../online-stress-survey-guidance-sixth-form-colleges.doc
http://www.oecd.org/edu/school/TALIS-2013-Teacher-questionnaire.pdf
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4) How many 

years experience 

in teaching do you 

have? 

Talis, TWS 2, 3 Could help identify trends within levels 

of experience. Adapted brackets from 

TWS slights as I felt 11+ is too low an 

option to stop with. 

5) What is your 

current 

employment status 

as a teacher? 

Talis, TWS 2, 3 Wording taken from Talis. Reduced 

options as all I want to see is if there are 

trends within levels of control between 

full and part time staff. 

Wellbeing   While the textbooks on surveys suggest 

that personal questions such as these go 

at the end of the survey, the ONS placed 

their wellbeing questions after the key 

demographic questions on their annual 

population survey. This allows the 

participant to relax into the survey but 

'ensures the main survey questions do not 

impact on response to the personal 

wellbeing questions'. (ONS, 2015, 4) 

6) How satisfied 

are you with your 

life nowadays? 

Comment 

ONS 2,3 I have added a comments box to allow 

elaboration and qualitative response as an 

option. I will analyse the usefulness of 

this in the pilot 

7) To what extent 

do you feel that 

the things in your 

life are 

worthwhile? 

ONS 2,3 Comments as above. Comments may 

help distinguish between different aspects 

of life. 

8) How happy did 

you feel last week? 

ONS 2,3 Adapted from ONS survey. ONS say that 

they used the timeframe of 'yesterday' to 

approximate to the DRM time use 

approach. As this is the only justification 

for this time frame, I have decided to go 

with 'last week' to illicit a generalised 

overview. From previous studies by 

Myself on wellbeing in a case study 

school, it is very time dependent and a 

participant who completes this on a 

Sunday may report very different 

findings to that of one who reports on  a 

Tuesday. Although Talis suggests that 

with a large data set this trend should be 

balanced out, I am not sure if my sample 

will be big enough for that. Also, the 

pilot will be carried out during/just after 

the holidays so will not help in that 

analysis. 

9) How anxious 

did you feel last 

week? 

ONS 2,3 As above 
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10) How you 

generally feel 

about your job 

a,b,c,d,g Talis. e 

NASUWT. F 

TWS. g NUT 

1, 2, 3 Mainly taken from Talis but removed 

section on choice of different profession 

as I felt this overlapped with the previous 

2 and put too much of a negative spin on 

the section. Also included 2 questions 

from the unions as these will help analyse 

the wellbeing scores from previous 

questions. 

11) In your last 

full working week, 

how many hours 

did you work 

outside of your 

contracted hours? 

Please include 

evenings and 

weekends. 

Talis 3 Workload was highlighted as a concern 

in the pilot. The hours work has been 

studied a lot but this question will help 

me compare this survey to others in the 

field and leads into the next question. 

12) What factors 

influence why you 

work in addition to 

your contracted 

hours? 

Some mapping 

to TWS but also 

includes a few 

additional ideas. 

1,2,3 This will help me ascertain the extent of 

exploitation within the profession. The 

Teacher workload survey looked at how 

long people were working, their attitudes 

towards this and what they were doing 

when they were working but it didn't look 

at why they were doing this. 

13) To what 

extent. If at all, do 

you consider 

teacher workload 

to be a serious 

problem? 

Maps with 

TWS 

2,3 Will help how happy people are about the 

workload. This section can be explored 

further in interviews. 

14) What do you 

feel is the role of a 

teacher? 

 1, 3 A qualitative question not mapped to 

other surveys studied. The question is 

important to help analyse Mills assertion 

that a miss match between personal 

beliefs and societal demands increases 

poor wellbeing. I want to see if there is a 

correlation between wellbeing score, 

views on roles of teachers and opinions 

on leadership styles. This is qualitative 

because I want to explore views rather 

that give teachers a predesigned list of 

options which would be derived from 

literature which is not up to date. 

15) How in control 

you feel you are of 

your working 

practices and 

environment.  

b NASUWT, 

rest NUT 

1, 2, 3 A mix of questions to allow regressions 

to assess significance. Control is a key 

theme in wellbeing literature so important 

to assess levels of control linked to 

wellbeing scores. 

Policy 
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16) Influences on 

your working 

practices  

Some mapping 

to NASUWT 

with  

2, 3 Adaption to remove anchoring bias and 

add options relevant to my survey. Will 

allow analysis of how much control 

teachers feel in comparison to the level of 

influence most important in their working 

environment. 

17) How directly 

do you feel this 

influences 

(OECD) your 

working practices? 

 1, 3 Does not map to other surveys but have 

taken the style of questioning from Talis. 

I want to establish whether international 

influences teachers directly. May not 

need this. See how useful it is during 

pilot. 

18) which aspects 

of Government 

policy you feel 

most influence 

your working 

practices 

NASUWT 1, 2 Adapted to remove negative connotations 

in the question. Options match. 

19) Does your 

school use student 

exams result 

targets as part of 

the performance 

management 

process? 

 1, 2 Maps to the recommendation by the DfE 

to use targets as part of PM which is 

transactional  

20) What affect 

you think 

performance 

related pay and 

performance 

management is 

having on 

education 

NASUWT 2 Maps to previous studies such as Forester 

who suggested in 2011 that PRP is 

damaging to education. 

Leadership 

21) Your 

relationship with 

leadership in 

school 

a-g NUT. H 

adapted from 

NASUWT. F 

and I from 

Talis. J and k 

from TWS. 

1, 2,3 NASUWT said governing body. I have 

changed to leadership. F adapted from 

Talis to include more transformational 

language. J and k will help qualify other 

statements. All of these are 

transformational qualities of leadership. 

22) Pay rise, 

promotion or trust 

Mapped to 

Keskes theories 

of transactional 

or 

transformational 

leadership. 

2 a is transactional, b is a mix and c is 

transformational. Mapped to a question 

on the unit 4 pilot which asked about 

trust or pay. Qualitative answers 

indicated that it was not as simple as that 

so this question should help assess the 

weighting of each option. 

23) CPD a,b,c adapted 

from TWS d&e 

1,2,3 CPD is an investment in a person’s 

development therefore seen as 

transformational. Coaching is 
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extended on 

from Talis 

transformational in style while mentoring 

is transactional. Talis only focus's on 

mentoring. D&e based on definitions 

adapted from Gildea (2014) 

 

24) Is there 

anything else 

about the topics 

covered in this 

survey (wellbeing, 

policy and 

leadership) that 

you would like to 

say?  

Taken from 

Munn and 

Drever (1990) 

3 Gives the opportunity to expand on any 

other issues. Gives the chance for hidden 

codes to come to light not previously 

considered through the literature. 
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