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Appendix A - Literature review

This literature review examines existing research on teacher job preferences, focusing on the factors that influence
recruitment and retention in England’s education system. It explores the impact of salary, workload, flexibility, and working
conditions on teachers’ career decisions, drawing on both quantitative and qualitative studies. Additionally, it considers
the role of school leadership, policy, and job attributes in shaping teacher preferences, with particular attention to the
challenges faced by schools in disadvantaged areas. Given the ongoing teacher shortages, particularly in secondary
education and high-need subjects, understanding these preferences is crucial for designing effective policies to attract and
retain teachers. The review synthesises findings from national and international studies, including survey data, discrete
choice experiments, and meta-analyses, to provide a comprehensive overview of the key determinants of teacher job
choices.

Teacher preferences for different job attributes

England faces significant challenges in teacher recruitment and retention, especially in secondary education shortage
subjects amid rising pupil numbers (Allen et al., 2023). Latest data from the School Workforce Census (SWC) shows that
9.7% of teachers left teaching in 2021/22 (Department for Education, 2024a). However, larger numbers of teachers are
thinking of leaving the profession according to two surveys. Wave 2 of the Working Lives of Teachers and Leaders reports
that 36% of teachers are considering leaving teaching in the next 12 months (Department for Education, 2024b). ATeacher
Tapp survey shows only 63% of teachers think it is likely that they will still be a teacher in three years’ time (Allen et al.,
2024). Initial teacher training (ITT) recruitment continues to fall below what is needed to ensure sufficient staffing levels in
schools (McLean et al., 2024). Three-quarters of senior secondary school teachers said they have experienced difficulties
with at least one appointment they were involved in during 2024 (Allen et al., 2024).

Salary

Salary is a key factor in teacher retention, and the real-terms decline in teacher pay since 2010/11 has likely contributed to
ongoing shortages in England (Worth et al., 2018). Several recent studies have documented the effectiveness of financial
incentives, particularly bursaries, in recruiting and retaining teachers in high-shortage subject areas. McLean et al. (2023)
find that increases in bursaries are positively associated with both teacher recruitment and retention, thereby supporting
long-term teacher supply. Their analysis indicates that “a £70,000 increase in a subject’s bursary was associated with an
18 per cent increase in the number of trainees in that subject” (p. 7), though with substantial variation across different
cohorts. This aligns with findings from Benhenda and Sims (2022), who examined targeted salary uplifts for early career
maths and physics teachers. They found that teachers eligible for these payments were 23% less likely to leave state-funded
schools during the years they received them. Similar patterns have been observed in the United States, where early career
salary incentives have been linked to improved retention rates in shortage subjects (Feng and Sass, 2018; Bueno and Sass,
2018). However, a recent systematic review concluded that while financial incentives show promise in attracting teachers
to the profession and to specific regions, subjects, or hard-to-staff schools, the evidence remains inconclusive (See et al.,
2020a).

Survey evidence on teacher pay presents a more mixed picture. Data from the TALIS 2018 survey suggest that around half
of teachers in England were dissatisfied with their pay. However, compared to teachers in other countries, responses from
those working in England were relatively favourable (Jerrim and Sims, 2019). More recent surveys indicate increasing
dissatisfaction. Inthe 2023 Working Lives of Teachers and Leaders survey, almost three-quarters of teachers reported being
dissatisfied with their salary, with a similar proportion expressing concerns about their long-term pay prospects compared
to alternative career paths (Department for Education, 2024b). Evidence from Teacher Tapp (2023a) suggests that when
given a choice between a 10% pay rise and a 10% reduction in workload, 57% of teachers preferred the pay increase, while
43% prioritised the workload reduction. Notably, even when the salary increase was reduced to 3%, 39% of teachers still
opted for the financial incentive.

Studies using conjoint analysis that are similar to this study provide further insights into teacher job preferences. Burge et
al. (2021) find that teachers exhibit loss aversion (i.e. greater sensitivity to salary reductions than to equivalent gains). For
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instance, while a 1% increase in final pension was valued as equivalent to a 0.55% increase in annual salary, a 1% reduction

in pension required an additional 1.67% salary increase to compensate. Similar studies in the US have examined teacher
preferences for pay structures. Johnston (2024) finds that more effective teachers are more likely to favour pay structures
incorporating performance-related elements, while Fuchsman et al. (2020) report that teachers only become significantly
concerned about the type of pension scheme as they gain more experience.

Workload

Over half of teachers in England report having an unmanageable workload (Jerrim and Sims, 2019), which is also cited as a
major reason for leaving the profession (Perryman and Calvert, 2020). In a conjoint analysis of job preferences, Burge et al.
(2021) found that reducing workload was highly valued by teachers. Their study estimated that each 1-percentage-point
increase in workload would require a 2.72% increase in annual pay to compensate, whereas a 1% reduction in workload
was valued as equivalent to a 0.77% increase in annual pay.

However, longitudinal quantitative studies directly linking workload concerns to teacher retention are relatively rare. A
notable exception is Sims and Jerrim (2020), who used data from the TALIS 2018 study for England, linked to administrative
records, to examine how various working conditions (including views on workload) were associated with teachers leaving
their school or the profession by the following academic year. Contrary to conventional wisdom, they report that “workload
does not show a robust relationship with either turnover or job satisfaction” (p. 7). However, other studies have found at
least a correlation between teachers’ perceptions of their workload and their intentions to remain in their current school.
Forinstance, using cross-sectional data, Jerrim (2024) found that each standard deviation increase in teachers’ satisfaction
with their workload was associated with a 0.07 standard deviation increase in their likelihood of staying at their school.
Teacher Tapp (2023b) also reports an association between teacher wellbeing and reported working hours.

Flexibility

Many teachers highly value flexible or part-time work (Worth, 2023; Sharp et al., 2019), but this is challenging to implement.
However, with other competing jobs now offering greater opportunities to work from home since the COVID-19 pandemic,
flexible working has become a key barrier to recruiting and retaining teachers. Recent research by the NFER indicates that
while flexible working arrangement amongst teachers may be on the rise, less than one-in-six report being able to take
planning, preparation and assessment (PPA) time off-site, are able to start late or finish early, or are able to take ad-hoc
personal days off (McLean et al., 2024). They thus note how the demand for such flexible working arrangements currently
outstrips supply, with surveys suggesting that it is highly valued by employees. This is supported by evidence from the
conjoint analysis conducted by Burge et al. (2021), with the ability to move from full-to-part-time (if requested) being worth
the equivalent of around a 4% pay rise. That said, only a minority of teachers would prefer a teaching job with much shorter
working hours but with more conventional holiday arrangements, and very few would be willing to trade two days of school
holiday for an additional one day to be taken at their time of choosing (Allen et al., 2023).

Qualitative research conducted in England has, however, warned that “Increasing opportunities for flexible working may
have a role in helping to retain teachers in the profession, but offering such opportunities without addressing fundamental
issues around teacher workload is unlikely to have a significant impact” (CooperGibson Research, 2018, p.7). And clearly
there are major organisational hurdles in implementing flexible working without causing issues for students and colleagues,
which we return to below.

Professional development opportunities

While a large-scale meta-analysis of various studies finds a limited relationship between professional development and
teacher retention (Gundlach et al., 2024), discrete choice experiments suggest that teachers place some value on
professional development as part of their job package.

One study in Costa Rica found that increased peer and pedagogical support had only minor marginal effects—between 1%
and 3%—on teacher preferences. However, when combined with higher pay, these non-monetary incentives were more
effective in encouraging teachers to move to high-need contexts (Lentini et al., 2024). In the US, Lovison and Hyunjung Mo
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(2024) found that teachers were less attracted to an offer of one hour per week of instructional coaching compared to other
job attributes, such as the availability of in-school counsellors and nurses. However, they concluded that instructional
coaching represents good value for money, as the perceived benefit to teachers exceeds its cost.

In England, Burge et al. (2021) found that teachers were only willing to trade a very small salary increase (0.43%) for an
additional professional development day per year. Their findings also indicate that teachers preferred professional
development delivered within their school and among colleagues, rather than external training chosen and attended
independently. Headteachers and leading practitioners placed a particularly high value on professional development
comparedto classroom teachers, a preference consistent with survey findings reported by Allen et al. (2024). These findings
also highlight that teachers strongly prefer to have autonomy over their professional development choices.

Policy and leadership

There are of course a multitude of other factors associated with the recruitment and retention of teachers, many of which
have been investigated in the literature. For instance, when asking teachers why they are considering leaving the teaching
profession over the next year in a survey, Adams et al. (2023) found that 76% of teachers said government policy changes
were a factor - with only concerns over workload (92%) being a more pressing factor. Issues surrounding accountability
pressures (69% of teachers) and managing parental complaints (35%) were also key issues named.

Nguyen et al. (2023) reviewed the evidence base on school leadership, culture, climate and structure for teacher retention.
They highlight three interrelated leadership approaches and their associated practices to support teacher retention: (i)
prioritising teacher development; (ii) building relational trust; and (iii) improving working conditions. The review also
underscores four prominent characteristics of school culture, climate, and structure that promote collegiality, positive
school discipline, intellectual stimulation, and equity in workload arrangements and support distribution.

In a meta-analysis of 185 studies by Gundlach et al. (2024), found that while workload and time pressure were only weakly
associated with intentions to leave the profession, role conflict showed a much stronger association. In the same meta-
analysis, perceived threats to safety had a strong association with their decision to stay in a school. Overall resourcing
levels, professional development, administrative support, staff-student ratios and pedagogy had little consistent effect.
Overall, teachers reported measures of school leadership, culture and collegiality were associated with intentions to stay
in a school. We return to some of these factors below.

Recentresearch on collegiality has suggested that each standard deviation increase in a school staff member’s relationship
with their colleagues is associated with around a 0.15 standard deviation increase in their organisational commitment
(Jerrim and Sims, 2024). This is consistent with international evidence, which has indicated that interpersonal relationships
within school settings are a key driver of staff outcomes (Campoli and Conrad-Popova, 2017; Kurtz and St Maurice, 2018).

Other factors

Several additional factors influence teacher job preferences beyond salary, workload, job flexibility, leadership and
professional development opportunities.

Pupil behaviour is a significant concern for many teachers in the UK. A majority express a preference for their school to take
firmer action on student misbehaviour (Teacher Tapp, 2023a), and more than half report considering pupil behaviour when
deciding where to work (Menzies et al., 2015). Behavioural climate appears to be a particularly strong driver of early-career
teacher movement between schools and exits from the profession. Analysis of US data found that a one standard deviation
increase in first-year teachers’ perceptions of poor behaviour was associated with a nearly sixteen-fold increase in their
likelihood of leaving the profession, as well as a more than twofold increase in their likelihood of switching schools (Kukla-
Acevedo, 2009). Burge et al. (2021, p. 41) further highlight the strong influence of behaviour on teachers’ job decisions,
estimating that teachers would require a 40.6% increase in salary to compensate for moving from a school where “poor
behaviour is rarely a problem” to one where “poor behaviour from a few students significantly disrupts mostlessons”. Viano
et al. (2021) find that teachers place high value on consistent enforcement of discipline, sometimes even exceeding the
value placed on salary increases or class size reductions.
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While smaller class sizes are often assumed to be a key job attraction factor, studies in the US have suggested they are

relatively low priority compared to other aspects of school support. Lovison and Hyunjung Mo (2024) and Viano et al. (2021)
find that teachers are more likely to prefer jobs in schools offering reduced class sizes, but this was among the least valued
job attributes, ranking below access to school nurses, counsellors, and other support staff. Johnston (2021) estimates that
areduction of one pupil per class is valued as equivalent to a $595 salary increase. Similarly, a study of primary teachers in
California found that working conditions—including facilities, administrative support, and class size—were more influential
in shaping workplace preferences than student characteristics such as socioeconomic background, ethnicity, or
achievement levels (Horng, 2009).

Finally, childcare benefits are particularly valued by teachers with children. Lovison and Hyunjung Mo (2024) find that
childcare subsidies act as a near-perfect substitute for a salary increase of equivalent value. Given that childcare costs in
the UK are among the highest internationally (Statham et al., 2022), such benefits may be especially attractive in this
context.

Headteacher preferences regarding employment practices and teacher job
candidates

The literature on how headteachers approach teacher recruitment, the employment conditions they prefer to offer, and the
types of candidates they favour remains relatively limited, with most studies being descriptive or correlational (e.g., Lynch
et al., 2024; Robinson & Gray, 2019). However, several strands of research provide insight into headteachers' hiring
practices and preferences, including recruitment strategies, employment incentives, and the attributes they value in
teachers.

Recruitment strategies and employment incentives

Engel & Curran (2016) examined how 31 Chicago principals approached recruitment, screening, and selection. They
identified common strategies such as early hiring, appointing substitute or student teachers, and leveraging personal
networks. However, strategic recruitment was relatively rare and appeared more common in higher-performing schools—
though findings were limited by the study’s small sample. Similarly, Jabbar (2018) explored recruitment in New Orleans
charter schools, where greater flexibility allowed for more varied hiring strategies. While many school leaders supported
salary enhancements as an incentive, financial constraints led them to offer alternative benefits such as performance-
based bonuses or extra pay for additional duties.

Chong et al. (2024) took a different approach, analysing 908 job adverts from schools in disadvantaged areas of England
(Education Investment Areas). This study provided indirect evidence of headteachers’ preferences by identifying the most
frequently advertised job attributes, including professional development (79.5%), healthcare benefits (30.6%), flexible
working (14.1%), workload reduction initiatives (12.9%), behaviour policies (5.3%), class size reductions (5.1%), and
childcare support (2.6%). While these findings highlight a range of strategies used to attract teachers, they do not indicate
the relative importance of each policy, or the trade-offs involved.

Headteacher preferences for teacher characteristics

We know of only two discrete choice experiments (DCEs) that have explored headteacher preferences for teacher
attributes. Giersch & Dong (2018) surveyed 467 North Carolina principals, finding a preference for candidates with
advanced degrees and those from highly selective institutions. A master’s degree or prestigious undergraduate background
increased the likelihood of selection by over 7 percentage points. Experience was also valued, but only up to five years—
beyond which additionalyears (up to 15) did not further increase preference. Principals favoured candidates demonstrating
innovative instruction, alignment with the school’s mission, and engagement with current research. These findings align
with broader psychological research on ‘fit,” which suggests that teachers who align with a school’s culture and working
style are more likely to succeed (Perrone & Meyers, 2023).
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A second DCE by Johnson et al. (2024) surveyed 170 Christian school leaders across multiple countries. It found that

leaders strongly preferred candidates with extensive teaching or leadership experience and a strong academic background.
They also valued candidates who had attended Christian colleges or previously worked in similar school settings,
illustrating how hiring preferences can be shaped by the school’s specific ethos and educational philosophy. This highlights
the importance of studying headteacher preferences within specific national and institutional contexts—such as the UK,
where no equivalent DCE has yet been conducted.

Stated preferences and broader trends

Several studies have explored headteachers’ self-reported hiring preferences, though these findings may be influenced by
social desirability bias or post-hoc rationalisation (Engel, 2012; Davis et al., 2021). A review by Davis et al. (2021) identified
a diverse set of criteria considered by headteachers, including appearance, academic credentials, demographic factors
(e.g. race and gender), and relational qualities (e.g. rapport with students and colleagues). Engel (2012) found that,
compared to leaders in higher-achieving schools, those in lower-achieving schools prioritised classroom management
skills and a teacher’s ability to improve student test scores—patterns that were also reflected in Giersch & Dong’s (2018)
findings.

Other research has documented variability in headteacher preferences. The Preferred Teacher Applicant Characteristics
Survey (PTACS), developed by Davis et al. (2021), revealed significant heterogeneity in hiring preferences, with female
headteachers placing greater emphasis on candidates’ personal characteristics. Ingle et al. (2021) further demonstrated
that urban school leaders valued personal qualities and professional qualifications above student outcomes or applicant
demographics. Meanwhile, qualitative studies reinforce the idea that different school contexts lead to different hiring
priorities (Ingle et al., 2011).

A recent review by Perrone & Meyers (2023) summarised key trends in headteacher hiring preferences, concluding that
principals generally favour teachers who are fully certified through traditional training routes and have some classroom
experience. However, less experienced teachers were sometimes considered more adaptable. Enthusiasm and passion for
teaching were also highly valued, as they were seen as foundational qualities that could support professional growth.

Willingness to work in schools serving disadvantaged communities

Schools serving disadvantaged communities in England face greater challenges in recruiting and retaining high-quality
teachers than those in more affluent areas. This disparity in access to experienced and qualified teachers likely contributes
to the persistent attainment gap between pupils from higher- and lower-income families. A study of the School Workforce
Census by Allen and Sims (2018) found that in primary schools with the highest concentration of Free School Meals (FSM)
pupils, 4% of teachers are unqualified, compared to 2% in the most affluent schools. In secondary schools, the figures rise
to 9% and 5%, respectively. Additionally, schools with more affluent intakes have 12% of teachers with over ten years of
experience, whereas the most disadvantaged schools have just 7-8%. This "expertise gap" is particularly pronounced in
STEM (science, technology, engineering and maths) subjects. For example, at Key Stage 4, the proportion of teachers
without a relevant academic degree is 10 percentage points higher in Maths, 14 in Chemistry, and 22 in Physics in schools
serving the most deprived areas.

A substantial body of evidence, both from England and internationally, indicates that schools serving disadvantaged
communities face significantly greater challenges in recruiting and retaining teachers compared to those in more affluent
areas. Allen and Sims (2018) found that schools in more deprived areas experience higher levels of teacher turnover, with
secondary teachers in the highest deprivation quintile being 70% more likely to leave than those in wealthier schools.
Recent research by the NFER (Worth & Faulkner-Ellis, 2022) further supports this, with senior leaders in high-FSM schools
rating recruitment challenges at an average of 6 on an 8-point scale (where 1 = no challenge and 8 = a great extent),
compared to just 1.5 in the most affluent schools. Additionally, Sibieta (2020) found that disadvantaged schools struggle
more to fillvacant posts and report 50% more staff sick leave per year on average. Allen and Mclnerney (2019) revealed that
85% of teachers in schools serving disadvantaged communities believe recruitment difficulties negatively impact the
quality of education, in stark contrast to just 18% in independent secondary schools. More recent research by Allen et al.
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(2024) highlights that schools in deprived areas frequently extend application deadlines, experience higher candidate
withdrawal rates before contract signing, and report greater mid-year disruptions due to teacher absences or resignations.
These schools also rely more heavily on non-specialist teachers in GCSE classes. The 2023 Science Teaching Survey by the
Royal Society of Chemistry (2023) shows that 48% in high-FSM schools reported understaffing issues compared to 32% in
lower-FSM schools, while 42% cited high science staff turnover compared to just 25% in more affluent settings. Jabbar and
Holme (2025) describe how this teacher turnover depletes organisational social capital by disrupting networks and

relationships between teachers working in teams, weakening shared meanings and goals in schools, and impeding
teachers’ ability to collectively engage in problem-solving and learning. Taken together, these findings highlight a persistent
and systemic disadvantage faced by schools in deprived communities, affecting both teacher stability and student
outcomes.

Teachers across all school types recognise that working in disadvantaged schools is more demanding and requires greater
skill; however, Allen et al. (2024) found that while workload differences between school types are minimal, the classroom
experience varies significantly. Teachers in disadvantaged schools report more frequent behavioural problems, with
disruptive behaviour more likely to halt learning compared to more affluent schools. These challenges contribute to lower
job satisfaction and higher stress levels, with teachers in deprived schools experiencing more frequent burnout and
stronger feelings of frustration, particularly in secondary settings. The Royal Society of Chemistry (2023) further highlights
the difficulties faced by science teachers in high-FSM schools, particularly regarding student literacy and numeracy. In
these schools, 75% of science teachers identified literacy as a significant challenge, compared to 50% in lower-FSM
schools, while 69% reported difficulties with numeracy, compared to 48% in more affluent settings. Poor attendance further
exacerbates these issues, with 73% of science teachers in high-FSM schools citing it as a problem, compared to 47% in
lower-FSM schools. These findings illustrate the compounded difficulties teachers face in disadvantaged schools, where
classroom disruptions, academic barriers, and lower student attendance create an environment that is both more
demanding and more stressful than in more affluent settings.

The TALIS 2018 survey in England found that 65% of primary and 61% of secondary teachers strongly agreed that they
entered teaching to contribute to society (Jerrim and Sims, 2019). Around 85% also agreed or strongly agreed that they
joined the profession to benefit socially disadvantaged students. Taken at face value, these responses suggest that many
teachers would actively seek opportunities to work in disadvantaged schools.

However, responses to such questions may suffer from social desirability bias—where individuals answer in ways they
believe will be viewed favourably rather than truthfully. Research shows people tend to underreport undesirable behaviours
(e.g., drug use) and overreport desirable actions (e.g., charitable giving, voting) (Krumpal, 2013). In teacher surveys, this
bias may lead to an overstatement of willingness to work in challenging schools.

Teacher Tapp (2024a) examined teachers’ preferences for working in high-FSM schools using the Unmatched Count
Technique (UCT) to elicit more candid responses. Rather than answering directly, teachers indicated how many statements
they agreed with from a list, some including a sensitive item like, "l would prefer not to work in a high-FSM school." Results
suggested greater reluctance than direct questioning revealed. While 25% openly admitted a preference against working in
high-FSM schools, UCT estimates indicated this was likely an understatement. Similarly, when asked directly, 21% of
teachers felt they would be less effective in such schools, but this figure rose to 32% when assessed indirectly. These
findings highlight the impact of social desirability bias in teacher surveys and suggest hesitations about working in
disadvantaged schools are more widespread than self-reports imply.

A small experimental study in the US showed that all teachers rated job advertisements from schools with lower
standardised test scores more poorly, and that this was particularly true for experienced teachers relative to inexperienced
teachers (Winter and Melloy, 2005). This is consistent with the perspective that new teachers may have altruistic intentions
to work in more challenging environments but that they develop an understanding of the personal cost of doing so over time.

The evidence on how to encourage teachers to work in disadvantaged schools remains limited, with few high-quality
experimental studies. However, quasi-experimental policy interventions in the United States, France, and Brazil have
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provided insights into the salary increases needed to reduce turnover in high-poverty schools (e.g., Camelo & Ponczek,
2021; Clotfelter et al., 2008; Prost, 2013).

Of particular relevance to our project is a recent study by Lentini et al (2024). They use a conjoint survey experiment with
400 teachers to study the design of incentives to attract teachers to low-performing remote schools in Costa Rica. Results
show that up to one third of teachers could be induced to move to remote schools based on a combination of increased
salary and other in-kind (housing and transport) incentives. Viano et al (2021) also use conjoint analysis to study ‘what
teachers want’ when it comes to attracting them to work in low-performing schools. They surveyed 811 teachers working in
Tennessee schools and found that teachers placed the greatest weight on pupil discipline, salary, leadership support and
safety.

A systematic review by See et al. (2020a; 2020b) examined international research on attracting and retaining teachers in
hard-to-staff areas, finding that financial incentives are the only approach with strong evidence for attracting teachers to
challenging schools, though they are not effective in retaining them. Long-term retention requires a supportive and
conducive working environment, while other interventions such as mentoring, additional support, or professional
development lack robust evidence of effectiveness, primarily due to weaknesses in the existing research.
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Appendix B - RQ1: Focus groups / cognitive testing of job attributes

This appendix describes how focus groups were used to develop the wording of the job attributes for the paired conjoint
survey questions. A desk review of literature preceded the focus groups and was used to draw up some prospective wording
for the job attributes. Following the focus groups, further refinement of the job attributes took place on the Teacher Tapp
survey app, as described in Appendix B.

Campoamor et al. (2024) report that despite pre-testing being an essential stage in designing discrete choice experiments
(DCEs), “fewer than one-fifth of DCE studies report including pretesting in their development” (2024, p.109, p116). Recent
DCEs exploring teacher choices have followed in this vein. For example, Burge et al (2021) report modifications to their
study design based on piloting, but not pre-testing. Similarly, Horng (2009) reports having conducted consultation and
piloting in advance of her conjoint study of teacher preferences, but not detailed pretesting. She therefore acknowledges
that one of the limitations on her findings was that "different respondents may have interpreted the terminology of the survey
differently - for example, ‘administrative support’ is likely to mean different things to different teachers” (2009; p705). This
is one of the risks our pre-testing process was designed to mitigate.

More broadly, pretesting is a valuable step in increasing validity, reliability and relevance; reducing bias, burden and error;
contributing to hypothesis generation; and supporting interpretation (Campoamor 2024). We therefore conducted four
focus groups before piloting our survey to aid the development of the research instruments and to aid subsequent
interpretation.

Recruitment to focus groups

Participants were recruited via an advert that ran on Teacher Tapp for two days in early August 2024. The advert targeted
classroom teachers and middle leaders in state schools, excluding head teachers, senior leaders, and those working in
independent schools. As a result, 7,433 potential participants were invited to respond.

A total of 77 individuals responded, providing details on their years of experience in the profession, gender, whether their
school was urban or rural, and whether they had parenting responsibilities. Responses from primary school teachers were
lower, so all 21 primary teachers who responded were invited to participate. Meanwhile, 26 of the 56 secondary school
respondents were randomly selected, with the sample reviewed to ensure a balanced mix of characteristics. Selected
individuals were then invited and asked to provide consent to participate.

Due to the particularly large number of participants in the final focus group, the decision was made to split the group. As a
result, two breakout rooms ran simultaneously.

Table A1: Number of participants in pilot testing focus groups for RQ1

Session N Attendees
1 (Primary) 4
2 (Secondary) 6
3 (Primary) 2
Breakout A 5
4 (Secondary)
Breakout B 4
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Methodology

Pretesting was intended to:

® Refine attributes and statements
Improve clarity and participant satisfaction
Identify any gaps or sources of bias

Highlight any unanticipated problems

Rather than the more common approach of interviews, online focus groups were used to allow a larger group of teachers to
participate within alimited timeframe. Campbell (2009, p.2) notes that while focus groups are sometimes used for cognitive
interviews in survey questionnaire design, they are generally more effective for “identifying overall themes and issues...
rather than specific question problems.” This is often due to group dynamics, including the influence of social desirability
bias, which was observed during our focus groups. These limitations are discussed below. However, we judged that the
next stage of questionnaire design—extensive pilot testing—would adequately mitigate this drawback.

The focus group script was designed to explore four “domains of assessment” (Campoamor et al., 2024):

@® Content: Assessing relevance and comprehensiveness - i.e. whether the chosen attributes accurately captured
the areas teachers consider when selecting roles.

@® Comprehension: Evaluating whether participants could “envision the proposed scenario and decision context”
(p111).

@® Presentation.

@® Elicitation: including exploring trade-offs and underlying heuristics.

Cognitive testing is a commonly used technique for pretesting, as it helps to understand respondents' thought processes
when answering questions and the reasoning behind their responses. The focus groups we conducted did not constitute a
full cognitive pretest, as the survey had not yet been fully drafted. However, we incorporated several techniques commonly
used in cognitive interviewing, including:

e Think-aloud and verbal probing: The interviewer observes participants as they make their choices and either
asks them to verbalise their thoughts or follows up with targeted questions after each response (Patel-Syed et al.,
2024), though the two approaches can be used in combination (Boeije and Willis, 2013).

e Debriefing: This involves gathering feedback from participants after completing a task, to explore their thought
processes, identify any difficulties encountered, and refine the survey instruments accordingly.

e Codesign: This refers to the collaborative development of survey materials, where participants contribute
insights and suggestions to improve the wording, structure, and relevance of survey items.

Two rounds of focus groups were conducted, with the instruments refined between rounds, following discussions within
the research team. Focus groups followed a semi-structured protocol using a visual stimulus (such as lists of attributes or
example job adverts), along with prompts related to credibility, interpretation, and understanding. Where issues were
identified, participants were asked to suggest alternatives, which were then reviewed by the research team.

The two rounds of focus groups had slightly different foci. Round one (which included separate sessions for primary and
secondary school teachers) focused on cognitively pretesting the proposed attributes and statements, particularly in terms
of content and comprehension (see above). We prioritised ‘soft attributes’—such as school culture and ethos—over ‘hard
attributes’ like pay levels, since it is particularly challenging to develop statements for the former whereas more concrete
attributes could be tested as part of the pilot.

Round two (again involving two sessions) provided an opportunity to review statements that had been substantially revised.
However, the primary focus was on the choice task. Participants were presented with example job adverts that combined
four attributes, and discussions centred on the clarity of presentation and participants' decision-making processes—
specifically, how they made their choices, the trade-offs involved, and the information or heuristics they relied upon.
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At the start of each focus group, the facilitator explained that the task was a pretest, outlining what this involved and
clarifying that responses would be used to improve the study. Throughout the discussion, participants were reminded of
the real-world contexts in which they would be making their choices. For example:

"I'm going to show you a pair of adverts just as you’d see them in the app. It will appear like a phone screen, and
I’d like you to read them and then post in the chat whether you would choose School A or B. Then, we’ll talk
through how you made that decision, and I’ll ask you some questions about it—if that’s okay—as well as how you
found the task. We’re trying to make this as realistic as possible. | know it’s not quite the same as doing it on your
phone, but try to picture yourself doing this at 3:30 [the time at which the Teacher Tapp app pushes out
questions]. Think about how long you would realistically spend on it when doing it for real.”

As noted below, participants explicitly acknowledged that they were making choices differently during the discussion
compared to how they normally would. However, a key advantage of recruiting regular Teacher Tapp users was their
familiarity with the platform. Prior experience allowed them to make explicit, informed comparisons between the focus
group setting and the typical decision-making process when using the app.

Participants were then asked to introduce themselves and describe what they look for when choosing a job. This served
both as an icebreaker and as an initial opportunity to explore the relevance and comprehensiveness of the attributes
included in our planned study.

Detailed notes were taken throughout the focus groups, and discussions were recorded and transcribed, except for one of
the sub-groups in the final focus groups, which was not recorded.

The analysis began with an initial attribute-by-attribute and thematic write-up based on written notes. This focused on
immediate actions, such as refining attributes for the second session and identifying any further changes needed before
piloting. Unresolved questions requiring testing during the pilot phase were also noted.

A more detailed analysis followed, involving a thorough review of transcripts to refine the thematic analysis and identify key
excerpts that exemplified emerging themes. Particular attention was given to:

e Relevance and representation

e Credibility

e Thechoice process

e Comprehensibility, clarity, and enjoyability
e Ecological validity

An additional goal of this second stage of analysis was to identify insights that could inform the subsequent interpretation
of quantitative results.

Findings
Evaluation of attributes

The first part of each focus group aimed to determine whether the selected attributes were relevant and adequately
represented valued attributes of a job.

The most commonly referenced theme among participants was school ethos, and this encompassed a range of
considerations, including:

e Professional culture: Collegiality, as well as engagement with professional development and research.
e Leadership style and structure: For example, flat hierarchies, ‘open’ leadership, and staff autonomy.

e Student-centred culture: Emphasis on holistic education and extra-curricular activities.

e Well-being and workplace happiness: Often linked to low staff turnover.

e Links to the local community.
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Participants explained that when seeking a job, ethos and school composition were often judged based on the ‘feel’ of the

school during a visit. This ties into questions of ecological validity, which are explored in greater depth below.

Other important themes included the school and community demographics, working conditions (such as workload and
flexibility), and student behaviour.

While these themes largely aligned with the attributes selected for the DCE, some possible omissions were identified:

e |leadership and management structure: In practical terms, whether the organisational hierarchy was flat or more
rigid.

e  Structural considerations: Whether the school was part of a Multi-Academy Trust (MAT), a Local Authority (LA)
school, or a church school.

e Uncaptured aspects of ethos: Approaches to extra-curricular provision, community outreach, and what the
school prides itself on.

e School composition and demographics.

Additionally, secondary school teachers raised concerns about timetabling, specifically which subjects and classes they
would be expected to teach—though this was also relevant for one primary school subject specialist. For example, RE
teachers wanted to know whether they would also be required to teach other humanities subjects, while others sought
clarity on whether they would be teaching A-Level, GCSE, or Key Stage 3 classes.

Evaluation of draft statements
Numerous refinements were made to the draft statements in response to participants’ feedback.
Applicability to different participants’ circumstances

For example, references to ‘time off for childcare’ were broadened to ‘family commitments,’ as participants without
dependents felt they should have equivalent allowances for other caring responsibilities, such as supporting a partner or
elderly relative.

Red flags and green flags

Certain terms were unexpectedly interpreted negatively, while others proved particularly positive and salient. For
instance, references to ‘private healthcare’ were seen as either ideologically problematic or as a sign that a school was
misallocating resources:

“Given how budgets are at the moment, I’d be a bit horrified if | saw this in an advert, if I’m really honest... It would
make me wonder what the children weren’t getting.”
Primary teacher

Meanwhile, one participant suggested that overly generous onsite childcare could signal an expectation of unreasonable
workload. Similarly, statements about ‘reduced marking expectations’ were seen as potentially indicative of rigid, top-
down policies that lacked evidence. References to dedicated staff for pupil behaviour management were also interpreted
as a possible indicator that behaviour was a problem:

“It looks nice to potentially know that there is a specialist role, shall we say—however, it might then make you
question, ‘what is the behaviour like on the ground at that school if they need to have a particular member of staff
with that as their focus?’”

Primary teacher

Other statements related to behaviour were perceived as suggesting either a disciplinary school culture or an approach
where responsibility was not shared among staff, undermining the much-valued sense of collegiality.

Conversely, some terms emerged as ‘green flags’, disproportionately valued by participants. These included ‘protected’
PPA time and ‘self-directed’ professional development, which were incorporated more explicitly into revised statements.
13



Evaluating Teacher Recruitment Strategies

Further appendices
Identifying ‘red’ and ‘green’ flags was particularly important given our study design, as participants would not have the
opportunity to investigate concerns arising from the adverts, in the way they might in real-world scenarios. One participant

noted that, in practice, a potential red flag would serve as a starting point for discussion during an interview or visit:

“It also kind of provides you with the springboard to a question when you go and visit. So, ‘what kind of backup are
we talking about? Is that backup to do with behaviour in class? Is it to do with argumentative parents? ...l think the
fact that it’s worded that way gives you the potential to be guided in the way that you would ask a question if you
were at interview... It might raise a red flag, but it also gives you ideas for what to ask to determine whether that is
a red flag or whether it’s a green flag, so to speak.”

Secondary teacher

Credibility

Many participants doubted the credibility of certain statements, questioning whether they would realistically translate into
practice. As noted below, this could skew the choice process by masking desirable but non-credible job attributes. The
degree of scepticism or trust varied between participants and was an important source of heterogeneity, explored further
below.

We directly compared the credibility of three potential sources of evidence that might enhance the perceived reliability of
intangible attributes (such as collegiality and pupil behaviour):

e Pupil and parent surveys
e  Staff surveys
e Ofsted reports

Of these, only pupil and parent surveys were widely considered credible and were therefore prioritised in revised
statements:

“l would be more curious about what the parents say because that is going to be very truthful.”
Primary teacher

We also explored whether a school’s professional development spend per teacher was a better indicator of its
commitment to Continuing Professional Development (CPD) than time allocation. Participants strongly favoured time
allocation, given the variability in programme costs:

“It’s very difficult because you can go on a course that’s incredibly expensive and it would wipe out the entire
budget for the year, or you could be involved in a research project and meeting with colleagues from other
schools.”

Primary teacher

More was not always seen as better—excessive CPD pledges were viewed with suspicion. One participant suggested that
overly frequent CPD might be more likely to be cancelled and could lead to additional cover requirements, making a middle-
ground option more appealing. However, this effect may be less pronounced in an experimental setting, where decisions
are made more rapidly and instinctively.

As noted earlier regarding ‘green flags’, certain phrases or promises made statements more credible, including ‘protected’
PPA time, ‘no-cover’ expectations, and concrete measures of staff turnover.

Heterogeneity

There was significant variation in participants’ preferences, with some teachers ranking different versions of the same
attribute in unexpected ways. For example, a statement intended as the ‘gold standard’ (e.g., “The school is committed to
cutting workload, including through additional protected PPA time for marking”) was sometimes ranked below a more
basic version (e.g., “The school seeks to support all staff with manageable workloads”™).

14



Evaluating Teacher Recruitment Strategies

Further appendices
Participants often directly contradicted each other, reflecting different approaches to interpreting statements and making
decisions. Some exhibited ‘high-trust’ decision-making, valuing general statements of intent, whereas others were more

cynical, becoming suspicious if a statement seemed too good to be true or lacked specificity.

“It’s really, really prescriptive. So | feel like | wouldn’t be disadvantaged... So that feels really good.”
Secondary teacher

Some of this heterogeneity related to personal circumstances or subject area. For example:

e Marking expectations differed between Maths and English teachers, shaping their views on marking policies

e Childcare provisions were viewed differently depending on participants’ children’s ages.

e Prescriptive CPD approaches were seen as more appropriate for early career teachers, who were also less likely
to be sceptical of Ofsted reports or CPD quality due to lack of experience

e Additional PPA time could be misinterpreted by early career teachers as part of their existing timetable
reductions.

A recurring difference emerged between senior leaders and classroom teachers. Senior leaders were more aware of the
practical challenges of implementing generous policies, such as flexible time off for family commitments. This underscored
the need for subgroup analysis in the main experiment and validated the decision to exclude headteachers and deputy
heads from the final sample.

Ambiguity and Specificity

Some broad statements were misinterpreted. For example, ‘supportive school community’ was assumed by some
participants to refer to parents raising money for the school. Minor wording adjustments were made to clarify intended
meanings, such as changing this to ‘collaborative, friendly staff’.

In some cases, think-aloud responses revealed that statements meant to represent different levels of the same attribute
were actually being interpreted as entirely separate attributes. This was particularly evident with statements about school
environment and ethos, likely due to the multiple dimensions involved.

Forexample, some original statements combined elements of inclusive leadership and collegiality (Sims, 2021), rather than
treating them as distinct attributes:

“For me as an individual, that sense of community is quite an important part. So | quite like the first one. However,
being in a school where there is a low turnover and the leadership actually has a level of inclusivity is just as
important. So it’d be a bit of a tricky one.”

Primary teacher

To address this, alternative statements were restructured to focus on a single attribute at a time.
Choice-task

The second round of focus groups focused on understanding participants’ decision-making processes when presented
with adverts containing multiple statements representing different attributes.

Choice process

Participants approached their choices in different ways. Some read both adverts quickly before going back to examine each
in greater depth. Others read the two separately and selected the one that appealed to them most overall. For some, the
decision was made quickly, based on gut reaction—either to the overall impression of the school (see below) or to a
particularly appealing or salient detail, such as salary. Others took a more systematic approach, comparing each advert
bullet point by bullet point.

The fact that statements related to the same attribute were placed side by side (as would typically be the case in a tabulated
DCE) may have encouraged this more analytical strategy.
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In both focus groups, some participants initially made a choice but later wanted to switch after reading the adverts more
carefully or after responding to a second pair of adverts. One teacher wished there had been a back button to revise their
first response, while another noted that if they had spent more time thinking, their response would have better reflected
their true preferences. Several participants suggested they might have taken more care if an opening blurb had explicitly
encouraged them to read carefully or had provided more information about the study’s purpose and the number of tasks
involved.

Participants often made holistic judgements about what kind of school an advert described, interpreting statements as
symbolic of the school's ethos. For example, one participant found an advert appealing because it seemed carefully put
together and focused on attracting the right teacher, which they felt reflected well on the school, regardless of the actual
content of the statements. Similarly, references to staff surveys were viewed as evidence of a consultative leadership
approach, which was appealing in itself, separate from the survey results:

“The fact that the school is actually doing those parent and pupil surveys shows their interaction... their
commitment to the whole school community.”
Primary teacher

Statements also interacted with each other, with combinations of statements—such as flexible working, generous PPA
time, and comprehensive childcare—being interpreted as an indication that the school genuinely prioritised work-Llife
balance. Analysis should therefore examine whether statements have cumulative or combinatorial effects.

Several times, participants assumed certain schools were private schools and rejected them on that basis—though
different participants identified different schools as being private. To counter this, the introductory blurb was adjusted to
clarify that all schools in the study are state schools and within reasonable commuting distance.

Because participants often evaluated adverts holistically or symbolically, they did not always respond to different
quantities of a benefit as expected. Rather than valuing twice as much of X as twice as good, they tended to think in terms
of “this school has shown it’s interested in X” rather than focusing on the precise amount.

“I'm very reactive with Teacher Tapp... when it pops up at 3:30 on my way home. | just happily click. | don't really think about
it, to be honest. I'd certainly look at one day per half term and think, ‘actually, that sounds like more hours than the other

two, and I'll go for that one.
Primary teacher

A contrasting approach was also evident, where some participants skimmed over points they found irrelevant to their
circumstances, while others fixated on a single bullet point that was particularly salient to them—such as a statement
about health and wellbeing or childcare, depending on their personal situation.

As noted earlier, statements that were not seen as credible were often skipped. In some cases, ‘mid-level’ statements
proved more popular due to their perceived credibility. For example, one participant even dismissed a concrete offer of a
15% pay rise because they did not believe it would actually happen. However, this tendency was less pronounced when
comparing full job adverts than when comparing side-by-side attribute statements in the first part of the focus group. Since
many participants in the experiment would likely be making quick choices.

When comparing salary increases to other benefits, participants highlighted two factors that could affect trade-offs in
unexpected ways:

1. Small payincreases (e.g., 5%) were often considered insignificant, as they would largely be absorbed by tax.
2. Atleast one participant weighed pay increases against specific benefits, such as assessing whether a given salary
increase was worth more or less than free dentistry.

Both trade-off decisions are likely to be influenced by a teacher’s baseline salary, which determines their marginal tax rate
and the real-world impact of a 10% pay rise, highlighting the need for subgroup analysis taking into respondents’ baseline

pay.
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Comprehensibility, clarity and enjoyability

Participants reported that the statements were clear and that the task was straightforward. They found the use of bullet
points helpful and said that aligning statements about the same attributes across the two adverts made comparisons
easier.

The example adverts used in the focus groups included four statements per advert, which participants found manageable
and we decided to use this number across all experiments.

“It would be really intuitive as to what you're looking at and what you need to pick through. So from that side, yeah,
it reads really nicely.”

Secondary teacher

Teachers found the task both enjoyable and thought-provoking. They particularly liked the forced-choice element, with
some even saying it helped them reflect on their own job priorities. As a result, they did not anticipate skipping these
questions when they appeared on Teacher Tapp and believed the engaging nature of the task would encourage careful
reading. However, it is important to note that focus group participants were likely to be highly engaged users, which may
not be representative of all respondents.

Interviewer: Why would you be motivated to do it?

Primary teacher 1: / guess it's quite interesting. | quite like those sorts of questions where you have to make a
forced decision on things—and then it’s always interesting looking the next day to see the results... to see which
way people went on them as well.

Primary teacher 2: Yeah, and it also makes me think... personally, ‘what am | going to be looking for in the next job
| apply for?’

Participants said they would enjoy looking back at other people’s responses once the results were published. However,
they also noted that because this task was more time-consuming, they would expect the next questions on the platform to
be shorter to balance the overall experience.

One readability issue was highlighted: in compound statements, participants were less likely to pay attention to the second
part of a statement following a comma. This issue became more pronounced when statements were combined into a full
advert, suggesting that avoiding compound sentences may improve clarity.

Ecological validity

Participants described a range of typical Teacher Tapp usage patterns. Some said they were not usually in a rush when
completing questions—one described logging into the app as a “brain break” at the end of the school day, while others
completed the daily survey on their journey home or after arriving home. However, several noted that if their usual routine
was disrupted—such as by a staff meeting—they might have to answer in a more rushed manner, engaging with questions
differently by skimming or speeding through responses. All of these factors might impact on the extent to which survey
responses reflect real-world decisions.

When describing their typical job-hunting approach, participants were clear that they do not apply for oracceptarole based
purely on an advert. Instead, a job advert serves as a starting point to spark their interest. They would then visit the school
to get a feel for it, particularly its ethos—which, as noted above, is a key factor in their decision-making.

“When I'm looking for jobs from a teaching perspective, | want to go and visit before | even consider applying.”
Secondary teacher

“The demographic—you kind of pick up if you go and feel what the school prides itself on. To me, when | walk into
a school... if| can see the children's work everywhere, that's a really big thing. Whereas if | see all the awards for
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‘Investors in People’ and ‘Arts Mark’—yeah, they're great—but that’s celebrating what the staff can do more than
what the children have done.”

Primary teacher

Job interviews also play a key role in teachers' decision-making, as they provide an opportunity to ask questions about what
matters to them and probe concerns raised by the job advert or school visit. In this sense, an interview is not just an
opportunity for the school to assess the teacher—it is equally an opportunity for the teacher to assess the school.

Because of this, experiment participants’ choices between adverts should not be assumed to directly translate into real-
world choices. Ideally, a follow-up DCE based on descriptions of school visits or interviews would provide further insights.

Some participants reported that, even at the initial job search stage, they do not rely solely on adverts. Instead, they cross-
reference multiple sources of information. For example, one teacher explained that if they noticed a school had repeatedly
advertised the same roles, they would interpret this as a sign of retention problems or an undesirable work environment.
Others checked school websites and social media to gain a sense of the school’s ethos, particularly looking for community
engagement and enrichment activities.

“My search process tends to be to go on the school website to find out quite a lot of the more... background
information—like the clubs, the other things that go on that you don’t necessarily see in the job advert. And |
suppose that, for me, is equally as important as whatever they’re claiming in the advert. | think it’s slightly more
realistic.”

Primary teacher

Circumstances also shape how teachers respond to job adverts. One participant noted that in some areas, job
opportunities are scarce, meaning teachers do not always have the luxury of choosing between multiple roles. Another
explained that her responses in the experiment were influenced by the fact that she had recently been job-hunting, and that
she would respond very differently if she were not actively seeking a new role.

Participants suggested that survey respondents should be asked whether they are currently looking for a job to account for
this variability. They also noted that responses might differ depending on the time of year, with late spring and early summer
coinciding with the main job-hunting season.

Given these considerations, experimental findings should not be assumed to map directly onto real-world hiring decisions.
Alternative experiment designs—such as incorporating school visits—should be considered as potential extensions to the
study.

Limitations

The use of an online focus group format for a cognitive pretest of a discrete choice experiment was unusual and presented
certain challenges. In particular, it made the application of the ‘think-aloud’ technique more complex, as participants were
influenced by group discussion rather than working through decisions independently.

Additionally, the discussion format encouraged participants to reflect on statements and decision-making processes in
more depth than they would when completing the tasks in a real-world setting. This heightened level of scrutiny may not
accurately reflect how respondents would typically engage with the task, where choices are made more intuitively and
under time constraints.

The task used in the focus groups also differed from the planned experimentin thatitincluded fewer bullet points per advert.
This may have influenced participants’ ability to process and compare information, and the implications of this difference
should be considered when interpreting the findings.

A noticeable contrast was observed between Parts 1 and 2 of the focus group discussions. During Part 1, when participants
were comparing individual statements, there was considerable cynicism and close scrutiny of the wording. However, in
Part 2, when participants assessed full job adverts, they tended to make quicker, less critical decisions, engaging more
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holistically with the information. This shift suggests that the experimental context may elicit different cognitive processes
compared to a tabulated or attribute-by-attribute format.

The group size also had a substantial impact on the discussion dynamics. One session, which included only two
participants, resulted in highly convergent discussion, with comments echoing each other, indicating potential priming
effects and social desirability bias. In contrast, the largest group was more challenging to facilitate, as it was difficult to
explore each response in depth. Based on these observations, a group size of five to six participants appeared to offer the
best balance, allowing for diverse viewpoints while maintaining depth of discussion. This insight informed the decision to
split a subsequent session into two smaller groups.

Finally, it is important to acknowledge that participants had volunteered their time to take part in the focus groups during
their holidays, suggesting that they were likely among the most engaged users of the platform—potentially ‘superfans’ of
Teacher Tapp. This self-selection bias may mean their approach to using the app may differ from other users. Findings
should be interpreted with this in mind.
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Appendix C - RQ1: Pilot testing of job attributes

This appendix outlines the process of developing job attributes beyond the initial desk research and focus groups. While
the focus groups generated a broader range of possible wordings for several job attributes, the final wording was selected
based on individual survey questions.

Professional development

We considered several distinct options for how professional development could be presented within job advertisements.
As existing literature rarely identifies the nature of professional development as a key factor in teacher recruitment and
retention, our approach was to select the most appealing option.

To determine this, we surveyed 390 teachers on 8th October 2024, asking them to select the professional development
offer they found most appealing (percentage of respondents selecting each option shown in square brackets):

e School CPD includes mentoring and six coaching sessions per year [19%]

e School CPD includes six days per year for courses, chosen by you from a list of approved providers [45%)]
e School CPD includes six days per year for self-directed CPD [25%)]

e School CPD includes six days per year of training in-school with colleagues [11%]

These responses indicate that, if the goal is to maximise appeal, job attributes should prioritise external courses chosen
by the teacher.

Workload

For the workload attribute, the focus groups raised concerns that a 35-hour working week might be infeasible. However, as
this is established policy in Scottish schools, we sought to determine whether it was seen as credible and appealing among
teachers in the Teacher Tapp panel. To explore this, we presented a paired conjoint question in which one option included
the 35-hour week:

If two schools that were identical in every other way had the following job adverts, which would you prefer?

A school offering:

e Same salary as your current job

e Parent and pupil surveys show that pupil behaviour is consistently good

e 35-hour work week guarantee with support for planning, marking, data, and central handling of non-core
tasks

e Collaborative and friendly staff community with protected co-planning time

A school offering:

e  Same salary as your current job

e Pupil behaviour is consistently good

e Commitment to cut workload through manageable expectations
e Collaborative and friendly staff community with low turnover

Of the 223 teachers surveyed, 70% selected the 35-hour week option, indicating that it was both appealing and credible.
We also asked teachers an open-ended question for feedback on their responses. Only one teacher explicitly commented
that the 35-hour week seemed infeasible, while many noted that the workload attribute was the dominant factor in their
decision.
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Next, we surveyed 1,605 teachers to determine whether we should use the phrase “no mandatory written marking or data

entry” in the job attributes. Based on the responses (percentage selecting each option shown in square brackets), we
decided not to use this phrasing.

Imagine you are looking at teaching job adverts. Which of the following statements about workload at a
prospective school would be most appealing to you?

e Commitment to support staff with manageable workloads [32%]
e Commitment to cut workload through manageable expectations [41%]
o No mandatory written marking or data entry [28%]

Leadership

For the final experiment, we required a unidimensional scale of leadership support. However, during the focus groups, it
was unclear whether teachers preferred autonomy or proactive support from leadership. To investigate this, we presented
a paired conjoint question, with one option emphasising teacher autonomy and the other proactive support:

If two schools that were identical in every other way had the following job adverts, which would you prefer?
A school offering:

e  Same salary as your current job

e  Minimum 20% non-contact (PPA) time

e Non-contact (PPA) time distributed throughout week and to be taken on school site
e [eaders promote teacher autonomy

A school offering:

e  Same salary as your current job

e  Minimum 20% non-contact (PPA) time

e  Option to block non-contact (PPA) time to facilitate late starts and/or early finishes
e [eaders provide proactive support for teachers in their daily work

Of the 211 teachers surveyed, 79% selected the proactive support option, suggesting it was both appealing and credible.

We also asked teachers an open-ended question for feedback. While a few teachers expressed concerns that “proactive
support” could imply micro-management, a larger number explained why they found it more appealing than teacher
autonomy.

Behaviour

The focus groups and other feedback highlighted concerns about the language used to describe behaviour management
environments. To explore this further, we surveyed 1,618 teachers to determine whether references to parent and pupil
survey results should be included in job descriptions. The results clearly indicated that teachers do not find these
statements appealing, aligning with feedback from some focus group participants.

Imagine you are looking at teaching job adverts. Which of the following statements about workload at a prospective
school would be most appealing to you?

e High standards of behaviour based on clear policies and consistent expectations [55%]
e Parent and pupil surveys show that pupil behaviour is consistently excellent [19%]
e Pastoral leaders work directly with parents and students to manage behaviour [26%]
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Appendix D - RQ1: Main results supplementary tables

Table A2: Experiment 1 main estimates

Nprofiles =351 00; Nindividuats = 5850

Table A3: Experiment 2 main estimates

Noprofites = 34926; Nindividuals = 5821
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Table A4: Experiment 3 main estimates

Nprofites = 34800; Nindividuals = 5800

Table A5: Experiment 4 main estimates

Nprofiles = 34734; Nindividuats = 5789
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By demographic sub-groups

Figure A1: Experiments 1-4, marginal means by phase
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Figure A2: Experiments 1-4, marginal means by school funding
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Figure A3: Experiments 1-4, marginal means by seniority
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Figure A4: Experiments 1-4, marginal means for SLT (excl heads) — not in main sample

1
I
Salary el ) i
|
|
10% highas Bhan cumend job :
i
|
% higher Fan osment job :
i
1
S 35 cumend ok N 1
i
|
I
[Fhewible working ) i
|
i
1
Comimilmant o mist sl regussts | -
|
i
|
Accommodaled whemver practical 1
i
! & alary bevel
|
FoaUaln Conssdad wiifin statuiony franeons L I & Flasitie wirking
] ®  Heathean
1 & Collegialiny
i
i
|
|
1
i
1
|
i
|
i
1
I
i
|
I
|
i
1
|
i
|
|
'
|
i

Frea derfisiry. physo, counseling, dme of jor appoiniments and a wellbeing Folplne
Tirr cof o appointments and & wiltsing Beiplng L
Stal! heakh snd welitssing is supgoried »
(Callegiality)
Colaborive and friendly stall community with peofectsd co-planming Sme

Frigrally stall community | -

0.0 035 L2y ouas (1) QES B0 el or

[ Salany beronl)

0% Bighier T CLTMaNT job:

% Righasr han cuImant job

Same as cumen job E =

(Persoral Mg aitty )

Flecabiity, within reason. 1o mesl ol angoniant Lamidy and personal commimenis

Sehool andaecaary bn suppord sall wih damidy and persoral commimants L ]

g
H

Salary vl

[Chdoan b Parsoral faxitdlty

0% of orasle nursery and afler-schocl provision from 0e 13 years

207% OF O NAFSETy S0 SNer-SChin prowisen from 09 13 yaas

eond childonm avnisbls clows 10 the kool L

=g e}l

B danys e e lor Souriag, chemen By you bem & bl of approved proradies

i

1 days per year for coursas, chosen by you fom 2 kst of approved providers L 3

Protscional dirmlogment i vabaed and sugsoned L

...___._________________ﬁ_________._________________'.________.

020 025 0 0% 040 045 05 2 0S5 0D DS Of0 075 080
Marginal Means

30



Evaluating Teacher Recruitment Strategies
Further appendices

| Samlary by} o

I
I
I
I
I
0% P’ By cufmant job 1 : -
[
I
5% higher than curmant job 4 .
I
I
Fame as Cufent job - - I
I
I
I
(PPA tima) i
I
i
I
Melivrvim B0 dor all sial 4 [ -
[
I
I
Mindmums 30% for ol stafl [ Faatuma
I
I & Saary level
I
Rl 10% for ol stall < - I & PPA
I
i W PPA Waring locatisn
I i Wiordond
(PP8 Waorking location) [
I
I
Opfon io block PPA, ime o facifaie labe siarts and'or earty Snishes 4 : L J
I
I
PR, e distritasted throughout week and 10 be taken on school sib L :
I
i
[Workdoadd) 4 |
I
I
A5-hout waik guntanlissd with suppan lor plafning marking and dats phul Sentil managesant of non-con it - —i
I
I
I
Comemament o cul workioad thiough manageatie aspectations 4 - ’
i
[
[
Comirlifan b Suppcn stall with Sarageable workicad - - [}
I
03 0I5 030 035 L] L) aBd =1 B uES 0.
Marginal Maans
1
|
| Salary bevel) 4 1
|
|
1
0% higher than cumant job - i R =
1
1
1
%, higher than ot job - -
|
1
|
Same as cumrend job o L ] :
|
1
[Linbabarsbis] :
|
|
Lsadar and sia® pal prontes ingefarseth prosches support as neaded - : -
i
| Feature
|
Bupportiv Seheol aderaPaeg lndm - L & Salary kel
|
i i Leaderabig
1
iClass. size] < i Clatauize
1 & Bahaviour
i
i
By ati thin 23 sluclents 5 ' L
|
1
i
iy imwes thasn 25 shudenis < 1
|
i
1
B et this 30 aludents - :
|
1
|Baharviour) 4 :
1
|
High stanclants o bastarvicur husesd cn chuar polcn and comatnnt nipecaton 5 I -
|
1
i
Pugsl bebarsiout i conskenty good 4 - I
1
- . " 1 . " 4 v . I " 1 r
0z 2 a0 035 oAD 045 [ B2 (1.1 L EE orn s =1 o]
Margiral Means

31



Evaluating Teacher Recruitment Strategies
Further appendices

Figure A5: Experiments 1-4, marginal means by years of experience
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Figure A6: Experiments 1-4, marginal means by age
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Figure A7: Experiments 1-4, marginal means by teacher salary
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Figure A8: Experiments 1-4, marginal means by household financial situation
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Figure A9: Experiments 1-4, marginal means by children at home
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Figure A10: Experiments 1-4, marginal means by caring duties
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Figure A11: Experiments 1-4, marginal means by sex
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Figure A12: Experiments 1-4, marginal means by region

Evaluating Teacher Recruitment Strategies
Further appendices

(Salary level) "
! °
10% higher than current job | e l..
5% highor than current job { ‘
* |
Same as current job ‘ ®
(Flexible working)
L7
C ot all ' L
16 me q . oo °
- !
Req within y fra ks 1 st )
@ |
(Healthcare) )
Free dentistry, physio, olling, time off for app and a a9 L) v
) ® o
o '
Time oM for ap and a wellbeing help ‘O x
° )
Statf health and wellbeing is supported o, 4
°® !
(Collagiality) "
&
Collaborative and friendly staff with p d co-planning time i \.
»
Friendly staff community ’ ¢ '
020 035 040 045 0.50 0385 0.60 066
Marginal Means by R’ Region
@ EastofEngand @ Midands © SouthEsst O Yorkshine and North East
u“ oo-'.gh
@ London © NothWest @ South West
(Salary level)
gt
10% higher than current job '} L
8 2
2
5% higher than current job . l
Same as current job ‘ ~
o' e
{Personal flexibility)
Floxibility, within reason, to meet all imp: family and p | 8
School endoavours 1o support staff with family and personal commitments g
(Childcare)
40% off onsite nursery and after-school provision from 0 to 13 years )
(S
20% off onsite nursery and after-school provision from 0 to 13 years .‘ e
®
. )
Good childcare available close o the school *s &
= 2
{cPD)
6 days por year for courses, chosen by you from a list of approved providers ‘.
& o
3 days per year for courses, chosen by you from a list of approved providers ‘
©
Professional development is valued and supported Y .'
0.30 0.3% 040 085 050 056 0£0 055 070 o7s
Marginal Means by R’ Region
@ EastofEngand @ Midlnds © ScuthEast O Yorkshine and North East
demog_region
@ Longon © NodhWest O South West

46



Evaluating Teacher Recruitment Strategies
Further appendices

(Satary lavel)
10% higher than current job & 4
o ®
° "
5% higher than current job s °
Same as current job " 3
*
(PPA time)
Minimsum 30% for all staft ... L
Mininwm 20% for all staff og®
%
&
Minimum 10% for all staft e ’ =
(PPA Werking location)
Option to block PPA time to facilitate late starts andlor carty finishes ‘
PPA time distributed throughout week and 10 be taken on school site )
(Workload)
35-hour weok guarantoed, with support for planming marking and data,plus central 9 of . 4
L2
e to cut workload oh . k
Commitment to support stalf with manageable workioads “‘
0.28 030 035 040 046 050 055 080 065 070
Marginal Means by R' Region
@ EamtolEngland @ Miglands @ ScumEast ©  Yorkshire and Norh East
demog_|
®  London © NodhWest & South West
i
[Salary lovel] 1 i
i
10% higghae than current joi i 3 o
. i
i e
- i
8% higgher than current job 4 ‘
® '
1
'
Same as current jo - ’._' = :
i
{Leadarship] - i
i
Lendars and stalf wet priorith gither, with p ive Bupport a8 reedad + ! .q .
. L]
|
|
Bupportive school leadership team 4 !
L = i
i
[Class size] i
|
i
N meare than 22 students | ! § a®
w
i
' .
Mo maare than 26 students 4 ! 4"
: -
Me miare than 30 studonts < -® = i
B i
(Behaioisr] 4 )
'
| "
High standards of behaviour based on clear policies and i P jons < : z
- i
Pupid behavicur is consistently good | ’ 1
- '
'
030 035 040 05 (3] (1] [T 085 oo
Marginal Means by R® Region
& Eastol Ergland @ Madands @  Souh Easi Yiowkshins ard Horth East
damag_regicn

& London

& Mo West @ South ‘Wi

47



Evaluating Teacher Recruitment Strategies
Further appendices

Appendix E - RQ1: Internality validity of experiment

Figure A13: Experiments 1-4, deck order effects
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Figure A14: Experiments 1-4, profile order effects
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Figure A15: Experiments 1-4, round effects
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Appendix F - RQ1: Open response analysis
There were 2,998 open responses to the question:

"Is there anything you'd like to share about the reasons behind your job advert choices? Did you find any part of
the decision-making process difficult or unclear?"

The analysis aimed to explore four key questions:

1. What was the experience of answering the questions like? Did any factors make it easier or more difficult (e.g.,
ambiguity in wording)?

2. Howdid participants make their decisions?

3. Didrespondents approach their decisions in unexpected ways—particularly in ways that raise questions about
the ecological validity of the experiment compared to real-world decision-making?

4. What factors led participants to value a particular attribute or statement?

An Al-assisted coding process was used to categorise responses. Where coding frequency permitted, a sample of 30
responses per category was then manually reviewed to identify themes relevant to the four research questions. This
approach was informed by existing literature on human-Al hybrid coding (Perkins & Roe, 2024; Hong et al., 2022; Dai et al.,
2023; Yan et al., 2024) and by initial experimentation with the dataset, which helped assess the viability of the proposed
methodology.

Al-assisted coding has several well-documented advantages, including its ability to accelerate scientific discovery and
enhance the efficiency of research and verification processes (European Commission, 202). Most notably, for a study
involving a large volume of responses, this approach allows researchers to focus on interpretation and theory development
rather than time-consuming manual coding (Perkins & Roe, 2024).

However, there are important trade-offs. Al-assisted analysis can lack transparency, as identical data and prompts may
still produce different results (European Commission, 2024). There is also the risk of replicating biases present in the
training data (Perkins & Roe, 2024). Other commonly cited limitations—such as the potential for spurious correlations or
an inability to interpret beyond text and images—were less relevant to this study.

The analysis was conducted in three stages, following EU Commission guidance. The specific prompts used at each stage
are included in the appendix (European Commission, 2024).

Cleaning

In line with guidance from the existing literature (Bijker et al., 2024; Dai et al., 2023; Holmes & Miao, 2023), the Al was first
provided with an initial prompt that included:

e Contextual information about the project

e Simple instructions outlining the task

e Details on the required response format

e Guidance on what to base the response on, including the dataset and the desired coding categories

The full spreadsheet of responses was then uploaded to ChatGPT—henceforth referred to as ‘the Al’, and it was instructed
to clean the dataset.

Previous studies have emphasised the importance of incorporating transparent explanatory mechanisms in Al-assisted
research (Yan et al., 2024). To ensure this, the Al was explicitly instructed to report back on its actions throughout the
process.
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Coding

The primary purpose of coding was text classification, allowing us to identify responses relevant to our research questions
for manual review and summarisation. In effect, coding served to stratify a sub-sample for deeper analysis. ChatGPT was
considered well suited to this task, as it has been found to be particularly effective in “transforming unstructured datasets
into structured formats” (Yan et al., 2024, p.5).

The process combined Al-assisted coding with manual validation, following a ‘machine-in-the-loop’ rather than ‘human-in-
the-loop’ approach. In other words, the Al supported and amplified the human-driven process, rather than the reverse
(Hongetal., 2022). This approach balances “the qualitative richness of human interpretation with the quantitative efficiency
and consistency of Al analysis”, while also mitigating risks such as Al ‘hallucinations’ and other limitations of emerging Al
technologies (Sabbaghan, 2024, p.132).

Al-assisted analysis was conducted in iterative steps, allowing prompt refinement to increase reliability. This aligns with
recommendations that Al-assisted coding should incorporate human-Al feedback loops, iterative functionality, and robust
validation mechanisms (Dai et al., 2023; Yan et al., 2024). Given that Al coding quality is highly dependent on the quality of
prompts used, these opportunities for refinement were essential (Perkins & Roe, 2024).

The coding process was primarily deductive, using predefined categories based on the attributes within the experiment,
namely:

e Salary

e Flexible working

e Healthcare

e Collegiality

e Leadership

e Childcare

e  Pupil behaviour

e Professional development (CPD)
e PPAarrangements
e Workload

e C(Classsize

In addition to these categories, an extra coding category was introduced: “comments or criticisms of the questions”, to
capture feedback related to the first research question. The Al was provided with examples from the dataset for each code
to improve accuracy.

While coding was largely deductive, previous research suggests that Al can be effective in developing coding schemes
(Bijker et al., 2024) and can identify latent themes, nuances, and subtleties that might otherwise be overlooked (Perkins et
al., 2024; Sabbaghan, 2024). To account for this, the Al was also asked to propose additional categories it identified and
apply them to the dataset. However, this inductive aspect of the analysis was minimised, as our research questions were
primarily structured around a pre-established framework, and most responses were brief and already aligned with the
predetermined categories, making extensive interpretation unnecessary.

Following Dai’s (2023) four-step process, the inductive coding began by:

Providing the Al with an exemplar response.

Requesting an initial set of codes.

Engaging in a ‘code refinement discussion’ to clarify and refine categories.

Applying and evaluating the final coding scheme (integrated into the review process described below).

Pobd~
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Validation and iterative refinement

The initial coding output, covering all three types of codes (attribute-focused, question-critique focused, and additional
inductive categories), was then reviewed. To assess reliability, 50 randomly selected responses were manually coded.
Reliability was evaluated separately for each coding type and for individual codes, as Al coding reliability can vary between
inductive and deductive methods and depend on the complexity of the coding scheme (Bijker et al., 2024).

To measure agreement, a simple percentage agreement metric was used for each of the three coding types. More
sophisticated inter-coder reliability measures, such as Cohen’s kappa or Krippendorff’s alpha, were deemed unnecessary
given that the primary aim of coding was categorisation rather than in-depth interpretative analysis. The emphasis was on
ensuring rapid and efficient data organisation to facilitate subsequent human-led analysis, rather than prolonging
validation.

Based on the first review, additional instructions were given to the Al to improve its interpretation of responses. It is
importantto note that coding disagreements did not always indicate Al errors. In some cases, after reviewing discrepancies,
it was judged that the Al coding better captured the nature of the comment or offered a useful alternative interpretation.
This process led to an evolving coding dialogue between human and Al coders.

At each review stage, the Al was asked:

e Whether it understood the feedback.
e  Whether any further clarification was required.
e Tore-code the dataset incorporating the refinements.

This process was repeated for a second round of coding checks, with further refinements made based on new observations.
A third review was conducted, during which errors in two specific codes (which affected a third) were identified. The Al was
asked to correct these issues, leading to a third refinement stage (Round 3b).

Final coding review and data familiarisation

Throughout the review process, a total of 200 responses were manually coded (representing 198 unique responses). A key
benefit of this iterative review was data familiarisation, which prepared the ground for deeper human interpretation. It also
helped identify additional low-frequency codes, ensuring that rare but meaningful themes were included in the final
analysis.

Moreover, the manually coded dataset served as a valuable counterpoint to the Al-generated output. While the Al coding
was efficient, some inaccuracies persisted, reinforcing the importance of maintaining human oversight.

Table A6 reports percentage agreement by coding type at each stage, while Table A7 provides percentage agreement by
individual code. However, it is important to acknowledge that percentage agreement measures have well-documented
limitations, particularly for low-frequency codes. Although alternative inter-coder reliability measures (e.g., Geilser &
Swarts, 2019) could have mitigated these issues, the priority in this study was rapid categorisation rather than extended
validation.

Table A6: Agreement by code-type at each data coding stage

Round 1 Round 2 Round 3 Round 3b
° O T 3 c O 3 T 3 c O 3 T 3 c 2 3 T 3 c O
0 c 2 = 0 2 e 2 0 0 2 e .2 D o 2 e 2 2
o = S = o o = o = S = o o = o = S = o o = s = S = o o =
3 % E® B 3® 3w E® B ow 3w E® B3 3 E® B 3w
2 g s 0 38 o 29 5 0 3 S o 29 s 0 8 g o 29 5 0 3 g g
£ R 5% 388 E8 S8 3E® E% 5% 3SE8 EX 3% 3%
A A A A

< © < © O o o < © < o O o o < © < o O o o < © < O O oc o
92% 97% 89% 92% 96% 82% 93% 98% 86% 94% 96% 89%
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Table A7: Percentage agreement by code (i.e. job attribute or similar)

Salary 86% 35% 28%
Health and well-being 18 233 94% 9% 8%
Collegiality 9 94 100% 5% 3%
Job Flexibility 32 175 88% 16% 6%
Childcare 66 873 92% 33% 29%
p .
rofessional Development 10 192 98% 5% 6%
(CPD)
PPA Arrangements 51 734 100% 26% 24%
Workload 41 195 86% 21% 7%
Leadership 15 122 100% 8% 4%
Pupil Behaviour 12 27 100% 6% 1%
Class Size 33 288 94% 17% 10%
S t for Non-P. talC
uppor .or ! .on arental Care 4 79 04% 0% 3%
Responsibilities
Commuting and Location 1 0 100% 1% 0%
Preferences
Stre.ss Reduction and Work 18 32 90% 9% 1%
Environment
Career Progression 2 2 100% 1% 0%
Healthcare Benefits 8 182 96% 4% 6%
Criti .
ritique of the Question 69 212 72% 35% 7%
(Overall)
Negative Perceptions of the
Survey Task 12 7 94% 6% 0%
Critique of Specific Descriptors
. 6 32 98% 3% 1%
or Phrasings
Inapplicability to Respondents’ 43 175 829 299 6%
Circumstances ° ° °
Frustrations About forced
6 0 100% 3% 0%

Comparisons or similarity

57



Evaluating Teacher Recruitment Strategies
Further appendices

Thematic analysis

Where there were sufficient responses within a category, 30 responses were randomly selected from the Al-coded dataset,
and the main themes were summarised. If a category contained 30 or fewer Al-coded responses, human-coded comments
within that category were also reviewed.

Some categories, such as “Commuting and Location Preferences” and “Career Progression”, had largely disappeared from
the Al’s coding in the later rounds, with very few instances identified in the human coding. In these cases, responses flagged
in earlier versions of coding were reintroduced to ensure they were captured in the final analysis.

Accurately assessing the prevalence and potentialimpact of respondents’ critiques of the survey questions was particularly
important for answering research question (What was the experience of answering the questions like? Did any factors make
it easier or more difficult?). To achieve this, the full set of human-coded comments within the “overall critique of question”
category (n=69) was manually re-coded, using a combination of inductive and deductive sub-codes.

Finally, the entire human-coded sub-sample (n=198) was reviewed once more. This step was essential to mitigate the risk
that the Al had been more effective at identifying some types of responses than others, potentially skewing the findings.

For the most part, the analysis stage did not involve Al, given the importance of human criticality and domain expertise in
the meaning-making process (Perkins & Roe, 2024). However, once the human analysis was complete, the Al was asked to
generate a narrative summary of each code, illustrated with quotes, to determine whether any additional insights could be
identified.

This Al-generated analysis was conducted only after the human analysis to avoid biasing interpretation. Ultimately, the
output was disregarded, as it was found to contain numerous Al hallucinations.

Findings
Salary

Salary was the most referenced theme and was mentioned in around a third of comments (35% of the human sub-sample,
28% of the full Al coded dataset). Many comments simply emphasised the importance of salary, by just stating “higher
salary” or “money!” while some emphasised the current cost of living or being unable to pay bills:

“I’m paid well but with the children of university age and rising costs in every aspect of life | still struggle at the end
of every month and this is without having new cars or any foreign holidays and very few meals out. Nonetheless |
price flexibility, a positive culture and a genuine desire to accommodate family commitments above salary”

In other cases, comments on salary focused on explaining that factors (such as lifestyle, work-life balance or working
environment and arrangements) were more important than salary.

"I think most teachers would most appreciate being given more time and support (e.g. have less pupils to teach,
more time for PPA and CPD) rather than more money

"A pay rise would be great but other factors are more important. The idea of a class size under 26 is appealing

"

too.
A willingness to prioritise other factors over salary was sometimes linked to an individuals’ life circumstances.

“School culture is more important to me than a salary hike - | appreciate that this is due to my position/stage of
my career.”

Athird category of individuals - beyond those who emphasised the importance of salary and those who judged other
factors were more important - commented that other factors were tempting but insufficient to outweigh salary. For
example, one stated that "Smaller class is appealing but | manage with 30 already so I'd take the higher salary!” while
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another commented that they “Liked the flexibility of PPA from home but not when the payoff was 20% less of it!”. This
made choosing between adverts difficult for some respondents.

Health, well-being

There was an overlap between the health and well-being category and the workload and stress-reduction/working
environment categories. Comments about time off for health appointments also overlapped with job flexibility. Themes in
the ‘health benefits’ category are covered here alongside the health and well-being code.

Many comments emphasised other factors’ beneficialimpact on well-being or mental health (or lack thereof). For example,
many respondents believed that smaller classes would lead to improvements in their ‘mental health’ or allow them “to do
the job well” which would in-turn benefit their well-being (we return to this below).

The wording of statements about health and well-being, and whether they involved concrete or intangible commitments
appeared to be an important consideration for many respondents. One commenting that:

“l seemed to prefer the ones with tangible benefits rather than vague claims that may or may not prove true like
‘commitment to health and wellbeing’ which many schools will claim similar but what do they actually do?”

It seems that the novelty of healthcare benefits was a draw for some respondents, although one commented critically, that
they had worked for a school offering such benefits and that this had been a way of ticking “a welfare box" and acted as an
"excuse" not to do other things.

Respondents’ degree of interest in healthcare benefits sometimes depended on the current state of health, such that some
respondents who were in good health felt the offer was unnecessary while others - who had a history of poor health - saw it
as particularly relevant:

“Don't usually require time off, not particularly worried about health needs so for me the main driver is salary.”

“l do have medical conditions that involve dental treatment, physio and appointments that it's hard to juggle with
school hours and | currently have to wait longer to avoid time off school. This has affected my selections.”

A few respondents had 'done the maths' and decided that free physiotherapy or dentistry was actually worth more than a
proffered pay rise. This may have led to some heterogeneity in responses depending on baseline pay - a possibility which
was highlighted during focus groups.

Of the different healthcare benefits offered, dentistry appeared to be the most valued, with respondents emphasising the
high cost involved and the difficulties of registering with an NHS dentist and, again, some respondents noting that existing
issues made this benefit particularly valuable.

“Most CPD courses are rubbish so commitment to CPD doesn't affect me. Not massively interested in flexi
working so unless they are offering an extra couple of days off for my own reasons it doesn't change my position.
Dentistry is a big offer as it is really expensive.”

“Have congenital teeth problems so anything offering free dentistry would be amazing”

There were also at least two comments expressing ideological opposition to healthcare benefits - which is something that
was also flagged strongly in focus groups.

Job flexibility
Many respondents criticised the current status quo and the lack of flexibility available in teaching:

“Any one of these would be preferable to what | receive - which is nothing! | would have taken even the most basic
improvement to my working conditions! Anything is better than the current situation where | can't have any
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personal time off, any flexible working or any paid health care! Imagine education offering any of those packages! |
would bite their hand off. It just shows how poorly we are treated.”

Respondents’ enthusiasm for job flexibility was often linked to childcare and their personal family situation (for example
due to their aging parents - as discussed below). A corollary of this is that many respondents felt that flexibility was not a
priority given their circumstances.

Some respondents had negative views on job flexibility and avoided it rather than seeking it out because of its impacton a
school and its pupils, or because they felt it was unrealistic:

“I think you should work full time if you're doing a job like this, inconsistency is awful when there are too many pt
staff, accountability is impossible. | want pay and time to do an effective job”

"From my experience in a school that offers flexible working, this often comes at the detriment of sustaining an
environment for learning."

These negative perspectives were particularly marked for certain school leaders, who felt flexibility for staff would come at
a cost to them due to cover implications or difficulties planning staffing.

“My children are grown up so I'm not interested in the childcare. | would be interested to know how flexible
working is covered - | would be concerned that this would involve the school providing lots of cover. The free
healthcare is very attractive and anything involving a pay increase”

Childcare and other caring responsibilities

Childcare was one of the most referenced categories (33% of human-coded responses, 29% of Al coded responses), but
this was partly because so many respondents chose to comment on it not being relevant to their circumstances.

Comments were divided between teachers who had children—who emphasised the value of childcare, and those without—
who often said it was unnecessary. Alongside these comments were a small number of respondents for whom childcare
was not relevant, but who could see its value to others. Some also anticipated childcare’s importance to them in the future
once they started a family or recalled that they would have valued it when their children were younger. Some also saw a
schools' commitment to childcare as indicative of its wider culture and ethos.

“l don't need the cheaper childcare now but many of my colleagues do and | have seen too many talented female
teachers dropping hours and dropping back from leadership due to childcare costs”

“I no longer need childcare. My choices would be different if a young family were a consideration for me.”

At least one respondent echoed comments made during focus groups that the disadvantage of an in-school childcare offer
was that it might require them to move their children from a current placement they were happy with.

Many teachers without children asked what equivalent benefit would be available to teachers without children, and some
expressed resentment—at times vociferously—to the idea that colleagues with children were being given what appeared to
be additional perks, with “no financial consideration for those without”:

“l don't need childcare so the different options don't add value for me. People need to remember not everyone
that works in teaching has children. | would need more time off for disabled parents”

“Childcare isn't an issue for me and | actually find it incredibly annoying the amount of flexibility given to parents
compared to those who don't have children. It should be allotted amount of time”

Generally, it was respondents with young children of nursery age who saw the greatest value in childcare. Some with older
children felt it would no longer be useful, while others believed the benefit would persist:
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"20% off childcare would have been huge up to age 13. We still pay really high rates for after school club as our
boys'school doesn't run one so it's arranged by a private company"

Parents of older children, including those at university, sometimes referred to the value of being able to attend
appointments or important events with their children. References to other, non-parental family responsibilities tended to
refer to elderly or aging parents.

Professional development (CPD)

Many respondents were put off by the idea of an approved list of providers, emphasising their desire to choose their own
CPD.

"l appreciate CPD but like to choose my own related to my subject as it is useful- the school chosen ones are
variable."

Some commented that they were drawn to specifically worded adverts, arguing that comments about CPD being "valued
and supported" were too "vague"

"Specific information on number of CPD days/courses is better than "we support development”

Respondents often alluded to their dissatisfaction with the current status quo in professional development - either because
of its insufficiency, or because ‘courses’ were not considered to be a valuable approach, or because too much CPD lacked
practical focus:

"I don't care about time off for CPD either. Too much educational guff is forced on staff without extra training.
Teaching a practical subject, learning new practical skills would be more beneficial. That type of training has not
existed since academy trusts took over education. Time off for medical appointments would be useful.”

"My CPD is important to me and something | miss since | started this school in May. | am leaving now at the end
of Dec. | have been using... my old contacts/ training from the previous LA to keep on top of my CPD (| work in
SEND); in spite of the current workload esp. SOW/ Lesson planning time which is drowning out my entire
existence. My wellbeing is / has suffered.”

A few respondents believed that CPD was less relevant to them because they were at a late stage in their career, or on the
cusp of retirement.

Stress reduction and work environment

This category was one of the inductively generated categories created by the Al. Within it, there were occasional comments
about the importance of school culture in general, but for the most part, comments in this category related to the potential
impact - generally in terms of reduced stress - of some of the measures described in other categories such as workload,
pupil behaviour, class size, supportive leadership, or collaborative colleagues. We return to these in turn below.

Numerous comments in this category described current sources of stress. For example, one respondent described argued
that stress was a consequence of insufficient specialist support:

“The job wasn't this difficult or stressful 20 years ago, but there was specialist provision available for children with
medium/severe behaviour/academic needs. There's no pointin me having more money ifi'm so stressed out that
the first few days/weeks of any holiday is me winding down or being ill. | see staff going off really Ill from stress and
pregnant staff really worried about getting hurt, kicked punched.”

Another respondent explained that factors like whether a school was an academy; whether it grouped pupils by ability and
whether it was single gender or co-educational would be key. There were several other comments that reflected negative
perceptions or experiences of academies.
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Workload

There was a considerable discrepancy between the proportion of comments coded as ‘workload’ by the Al and human.
Coding checks suggested that there was a lack of consistency of interpretation so human coded excerpts were carefully
reviewed alongside the Al sample.

Respondents often used terms like "reasonable" or "manageable" when referring to workload and many made comments
about workload outweighing salary in importance.

“Whilst an increase in pay would be good this is always weighed against the experience of the work. Workload and
wellbeing outweigh increases in pay”

Many respondents commented that they did not consider a 35-hour week to be credible and one even feltit was undesirable
- stating that “I don't think limiting a working week to a set number of hours is reasonable, | would feel more stressed trying
to get through stuff in a set time”. On the other hand, another described such an offer as “highly attractive” and another
noted that:

“a guaranteed 35 hour week sounds like fantasy but if it could ever happen I'd love that.”

Many respondents expressed scepticism about intangibly phrased statements on workload. They therefore preferred a
“guarantee” of a set number of hours, to a “promise... which we all know would never happen!!”

As we will see, there were also close links between comments on workload, and those referring to PPA arrangements and
class sizes, since these were seen as providing tangible steps towards a more manageable workload. Indeed, nearly half
(47%) of comments coded 'workload' by the Al were also coded PPA, and a quarter (26%) coded as 'class size' (the same
trend held in the human subsample.)

PPA arrangements

After childcare, salary and criticisms of the question/task, PPA arrangements were the most frequently referenced category
within respondents’ comments (26% of human subsample and 24% of Al coding).

Many responses in this category were remarkably similar, emphasising that factors like PPA (and class sizes - see below),
would make a significantly greater difference to teachers’ lives, compared to salary.

“l would choose smaller class sizes and more PPA over salary increases any day!”
“I'd take Smaller class sizes and more PPA over a pay rise any day”
“PPA time, working hours and class sizes win out over salary!”

Where respondents explained the value of PPA, they tended to emphasise that - like with reduced class sizes, increased
PPA time was a way of reducing the "intense" nature of the job. Indeed, nearly a quarter (22%) of comments that were Al-
coded as “PPA,” were also coded “class size”.

Some respondents expressed preferences regarding the nature of PPA arrangements but there was a lack of consensus
regarding preferences. Some teachers said they preferred blocked PPA time, while others preferred it distributed.

“lam SLT so PPA in blocks taken off site is not an option for me.”
“Blocking the ppa would make work life balance better- it being distributed through the week doesn't work for me”

In one case, a respondent pointed out that blocked PPA time could indirectly have an impact on salary by allowing them to
move into a full time, rather than a part time role:

“Blocking PPA was difficult to answer. For me that would mean more pay as I'm currently part time in order to do
the school run but if | used my PPA to do it wouldn't have any time in school for marking and doing things that
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come up during the day. As itis | arrive at school 5 mins before | start teaching and it's incredibly stressful. | can
also only stay 30 mins at the end of each day and it's not enough.”

However, others felt that blocking PPA meant having several days with no break in teaching and that this would be
stressful. They therefore preferred the idea of having it spread out.

“10% PPA and mostly on a Wednesday is killing me this year. | need at least a free per day to feel on top of things and |
don't have that on 7 of my 10-day timetable days.”

Meanwhile some teachers wanted to be able to work from home during PPA time - seeing this as a route to flexibility, while
others liked the idea of getting their work done in school - particularly given the availability of facilities like printers.

“The option to take PPA off site will always be a key factor for me, as is class size.”
“I don't mind having my PPA time on site as it helps me keep work at work.”

Schools are therefore unlikely to find a PPA arrangement that suits everyone, and one noted that in Scotland they were
already free to take PPA time at home, such that this was a “non-question” for them.

Class size

Whereas in other categories the reasons why a job attribute was considered valuable were homogenous, when it came to
class sizes, respondents highlighted several different benefits.

As noted above in relation to PPA, many saw class sizes through the lens of workload and job intensity. Indeed, more than
half (58%) of comments that were Al-coded as “class size” were also coded “PPA”.

“Small class sizes are very appealing and have a real impact on workload”

For other teachers, the benefits of class sizes were linked to efficacy: they felt they could do their job better when class
sizes were smaller and that this would be more professionally satisfying:

“Time to do my job well would be lovely for wellbeing, the extra PPA and lower class sizes help with that”
“Smaller class sizes to ensure more effective teaching can take place.”
Closely linked, was a sense that smaller class sizes were better for pupils.

“Lower class sizes will always be a draw to the moral teacher in me who wants students to have the best possible
education”

While some respondents focused on a particular dimension of class-size’s impact, others combined several rationales.

“Class size has a huge knock-on impact to workload I'm primary. On average we would teach 5 lessons a day,
that's 150 books to mark for a class of 30 and only 110 for a class of 22. That's more than a whole lesson
difference. The job is also more rewarding with a smaller class, as the teacher you aren't spread so thin. You can
get to know the children and work with all of them across the day/week. | think it improves pupil results as well.”

There were also detractors, with one teacher commenting that they were already teaching larger class sizes and that
salary increases could compensate for this:

“I've been teaching classes of 60 this last term, money talks more than class sizes.”

Severalrespondents noted that the importance of class size depended on the nature of the class. For example, one pointed
out that teaching a large top set was very different to teaching a large class in which many pupils had complex needs while
another said that, as an English teacher, they had a particularly high marking load but that this would be reduced if they had
smaller classes.
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Pupil behaviour

Pupil behaviour was a low frequency code, so all Al and human coded comments were reviewed together (n=37).

According to one respondent, behaviour creates workload because of the need to phone home and organise detentions.
Another explained that with smaller classes it “would be easier to support students” but that “consistently good behaviour
is better and more realistic”. Another explained that improved behaviour improved learning and that this supported staff
wellbeing. For another teacher, supportive management and PPA would be of primary importance, but behaviour (and
smaller classes) would be the "cherry on top."

The importance accorded to behaviour may vary depending on teachers’ seniority and experience, with severalrespondents
reporting that behaviour was less of a consideration for them because they were already confident of the behaviour
management skills.

Construction of statements on behaviour was a challenge when designing the survey task as it is difficult to communicate
a ‘soft’ attribute like this with credibility. Unsurprisingly there were therefore numerous cynical responses, with teachers
questioning the truth of claims made in adverts:

"Hi [sic] expectations of pupil behaviour sounds like BS. But who says behaviour is consistently good?”

"pupil behaviour is always good" cannot be accurate and therefore appears ignorant or deliberately misleading. If
behaviour is always good there must be a reason behind that."

Some respondents therefore found statements that gave specific explanations of what steps were in place to manage
behaviour more "trustworthy". For example, one noted that it was:

“impossible to just trust that pupil behaviour is ‘consistently good’ - what this means to one person might be
different to another, and so I'd prefer supportive leadership and clear and simple behaviour policies.”

There was a link between the credibility of statements on behaviour, and the schools’ leadership, as one respondent
explained:

“Student behaviour and a supportive SLT went hand-in-hand for me. Behaviour is as good as the structures and
consistency in place which are set and reinforced by your SLT. ...Smaller class size to support students more
effectively is a wish - though a staff with a reduced workload and students with high levels of good behaviour
(which the above suggests) would mean we have the capacity to support classes between 22-30. Teachers need
more pay but | want the above more.”

Leadership

Comments about leadership primarily emphasised that being "supportive" was important. Unfortunately, comments rarely
gave an indication of what supportive leadership would look like in practice. One respondent emphasised the importance
of consulting staff and another the leadership being “cohesive”. Another drew a distinction between schools in which there
are policies, and those in which leaders provide "on-the-ground support" along with flexibility.

Several comments about leadership emphasised the perceived value of flatter, less hierarchical structures, in which
decisions are taken together

“Salary important but like setting targets with leaders rather than top-down and small class sizes always good”
On the other hand, at least one respondent felt a flat structure was somewhat idealistic:

“Although I like the idea of SLT and staff making priorities together, | think schools need a core leadership team
who oversee it all rather than distribute priorities to staff to make. Too many decision makers lead to ineffective
policies and change”
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As noted above, there was an overlap between comments on leadership and pupil behaviour, but this is unsurprising
given that adverts included statements which explicitly made reference to leadership providing behaviour management
support.

Several respondents argued that aspects like leadership (and behaviour) could only truly be judged by visiting a school.

“Looking for support from leadership. Smaller classes preferred mainly due to the level of the extra work for the
classroom teacher. Makes the expectations in the classroom more achievable. Some of the wording about
leadership and behaviour sounds like a line. If these were real jobs, seeing and visiting the school is believing.”

The similarity of statements about leadership that appeared in different adverts gave some respondents difficulty:

“l was not sure what the difference would be between a supportive leadership team and one that sets priorities
with staff”

Collegiality
There was some overlap between comments on ‘collegiality’ and on leadership:

“l would prefer to set targets and manage feedback as a staff team with options from SLT rather than targets and
feedback being solely given by SLT.”

“l found it hard to choose between the leadership options. Supportive leadership vs collaboration with leadership.
Seems much the same to me personally. Furthermore, I'm more interested in good behaviour, nice colleagues,
enough time to do my work etc.”

Comments on collegiality often focused on co-planning which is—again—-unsurprising given the phrasing of the statements.
There were also references to the value of a supportive or collaborative working environment.

At least one respondent stated that co-planning time would help to reduce workload because “time with colleagues to plan
massively lowers stress and workload”. On the other hand, another argued that the relevance of co-planning varied and
should only ever be optional. One said they disliked co-planning and would prefer to use their PPA time for their own
priorities or to go home.

In one case, the importance of collegiality was used as an argument against off-site PPA:

“I'm not sure about the suggestion of PPA being taken off site. | think as part of a team, you have to be on site. In
case a behaviour issue arises, there is a fire alarm, or emergency. | just don't think teaching is a job that can be
done effectively from home. And any person taking their PPA off site, often means someone on site is having to
take up the slack, in terms of pupil/parent queries, or other issues. | believe our perk as teachers is the amount of
holidays we get, which is loads. This is our time away from school. But in school hours, we should be on site. We
are part of a team/community and should be there.”

Another emphasised that if co-planning was going to happen, it would need to be protected since it would be crowded out
otherwise.

As an aside - while it was not our original intention, it was striking that the Al used the code collegiality for altruistic
comments in which teachers without children welcomed the prospect of childcare on behalf of their peers, perhaps
because of the use of the word ‘colleagues’, and many of these respondents did indeed seem to be manifesting collegiality
through their degree concern for other members of staff:

“I don't have children, but when that was a factor in decision-making | chose the most advantageous childcare
options, knowing how much this matters to colleagues and the difference it would make.”
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Commuting and location preferences

Although this was one of the inductive categories proposed by the Al, very few comments actually fell under it (none were
identified in the later rounds of Al coding and only one in the human coding.) The comments that were coded in this category
in the first round tended to refer to not being able to afford to live near the school or the impact of commuting on other
factors (for example preferring to have PPA time at school due to a long commute or the suitability of childcare
arrangements given the school location). One respondent did state that “location and responsibility” were their top priority.

Career progression

There were very few comments in this category. One teacher explained that they had recently moved job for a promotion,
another highlighted the importance of CPD for career progression

Comments on the task and prompts

To more accurately assess the prevalence of different concerns about the task or statements, the 69 comments that had
been human-coded in this overall category (representing approximately one-third of the sub-sample) were carefully re-
coded manually. Table A8 summarises the number of statements assigned to these newly refined categories. The
commentary below draws on this sub-sample, as well as Al-coded comments.

Table A8: Manual recode of overall ‘critique’ comments

Statements

Statement . Advert not
) Statements Statements . wordy or Technical
irrelevant .. . Clarity of task how you

. similar not credible unclear/ problem .
(childcare) " choose ajob

repetitive
61% (42) 16% (11) 7% (5) 7% (5) 6% (4) 1% (1) 1% (1)

As noted earlier, the most common comments about the task or prompts related to the irrelevance of childcare
arrangements, which have already been discussed. This section therefore focuses on other feedback.

Beyond relevance, the most frequent critique was that the statements were too similar to one another. Several respondents
noted that there was often only one clear difference between the options, leading them to simply select the obvious
distinction rather than engaging in deeper comparison. One respondent specifically stated that they would like to repeat
the task with more thought-provoking and contrasting statements.

As noted earlier, a small proportion of comments questioned the realism or credibility of certain statements. These
concerns primarily focused on the 35-hour working week pledge, though some respondents also doubted the feasibility of
certain PPA or flexible working arrangements. Given that perceived credibility influenced decision-making, this may have
slightly affected the quantitative findings, with respondents choosing the advert they most trusted to be realistic, rather
than the one they would actually prefer.

“Some of the ‘promises’ were simply unrealistic in the current climate. | tended to go for the option | thought was
more credible (or, more correctly, the less incredible).”

“l didn’t choose any advert that said guaranteed 35-hour week as | don’t believe that is possible.”

Another key theme related to ecological validity. Several respondents noted that real job decisions would be shaped by
schoolvisits, interviews, and additional research, rather than just the written job advert. Although only one manually coded
comment explicitly mentioned this, it was also highlighted in other responses reviewed during the analysis.

Overall, comments suggested that most respondents engaged thoughtfully with the task, which is unsurprising, as those
providing open responses are likely to be more engaged users. However, a small proportion of respondents found the task
repetitive or difficult, with one participant eventually selecting at random.
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“Too many—after the first option, | just randomly chose. Too wordy and too many.”
By contrast, at least one respondent explicitly praised the clarity of the statements:
“Nothing unclear. A job offering free dentistry, physio, and counselling would be AMAZING.”
A very small minority also reported technical difficulties, such as job adverts failing to display properly.

Despite some criticisms, several respondents commented positively on the task, particularly noting its engaging and
thought-provoking structure.

“I liked answering the questions, but | couldn’t quite understand what they were sometimes driving at—the trade-
offs seemed too easy, at least for me. | can tell you what matters to me: childcare and salary. Flexible working has
the potential to trump salary, but the way they were worded in the adverts was too ambiguous for me to trust them
as genuine commitments.... An interesting exercise. | would like to do it again with some harder choices.”

Others appreciated the decision-making format and found the task insightful:
“I liked the format. Helpful when making decisions.”

One respondent also reflected on how their preferences would have changed earlier in their career and expressed
enthusiasm for the study:

“My choices would’ve been very different earlier in my career.... Excellent questions, by the way. I’ll be very
interested in reading your results this week. Keep up the good work! (Also, if you are recruiting, | love Teacher Tapp
and would love to join your team!).”

Conclusion

Most comments restated preferences rather than providing extensive explanations of respondents’ decision-making
processes. However, several key insights emerged from the analysis.

Salary often acts as the decisive factor in job selection. For some, it is a highly desirable incentive, while for others, cost of
living pressures create an urgent and pressing need for a higher salary. However, this is not universal; for another group of
teachers, well-being and lifestyle considerations outweigh salary, suggesting that financial incentives alone may not be the
most effective means of attracting all candidates. Some teachers will seek any incremental salary increase, while for
others, salary is a hygiene factor—once their financial needs are met, lifestyle considerations become more important.

There is also a clear divide between teachers with children’s priorities, and those of teachers without. This raises the
possibility that policies favouring parents—such as flexible working arrangements—could alienate some teachers without
children if not carefully framed.

Autonomy in professional development is another important factor. Teachers want greater control over their professional
growth, rather than rigid, top-down approaches. Similarly, reducing workload and the perceived intensity of the job is a
priority, but teachers seek concrete explanations of how this will be achieved—whether through PPA arrangements, class
sizes, or other structural changes. However, preferences around PPA arrangements vary significantly, indicating that a one-
size-fits-all approach may not be effective.

The appeal of reduced class sizes is driven by multiple factors, including the perceived impact on workload, a sense of
enhanced professional efficacy, and a belief that smaller class sizes benefit pupils. Pupil behaviour, workload, and
leadership support are also closely interlinked, reinforcing the importance of school culture and leadership style in shaping
teachers’ experiences.

Overall, respondents were largely positive about the survey task and statements, engaging thoughtfully with the choices
presented. However, considerations around ecological validity remain important. Teachers may have based responses on
the credibility of statements rather than their ideal preferences, and real-world decisions would ultimately depend on
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visiting a school and experiencing its environment firsthand. These factors should be taken into account when interpreting

the findings and considering their implications for teacher recruitment and retention strategies.
Limitations, and reflections on the Al aided process

Finally, it is worth reflecting on the Al-assisted coding process. The primary goal of this approach was to save time in
response categorisation, allowing greater focus on interpretation and further analysis. However, in practice, the process
proved to be highly time-consuming and the human-coded sub-sample was perhaps more useful, given the limitations of
the Al coding.

Considerable time was spent attempting to improve coding reliability through multiple rounds of validation, but actual
improvements were minimal to non-existent. The process was further complicated by technical issues, including software
bugs—on two occasions, the system was unable to generate a downloadable spreadsheet for several hours.
Inconsistencies in coding were also problematic, with some categories disappearing entirely in later rounds. The inductive
codes generated by the Al provided limited additional insight, while ‘hallucinations’ in Al-generated outputs required such
extensive scrutiny and validation that the expected efficiency gains were further diminished.

For a task like this, it appears that manual coding of a larger sub-sample would have been equally, if not more, effective —
and possibly less time-consuming.

While more robust validation methods, such as sophisticated inter-coder reliability measures and additional Al training,
might have improved coding quality, they would have required a upfront time investment, further increasing the opportunity
cost of using Al-assisted strategies.

Until Al technologies advance further, researchers considering Al-assisted approaches for qualitative research should
carefully weigh their relative value against fully human-driven analysis of sub-samples. Key factors to consider include:

e Whether the entire dataset requires coding, or if a representative sub-sample is sufficient.

e Theresearchers’ expertise and familiarity with Al tools, which could streamline the process.

o Whetherthe taskis a one-off analysis or part of a longitudinal study, where coding must be conducted repeatedly—
potentially making the upfront investmentin Al training more worthwhile.
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Appendix G - RQ3: Pilot testing of stepwise questions

During the pilot testing of the survey questions for RQ3, we evaluated two contingent valuation techniques for eliciting
teachers’ willingness to apply (WTA) for a local job. WTA is measured as a nominal salary increase or decrease from their
existing salary and we call this the salary increment. The two survey approaches we evaluated were:

Stepwise (Iterative Bidding) Approach: This method involves presenting teachers with a starting offer (change in salary)
and adjusting it iteratively based on their responses until their maximum WTA is identified.

Ladder (Payment Card) Approach: In this technique, teachers select their WTA from a predefined range of salary changes
listed on a card.

There are advantages and disadvantages of both approaches. The ladder is simple to implement and quick to answer, has
risk of anchoring bias whereby respondents are influenced by the range of values presented. The stepwise approach is more
complex to implement and takes longer to answer. However, some studies have shown that participants find it easier to
respond to each individual question in turn. So, whilst there already exists a literature on the relative merits of each
approach (e.g. Breidert et al. (2006), Schmidt and Bijmolt (2019), Fonta et al. (2010), Uehleke (2016)), we felt our survey
question was novel enough to justify a small experiment to compare the merits of the two approaches.

Sample selection and survey questions

We drew a 10% sample of Teacher Tapp panellists, who would participate in the pilot survey questions on 11th December
2024 (and thus be excluded from the main data collection). After answering the questions where they named a local school
and were asked how well they knew it, as in the main experiment. The pilot teachers were asked:

Suppose the school you named advertised a job with the same role and the same salary that you currently receive.
Would you consider applying for it?

After this, the teachers were randomised into two equal-sized groups. The stepwise group received exactly the same
stepwise salary questions as set out in the main description of the method for RQ3. The ladder group received one of two
questions, depending on their response to the previous question:

What is the minimum salary increase that would make you consider applying for the same role you currently hold
at the local school you mentioned earlier? [Response categories from ‘£2,500 salary increase over current salary’
up to ‘£50,000 or greater salary increase’, plus ‘There is no salary increase at which | would consider applying for
arole atthat school’ and ‘Not relevant / cannot answer’]

What is the maximum salary decrease that would make you consider applying for the same role you currently hold
at the local school you mentioned earlier? [Response categories from ‘£2,500 salary reduction over current
salary’ up to ‘£50,000 or greater salary reduction’, plus ‘I would be prepared to apply to work at the school for no
salary’ and ‘Not relevant / cannot answer’]

The salary ladder values were designed to match those in the stepwise questions. We considered the ladder to be sufficient
to cover most plausible WTA values. For the minority of teachers outside these values (i.e. responding £50,000 or greater
salary increase/reduction), we gave them an additional salary ladder with values from £50,000 up to £100,000 or above in
£10,000 increments.

Differences in completion rates and response times

We judge both completion rates and response times by observing each teacher’s response to the first salary question and
to the question about their knowledge of the characteristics of the named school, which followed the salary increment
questions in both pathways. Table A9 below shows that, not surprisingly given the greater number of questions, more
teachers dropped out of the stepwise pathway. However, with dropout rates very low at below 2% we do not consider this
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to be a substantive issue. The stepwise approach also led to a slightly longer response time, but only by around 6 seconds
(24% increase).

Table A9: Differences in completion rates and response times for RQ3 pilot

Number Number Mean Min Max
starting completing Dropout rate response response response
questions questions time (secs) time (secs) time (secs)
Ladder 252 255 1.18% 26.8 6 115
Stepwise 248 253 1.98% 33.2 11 119

NB. Average and max response times exclude 7 respondents with excessively long times (suggesting they did something else and
returned to the question).

Pattern of survey responses

In both question presentations, we establish a salary range at which they would be willing to apply to the named local
school. We present these ranges alongside the number of teachers selecting that option for the ladder versus Stepwise
approach in Table A10. It shows a few key disadvantages of the ladder approach to responding the questions:

1. 20teachers (10% of sample) selected “Cannot answer”. Given that these teachers had both named a school and
said they knew something about it, it seems plausible that they would in theory have a valid response to this
question. Itis likely that the complexity of the ladder question overwhelmed them, producing this response.

2. 50 teachers (24% of sample) said there was no salary at which they would consider applying for a job at the local
school they had named. This is a natural instinctive response, but it doesn’t seem that plausible in practice,
relatively to simply demanding an extremely high salary increase to compensate for their perceived downsides of
the school.

3. 4 teachers (2%) said “l would be prepared to apply to work at the school for no salary”. Again, this does seem
surprising because it suggests they value working at the school equally to having no job at all!

4. Among the more plausible responses, there is evidence of round number bias, with a greater concentration of
responses at values like £0, +£5,000, and +£10,000, compared to intermediate values such as £2,500 or £7,500.

We also reviewed the open-text responses by hand to see whether any teachers mentioned difficulties in responding to the
questions. However, nearly all the responses were explaining why they made the choice they did. Just one teacher on the
ladder pathway said she was confused by the question.

Despite the marginal lower completion rate and slightly longer completion time, it was clear to us that the response profile
of those answering the Stepwise questions was far more likely to reflect their true and considered responses to what salary
increment it would take to move schools.
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Table A10: Response to salary increment questions
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Appendix H - RQ3: Supplementary tables
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Table A12: Salary increment, by teacher demographic characteristics

1259 £9,562 19%
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Table A13: Regression of salary increment on teacher demographic characteristics

Variable

Constant

Salary mid value

Salary mid value "2

Age (reference = Age in 20s):
Age in 30s

Age in 40s

Age in 50s+

Gender (reference = Female):

Male

Experience (reference = Less than 5 years):

Between 5 and 10 years
Between 10 and 20 years

Over 20 years

Seniority (reference = Class teacher):

Middle Leader
SLT (excl. head)

Headteacher

Coefficient

4388

0

0

394

-413

-240

-1252

232

393

792

-181

-578

4228

Age of youngest child at home (reference = No children):

Under 5
Aged 5-11
Aged 11-16

Aged 16+

Tenure (reference = first year at school):

Over one and less than two years

Over two and less than three years

Over three and less than four years

Over four and less than five years
Over 5 and less than 10 years
Over 10 and less than 15 years

15 years or more

N=2918; R-squared=3.8%

-1585

-167

-1603

710

-122

677

-34

-443

869

1797

2369

Evaluating Teacher Recruitment Strategies

Std. Error

2060

0

0

827

911

980

449

809

853

933

527

714

1222

624

576

637

761

886

937

1027

1001

795

872

887

2.13

1.58

-0.93

0.48

-0.45

-0.24

-2.79

0.29

0.46

0.85

-0.34

-0.81

3.46

-2.54

-0.29

-2.52

0.93

-0.14

0.72

-0.03

-0.44

1.09

2.06

2.67

Further appendices

p-value
0.03
0.1

0.35

0.63
0.65

0.81

0.01

0.77
0.64

0.40

0.73
0.42

0.00

0.01
0.77
0.01

0.35

0.89
0.47
0.97
0.66
0.27
0.04

0.01
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Table A14: Demographic sorting of teachers across schools by FSM quintiles

£52,202

Table A15: Salary increment by type of current school

20.4
75.5
10.2
17.3

£53,149

391

2049

306

177

476

404

1422

142

415

807

787

765

668

2384

206

447
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221
75.3

9.9
18.9

£53,076

22.2
71.2
12.0
21.3

£53,275

£10,818
£9,295
£7,226
£10,028
£8,797
£9,688
£9,084
£9,252
£10,142
£8,779
£9,322
£9,482
£9,704
£9,188
£11,899

£8,887

19.1
74.0
12.5
20.3

£54,708

20%
18%
14%
19%
17%
19%
18%
18%
20%
18%
18%
19%
18%
18%
22%

18%

7.2 8.2 8.7 10.7 10.2
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Appendix | - Cost calculations for attributes

This appendix sets out the assumptions for calculating the costs of providing each job attribute. In each case, we express
the costin per teacher nominal terms and as a % of average salary.

Current average salary

This outlines the calculations for the average salary of all teachers in England, including employer costs such as National
Insurance and pension contributions. (Note: This group includes teachers with reduced teaching loads, such as
headteachers. While this affects later calculations, we will set this aside for now.) Median pay is slightly higher in secondary
schools due to more middle leadership roles and is also higher in Greater London.

We use the median teacher pay estimate of £46,525 from the Teacher Pension Scheme records for the academic year
2023/24 (Department for Education, 2024c). (The School Workforce Census for the same academic year reports a lower
figure because it was unlikely to fully reflect the recent pay rises (Department for Education, 2024 a)).

Employer National Insurance contributions will rise from 13.8% to 15% in April 2025 (House of Commons Library, 2024).
We assume that all incremental salary associated with these policy options will attract full NI.

Teachers’ Pension Scheme employer contributions are now 28.68% and we assume that all teachers participate in this or
a scheme of equivalent cost (Teachers' Pensions, 2024).

Therefore, total employer costs of a median salary are:

£46,525 (median salary) + £6,979 (employer NI) + £13,343 (employer pension) = £66,847

Cost of raising salaries by 5 or 10%
The all-in costs of raising salaries are:

e 50 =£3,342
e 10%=£6,685

Flexible working

The job attribute “Commitment to meet all requests for flexible working” is difficult to cost, as it requires assumptions about
how many teachers would request reduced working hours or late starts/early finishes. In January 2025, Teacher Tapp asked
teachers what working pattern they would choose—taking into account any associated pay cuts—if their employer could
not refuse the request.

Among full-time teachers only, just 50% said they would choose to remain full-time if given the option. A further 9% said
they would prefer to work 4.5 days, 32% would opt for 4 days, and 6% would choose to work 3 or 3.5 days.

In theory, this shift may carry no direct cost, provided schools could hire counterpart teachers to make up the lost hours. In
practice, however, this is difficult to achieve. Part-time teachers often require their non-working time to be grouped into a
single block, making timetabling more complex. This is likely to be a greater issue in secondary schools, where timetable
inefficiencies (i.e. periods when a teacher is available but unscheduled to teach) are already more common.

To assess the likely cost to schools, we posed the following question to headteachers:

If half of your full-time teachers requested to work four days a week (with flexibility on which day off), and you
recruited additional teachers to cover their lost hours, what would be the likely financial impact on your school’s
staffing costs?

76



Evaluating Teacher Recruitment Strategies
- Further appendices
Responses are shown in Table A16 below. Around one-third of headteachers felt unable to answer the question
immediately. Among those who did respond, the typical view—across both primary and secondary phases—was that a 5-
10% increase in staffing costs would be required. We therefore estimate an increased cost equivalent to 7.5% of the staffing
budget.

In open-ended responses, several headteachers noted additional costs associated with part-time staff, such as higher
training costs and increased complexity in scheduling INSET and meetings. Secondary headteachers also highlighted that
more complex timetables and an increase in split classes would likely reduce the quality of the student experience.

Table A16: Headteacher responses to survey question about accomodating part-time teachers

Protected PPA time

This job attribute makes no assumptions about how these additional PPA hours are distributed, so we assume the costs
are as follows:

e Reduction in teaching load from 90% to 80% = increase in salary costs of 12.5% of current salary = £8,356
e Reduction in teaching load from 90% to 70% = increase in salary costs of £16,712

Of course, there are some ambiguities here, particularly around how this would affect the teaching load of Early Career
Teachers and Senior Leaders. So, this cover estimates may be an overestimate.

PPA working location

To assess the potential costs of placing restrictions on where and when PPA time can be taken, we asked headteachers the
following question:

If the government mandated that all PPA time must be scheduled as a single block and include either morning
registration or end-of-day dismissal (i.e. allowing for late starts or early finishes), could your school accommodate
this within your existing budget?

Responses are shownin Table A17 below. In the primary sector, this is already standard practice in most schools, so a zero-
cost assumption is appropriate. In the secondary phase, however, where the impact on timetabling is more substantial,
cost estimates varied considerably.
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If we assume a 15% increase in staffing costs in the secondary phase and 0% in the primary phase, this results in an
estimated average increase of 7.5% across both phases.

In open-ended responses, many secondary headteachers noted that such a policy could lead to a loss of stable form tutors,
anincrease in split classes, and difficulties in finding specialist teachers to fill resulting gaps in the timetable. While these
concerns are not direct financial costs, they may nonetheless have a negative impact on teaching and learning.

Table A17: Headteacher responses to survey question about PPA blocking

Primary Secondary

(N =322) (N=78)
Yes — and we already do this 63% 1%
Yes — we could implement this within our existing budget 9% 6%
No - staff costs would rise a small amount (e.g. less than 5%) 4% 6%
No - staff costs would rise a moderate amount (e.g. between 5 and 15%) 1% 31%
No - staff costs would rise a significant amount (e.g. more than 15%) 7% 33%
No - even with additional budget this would be too disruptive 6% 22%

Class sizes

Class sizes are not currently fixed at 30, but this is generally the maximum observed in schools. If the government were to
mandate a maximum class size of 26, we assume that the distribution of class sizes would shift downwards by four pupils.
Given the current decline in the student population, we do not factor in constraints related to staffing availability or building
capacity. We also assume no increase in the need for teaching assistants, although this assumption is more questionable
for EYFS and Key Stage 1.

Under these assumptions:

e For a maximum class size of 26, the percentage increase in the number of classes is calculated as:
(1/26 - 1/30) / (1/30) = 15.4%

e For a maximum class size of 22, the percentage increase in the number of classes is:
(1/22 -1/30) / (1/30) = 36.4%

Personal flexibility

The job attribute in question states: “Flexibility, within reason, to meet all important family and personal commitments.”
For the purposes of costing, we assume this equates to an average of three days’ leave per year, covered either by supply
agency teachers or internal cover. Current Teacher Tapp survey data suggests that internal cover is far more commonly
used than agency staff.

The cost of using internal cover is estimated as 1/195 of the full employment cost per teacher, which equates to £343 per
day, based on earlier calculations.

Itisreasonable to assume that the cost of using supply agency teachers is broadly similar. On the one hand, supply teachers
are often paid less than directly employed teachers, particularly as they are not eligible for responsibility points and may
struggle to reach the higher ends of the pay scale. Pension contributions may also be lower (Impact Teachers, 2024). On
the other hand, schools must pay an agency mark-up. While this figure was historically as high as 38%, it has fallen in recent
years (Crown Commercial Service, 2019).
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Healthcare

If staff are given time off for appointments and a wellbeing helpline, these two parts can be costed separately.

First, let’s assume that time off for appointments amounts to one full day, on average per year = £343 per day based on
calculations above.

Many organisations provide wellbeing helpline services, typically called Employee Assistance Programmes (EAP). None of
these services are expensive on a per employee basis, relative to time off work, and a figure of £15 per employee per year is
likely to cover smaller organisations such as schools (Engage Health Group, 2025).

The provision of “free” dentistry, physiotherapy and counselling services falls under insurance products specifically
designed to cover ancillary healthcare services such as dentistry, physiotherapy, and counselling, excluding standard NHS -
provided care. These are commonly known as health cash plans. Health cash plans allow individuals to claim back a portion
of the costs incurred for routine healthcare expenses. For a regular monthly premium, these plans reimburse policyholders
for services including dental treatments, optical care, physiotherapy, and counselling. The reimbursement amounts and
covered services vary depending on the provider and the chosen plan level.

The cost of health cash plans varies based on the level of coverage and the provider. For example, some plans start at
around £7 per month, offering basic coverage, while more comprehensive plans can cost up to £28.50 per month. These
premiums correspond to annual benefits with specified limits for each type of service. For example, for £15 a month the
Unite Health Cash plan covers up to £150 of dental costs, £350 of physio and £150 of optical (Union Insurance, 2025). Given
the proposal was for “free” ancillary health services, it is prudent to assume a cost of £30 per teacher per month, or £360
per teacher peryear.

Childcare

To estimate the cost of offering childcare subsidies, we first need to estimate how many teachers are likely to use them.
Recent Teacher Tapp survey data indicate the following groups are most likely to require childcare:

e Teachers with their youngest child under 5: 14% of teachers, of whom 84% report spending money on childcare.

e Teachers with their youngest child aged 5-11: 15% of teachers, of whom 68% spend money on childcare.

e Teachers with their youngest child aged 11-16: 13% of teachers, but only 9% report childcare spending. As most of
this falls outside the scope of the proposed job attribute, we assume only 4% of teachers in this group are relevant.

Teacher Tapp does not collect data on family size. Drawing on government statistics—and assuming that those with
younger children have not yet completed their families—we estimate the following average number of children per teacher
for cost purposes (Office for National Statistics, 2023):

e Those with a youngest child over 5: 1.7 children
e Those with a youngest child under 5: 1.4 children

For simplicity, we assume all children fall within the same age band when calculating costs. We estimate two separate
costs: one for pre-school childcare and one for school-aged children, both based on term-time only.

e Pre-school childcare: £305.11 per week for children under 2 and £290.77 for children over 2 (Albert, 2025). Taking
an average and allowing for 40 weeks of care results in an annual cost of £11,918. Therefore, a 20% or 40% school
discount would cost £2,484 and £4,767, respectively.

e After-school childcare: £69 per week on average, amounting to £2,760 per year (Handley, 2024). A 20% or 40%
discount would cost £552 and £1,104, respectively.

Bringing this together, the expected average per-teacher cost of offering a 20% childcare discount is calculated as
follows:
(0.14*0.84*1.4*2484) + (0.15*0.68 * 1.7 * 552) + (0.04 * 0.09 * 1.7 * 552) = £508

79



Evaluating Teacher Recruitment Strategies
Further appendices

CPD

There are three components to the per-day cost of CPD:

e Coverteacher costs — As noted above, this is estimated at 1/195 of a full salary, which equates to £343 per day.

e Course costs —Teacher Tapp maintains an events database via its app, showing that course fees vary widely, from
free to over £350 per day. The mean cost for paid one-day courses is £228, while the average including free courses
is £156. We assume an average course cost of £200 per day.

e Travel costs — An allowance of £30 per day covers typical travel expenses, including short train journeys or longer
car journeys (over 50 miles) at standard HMRC mileage rates.

Taken together, the estimated total per-day cost of CPD is: £343 (cover) + £200 (course) + £30 (travel) = £573

Workload

We assume that the job attribute “35-hour week guaranteed, with support for planning, marking, data, and non-core
activities” would require additional teaching assistant (TA) time—but the key question is: how much?

To explore this, we asked two questions to (non-head) teachers:

1. [Ifateaching assistant were available to support you with planning, preparation, marking, and administration from
3:30pm onwards, how many hours of your work would you realistically be able to delegate to them each day?

2. After delegating these tasks to the teaching assistant, how many hours would you still need to work each evening
to prepare for the next day’s teaching?

While primary teachers were generally more optimistic about the ability to delegate tasks to a TA, the modal response in
both phases was an hour or less of work per day (see Table A18). If such delegation occurred, most teachers reported they
would still have 1-2 hours of work remaining in the evening. One additional hour could feasibly fit within a 35-hour working
week, but two hours would not—especially once ancillary duties such as break duties, registration, and meetings are taken
into account.

In open-ended responses, many teachers expressed concern that TAs lack the pedagogical and subject-specific expertise
required for effective lesson planning or meaningful marking. Secondary teachers, in particular, highlighted that subjects
such as maths, science, languages, and English require specialist knowledge for accurate planning and assessment—
something most TAs are not trained to provide. Teachers also emphasised the importance of retaining control over lesson
planning and marking, citing personal preferences and the central role of marking in assessment for learning. Many felt that
outsourcing this work would reduce the insights they gain into pupil understanding.

In reality, implementing a 35-hour work week would likely require broader structural changes beyond simply allocating TA
time. However, for the purposes of this costing exercise, we assume that after-school preparation work equates to one-
third of a TArole per teacher.
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Table A18: Teacher responses to survey question about delegating work to a teaching assistant

Teaching assistant costs are difficult to estimate precisely, as employment terms vary considerably. Many TAs are
employed on term-time-only contracts, meaning they are paid only for the weeks worked during the schoolyear. As a result,
actual take-home pay may be lower than annualised figures suggest.

According to Unison research, the average annual salary for a teaching assistantis approximately £12,081, though this likely
includes part-time roles. Areasonable estimate for a full-time teaching assistantis around £18,000, plus employer National
Insurance and pension contributions (Think Teaching, 2025). Employer pension contributions typically range from 14% to
18% (Department for Education, 2024d). Taken together, this results in an estimated all-in average cost of approximately
£23,400 per full-time teaching assistant.

Collegiality

In focus groups, headteachers agreed that the attribute “Collaborative and friendly staff community with protected co-
planning time” would be difficult to deliver without additional PPA time specifically arranged to coincide with colleagues'
schedules. If we assume this requires approximately 1/20th of a teacher’s weekly timetable, the estimated cost of this
attribute is £3,342 per teacher.

Behaviour

Our headteacher focus group discussions highlighted that the costs of delivering the attribute “High standards of behaviour
based on clear policies and consistent expectations” vary significantly depending on the type of school. However, leaders
of inclusive and comprehensive secondary schools agreed that it is not possible to maintain these standards without
specific infrastructure—such as on-call facilities, a ‘cool down’ or isolation room, and centralised detentions.

Assuming these systems are staffed by two teachers and one teaching assistant, and the costs are shared across 75
teachers within a typical secondary school, the per-teacher cost is estimated at £2,095. This figure is likely to be an
underestimate for secondary schools with more challenging intakes, and possibly an overestimate for primary schools or
more socially selective secondary schools.
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Appendix J - Implementation focus groups

Four online focus groups with head teachers were held after completing all stages of survey data collection (two with
primary school Heads and two with secondary school Heads). The purpose of these discussions was two-fold: firstly, to
contribute to dissemination of emerging findings and to support the project’s impact by facilitating an action-focused peer-
to-peer discussion; and secondly, to contribute to the final stages of the study itself.

Method

Atotal of 717 state-school headteachers were invited to participate in a 45-minute roundtable-style focus group, on one of
two dates. In order to receive the invite, the headteacher either had to be in a school with a disadvantaged intake (primary
19.2%+ FSM, secondary 21.2%+ FSM), or be deemed ‘innovative’, on the basis that they had responded that they were doing
one of the following things to improve teachers’ working conditions: adjusting PPA time to allow full days from home, late
starts or early finishes, using budget to increase PPA time or implementing significant workload reduction policies.

On signing up, potential participants were informed of the purpose of the discussion, that it would be recorded, and how
their data would be used. 75 signed up, (48 primary, 27 secondary), and 38 eventually participated (22 primary; 16
secondary). Some participants were leaders of multiple schools as part of a trust, though we refer to all participants as
Heads for the purposes of this appendix.

The discussion was intended to contribute to the research in two main ways. Firstly, to explore the practical realities of
implementing the strategies explored in the survey, including by casting further light on some of the non-financial costs
involved (also explored in the RQ2 open-response analysis). Secondly, to support the cost estimates used in the value for
money calculations, particularly in relation to ‘soft’ attributes such as collegiality and behaviour.

On joining the meeting, attendees were reminded of the information about their participation that had been provided to
them. They were also encouraged to change the name in the video-conferencing software if they preferred to remain fully
anonymous during the discussion. They were also told they could leave at any point without giving a reason. The discussion
then proceeded in three parts, beginning with a short (5-10 minute) summary of the survey findings. This included a
PowerPoint with summary graphs, focusing on teachers’ preferences for different job attributes; trade-offs between salary
and other attributes; initial cost estimates; implications for cost-benefit; as well as findings from the Head teacher survey
and a selection of open-responses. These responses were used to segue into the second part of the discussion, in which
participants were asked to share any ways they had ‘innovated’, by putting into practice the strategies described in the
analysis. Most participants described approaches to blocked PPA time or reduced timetables. This part of the discussion
served as an opportunity for Heads to learn from each other, as well as to highlight the practical steps involved in
implementing the strategies and the challenges they had faced. The discussion was largely unstructured, though the
following prompts were used as necessary:

e Whatdid you do?

e Whydid you decide to do it?

e Howdidyou go about it?

e Whatimpactdo you think it had?

e What challenges did you face?

e What advice would you give to someone else considering it?

The third part of the discussion tended to follow naturally and overlap with this discussion, but involved more focused
discussion about the financial costs involved in two of the ‘softer’ attributes (collegiality and behaviour). The first pair of
discussions focused more on the former, and the second pair on the latter.

Notes were taken throughout the discussion and recordings were also auto-transcribed. Following the focus groups,
transcripts and field-notes were re-read and further notes taken under thematic headings, initially relating to the different
attributes, with additional headings added inductively.
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Findings

Most participants had tried at least one approach linked to the strategies explored in the main study, and they were strikingly
enthusiastic about the impact of these changes. Several headteachers cited high numbers of quality applicants for recent
vacancies, often contrasting this with previous recruitment experiences.

“I’'ve been here four and a half years and this was the first year I've had to recruit a teacher and | had 200
applicants for my post. So yeah, it [providing a morning of PPA time at home each week, as well as subject leader
time] does make a big difference.”

Primary Head

Recruitment and retention were closely connected in the experience of headteachers, with most ‘innovators’ reporting
reduced staff turnover alongside improved application rates.

“It [20% PPA time] was hugely popular and it's obviously very expensive. But we had no staff leave. We put out an
ad for a teaching post and we got 18 applications for a one class teacher post. All our TAs as well or quite a few of
them are going forward and training for unqualified teacher status and want to go into teaching as well...so it's had
a knock-on effect across the school for growing future teachers...If there was anything | could do, I'd run it again
continuously because it's the biggest impact on staff morale”

Heads also reported positive spillover effects that should be considered when weighing the costs and benefits of different
approaches. One noted that introducing a nine-day fortnight had improved staff attendance. Another observed that, when
teachers were given blocked PPA time to use flexibly off-site, many used it to schedule medical appointments or other
personal commitments, thereby reducing the need to request additional leave. One headteacher summed it up by saying
that the goodwill generated by accommodating personal needs “was incredible”.

Collegiality

The teacher survey focused on co-planning time as a route to collegiality, and there was strong consensus among
headteachers that creating opportunities for teachers to plan together is indeed a key way to foster a collegial working
environment. Some heads also highlighted additional factors that contributed to collegiality, such as the stability of the
staff team, the way shared challenges in difficult schools can bring staff together, and the informal benefits of teachers
spending time with one another during playground duty. However, the majority of discussion around collegiality centred on
the importance of providing additional or explicitly designated non-teaching time for collaborative work. The theme of
collegiality is therefore best understood in relation to broader considerations about timetabling and the allocation of PPA
time.

Timetabling and PPA time
The discussion regarding timetabling and PPA time fell into two interlinked categories: volume and allocation.
Increasing the quantity of non-teaching time

Many participants had either increased PPA time or expressed a desire to do so. One primary school had temporarily raised
PPAto 20% in the lead-up to an Ofsted inspection, due to the scale of improvements required. However, most headteachers
viewed a 20% allocation as desirable but unaffordable. Some schools had previously moved to a 15% allocation but were
now reducing this in response to budget pressures. One school that had been unable to offer any enhancement noted that
this created difficulties, as neighbouring schools with stronger financial positions could do so, creating competitive
pressure in the local recruitment market.

Schools described a range of strategies for creating additional non-teaching time, each with different cost implications. In
secondary schools, heads reported deliberately overstaffing larger departments to build in flexibility. In primary schools, a
common approach was to use specialist teachers to cover subjects such as art, languages, and PE—either brought in from
external organisations, in one case using a carousel model. Others made use of Forest School, delivered by specially
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trained Higher Level Teaching Assistants (HLTAs). One head suggested that, with additional funding, more HLTAs could be
trained to deliver specialist subjects such as art and PE in order to free up teachers' time.

“We do forest schools on a Friday afternoon. We find it works best because a lot of our parents are around to
support us on a Friday afternoon and so each class gets a slot of that and I've encouraged them really basically to
go home or to take the PPA and when they've got a weekend away or whatever work it out so they can actually go
on holiday or away for the weekend early.”

Primary Head

Some schools were turning to HLTAs out of financial necessity. One head described moving away from external specialist
teachers due to budget constraints, despite believing they were preferable.

“The way previously the school had been enabling all three teachers in their year group to have their PPA together
and therefore cover all three classes has been to bring in outside providers to deliver parts of the curriculum [like]
music. It's great because teachers get their PPA at the same time ... However, I've also inherited a great big deficit
budget. And that provision, the music and the sport all in is costing about £68,000 a year. So, that's got to go, I'm
afraid. And it's purely a financial decision.”

Primary Head

HLTAs were also being used in more creative ways. One primary head had freed up an additional hour of PPA per week for
each teacher by paying teaching assistants to cover pre-lesson time, including welcoming pupils and taking the register.

In one multi-phase trust, secondary teachers were deployed to provide specialist cover in the primary phase—particularly
for Key Stage 2. This was combined with staggered late starts for Years 10 and 11. However, the school acknowledged that
such strategies could undermine collaboration and collegiality by reducing shared time.

It was clear from participants’ comments that the calibre of the staff providing cover was critical to maintaining the quality
of learning, and that this had implications for staff, parent, and teacher confidence. This in turn has cost implications, as
staff delivering cover need to be at least HLTA level and may require additional training. However, where schools broughtin
more skilled staff, they often gained wider benefits. For instance, one school employed a specialist Spanish teacher two
days a week, who also supported pupils in the school’s dedicated SEND space.

Several heads saw enhanced subject leadership time (in primary schools) or department time (in secondary schools) as a
more affordable alternative to increased PPA. In some cases, this was planned to support collaboration. For example, one
secondary school timetabled a weekly department meeting slot on top of the standard 10% PPA time. This was seen as
beneficial for collegiality and, when used for activities like moderation, freed up time elsewhere for more personalised
professional development. The head noted challenges in larger departments such as Maths, where teaching loads were
high, but explained that this was resolved by scheduling department time during the delivery of the personal development
curriculum, which did not involve Maths staff.

Another head had blocked subject leadership time to give each subject-lead a full week to focus on subject knowledge
development. In another example, a school had moved away from traditional subject leadership structures and instead
formed a cross-subject learning leadership team. This team could ‘bid’ for time to work on specific priorities, such as
curriculum redesign. These examples suggest that schools may be able to create collaboration time through targeted
leadership allocations rather than global increases in PPA—though the cost and logistical implications are likely to be
similar.

Not all schools were moving in the same direction, however. One was considering abolishing subject leadership time and
planning days altogether, instead increasing PPA to 20%. They believed this would offer greater predictability and stability
for staff, as well as reducing disruption.
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Allocation of non-teaching time

Headteachers reported balancing several considerations when allocating PPA time—most notably, teachers’ desire for the
flexibility to work from home during a blocked period and the benefits of collaborative planning. This tension was highlighted
in open responses to both the teacher and headteacher surveys, as well as in initial focus groups.

Many participants were actively managing this trade-off by explicitly planning for both types of time, often in alternating
weeks. In some schools, teachers had a flexible slot they could use at home one week, followed by a week with a shared
session for collaborative activities. These arrangements were often facilitated by two-week timetables.

“Teachers actually told us how much they valued the hybrid- that they did get some time away from school at
home but they also really valued the collegiate working with their team the other PPA...they always tell me they
feel they have the best of both worlds.”

Primary head

At secondary level, some heads noted that teachers preferred their PPA time to be spread across the week to provide
breathing space, while primary teachers tended to favour blocked time. This is reflected in the phase-by-phase subgroup
analysis of the survey results. One secondary head offered teachers a choice, with around half opting for the blocked
approach.

Another secondary head allowed staff to choose whether they wanted off-site time in the morning or afternoon. Those with
children tended to choose the afternoon to allow for school pick-up, while younger staff without caring responsibilities
preferred mornings—for example, to go to the gym. The school used assembly time to facilitate flexibility in the mornings,
and another head noted that their four-period day structure made it easier to block time for at-home PPA.

“We're down on staff for form time. However, we've overcome that by manipulating when assemblies are so that
the staff that have got it off in the morning, it happens to be their year groups assembly day.”
Secondary head

Several heads emphasised the need to ensure allocations were perceived as fair—avoiding, for example, the same
individuals being given blocked PPA time on Mondays or Fridays each year.

Other strategies for promoting collaboration and collegiality included starting the school day earlier and finishing early on
one day each week to allow for joint planning. Two schools operating a nine-day fortnight followed a similar model. Other
schools provided less frequent but regular and structured co-planning or peer learning time. One school, for instance, held
Teacher Learning Community sessions every four Mondays, while a large primary school allocated one or two days each
year for year teams to work together. These were held off-site in a hotel, with lunch provided—an approach the head felt
contributed positively to staff morale, though they noted that the number of such days was being reduced due to budget
pressures.

The two most commonly cited barriers to scheduling collaborative time and implementing innovative timetabling were the
technical complexity of writing the timetable, and the challenge of aligning schedules for part-time and job-share staff.

“I made the offer before | asked my timetabler. So, whether we do make it work or not, | don't know. But | figured if
| asked the timetabler first, it would be dead before it started”.
Secondary Head

One head, responsible for two schools across separate sites, noted that this constraint made it more difficult—and more
expensive—to provide additional teaching capacity.

Some schools found that Al timetabling software was helping to address the first of these challenges. One reported having
the first draft of the September timetable ready by March, allowing time for feedback and iteration. However, this may be
difficult in schools with high staff turnover or significant staffing uncertainty.
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The most common solution to managing collaboration for part-time staff was to designate a day each week when all staff

were present, and to schedule departmental, subject leadership or CPD time on that day. Achieving this level of overlap
sometimes required modest overstaffing, which some heads viewed as a necessary cost. One head reported difficulties
due to not having any overlap. Another found that shared time among job-share teachers created useful capacity to cover
subject leadership responsibilities.

“Nobody can request flexible working on a Wednesday, so everybody is in school on a Wednesday... [we’ve
worked hard at] really putting the mechanisms in so the meeting schedules support all staff to share information -
and being really conscious with the design of that. | think we've gone through four iterations... and we've learned a
lot along the way”

Secondary Head

At primary level, some heads of larger schools said their scale made it easier to offer flexibility and blocked PPA time.
However, another head of a smaller, single-form entry school felt it was easier to provide off-site PPA in their context, as
there was no need to coordinate shared planning across year groups.

In some schools serving large Muslim communities, Friday arrangements were already adapted in ways that supported
innovation. One school had adopted a core timetable on Friday afternoons similar to its remote learning model during
lockdowns.

“We close at one PM on a Friday, and we do it for a number of reasons. We're 60% Muslim and it goes down well
with Friday prayers. But also, it allows all staff to meet at the same time”
Primary Head

Another head acknowledged that reduced contact time could meet with resistance from parents, but reported success in
gaining support by emphasising the potential to improve pupil outcomes—framing the change not as a wellbeing initiative
for teachers, but as a means of securing and retaining high-quality teaching.

Reducing workload

Workload reduction strategies often overlap with increased PPA time, as the latter frequently contributes to the former.
However, when discussing workload reduction more broadly, headteachers typically focused on either the deployment of
additional staff or the adaptation of policies and processes.

Additional staffing to reduce workload

Most additional staffing came from teaching assistants, ideally those at HLTA level. In addition to responsibilities noted
above—such as greeting pupils and taking the register—these staff members were often given responsibility for preparing
classroom resources (e.g. laminating, labelling, photocopying) or supporting the SENDCO with administrative tasks. One
head noted that this had the added benefit of freeing the SENDCO to spend more time directly with pupils. Most, if not all,
references to these types of approaches came from primary schools.

Once again, the level of specialist expertise was seen as critical in ensuring that quality did not suffer and that teachers—
who, according to one head, can be “control freaks”—were willing to delegate tasks. One school with 265 pupils had even
employed a fully qualified teacher, who was happy to work on an HLTA salary in exchange for reduced responsibilities, to
assist with marking and tasks such as question-level analysis.

“It means that a lot of those administration tasks that you couldn't necessarily or... you might not necessarily
hand over to teaching assistants are performed by her. That's been really helpful.”

Primary Head

Several heads referred to a teaching assistant-to-teacher talent pipeline, noting that having support staff who were
training—or planning to train—as teachers made it easier to give them more responsibility. These arrangements also had
the added benefit of nurturing ‘home-grown’ talent to meet future recruitment needs.
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“We were also in the very lucky position that we had - costing-wise - We had four of our teaching assistants...who
were training to be teachers and so wanted that experience and qualified teachers experience. they were at
university one day two days a week and then they needed the additional experience. So, they were the ones that
were predominantly our cover teachers”

Primary Head

At secondary level, non-teaching staff were sometimes used to reduce teacher workload related to managing pupil
behaviour and liaising with parents—an area we return to below.

Adapted policies and processes to reduce workload

Several schools were using computer- or Al-assisted markingin a bid to reduce workload. Headteachers highlighted a range
of potential benefits and risks, both in terms of time savings and the wider, non-financial implications.

One head noted that Al marking was useful for basic assessments where only a mark was required, but less appropriate
when teachers needed to understand pupil misconceptions or inform future teaching. Others disagreed, suggesting that Al
tools could support moderation, improve consistency, and even offer helpful insight into misconceptions.

“We're trialling Al marking and we've been doing that for English, and it's been remarkable. It's been really good as
a moderation tool, but it's also been really good to have the language papers all marked by Al, and a certain
percentage marked by our teachers. We then compare to see whether we're on the same track as Al to make sure
we're quality assuring it”

Secondary Head

Another head, working in a trust using Al-assisted marking across multiple schools, found the approach useful for
identifying patterns in pupil misconceptions across the trust. However, they noted that “the jury’s still out” on whether
teachers engage as deeply with Al-generated insights as they do with their own marking. They emphasised that their trust
was limiting Al to simple tests and low-stakes assessments. They also pointed out logistical challenges, including the need
to use computer rooms for such assessments, which introduced resourcing pressures and implied potential capital costs
if such systems were scaled up.

One school had opted to purchase curriculum packages—including lesson plans, resource slides, and an assessment
system—from an external provider. While some heads saw value in this, others expressed discomfort with reducing
teachers’ role in planning, which they felt was a central part of the profession. Opportunities to delegate other tasks, such
as letter writing or data analysis, were also raised.

At the primary level, there were various examples of staff redeployment to reduce workload. In one three-form entry school,
the same teacher taught a specific content area across multiple classes, which the head believed enhanced consistency,
ensured pupils were taught by the most expertteacherin thatarea, and reduced planning time. Teachers reportedly enjoyed
this arrangement, particularly when it alighed with their subject interests. A similar approach was reported in another
school, where subject leaders were responsible for planning across year groups and this approach may be suited to smaller
schools.

“They're finding that they're enjoying that because it just so happens for that team that they're teaching subjects
they're really passionate about, which is great for the kids. and it's reduced their workload because they're only
planning and delivering for them at the minute just over a third of the curriculum.”

Primary Head

Finally, one school—unable to offer the two-week October half-term provided by other schools in their area—chose instead
to give teachers an additional day off following an open evening. Although the statutory requirement for a fixed number of
school days posed a challenge, the head felt this smaller gesture had a significant positive impact.

“The teachers have been absolutely over the moon about it. and so we've managed to do that. It's a small thing,
butit's been a big win in our community”
Secondary Head
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Behaviour

The costs associated with offering high standards of behaviour (or “disruption-free learning”, as one head described it)
varied significantly between primary and secondary schools. We therefore consider the two phases separately.

Secondary school behaviour management

As noted in the initial teacher roundtables, headteachers—particularly those in secondary schools—highlighted that
statements about behaviour in job adverts could be interpreted as statements about pupil intake.

“When | see those adverts that say, ‘Come and work in our lovely school with our lovely children,’ | don't think
they're describing my school, even though my school is lovely and my children are lovely.”
Secondary Head

There was also a wider perceived tension between behaviour and inclusivity. While high standards of behaviour can be
achieved at relatively low cost by skewing a school’s intake or through exclusion, achieving such standards within an
inclusive model was seen as significantly more expensive.

“You'll see job adverts with ‘high standards of behaviour’. What does that mean? Everybody has high standards of
behaviour.... it's whether the support is there to actually achieve that... and if you're an inclusive school - and
we're all supposed to be inclusive, then you're going to have challenges within a classroom and within your school
environment, there's always tension there between the two things”

Secondary Head

Heads described two main approaches to achieving high behavioural standards with more challenging intakes: enhanced
staffing for centralised behaviour management, and greater investment in supportive or alternative provision. Both
approaches carry distinct costimplications, and most heads reported using a combination of the two. One head noted that
different strategies—with different cost profiles—were needed to reach a “basic” standard of behaviour compared to
achieving an “exemplary” standard. The former, they argued, could be attained largely through clear, consistent systems.

Whole-school detention systems and the deployment of additional pastoral or leadership staff were common strategies for
centralising behaviour management. For example, one school employed non-teaching pastoral staff to manage detentions
and deal with parental queries. The head described this as a low-cost model: detentions were run in the hall, avoiding the
need for multiple teachers supervising small groups in different rooms. Initial training for pastoral staff was required to
ensure they had the confidence and authority to fulfil their roles. The head also reported additional benefits, noting that
time freed from detention duties allowed teachers to focus on planning, marking, and informal collaboration.

“We have centralised detentions. We have a huge non-teaching pastoral team, and no teacher sits in detentions
after school. We do that centrally with pastoral support workers and | think that creates the time for people to
have those informal conversations after school and not be impacted by having to deal with that... It doesn't cost a
huge amount to be honest we run all the detentions in the hall so they're all in there together... we have four or five
support staff staying until 4:15 after school”

Secondary Head

In another school, a member of staff was employed for two hours each evening to oversee the detention system—for
example, rolling over missed detentions to lunchtime the next day. Another school had three pastoral assistants running
the school’s internal exclusion space.

Several heads reported deploying middle or senior leaders for ‘call outs’. One head explained that additional leadership
capacity could also support more proactive behaviours, such as walkabouts and maintaining an open-door culture, which
contributed to collegiality and inclusive leadership.

“So, we've got praise going on for staff and students during that time which is really valued by the staff. and it all
leads to the belonging of staff. So, our staff say that they feel that they belong and that | have this open door
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policy...They can come and tell me whatever they want to tell me and they feel that they can do that and | think all
of that contributes to our retention. We have very low turnover.”

Secondary Head

Another noted that middle leaders were essential to sustaining the system: without them, the senior leadership team would
be entirely absorbed in responding to call-outs.

Secondary heads emphasised that achieving high behavioural standards for pupils with complex needs required significant
additional support beyond punitive approaches. One school reported employing three additional pastoral support
assistants to support behaviour and attendance post-pandemic. Another listed a range of specialist staff in place:

“Two attendance people... two reading people... one attachment and LAC (looked after children) mentor, one
SEMH (Social, Emotional and Mental Health Difficulty) key worker, two SEMH instructors, two SEMH TAs ... vin my
unit, one pastoral support worker that does all the data and management and infilling of things and more latterly
an assistant SENCO because my SENCO was sinking, as well as a private part-time EP (educational psychologist
and a private part-time EWO (education welfare officer).”

Secondary Head

A head who had invested in centralised detentions, overnight support, and an internal exclusion team estimated that this—
alongside a support unit for SEMH pupils and an on-call leadership rota—cost approximately half a million pounds. They
framed this as the cost of pursuing high standards with inclusion, noting that the cheaper alternative would be to exclude
pupils needing intensive support.

Not all heads felt that an inclusive model was viable within their budgets. Some were relying instead on external alternative
provision (AP), despite rising costs.

“l hear people talking about setting up inclusion units and things like that and that's what we're striving and aiming
to do but at the moment we haven't got the funding to even begin to start to do that. So, we are spending money on
AP to provide the high standards of behaviour.”

Secondary head

Primary school behaviour management

One headteacher who led schools across different phases remarked that behaviour issues—and the strategies required to
manage them—were markedly different in secondary compared to primary and early years settings, noting, “/ don't have
conversations about behaviour with my primary leads, but | do in my secondary.” This distinction was evident when
comparing discussions with primary and secondary heads, and it underscores the need for subgroup-level analysis by
phase.

At primary level, heads tended to emphasise the importance of additional leadership capacity to support high standards of
behaviour—for example, being present on the playground to address issues early and build relationships. One head echoed
this emphasis, noting that playground presence “cuts down a lot of the nonsense that happens, which is wearing for
teachers.” Their strategy included deploying additional staff on the playground, setting up buddying schemes with older
pupils, and employing a sports coach from a local football team. The coach was paid for an extra hour each day, although
costs were kept low due to a subsidy from the football association. Another school had implemented the Outdoor Play and
Learning (OPAL) programme, which the head believed had significantly reduced the number of issues arising from
lunchtime, at a cost of approximately £6,000.

Two headteachers mentioned external programmes or training as a means of establishing consistent behaviour
expectations. One had participated in a local initiative based on Paul Dix’s work, while another adopted an approach
informed by Teach Like a Champion. The former did not report any direct costs—possibly because these were covered by
the local authority—aside from some of their own time spent meeting pupils one-to-one to build relationships over hot
chocolate. The latter had purchased thirty-five copies of Teach Like a Champion (£25 each) and invested in instructional
coachingvia SteplLab, at a cost of approximately £2,000 per year, in addition to some INSET time.
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Finally, some heads referred to behaviour strategies tailored to support pupils with SEND, including “sensory circuits,
movement breaks, and nurture.” One head believed that having a dedicated SEND class had improved behaviour overall,

as it reduced the number of children placed in environments that didn’t meet their needs.

Class sizes

Only two headteachers reported operating with reduced class sizes. In one case, this was an alternative provision (AP)
school where class sizes had been capped at 10 until recently—though financial pressures had led to an increase to 12.
The head believed that smaller class sizes were indeed a draw for recruitment and noted the additional benefit of reduced
marking workload.

The second head, from a mainstream secondary school, felt that smaller classes were essential for making mixed-ability
teaching effective. Their school was relatively new, and they were finding the approach increasingly difficult to sustain as
the school expanded—particularly due to space constraints. This highlights the potential capital cost implications of
reducing class sizes, which may be less of an issue in areas with falling pupil numbers, but more problematic in regions
where school populations are growing.

“we've got class sizes of 25. They just gone up to 26 for year seven and eight. The challenge is rooming. Now we're
... up to our second year of year 13 we sometimes have lessons in the canteen... so that's the challenge.”
Secondary Head

Other attributes

We did not focus specifically on CPD in the focus groups, but several headteachers expressed surprise that it was such an
unpopular attribute in the survey. Where CPD was mentioned, heads tended to describe more self-directed approaches—
contrasting with the phrasing used in our survey (“6 days per year for courses, chosen by you from a list of approved
providers”). For example, one head highlighted the value of staff being able to “go off on tangents about something that
personally interests them professionally.”

Several heads also reported deliberately appointing more expensive senior staff, which they believed had a significant
impact on reducing turnover. One head felt that opportunities for progression were an important job attribute that had not
been fully captured in the survey, while another believed they had benefited from being part of a well-known and respected
school trust that teachers were actively seeking to join.
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