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The supply and retention of teachers continue to present challenges for
the UK government in its drive to raise standards and attainment in

schools. The number of entrants to secondary undergraduate and postgrad-
uate courses of initial teacher training in 1996–97 was 15 per cent below the
government’s target, and in 1998–99 the shortfall increased to 24 per cent
(Whitehead and Postlethwaite, 2002). A similar picture of declining recruit-
ment to primary initial teacher training courses has been reported by Thorn-
ton et al. (2002). In order to encourage increased recruitment to courses of
initial teacher training the government has created recruitment incentives
such as training bursaries and ‘golden hellos’ and it has also expanded more
flexible routes into teaching, such as the Graduate Teacher Programme.
Despite these steps, a recent White Paper, Schools achieving Success (DfES,
2001), acknowledges that there remain shortages of competent teachers in
some parts of the country and in some subjects. The scale of shortages is 
further exemplified by a report that there were over 10,000 vacancies for
teaching staff in maintained secondary schools in England and Wales (DfEE,
2000). Notwithstanding the importance of an adequate supply of recruits to
programmes of initial teacher training, coupled with successful course com-
pletions and subsequent entry into the profession, the retention of qualified
and serving teachers also presents challenges for education employers. With-
out a committed and experienced teaching work force, aspirations to raise
standards and establish a world-class education service are in danger of fal-
tering. At present almost one in ten registered teachers in service is a supply
teacher. Although supply teachers can be helpful in supplementing staff in
schools with teacher shortages, it is acknowledged that they are likely to be
teaching outside their expertise (Adams, 2003).

The seeds of non-retention within the profession are sown at an early
stage. In a study of students who had been successfully recruited to primary
initial teacher education courses, Thornton et al. (2002) showed students
held deep concerns about their subsequent pay, work load, media image, 
status, hours, paperwork and stress. Visions of low status, demotivation 
and worsening retention of serving teachers are likely to present a discour-
aging image to those who are considering entering the profession. Dean
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(2001) points to the low level of morale throughout the profession, the
record number of vacancies advertised and the high wastage and morbidity
rates. The wastage rate of teachers for England and Wales in 1999 stood at
9.8 per cent, with London showing 11.7 per cent (DfEE, 2000). A survey
undertaken for the General Teaching Council in England (GTCE, 2002)
showed that falling morale is having an impact on intentions to stay in the
profession, with one in three teachers not expecting to still be teaching in five
years’ time. The retention of teachers represents a complex issue driven by
factors such as personal circumstances, job commitment, satisfaction, morale
and self-conception. Given this complex array of intrinsic and extrinsic 
factors, some of which are beyond the control of individual schools, it is
incumbent upon school leaders to create, where possible, the conditions
within their schools which will enhance the quality of teachers’ professional
lives, foster increased job commitment and cause teachers to decide that they
want to stay in the profession. The purpose of this study, therefore, is to
explore facets of professional experience which impact directly on teacher
satisfaction, dissatisfaction, morale and likely retention. The study is under-
taken in the context of an English local education authority (LEA) which has
experienced difficulties in the recruitment and retention of teachers. Out-
comes of the study provide a basis for possible LEA and school leadership
interventions aimed at improving teacher professional experience and
increasing both satisfaction and the likelihood of retention.

Background of the study

There have been previous studies of teacher job satisfaction, the quality of
teachers’ professional lives and the likely impact of these on recruitment 
and retention (see Poppleton, 1988; Fraser et al., 1998; Cockburn, 2000;
Wilhelm et al., 2000). However, there are conceptual problems in research-
ing teachers’ job satisfaction. These emanate from lack of clarity and consen-
sus about what is meant by ‘job satisfaction’. Importantly, distinctions may be
drawn between those facets of job experience which are either satisfactory 
or unsatisfactory to individuals and those facets which are deeply satisfying or
deeply dissatisfying. The extent to which work is deeply satisfying or deeply
dissatisfying bears a relationship to the likely motivation or demotivation of
individuals (Evans, 1997). Therefore, this study seeks to enable individual
teachers to disaggregate facets of job experience which are deeply satisfying
and deeply dissatisfying from those which are merely satisfactory or dissatis-
factory respectively. In this way, facets likely to impinge upon individual
teacher motivation can be identified.

Although motivation and morale are different, morale is related to an indi-
vidual’s pursuit of goals required for the realisation of self-concept. Evans
(1992) suggests a definition of morale as ‘a state of mind determined by the
individual’s anticipation of the extent of satisfaction of those needs which
s/he perceives as significantly affecting his/her work situation’. Therefore,
facets of job experience which are deeply satisfying or deeply dissatisfying to
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individuals also have the potential to impact upon morale as well as motiva-
tion and hence contribute to possible retention or exit from the profession.
Drawing upon facets of job experience which are deeply satisfying or deeply
dissatisfying as well as other factors from professional experience, the study
also invites teachers to express factors most likely to lead to their retention
or exit from the profession within the next five years.

Methodology

The local education authority concerned serves a diverse social, cultural and
economic catchment in the West Midlands, a region that is 4 per cent below
the national average for adults who have NVQ 4 or higher qualifications
(Advantage West Midlands, 1999). The borough in which the LEA is located
is characterised by a falling population, it is the most deprived borough in the
West Midlands and there are no significant areas of affluence within its
boundaries. The ethnic population is diverse and accounts for 24 per cent of
the school-age population. Educational standards are below national and
statistical neighbour averages in all key stages. The authority is committed to
raising standards and attainment in education and views teaching staff in
schools as key instruments in achieving this objective.

Focus group phase

In order to explore and collect data concerning facets likely to lead to teacher
satisfaction or dissatisfaction in schools a focus group of seven teachers was
constituted. The focus group included teachers from both the primary (n =
4) and secondary (n = 3) sectors, at varying levels of seniority within their
careers, placed in an environment where they felt comfortable with self-
disclosure. Teacher discussion within the focus group phase yielded forty 
possible facets which could impinge upon teacher job satisfaction or dissatis-
faction. The focus group phase showed the necessity to identify facets which
encompassed organisational values, organisational climate, managerial
processes, teaching and learning and self-realisation. The validity of these
facets was tested during the survey phase, using a Wilcoxon Signed Rank Test.

Survey phase

All forty facets emerging from the focus group phase were included in a sur-
vey instrument created in the form of a questionnaire to be distributed to
schools by LEA officers in March together with an explanatory letter. The
questionnaire was pre-piloted and necessary modifications made. The instru-
ment consisted of four sections, each of which invited teachers to make
responses by drawing directly on their own professional experience to date.
The first section was designed to collect demographic data in respect of sex,
sector, number of years’ service and ethnicity. The second section offered
respondents the opportunity to confirm or refute the validity of the forty

V
aluing and supporting teachers

69

Chap 7  18/5/04  11:41 am  Page 69



facets in contributing to their job satisfaction or dissatisfaction. A five-point
Likert scale was offered for each facet, allowing respondents to specify high
importance, importance, neutrality, low importance or no importance. This
section also invited respondents to add any further facets which were of 
particular importance in their own professional experience. A Wilcoxon
Signed Rank Test was applied to responses to each facet in order to establish
validity. By setting the neutral null hypothesis as 3 within the five-point 
Likert scale, the Wilcoxon Signed Rank Test would establish for which facets
the neutral null hypothesis should be rejected. As these data are non-
parametric, the Wilcoxon test was chosen over inappropriate parametric
tests such as the t test.

The third section invited respondents to draw upon all forty facets and
identify the five facets they considered most deeply satisfying and those five
facets they considered most deeply dissatisfying in respect of their own pro-
fessional experience and which would therefore have most likelihood of
impacting upon their personal motivation and morale. Responses indicating
facets which were deeply satisfying were scored as +1 and those deeply 
dissatisfying scored as –1. Data were analysed using a spreadsheet and a rank
order of facets attracting most to least responses was created. The final sec-
tion invited respondents to draw upon facets which were deemed satisfying
and dissatisfying as well as other factors drawn from their own professional
experience and to suggest which factors were most likely to lead to their
retention or exit from the profession within the next five years. Twenty
responses were identified in respect of factors leading to likely retention and
twenty leading to likely exit. These were scored and analysed using a spread-
sheet to create a rank order of factors leading to retention and a rank order
of factors leading to exit. In order to explore any effects of gender, sector 
(primary/secondary) and length of service (up to five years; five to ten years;
over ten years) on responses leading to the top five reasons for staying or leav-
ing the profession a chi-square test was applied to establish a comparison
between expected and actual responses. It was not possible to analyse the
influence of ethnicity, as the sample showed an overwhelming majority of
respondents describing themselves as white.

The schools

All schools were given an opportunity to take part in the survey phase. Parti-
cipating schools were asked to use pre-prepared Freepost return packages for
completed questionnaires. This provided information on the number and
sector of responding schools whilst maintaining strict confidentiality with
regard to the identities of individual respondents and their schools (see Table
1). Of the total of 368 teacher respondents, thirty-three individuals chose not
to use the Freepost return package provided, and this group could not be
ascribed to the count of responding schools represented in the sample.
Respondents were assumed to be a self-selecting group. Teachers who had
already left the profession were not included in this survey.
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Findings

Table 2 shows a rank order of facets of job satisfaction and job dissatisfac-
tion based upon the number of responses obtained. The table also shows the
relative percentage of responses which respondents ascribed as either deeply
satisfying or deeply dissatisfying in their professional experience. Although
identification of any additional facets was invited during the survey phase,
only two additional facets were raised, and these attracted few responses.
Three respondents suggested that the introduction of a six-term year would
offer dissatisfaction, as a mismatch of holiday arrangements with partners
might be caused. Second, two respondents indicated that retention of current
holiday patterns would be seen as satisfactory with respect to an unbroken
summer period of relaxation. Taking the neutral null hypothesis as 3 on the
five-point Likert scale, the Wilcoxon Signed Rank Test confirmed that all
forty facets were perceived as valid by teachers in specifying their job satis-
faction or dissatisfaction. The Wilcoxon Signed Rank Test allowed rejection
of the neutral null hypothesis (p = less than 0.001) in all cases.

Table 2 shows that the sample of teachers identified overall work load as
the facet most likely to impinge upon their job satisfaction or dissatisfaction.
Of those identifying this facet (n = 214), 96 per cent (n = 206) found it to
be a deeply dissatisfying facet of their professional life. With regard to the
remaining ten most frequently identified facets, balance between work and
social life and proportion of time spent on administration were also seen as
deeply dissatisfying by the majority of respondents. The friendliness of other
staff, on the other hand, was identified as a deeply satisfying facet of profes-
sional life by 97 per cent of respondents (n = 156) with only 3 per cent (n =
5) reporting this facet as a deeply dissatisfying aspect of their professional
experience. Society’s views of teachers and the allocation of non-contact time
were deeply dissatisfying to a majority of respondents. Pupil behaviour and
class size were facets which were either deeply satisfying or deeply dissatis-
fying to approximately equal numbers of respondents. Sixty-seven per cent
(n = 89) of respondents identifying salary as emotive indicated that this facet
was deeply dissatisfying, whereas 64 per cent (n = 82) of respondents found
recognition of their efforts to be deeply satisfying.

Among the ten least identified facets impinging upon the job satisfaction
or dissatisfaction, it is surprising to find the facet ‘Professional development
is offered which is relevant to my own needs’. Professional development is
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Table 1 Schools represented in the sample

Schools in the LEA Schools represented in the sample

Nineteen high schools Individuals from sixteen high schools responded 
Ninety primary schools Individuals from forty-five primary schools

responded
Five special schools Individuals from three special schools responded
Four pupil referral units Individuals from one PRU responded
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Table 2 Teacher responses to forty facets of possible job satisfaction or dissatisfaction,
showing rank order of facet importance and whether the facet is perceived to be deeply
satisfying or deeply dissatisfying

Deeply Deeply
satisfying dissatisfying

Facet Respondents % of sample % n % n

The work load 214 58 4 8 96 206
Balance between work and 

personal life 187 51 17 32 83 155
Proportion of time spent on 

administration 171 47 4 6 96 165
Friendliness of other staff 161 44 97 156 3 5
Society’s view of teachers 148 40 3 4 97 144
Non-contact time is well 

allocated 146 40 24 35 76 111
Pupil behaviour issues 144 39 47 68 53 76
The size of classes ensures that 

all teachers can teach effectively 136 37 52 71 48 65
Salary 132 36 33 43 67 89
Recognition of my efforts 129 35 64 82 36 47
Managers provide effective 

support for teachers 117 32 73 85 27 32
Classrooms present an 

atmosphere conducive to 
learning 110 30 92 101 8 9

Working with others to achieve 
shared goals 108 29 99 107 1 1

There is a climate of achievement 
within the school 103 28 93 96 7 7

Support on discipline issues 98 27 58 57 42 41
Support from pupils’ parents 96 26 40 38 60 58
The school values contribution 

made by its members 96 26 91 87 9 9
Relationship with line manager 87 24 74 64 26 23
The school works hard to make 

learning more effective 75 20 92 69 8 6
Autonomy over my own teaching 71 19 73 52 27 19
Availability of resources for

learning and teaching 71 19 21 15 79 56
Sharing work experiences with one 

another 70 19 93 65 7 5
Prospects of career advancement 57 15 49 28 51 29
Impact of performance management 56 15 2 1 98 55
Classrooms stimulate pupil learning 51 14 92 47 8 4
The working environment is in 

good physical condition 50 14 52 26 48 24
Having a belief that one can take 

on challenges within the school 49 13 82 40 18 9
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widely thought to offer opportunity to teachers and in so doing is likely to
result in greater job satisfaction and hence increase retention within the 
profession. However, only twenty-three (rank thirty-seventh out of forty)
individuals in the sample thought this to be of importance with regard to
defining their job satisfaction or dissatisfaction, an approximately equal num-
ber finding this facet to be either deeply satisfying or deeply dissatisfying in
their own professional experience. Professional development can be linked
with ‘Prospects for career advancement’; however, this facet also attracted a
relatively low number of respondents (n = 57). These outcomes appear to
indicate that the overwhelming majority of teachers in the sample do not
recognise or do not accept professional development as potentially motivat-
ing or as a highly positive contributory factor to their experience of the 
circumstances of teaching in their schools.

Drawing on facets which individual respondents identified as deeply
satisfying or deeply dissatisfying, as well as other factors from their own pro-
fessional experience, respondents identified factors most likely to lead to
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School decision making is 
participatory 46 12 52 24 48 22

Intellectual challenge 43 12 72 31 28 12
The school allows me to show 

initiative 41 11 73 30 27 11
School policies support teaching 

and learning 40 11 88 35 12 5
The level of support offered to 

assist with additional 
responsibilities resulting from 
change initiatives 36 10 6 2 94 34

Opportunity to influence school 
policies 33 9 33 11 67 22

Colleagues’ view of teaching 25 7 20 5 80 20
Facility within the school to 

realise a variety of teaching 
strategies 25 7 84 21 16 4

Facility within the school to 
realise effective curriculum 
planning 24 7 42 10 58 14

Professional development is 
offered which is relevant to 
my own needs 23 6 48 11 52 12

Risk to pupils of bullying and 
other fear-arousing factors 20 5 60 12 40 8

Facility within the school to 
realise a variety of assessment 
techniques 14 4 0 0 100 14

There is a negotiated approach to 
the deployment of resources 6 2 17 1 83 5

Note Total sample 368.
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their retention in the teaching profession in the next five years (see Table 3)
or most likely to lead to their leaving the teaching profession within the next
five years (see Table 4).

Comparison of Tables 3 and 4 with Table 2 shows commonalties between
facets which are highly satisfying or highly dissatisfying and factors expressed
which may cause teacher retention or exit within the next five years. Issues
concerned with overall work load, balance between work and personal life,
proportion of time spent on administration, relations with other staff,
society’s view of teachers, the availability of non-contact time, pupil
behaviour, class size, pay and feeling valued within the school appear as
themes in all three tables. Good prospects of career advancement (n = 41),
rather than support for professional development (n = 30), was placed in the
highest ten rankings of factors most likely to lead to teacher retention. Lack
of support for professional development was identified by only nine respon-
dents as being a factor likely to lead to their leaving the profession within the
next five years, along with only fourteen who were concerned about poor
prospects of career advancement. Again, despite the important role com-
monly accepted for professional development with respect to the profes-
sional lives of teachers, this sample, which was well represented in each of
the 0–5, 5–10 and 10+ categories of length of service, did not recognise or
accept commonly held notions concerning the importance of professional
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Table 3 Rank order of factors most likely to lead to retention in the teaching
profession in the next five years

No. of
Order responses Factor

1 113 Higher pay
2 73 Feeling valued by stakeholders in education
3 70 Desire to help children learn
4 64 Less administration
5 59 More non-contact time for planning and preparation
6 51 More support with pupil discipline issues
7 49 A reduction in overall work load
8 48 Good working relations with managers and other staff
9 41 Good prospects of career advancement

10 35 Smaller class sizes
11 30 Better resources for learning and teaching
12 30 Support for professional development
13 16 A reduction in control of education by central government
14 15 Increased support from parents in their children’s education
15 14 A better balance between work and home life
16 11 Improved procedures for performance management
17 9 A sense of intellectual challenge
18 8 Less intrusion in school by OfStEd 
19 6 Less intrusion in school by consultants
20 5 Additional support from classroom assistants
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development within schools as an agency of motivation, empowerment and
leading to increased job satisfaction.

Only two new factors emerged, expressed as ‘desire to help children learn’
in Table 3 and ‘increased control of education by central government’ in
Table 4. The former most likely reflected intrinsic satisfaction from positive
interaction with children, the latter likely reflecting dissatisfaction at loss of
control, autonomy and perceived mistrust.

The teachers’ responses to the five highest-ranked factors likely to lead to
their retention (see Table 3) were compared by gender, sector and years of
service, using a chi-squared test of independence. It was found that there was
no gender or length of service effect within these higher rankings. However,
it was established that a significantly higher number of primary teachers com-
pared with secondary teachers responded to the factors ‘less administration’
and ‘more non-contact time for planning and preparation’ (p = 0.01), thus
indicating their concern about these issues. This same methodology was
applied with regard to the five highest-ranked factors leading to likely teacher
exit from the profession within the next five years (see Table 4). It was found
that more females were concerned about ‘a worsening balance between work
and home life’ (p = 0.03). Also, more secondary school teachers responded
to the factor ‘poor pupil discipline and behavioural issues’ (p = 0.001), again
highlighting a major concern in this sector. Additionally, more of the five to
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Table 4 Rank order of factors most likely to lead to leaving the teaching profession in
the next five years

No. of
Order responses Factor

1 96 Increase in administration
2 86 Increase in overall work load
3 83 Poor pupil discipline and behavioural issues
4 76 Worsening balance between work and home life
5 53 Constant change and initiative overload
6 43 Poor pay
7 38 Decrease in time for planning and preparation
8 37 Low status attributed to teaching by society
9 33 Not feeling valued by managers and other staff in school

10 29 Increased control of education by central government
11 28 Lack of support from parents in their children’s education
12 26 Poor working relations with managers and other staff
13 22 Performance management procedures in school
14 20 Stress and other health issues
15 18 Larger class sizes
16 17 Poor resources for teaching and learning
17 17 Approaching retirement age
18 14 More frequent intrusion by OfStEd
19 14 Poor prospects of career advancement
20 9 Lack of support for professional development
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ten-year service group responded to the factor ‘a worsening balance between
work and home life’ (p = 0.009) and fewer of the under-five-years’-service
group were concerned about the factor ‘constant change and initiative over-
load’ (p = 0.009), perhaps indicating greater energy and optimism at this
early career stage. These findings require discussion in the context of possible
LEA and school leadership interventions aimed at improving teacher profes-
sional experience and satisfaction, and increasing the likelihood of retention.

Discussion

Levels of job satisfaction, motivation and commitment to work are likely to
vary both between individuals and within individuals over periods of time.
Personal circumstances such as the need to work in a particular location or the
need to leave in order to gain career advancement may influence teacher deci-
sions whether to remain at a particular school. However, despite the large 
personal investment in training for teaching, many teachers choose to leave
the profession and pursue other occupations and careers. Such decisions are
not made lightly and are likely to be informed by a wide array of factors,
including the individual work contexts teachers experience. The circum-
stances of teaching are created partly by extrinsic factors such as pay levels
and partly by intrinsic factors such as the strength of the desire to help chil-
dren learn. Such circumstances define teachers’ experience of the profession
and how they feel about their jobs. Those with influence over the circum-
stances of teaching in schools, such as LEAs and school leadership teams, hold
the possibility of enhancing the quality of teachers’ professional lives, foster-
ing increased job commitment and perhaps causing teachers to decide that
they want to stay in the profession. Understanding which key issues in schools
impinge upon professional experience and can therefore influence teacher sat-
isfaction, dissatisfaction, morale and retention is part of effective leadership.
The successful management of teacher retention in schools is likely to require
school leaders to identify and to manage locally a complex nexus of both
internal and external factors impinging on teacher job experience.

In agreement with a survey undertaken by the General Teaching Council
for England (GTCE, 2002), the present study points to the deeply dissatisfy-
ing levels of work load and administration experienced by teachers (see
Tables 2–4). Perhaps this should provoke individual leadership teams to con-
sider what help is available to enable their teachers to explore mechanisms
to manage their work load more effectively. Perhaps it should also provoke
consideration of efforts which could be made to create more enabling
internal bureaucracies within their schools. Work load and administration
may be seen as barriers to teaching, as may initiative overload and pupil indis-
cipline. Again, initiative overload and pupil behaviour were found to be
deeply dissatisfying both in the present study and in the GTCE (2002) sur-
vey, the present study identifying the need for support with pupil behaviour
as particularly prevalent in the secondary sector. The possibility of less
administration and the possibility of more non-contact time for planning and
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preparation were identified as factors which would encourage primary school
teachers in particular to remain in the profession. Given that both the GTCE
(2002) survey (54 per cent of respondents) and the present study (see Table
3) showed that a desire to work with children and help them learn was intrin-
sically deeply motivating for many teachers, the diminution of obstacles to
teaching is important and falls within the remit of school leadership teams.
Examination of Tables 2–4 shows the importance to teachers of a raft of pos-
itive interpersonal relationships offering affiliation and support, for example
‘friendliness of other staff’, ‘recognition of my efforts’, ‘working with others
to achieve shared goals’, ‘good working relationships with managers and
other staff’ and ‘feeling valued’. It is reasonable to assume that, in organisa-
tions which foster mutual respect, consultation and collaboration, intrinsic
motivation is likely to be higher. School leadership teams should perhaps
consider the extent of their efforts to promote positive interpersonal rela-
tionships in their schools. In contrast to the GTC (2002) survey, which
reported a sense of intellectual challenge as a source of teacher motivation
(25 per cent of respondents), the present study showed only nine teachers
(only 2.4 per cent of possible respondents) identifying this factor as likely to
lead to their retention in the profession (see Table 3). The deeply dissatisfy-
ing balance between work and personal life reported in this study, particu-
larly within the five-to-ten-years’-service group, coupled with reported
initiative overload, may indicate some significant local over-challenge serv-
ing to drive intellectual challenge lower in the rankings.

The government White Paper Schools achieving Success (DfES, 2001) sug-
gests that work is needed to address retention by tackling issues such as work
load, pupil behaviour and the use of resources in school to release teachers
to do the job of teaching. The importance of providing more time for plan-
ning, preparation and management is acknowledged. In all these respects the
White Paper suggestions coincide with concern expressed by teachers in the
present study. However, the White Paper advocates the importance of pro-
fessional development in enhancing teacher retention. The importance of
professional development in this context is also emphasised in the GTCE
(2002) survey, with nearly six teachers in ten stating that they would wel-
come time for ring-fenced professional development. In stark contrast, few
respondents in the present study identified this factor as deeply satisfying (see
Table 2) or likely to lead to their retention in the profession (see Table 3).

Linkage between professional development and teacher retention has
received much recent attention. Dean (2001) suggests that premature loss 
of experienced teachers may be curtailed or prevented through professional
development activities such as sabbaticals which would allow personal
refreshment. An OfStEd (2003) evaluation of the quality and effectiveness
of early professional development undertaken by teachers suggested that 
in about half the schools in the survey (n = 61) teachers felt that develop-
ment activities had strengthened their commitment to a career in teaching.
It may prove that early professional development which meets teachers’
needs, assuming those needs have been well analysed, may yield greater 
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self-confidence, motivation and commitment to teaching. However, this
must be balanced against possible demotivating effects if early professional
development is seen simply as an extension of the newly qualified teacher
induction year. The sample of teachers in the present study was well repre-
sented in each of the 0–5, 5–10 and 10+ years of service categories, yet few
appear to recognise or accept commonly held notions of professional devel-
opment as an agency of motivation, empowerment or satisfaction. One 
possible explanation is that teachers in the sample do not equate their pro-
fessional development experiences to date as instruments which are capable
of raising their self-esteem, and their diet of professional development may
have become stale. This is not always the case. Rowe and Sykes (1989) found
the potential for strong positive effects of professional development on
teachers’ professional self-perceptions, energy, enthusiasm and satisfaction.
Beatty (2000) shows that self-directed professional learning, personal and
shared reflection, and authentic collaboration in a supportive study group
environment can create changes in teachers’ perceptions of themselves and
their work and catalyse professional growth. A report by Day et al. (2002)
has suggested that the provision of opportunities for teachers to reflect on
their teaching and engage in dialogue with other teachers about it can help
to build motivation and commitment. Given that teacher collaboration and
mutual support offer the potential to raise teacher confidence and facilitate
teacher professional learning (see Rhodes and Beneicke, 2002), school lead-
ership teams need to consider how productive collaboration can be engen-
dered in the context of their own schools, how they might remove obstacles
to sharing and how they may offer support as well as challenge. Emphasis-
ing the importance of school leadership in respect of the outcomes experi-
enced by teachers engaging in professional development, Earley et al. (2002)
recommend that a key component of leadership programmes should be
managing the professional development of others as well as the inclusion of
theoretical frameworks which underpin professional learning. Communities
of practice are not born in their final state, they are nurtured within schools
and sustained by the value their members get from them.

School leaders cannot fully compensate for society’s view of teachers, a
facet which was found to be deeply dissatisfying (see Table 2) to many
respondents and a possible cause of their leaving the profession (see Table 4).
Improvements in the esteem in which teachers are held by their immediate
clients through their professionalism, as Hoyle (2001) points out, are not cer-
tain to enhance their esteem in the eyes of politicians and administrators.
However, school leaders can influence the culture and purpose of their
organisations, and as such they are able to create an environment which can
influence job-related attitudes. Evans (2001) suggests that leadership can
shape work contexts that either match or are at odds with what individuals
want in relation to equity and justice, pedagogy or androgogy, organisational
efficiency, personal relations, collegiality and self-conception and self-image.
The impact of performance management and the opportunities to influence
school policies were both found to be deeply dissatisfying by the majority of
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respondents (see Table 2), perhaps indicating some ineffective leadership in
the schools represented in the sample.

School leaders can make significant interventions to enhance the working
lives of teachers within their schools. For example, in a literature review 
Kyriacou (2001) lists many leadership interventions capable of reducing
teacher stress. School leaders can influence the emotional climate of their
organisations and, in so doing, motivate staff and impact positively upon teach-
ers’ working lives. In view of the extensive methodology available to access 
cultural information within organisations (e.g. see Locatelli and West, 1996;
Higgins-D’Alessandro and Sadh, 1997; Cartwright et al., 1999) school leader-
ship training should perhaps include stronger emphasis on cultural change
methodology aimed at improving teacher professional experience and satisfac-
tion, and increasing the likelihood of retention. Finally, recent research to
establish the state of school leadership in England (Earley et al., 2002) suggests
that teachers wish to become leaders in order to ‘have a say’ and ‘make a dif-
ference’. Those teachers who have become leaders now need to listen and to
act upon concerns reported in the findings of this study and in other investiga-
tions linked with the recruitment and retention of teachers. Leadership assim-
ilation of these findings within the professional lives of teachers represents an
important step in valuing and supporting teachers and offers the potential to
make a real difference. However, the management of teacher retention is likely
to present many school leaders with a challenge. Good practice for the reten-
tion of teachers, whilst drawing on an existing knowledge base of human
resource management, also needs to take into account potentially complex 
contextual issues in individual schools. Supportive school leaders cognisant of
the influence of their leadership style and the professional culture they have cre-
ated in their schools have an important role to play in the evolution of models
of good practice in teacher retention, as do colleagues in the teaching profes-
sion overseas. Future research to identify good practice in teacher retention
offers a direction beneficial to teachers, their schools and their pupils.
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