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isn’t that professional space. But that’s where you learn best, from each other, and when I think I am
being disenfranchised from that I wonder about my role, but people just say, well you have to just get on
with it.’ (French teacher, 8 years’ experience)

Follow up questions on the nature of professional development gave more precise information as to how
teachers were viewing this. Professional development included sessions conducted within the school and
sessions which teachers attended outside school, further divided into those specifically related to national
initiatives and all those with another focus.

The data collected reveal that the majority of CPD is taken up with national initiatives, on average about three
days per year compared with one day a year for all other initiatives'. The figures do conceal a wide variation:
about 18% of teachers surveyed said (or left this question blank) that they received no INSET on national
initiatives compared with 41% that said (or left blank) they received no INSET on ‘other’ issues or activities.
Figure 1, showing the range of INSET undertaken last year inside and outside of the school day, reveals that
16% of teachers report no INSET inside school and 44% no INSET outside school (although this figure included
some teachers who left the question blank). The peak of inset inside school comes within the 4 to 6 day band
representing the five compulsory ‘Baker’ days. For nearly one-third of the sample this would appear to be the
only in-service experience during school hours. Breaking down the figures for inset outside of school the highest
frequency (17.3% of teachers) took two days out of school during the year followed by 11.1% who had one.

This provides a very variable picture of teachers’ experiences and helps to explain the range of response in
Table 1, the starting point of our analysis. The fact that national initiatives take up most professional
development time was seen by some teachers as skewing their work away from curriculum issues.

“We need Professional Development used for curriculum not time tied up with initiatives, budget and the
school development plan.’ (Head of English, 7 years’ experience)

The nature of provision was also a variable issue. A teacher wrote the following on the open-ended section of
the questionnaire.

‘New initiatives are thrown at teachers and although training may be provided this is totally inadequate.
Somebody delivering a script and showing a video that shows ‘good practice’, with no guidance on how it
all fits into a genuine working environment, where mixed-ability means exactly that, from level 2
upwards, where we do not have unlimited number of hours to prepare perfect lessons and where the most
unpredictable factor, student behaviour is taken into consideration.” (English teacher, 4 years’ experience)

We are able to shed more light on the inter-relationship of positive and negative factors in relation to what
schools staff saw as the factors most likely to inhibit teaching. These are discussed in the following sections.
Figure 1 Inset days in and out of school
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! This figure is a median score, that is the ‘average’ teacher who sits halfway between the lowest and highest number of hours.
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Factors that Inhibit Teaching

What do teachers consider to be the most serious obstacles affecting their work? A GTC poll of 70,000
teachers in 2002 reported key de-motivators as unnecessary paperwork (56 %), followed by government
initiative overload (39%), a target-driven culture (35%), and student misbehaviour (31%). The poll
included teachers from all phases and reflected themes from our primary report (Galton and MacBeath
2003). Our secondary teachers’ concerns were similar, but with a difference in ranking of demotivators or
obstacles.

We asked teachers to choose the five issues that they regarded as most serious and to rank them in order.
Limiting teachers to only five gave us a clear priority order but did not imply that other factors with lower
rankings were not also significant. Therefore, in reading Table 2 it is important to bear in mind that the final
column ‘missing or not in top 5” means that teachers tended to cluster their responses in terms of what were
seen as the key determining obstacles. This table helps to illuminate responses in Table 1. In one way or
another the leading issues are reflections of government policy — an inter-related combination of too many
national initiatives, over-loaded curriculum, assessment targets, inhibited by large class sizes and inadequate
resources, of which poor pupil behaviour is a related outcome.

Examining these perceived obstacles by job description shows a very similar ranking of the chief obstacles,
whether by Heads of Department, mainscale teacher, or by years of experience. Teachers with 25 years’ plus
experience, in common with teachers of less than five years’ experience, ranked poor pupil behaviour as the
most serious obstacle to teaching. Management, while also ranking poor pupil behaviour in pole position with
class sizes second, differed markedly from others in citing lack of parental support in third place. For heads of
department this issue was eighth and for mainscale teachers tenth. This reflects the interface of management
with parents, who often shield teachers from parental complaints.

Table 2: Teachers’ ranking of obstacles to teaching

Missing
Rank (or not in
top S issues)

Poor pupil behavior 1 75
Lack of time for discussion and reflection 2 104
Large class sizes 3 127
Too many national initiatives 4 114
Over-loaded curriculum content in own subject 5 146
Pressure to meet assessment targets S 135
Poor resources, materials and equipment 7 145
Inclusion 8 156
Lack of parental support 9 156
Inadequate pay 10 173
Preparation for appraisal/inspection 11 174
Poorly maintained buildings 12 200
Prescribed methods of teaching 13 198
Limited professional opportunities 14 198
Insufficient pastoral support 15 210
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Table 3: Teachers’ ranking of obstacles to teaching by school type

Comprehensive Selective Special
rank rank rank

Poor pupil behaviour 1 7 2
Lack of time for discussion and reflection 2 3 1
Large class sizes 3 4 6
Too many national initiatives 4 1 4
Over-loaded curriculum content in own subject 5 6

Pressure to meet assessment targets 6 2 3
Inclusion 7 14 10
Poor resources, materials and equipment 8 N 4
Lack of parental support 9 8 9
Inadequate pay 10 10 8
Preparation for appraisal/inspection 11 9 6
Poorly maintained buildings 12 13

Limited professional opportunities 13 12

Prescribed methods of teaching 14 11 11
Insufficient pastoral support 15 15 12

In Table 3 a comparison of comprehensive and selective schools does show some close similarities, but also

some significant differences in ranking. With the caveat that the selective school sample was small, two of the
differences in ranking are particularly noteworthy. Poor pupil behaviour is seen as less of an issue in selective

schools, together with inclusion, both of which may be seen as a logical concomitant of selection.

The special schools sample is very small so little can be inferred, although time for discussion and reflection
did draw a significantly larger number of mentions than any other item.

There were also differences by subject taught. While Maths and Science teachers ranked pupil behaviour as
the biggest obstacle, English teachers ranked it third after too many national initiatives and lack of time for
discussion and reflection. While both Maths and Science put large class sizes in second place, teachers of
English ranked it sixth.

The following sections examine each of these key obstacles in turn.
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Coping with Pupils’ Behaviour
Most teachers interviewed mentioned classroom disruption as their biggest problem. It was, claimed one
teacher:

‘... a constant battle just to be allowed to teach’. (Science Advanced Skills’ Teacher, 15 years’ experience)

However much time was invested in planning there was always the possibility of the unforeseen, and often
trivial, incident or irritant that could sabotage a lesson.

‘My biggest negative thing is behaviour management. You've gone in and prepared every last second of
the lesson and you’ve gone in thinking, “It’s going to be fantastic”. Then somebody at break time,
somebody has fallen out with someone else and there’s absolutely nothing you can do about it and your
lesson falls to pieces. That’s soul destroying. It really is.’ (Head of Science, 8 years’ experience)

Typical was this response from one interviewee when asked the least satisfactory aspect of her job:

‘It’s the abuse you get really. I don’t think anyone else, like when you’re with friends and no one else
would go to work in an office and be told to f.. off and be expected to put up with it. It’s what really
drags you down. But I do like working in this school. The pupils can be funny and challenging at times
and I do enjoy that, but at the same time the other: it’s disheartening sometimes.’

(Head of History, 4 years’ experience)

This increase in problems concerning the management of pupil behaviour in recent years has meant that the
pastoral roles have been expanded so that, for example, most heads of year will have a deputy to share the
workload. If these staff already receive the bulk of teaching relief for their subject duties they are likely to be
offered little in the way of further relief in respect of these additional pastoral responsibilities. Most of the
teachers we spoke to received an additional allocation of two or three extra free periods. Consequently, the
non-teaching time allocated for subject matters such as planning, preparation and marking is now mainly used
to deal with disciplinary matters and the subject activity has to be dealt with outside school hours. One
teacher we interviewed described these additional demands on his time as follows:

‘We are the people that when everyone else has had a problem with these children and can’t get them any
further it ends up with us in some way or another. We do what we can to have a relationship with the
student but when they’ve had an argument with a teacher and it’s come to us it’s very, very difficult to
settle everything down again and make sure both sides are happy at the end of it. Because you’ve got to
have your teachers going away thinking they’re OK. And you’ve got to have students feeling you are just
as fair with them and not taking sides.” (Head of Science, 8 years’ experience)

Dealing with the underlying causes of indiscipline takes time. Problems are often deeply rooted and not
amenable to a quick fix. But time is the commodity most lacking. Because teachers are themselves under so
much pressure issues are left unresolved, and problems then resurface in other places.

‘It takes an awful amount of time. And you don’t have the environment where you can sit them down
and say, ‘Go sit down over there and tell me what happened.” You can’t do that in the teaching area so
you have to do it with other teachers keeping one eye on what’s going on out there while trying to teach.’
(Head of Design and Head of Year, 5 years’ teaching experience)

Sometimes the individual’s timetable doesn’t allow incidents to be dealt with immediately. As a consequence
attitudes can harden and issues may not be so easily resolved, as in the following account:

‘Well when things kick off like last Friday I have one free, then I'm on duty and stuff like that. But if
something kicks off big style at break time, one of my kids are in a fight or something I'm supposed to
deal with it. But I'm teaching all day. I'm on duty and you just can’t. And it’s then left over to Monday or
Tuesday and that’s so frustrating. And it’s too late then to deal with it, as you’d like to deal with it.’
(Head of Science, 8 years’ experience)

Teachers’ frustrations not only arise from the growth in the number of such incidents, which prevents them
from fulfilling their main role as a subject specialist, but also from the increased administrative burden that
such incidents impose. Most schools have developed so-called systems of assertive discipline. This often
requires students to be confronted with a written record of their behaviour and to be offered the opportunity
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of contesting the teacher’s or fellow pupil’s account, which again is recorded. Only then can the appropriate
decision be confirmed. In some schools there are forms to report failure to submit homework on time leading
to lunchtime detention, forms for pupils who disrupt lessons, which can lead to being put on report, and
forms which deal with serious incidents involving persistent disruption, abusing teachers, fighting with peers
or damaging school property that can lead to exclusion. The more serious the offence and the attendant
consequences the more staff will be involved in commenting and countersigning the form. For example, a
pupil who has disrupted several classes and been placed on report will be required to have his or her form
signed by each teacher after every lesson during the course of a week. Only if all these endorsements are
positive will privileges be restored. To counteract these negative reinforcements a system of rewards will also
be in place, again demanding more form filling.

‘It’s never ending. You might get something senior management wants you to feed back on. There might
be discipline issues, you’ve got some incident sheets, you’ve got to deal with some kids and then write it
up and pass it on.’ (Head of Science, 8 years’ experience)

‘Everything to do with the child gets passed on to the Head of Faculty to deal with so we have to deal
with the problems that other members of the faculty have had — all the paper work that they produce.
Then there’s the paperwork produced by senior management, as well as that coming in from external
sources requiring us to make decisions on.’ (Head of Design and Head of Year, 5 years’ experience)

In addition to the increase in work load that results in the management and control of behaviour within the
school, other pressures exist for middle managers. Three, in particular: performance management, supporting
less experienced teachers and implementing various curriculum initiatives, appear to consume a considerable
amount of time.

Middle managers, whether heads of departments or faculties, or with responsibility for pastoral care (heads of
year, heads of house, heads of upper and lower school etc) have workloads averaging around 60 hours per
week. Traditionally pastoral responsibilities tended to be allocated to staff from departments such as physical
education, food technology etc as an alternative career pathway to increased academic responsibility. The
system worked well (and still does) when the majority of classroom incidents involved minor demeanours such
as talking out of turn, which could be settled i sifu. Pastoral staff were left to deal with major infringements,
most of which occurred when pupils were entering or leaving school and during break-times. Now, however,
the situation has changed.

Behaviour: a matter of context

Poor pupil behaviour, ranked as the number one issue, does not, as we have seen, exist in a vacuum. It is not
to be remedied by being tougher, by better counseling, by new packages or magic potions. Poor behaviour is
both a cause and consequence of a range of other things. None of the obstacles to teaching and professional
development have an independent existence. They are all closely inter-related and inter-dependent. While
teachers’ talk of poor pupil behaviour may be seen by some (including some policy-makers and media critics)
as simply blaming pupils, what is plainly evident from our visits to schools is the intrinsic relationship of
behaviour to class size, inappropriate curriculum, pressure to meet targets and keep up with new initiatives,
and a consequent lack of time for professional sharing and reflection.

‘I thought when I came here I could concentrate on academic work but that was a complete fallacy. The
general ethos of work is just not there. I can’t deny that part of it is what we are expected to teach, and
just trying to get these things across to kids who struggle. We are constantly trying to find connections
with them and their lives. It is the number of children for whom this is a problem and then disrupt and
not do their work that saps teachers’ energies and eats into everything else they’re expected to do.’
(Humanities teacher, 10 years’ experience, two in this school)

The behaviour issue is framed in terms of both “critical mass” (what school effectiveness researchers describe
as the “compositional effect”)? and the curriculum meeting ground of teaching and learning.

‘There is a core of children who are just not coping with school and the curriculum diet we feed them. To
be bluntly honest work is sent to me and I look at it and go “Obh My God” is that what they’re asking

2 See for example Macbeath and Mortimore, 2001.
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them to do? All pupils have their own tolerance levels and they are stretched too far. And teachers too.
Tired exhausted teachers are less tolerant. It is a volatile mix, so easy to spark off confrontation.’
(SEN teacher, 20 years’ experience)

‘One of my tutors coming to me really, really upset. “I couldn’t teach yesterday”. Two pupils had
disrupted her time so badly she couldn’t teach that lesson. Two children can have that much impact on
the learning of 26 others.’ (Head of Year, 18 years’ experience)

There is also an issue of critical mass when it comes to staffing. The large, and often rapid, turnover of staff
not only creates turbulence for pupils, more opportunities to “play up” and more pressure on experienced
staff to support inexperienced teachers.

‘In this school, and we must be typical, we had 24 new staff last year. The massive turnover means we
have a small core of experienced staff who’ve been here a long time and a huge body of inexperienced,
mostly young staff and as a consequence the kids play up because they can. Experienced staff are
overloaded trying to run the school... There are so many of these people now that our ability to support
them — we’re overwhelmed. The reason we have photos of staff up in the staffroom is because we don’t
know who half the staff are now.’ (Advanced Skills’ Teacher, 10 years’ experience in current school)

A Year 11 pupil commented:

Teachers’ attitudes are changing because nothing seems to stay the same for long. It’s like there’s a lot less
time for you because there’s lots of changes in one term or half term, new teachers and teachers leaving,
so that causes its own problems, discipline problems and learning because it is your relationship with the
teacher that matters and you have to start building that all over again.’ (Girl, year 11)

Another pupil pointed out the ramifications of teachers’ need to keep on top of things, strictness generating a
blanket approach which ended in overreaction and unfair treatment.

If they’ve got a really disruptive pupil they have to be really stern to just to keep one bad behaving pupil
in line but not all pupils need that level of stern (response) and then they suffer and they sometimes get it
and get treated as if they’re the problem pupil.’ (Girl, year 10)

A special needs teacher comments from a more distanced perspective:

‘How subject teachers have 30 pupils in a lesson, lesson after lesson with a constant level of low-level
disruption. I don’t know how they cope with it, I just don’t know.”  (SEN teacher, 10 years’ experience)

As one teacher wrote in her questionnaire:

‘Bebhaviour issues can have a huge emotional impact on teachers, especially those with less experience.’
(Modern Languages teacher, 3 years’ experience)

One Year 11 pupil explained it in these terms:

“There should be ways of looking at what happened and having a real discussion about it. Punishment
isn’t always the right thing. Sometimes teachers are under so much pressure they just react and they get it
wrong sometimes. We don’t want to punish teachers, but we do want to be able to talk about things and
sort it out, but there isn’t time because teachers are under a lot of pressure.” (Girl, Year 11)

Class size was seen as a key contributing factor to the “relentless unforgiving pressure” as one teacher
described it. While class size is a perennial issue, and not always the determining factor, there are clearly
circumstances where it is the condition which promotes or inhibits teaching and learning;:

‘It is much easier to get distracted, to get pre-occupied with simply managing with a large number of
children, many of whom need individual attention, are easily distracted and bored. Smaller classes do give
more chance to create a learning environment.’ (Head of Department, 14 years’ experience)

Inclusion

Inclusion, an obstacle cited in eighth place, has also to be seen as closely related to the first seven items. It is
described by teachers as an inability to respond adequately to challenging behaviour without the requisite
resources, expertise and class size.
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‘If teachers are to adopt inclusion wholebeartedly it would be helpful if the following conditions were to
accompany it. More time to plan for mixed ability lessons, differentiation etc. More support to handle
behaviour during lessons.’ (Modern Languages teacher, 3 years’ experience)

There is also a systemic relationship with neighbouring schools, selective policies, parental choice and
performance tables. Schools willing to take those rejected elsewhere end up with a critical imbalance in their
intake and pay the price for what is seen as an ethical decision.

‘Inclusion isn’t inclusion in any meaningful sense of the term, because, as many other schools in the area
operate selective policies, yes and these are so-called comprehensive schools, we now see children we
wouldn’t have seen before. It makes it difficult to find help for children who really need help. There is an
issue of expertise. Are we being really inclusive or simply preparing them to fail?’

(SEN teacher, 10 years’ experience)

Constant disciplinary intervention, lack of appropriate resourcing and support, pressure on targets, together
with the overloaded curriculum, all conspire against achieving a genuinely inclusive approach.

Lack of parental support

Although ranked ninth in order of priority, parental support was widely seen during interviews as a matter of
concern. It was most acutely felt in relation to pupil attitudes and behaviour.

“With some of the difficult ones you feel you're fighting a losing battle because you’re not getting the
support from home. You send a report home and you say one negative thing about the child and they
won’t agree.’ (History teacher, 2 years’ experience)

Parents were, it was felt, more likely to take umbrage, to support the pupil’s version of events rather than side
with the teachers, as would have been more common in the past.

“They have no idea what life as a teacher is like or they think their child must always be right and you

don’t get back-up from the parents anymore. I think in the past, if a child got in trouble at school they

would go home and get told off. Nowadays it’s “Ob! What has the teacher done that is upsetting you?”
(Head of Science, 3 years’ experience)

These comments, which might easily be seen as ‘anti-parent’, need to be taken in a context of social change,
the roots of which go deeper than individual parents’ attitudes. If parents are less responsible for their
children’s behaviour, less inclined to visit the school or give reflex support to teachers it is because they too are
under unprecedented pressures.

“You have to take into account the level of social deprivation in a school where a very large percentage of
kids come from one-parent families, young mothers, a high percentage of need for free school meals
etcetera, etcetera. It is difficult for us to understand their lives outside school and they can’t avoid
bringing that into school, and when there is an issue we have parents who can’t wait for something to get
it off their chest. It can take fifteen minutes just to settle them down. There are many supportive parents
and parents doing very well in the most difficult of circumstances but there is also a disproportionate
level of parents who are challenging.’ (Head of Year, 16 years’ experience)

Families are not what they used to be in a hard statistical sense. The nuclear and extended family are
becoming historical relics. Children and young people are growing up in a new and challenging world. But it
is teachers “who bear the brunt”, “who are at the sharp end” — two of the metaphors among many which
describe the impact “in here” of the society “out there”.

‘Parents do come in upset, angry, expressing a sense of injustice. If you take the time to listen, to be calm
and hear them out they eventually confess that they are struggling with discipline. Their children are out
of control. Their partners have left. They can’t pay the bills. They are fragile, volatile.”

(English teacher, 10 years’ experience)
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It's all a Matter of Time

Poor pupil behaviour tends not to be framed by school staff in terms of ‘bad’ pupils or inadequate teaching,
but in terms of a set of systemic factors, the most serious of which was lack of time; lack of time to plan
adequately, to tailor work, to follow up on behavioural issues, to find appropriate support to deal with
learning and behavioural difficulties, or deal with students on an individual basis.

We were able to gain a deeper and more rounded understanding of this by asking teachers to take us through
a typical school day.

For teachers the school day comprising timetable and non-timetabled work is, on average, 6 hours and 48
minutes. This represents when school officially starts to when it officially finishes. On the face of it this is a
reasonable working day and comparable with the teaching day ten or twenty years ago. These figures do,
however, conceal more than they reveal. The story to be told has three key elements all of which return us to
the issue of time.

e The teachers’ extended day and extended week
e The changing nature and quality of the teachers’ work
e The impact of these changes on the professional and personal lives of teachers and on their pupils

The ‘day’ begins for teachers before school starts and ends beyond the time pupils leave. The day may begin
with briefings, planning and preparation, breakfast clubs or other ad hoc meetings. It may extend beyond
school hours, encompassing a wide range of activities — meeting with pupils, counselling, preparation,
marking, meetings, extra-curricular activities, study support, professional development activities. On average
over a week teachers reported spending two and a half hours before the official start of school and nearly five
hours a week after school, in other words a daily average of about half an hour before school and an hour
afterwards. A further ten hours per week, again as an average figure, are spent on school-work at home in the
evenings and at weekends. Although we are working in the muddy waters of averages, or ‘means’, the six
hour 48 minute working day is complemented by a further three and a half hours a day making an extended
‘day’ of ten hours 28 minutes.3

Breaks and lunchtimes tend to be used for marking or preparation in order to cut down on work taken home.
Teachers regard a certain amount of work outside school hours as justifiable and as an integral aspect of their
professional role. When asked how much ‘extra’ they considered ‘reasonable’, only about 6 per cent thought that
21 hours per week was an acceptable figure. Thirty-two per cent believed between one and five hours was
acceptable, 36 per cent suggested 6-10 hours, while a further 20 per cent thought 16-20 hours was ‘reasonable’.
Table 4 shows the gap between what teachers thought reasonable and what they actually did. Less than two per

Table 4: Comparison of what teachers said they did and what they thought was ‘reasonable’ (N = 195)

Hours worked compared with % of Teachers
hours thought reasonable
do 1-10 hours less 1.7%
do what is reasonable 7.6%
do 1-5 hours more 13.8%
do 6-10 hours more 18.2%
do 11-15 hours more 20.4%
do 16-20 hours more 12.9%
do 21-25 hours more 6.7%
do 26 hours plus more 5.4%

3 When we look at the mode rather than the mean, that is the ‘typical’ teacher rather than the statistical ‘average’ we arrive at a similar
conclusion as to the teacher’s week but by a slightly different route, showing slightly less evening and weekend work but with one hour
before the start of the official school day.
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cent said that they did less than was reasonable with half of those who replied to this question saying that they
are working eleven hours or more per week than they would consider a reasonable commitment.

A life in a teacher’s day

A secondary teacher’s day, week, or year is difficult to represent in terms of the mean because there is so much
variation dependent on teachers’ role and status, length of service, type and location of school. From
interviews with a range of teachers in a range of schools we may derive a composite picture, closer to the
mode and the median, that is, the teachers who typify the middle ground of practice. In doing so we need to
be bear in mind that they work alongside colleagues, some of whom work longer or shorter hours, whose
experience of school is unique to them and whose day is often far removed from the ‘typical’.

“Typically’, the official school day starts at 8.45 a.m. Most teachers interviewed arrive between 7.45 and 8.00
a.m., although there were some who arrive later and some who start their school day considerably earlier. For
those with classroom responsibilities this time is used for ‘getting ready for the day’, preparing lessons, last
minute photocopying and checking cover.

‘I generally get here around eight. I come in, check my pigeonhole, check the cover list and check I've got
my photocopying and everything ready for my lessons. Then I go up to my room to turn the heating on.’
(History teacher, two years’ experience)

Those with additional management responsibilities, particularly pastoral ones, have more to do.

‘I arrive about eight o’clock, see who’s in and who’s not in and see what I might have to do during the
day and what I may have for my own use. Then I start looking at my desk to see what’s been left from
the day before. I may find a couple of letters, maybe phone calls to parents asking me to ring that
morning. Occasionally there will be a meeting before parents have to go to work.’

( Head of Upper School, 32 years’ experience)

The first hour is not, however, a time for quiet preparation and planning. It is described as ‘tense’ because of
unpredictable and unforeseeable crises

“The first hour is very tense. It’s very filled. And then we find out there’s staff not in so we have to cover

register and sometimes, if it’s Monday there’s an assembly to do. If I'm not doing that I'm seeing

miscreants or [ might even be doing good things (laughs) like handing out good conduct certificates.’
(Head of Upper School, 32 years’ experience)

In some of the schools visited a staff briefing meeting is held at 8.30 a.m. and lasts for a quarter of an hour.
This is a time when notices are handed out, reminders given and any potential problems anticipated. This is
followed at 8.45 a.m. by registration in form groups and on some days by assembly. The first of two teaching
periods begins around 9.00 a.m. Then depending on the length of these periods (typically either 50 minutes or
an hour) a twenty-minute mid-morning break begins at 10.45 or 11.00 a.m. During the break few of these
teachers go to the staff room, although some said that they tried to manage at least one visit during the week
to meet up with colleagues from other subject disciplines.

‘No. It’s rare I sit down for coffee. It’s knock on the door. I'm not unique but I live in the Maths block
which is the furthest from the staff room and coming and going is time consuming. 1 have a kettle and a
pot in my room so I stay there. But it does mean I'm available to children. If I want to see somebody it’s
a great time.’ (Head of Mathematics, 4 years’ experience)

Being available to children is seen by many staff as a priority, but as a consequence there is less time to spend
with colleagues, unless there is a disciplined attempt to make that happen.

‘Tve forced myself to come over one day a week to talk with other teachers. But sometimes it’s not
possible because its admin, chasing problems and seeing pupils.” (Head of English, 15 years’ experience)

Lunchtimes generally last an hour but the concept of ‘lunch’ can be a misnomer, more theoretical than real
due to other activities that fill that space.

‘In theory lunch is lunchtime but on a Monday I do lunch duty, Wednesday is Debating Society, both you
might say ‘voluntary’, and grabbing a sandwich while photocopying or marking so as I take less stuff
home, or preparing materials for period 4.’ (English teacher, 11 years’ experience)
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In some of the bigger schools there will be first and second sittings so that half the school is being taught
while the other half eats. While some teachers “eat lunch on the hoof” others find time to “grab” twenty
minutes and use it as an opportunity to meet with colleagues, collect mail etc.

‘I grab lunch on the hoof. I do one lunchtime duty. Then on the other four days it’s e-mails, phoning. It’s
an ideal time to contact colleagues here and in other schools.”
(Science Advanced Skills* Teacher, 16 years’ experience)

‘T always sit down for twenty minutes to talk with colleagues. Then I do bits and bobs, a little bit of last
minute preparation or something I need to do for next day. I never mark in the lunch hour.’
(History teacher, two years’experience)

Time for personal, trivial or ‘nonsense’ conversation talk unrelated to teaching and learning provides a
limited, and valued period of relief from the job.

‘We manage to grab 10 minutes when we talk about nonsense. Then you’re seeing people again or
sometimes you’ll be doing a detention slot.’ (Head of Year, 10 years’ experience)

During lunchtimes members of the senior management teams are often deployed on “policing duties” around
the school playground and outlying buildings, keeping pupils from eating in classrooms, checking on smoking
in the lavatories or dealing with disputes before they turn violent. Whereas in the primary survey head
teachers were actively exploring ways of extending the teaching day in an effort to deliver a full and balanced
curriculum (Galton and MacBeath 2002), secondary headteachers were keen to shorten the day, particularly at
breaks and lunchtimes in order to limit opportunities for serious confrontations between pupils.

For some time now it has been possible to pay teachers to carry out lunchtime supervision but few volunteer
for this unpopular duty, while in other cases the funds available have been used to meet shortfalls in the
teaching and support staff budgets. When school ends between 3.00 and 3.30 p.m. it is likely that the senior
management team will again take responsibility for seeing pupils on to buses and off the premises in an
orderly manner.

The hour after school is a time for departmental and other meetings. Most teachers said they had two such
meetings per week depending on their pastoral or curriculum responsibilities. If teachers cover more than one
subject area then this creates additional demands.

‘We meet once a week and then there’s departments. In Science it’s not too bad because you just teach
Science but some staff have English, R.E. and Humanities and whatever else they teach. Some staff have
to attend an awful lot. (Head of Science in a Middle School, 3 years’ experience)

For Heads of Department the intention to limit such meetings to one per week, as part of the new work-time
arrangement would present a problem. In the week of the interview, for example, a Head of English, in
addition to holding her departmental meeting, had attended a meeting about exclusion and a third involving
all HODs looking at the implications of changes in school policy with regard to assessment.

The higher the position in the school’s administrative structure the more meetings one was likely to attend.
These might include senior management committees, Governors’ full and sub-committees, liaison meetings
with primary feeder schools, meetings with individual staff, meetings with other welfare agencies or LEA
representatives as well as informal sessions with present and prospective parents. Some principals held
breakfast meetings beginning at 7.30 a.m. Heads of department found after-hours meetings with their subject
teams frustrating because it was rarely possible to engage in discussions about the curriculum or about
teaching and learning

‘It would be good if you could do something with your whole department that wasn’t administrative.
Most of our meetings are taken up with admin tasks. You need to do this...I’ll do that...This is what’s
happened...passing on information.’ (Head of English, 8 years’ experience)

Younger teachers, particularly those with young children and other family commitments tended to leave
between 4.00 and 4.30 p.m. Those with managerial responsibility tended to leave later at around 5.30 p.m. if
there were no evening meetings, such as Governing Body or Parent Evenings. On the ‘free’ evenings the last
hour was generally used for “catching up and tidying”. Some left considerably later.
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‘It’s mostly catching up with things like referrals about incidents that have taken place in lessons. Writing-
up incidents and arranging things like forward planning and making arrangements for observation of
lessons and INSET for other staff.” (Head of RE, 13 years’ experience)

‘We deal with the messages, phone calls and then, if we’re lucky, we reach the end of the day and we
thank God and say “Yeah! I'm going home”. But not quite, there’s always a bit more tidying to do.
There’s maybe a telephone call or two to make.” (Head of Upper School, 32 years’ experience)

At the end of the working day there was a greater likelihood of “catching” parents.

‘After school is a good time to catch parents. If you wait until after balf four you know you can catch
one of them.’ (Head of Science, 8 years’ experience)

A typical day fails to account for the one-off activities such as parents’ evenings, (autumn and summer terms)
and mock examinations (spring term). Parents’ evenings generally take place over two-week blocks and,
typically, last from 5.30-9.30 p.m. In a school with seven year groups this adds some 56 hours to the
workload. With Key Stage 3, GCSE, AS and A level mock examinations teachers estimated an additional 30 to
40 hours of marking was required. Over a 40-week teaching year this adds approximately two hours per week
to the workload.

Jane and Simon’s stories

Jane and Simon are two of our interviewees. These are not their real names but they are real people who
represent teachers who fall outside the median or mode. Jane is a history teacher with two years’ experience.
She arrives at school at 8.15 a.m. and leaves each day at 4 p.m. This gives a total of approximately 38 hours
45 minutes a week. Of her five free periods (50 minutes each), two generally go in cover for absent colleagues.
Next year as part of the work agreement she will only do one cover period. Although taking no coffee breaks,
Jane does manage to visit the staff room for a twenty-minute lunch break each day. She usually does two
hours’ work on most evenings except Friday (one hour) and manages to keep most weekends free. Her
working week is around 47 hours a week. Parents’ evenings, averaged out over the year bring this total to 48
hours.

Simon is a deputy head (curriculum) with a total working week of around 70 hours. Simon arrives in school
at 7.45 a.m. and goes over any files for priority action before a leadership team briefing at 8 o’clock. This is
followed by a staff briefing at 8.15, assembly at 8.30 and then filling in for absent staff during registration. A
quick tour of the premises follows for the purpose of rounding up late-comers, checking security and seeing
that classes are operating smoothly, particularly those with newly appointed staff, students from

departments of education and temporary supply cover. He then deals with the priorities around various
meetings with staff and external agencies when not teaching one of his allocated eight periods of history.
Break time and lunchtime is spent patrolling the grounds. Afternoons follow a similar pattern to mornings and
at 3.05p.m, when school ends, he spends twenty minutes supervising the bus departures and checking the
school.

On Mondays to Fridays Simon will have after-school meetings lasting between one and two hours. On Friday
he takes Headteacher’s Detention which lasts an hour. He will then “attack the in-tray” and leave instructions
for the secretary before leaving for home around 6.00 p.m. On most evenings he will work for two hours once
he gets home. He keeps Saturdays free but as an early riser does two hours on Sunday morning and another
three on Sunday afternoon. He uses this time for “big jobs” such as compiling the staffing spreadsheets. This
totals to over 66 hours per week. Simon calculates, however, that in acting as the facilitator for two
Governors’ sub-committees, a teacher-parent fund raising group and by attending all parents’ evenings he
increases his workload by around 3 to 4 hours weekly.
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Testing Times

As we have seen from Table 1 just over a quarter of school staff welcomed statutory testing. Clearly testing
has its advocates.

‘I like SATs because it’s given me something to work towards. In fact I'd be happy to do them at the end
of every year. Perhaps some people wouldn’t but [ know what 1 am aiming for and it’s a challenge for me
to see if I can get them (the pupils) up to that level.’ (Science teacher, 3 years’ experience).

Statutory testing was, however, more disliked than liked, mainly for the narrowness of its focus and the
pressures it put on both teachers and students.

‘Why do we have to push these kids all the time (targets)? What about other non-measurable life
experiences like being nice to people? Then we might not have so many discipline problems.’
(Head of ICT, 6 years’ experience).

We asked teachers to identify how many hours in a year they devoted to testing. Table 5 gives the mean
showing that typically teachers spend six hours a year on testing at each year level from 7 to 11. However,
figures show a progressive rise from Years 7 to 11, in other words at the upper end some teachers are
increasing the amount of time given to testing. The range, shown in the last two rows, is very considerable
with some teachers investing up to 45 hours on testing in years 10 and 11. (Table 5 excludes special schools).

Table 5: Teachers’ estimates of hours spent in a year on testing in Years 7 to 11

Year 7 Year § Year 9 Year 10 Year 11
N 161 158 167 186 185
Mean 6.6 6.6 7.3 8.4 9.0
Minimum 0 0 0 0 0
Maximum 20 20 26 45 45

The amount of time devoted to testing does clearly differ by subject. Although the numbers of respondents is
small for each Faculty and year group some overall trends are detectable. In some subject there appears to be
a continuous increase from Year 7 to 11 and in the case of Design and Technology a dramatic rise at

Years 10 and 11. Maths by contrast suggests more of a steady state, six to seven hours as a constant through
the years. Science too seems to stay more or less the same but averaging close to 10 hours at all five year
levels.

Table 6: Teachers’ estimates of hours spent in a year on testing in Years 7 to 11 by Faculty
(means given)

Year 7 Year 8 Year 9 Year 10 Year 11
English 6.2 5.6 7.1 6.9 10.0
Maths 5.9 5.7 7.5 7.0 6.8
Science 9.8 9.9 10.0 9.1 9.6
Humanities 5.2 5.2 4.8 8.1 8.2
Modern Foreign Languages 8.2 8.5 10.0 10.0 10.2
Design and Technology 3.5 3.5 4.3 10.7 13.7
Creative Arts 6.5 7.2 7.3 10.8 9.8
ICT/Business Studies 2.5 2.6 2.5 4.4 4.8
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For most of the non-core subjects the time given to testing goes up substantially in KS4 because pupils are
examined formally for the GCSE. The core subjects show consistent amounts of time given to testing over
each year at KS3 and KS4 possibly due to the high stakes examinations that occur in both Key Stages.

A and AS level

At A level the main complaint was the continued tinkering with the syllabus while at AS level it was felt that
the transition from GCSE was too great and as a result pupils had to be ‘crammed” with sufficient knowledge
to secure a pass.

‘A level needs a teacher who is rock solid in bis or her own knowledge. I've had to change syllabuses. It’s
taken me 3 years to get up to speed and all of a sudden I need to talk about different arts’ movements I
never had to do. The book for the course came out one week before the final exam.’

(Design and Technology Head of Department, 10 years’ experience)

‘I find AS difficult, particularly with January exams. Because you are then cramming a lot of information
into them to get them through the examination when really the jump between GCSE and A level is so
huge that it takes them the first term to adjust to that style of work.’

(Head of Science, 8 years’ experience)

Change - the only constant

‘I wish they would settle down and decide what we’re going to have for the next ten years. Because the
boundary is always changing. I've just mentioned to my A level group yesterday. I said, “These books
are rapidly becoming out of date, the A level syllabus has changed again, we have to get new books.”
But you see what’s on the syllabus and you teach the damned thing.’
(Mathematics teacher, 33 years’ experience)

More experienced teachers have a great sense of history. They have lived through series of changes, sometimes
it seems to them coming back full circle. They see a problematic in the very structures which prove attractive
to their less experienced colleagues. For them the additional workload has been considerable and their
ambivalence about recent reforms is about the lack of consolidation, the constant revision and upgrading of
schemes of work, and the attendant paperwork.

“There’s no time for consolidation. When I came 4 years ago I had to focus on new A levels. Then it was
Key Stage 3, then it was GCSE and now it’s back to KS3. We never have time to consolidate and evaluate
what’s actually happening.’ (Head of Design and Technology, 10 years’ experience)

T've been a HOD for 12 years in 3 different schools. One of the major things for me is continually
having to upgrade schemes of work. I've just done that, then leave it alone. The national numeracy
strategy, as soon as they’d done that it was GCSE, then A level. Just leave it alone for a few years.’

(Head of Mathematics, 31 years’ experience)

It’s the time (recording targets) that gets you. The form filling in duplicate, triplicate. Where does it go?
What does it do? What happens to them? Why do we have to put them on a database that breaks down
and when they come back you can’t make head nor tail of them? I keep records for anyone to see them
but the duplication is crazy.’ (Mathematics teacher, 33 years’ experience.)

‘In some ways it’s OK because kids know what they need to achieve, but we do four assessments a year,
then I write them down in the mark book, then you’ve got to go on the computer and mark up every kid,
like kind of match them up. And then even if they’re on the computer you still have to do it again when
you get given the mark sheets. That takes 4 or 5 hours to do (per group). Then you’ve got to sit down
and talk to each pupil in every group you teach, you’ve got to look back and see where they were last
time and then work and talk with the student about setting (new) targets for them.’

(Head of History, 4 Years’ experience)

A teacher of 31 years’ experience wrote on his questionnaire form:

“The really grinding down aspect is continuous ever upward targets, continuous initiatives at KS3,
continuous pressure of exams, pressure from management. We get a constant kicking every day!’
(Head of Maths, 31 years’ experience)
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That these reservations about the use of their time stem from feelings that is not time well spent can be
illustrated by another account of the previous teacher’s willingness to make unstinting efforts when she felt it
benefited her pupils.

‘Last year we had the budget frozen for History. But you find yourself buying stuff out of your own
money. Like materials, pencils and just stuff you end up buying them yourself’.
(Head of History, 4 years’ experience)
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What is the Balance of Teachers’ Work?

The nature and balance of teachers’ daily work varies widely according to a range of factors — their subject,
their status and responsibility, their length of experience, the type of school they are in, and their own
personal and professional investment in the job. There are, nonetheless, common strands which run through
the work of teachers in secondary schools in the Third Millennium.

The official figure for directed time, including teaching and other work, comes to 1265 hours. The ‘typical’
teacher* in our sample has contact with pupils for 80 per cent of the school week (typically 20 out of 25
periods). A further eight to nine per cent of the teacher’s week is occupied with other teaching and
administrative related duties. A further four per cent may be added on for covering classes for absent
colleagues, giving a total of around 92 to 93 per cent of a teachers’ official day or week, leaving on average
two periods for their own use.

Other activities include meetings (one and a half to one and three quarters hours per week on average),
parents’ evenings (around eight per year), and INSET (in-service professional development) comprising about
ten days in the year.

Work outside directed time

A considerable proportion of teachers’ work falls outside directed time in ‘their own time’. Table 7 shows the
activities with teachers’ estimates of time spent per week on each respectively. The table, which excludes senior
management, shows mean, median and mode.

Table 7: Teachers’ estimates of average hours spent on different non-directed activities in the week
(excluding SMT)

Non-directed activity Mean Median Mode No. of
(hours) (hours) (hours) respondents

Preparing teaching materials/displays 6.1 5.0 5.0 194
Marking 5.3 4.0 2.0 191
Study support 1.3 1.0 1.0 147
Extra-curricular activity 1.6 1.0 1.0 146
Informal tutoring 1.0 1.0 1.0 150
Counselling pupils 1.2 1.0 1.0 150
Management/administration 3.6 3.0 2.0 176
Planning/discussions with colleagues 1.7 1.5 1.0 189
Informal discussion with parents 0.9 0.5 0.5 146
TOTAL time spent on activities listed 22.1 21.0 21.0 216.0

This table presents a complex picture. The final column (numbers of respondents) varies quite widely
indicating that some teachers did not respond to this question for reasons we cannot easily infer, but may
suggest that, as in the case of study support for example, that they have no involvement in that particular
activity. The mean, median and mode’® therefore need to be treated with some caution. The mean, which is
consistently higher than the other two measures, conceals the very wide variation, skewed by the minority
who invest more time in any given activity than their colleagues.

# Mean, median and mode for contact time are virtually identical.

5 In any series of numbers the typical score can be represented by several measures. The most commonly used is the mean or the average
score. Sometimes, depending on what the numbers represent, the median or mode is preferred. The median is the central value (or
middle score) when the scores are arranged in order from highest to lowest. The mode is the most frequently occurring score. When the
scores are distributed symmetrically above and below the mean (as in the normal distribution or bell shaped curve) then all three
measures will have approximately the same value. The bigger the difference between these three measures of central tendency the more
the distribution will be skewed towards one or other end of the number scale.
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Comparison by length of teaching experience tends to show few consistent trends across different age groups
except at the extremes. That is, newly qualified teachers tend to invest more time in non-directed activities
than those at the end of their teaching careers.

While only 18 per cent of teachers with less than five years experience say they spend 15 hours or less per
week on non-directed time, the figure for teachers with 30 plus years experience is 54 per cent. As the
numbers of teachers in each category are very small conclusions need to be treated with caution. The clearest
demarcation between recently qualified teachers and their more experienced colleagues is in relation to
preparation and planning (a mean of 8.3 hours for NQTs compared to the overall mean of 6.1). The mean for
those with 30 plus years of experience is 3.7 hours.

In relation to job descriptions there are no clear differences between different post holders. Senior managers
are, however, the exception to the rule; their non-directed activities markedly skewed to the upper end. As our
sample only included 12 members of senior management the survey data on their own tell a partial story, but
of the twelve who did respond, three claim to spend over 40 hours a week in non-directed activities, and
another four say they spend 31 hours plus per week in such activities, such as monitoring playgrounds,
corridors and lunch rooms, bus duty, patrolling in the community after school.

Preparation by subject

It is in relation to subjects taught that data show some of the clearest trends. Table 8 compares subjects in
relation to preparation, display and marking.

Table 8: Teachers’ estimates of hours spent in preparation/display and marking — by subject

Hours spent No. of Hours No. of
in preparation ) spent )

and display respondents marking respondents
English 5.9 33 6.2 34
Mathematics 7.5 28 6.1 27
Science 5.9 31 7.1. 31
Humanities 6.8 29 4.9 27
Modern Foreign Languages 6.7 25 5.7 25
Design and Technology 4.9 14 2.8 14
Creative Arts 3.8 35 2.6 34
ICT and Business Studies 6.8 18 5.0 18
SEN 8.0 2 6.0 2

While time spent on preparation appears to vary considerably by subject it is in relation to marking that the
three core subjects show the greatest investment of time, with Modern Foreign Languages close behind. Our
sample of two SEN teachers does not allow much room for definitive conclusion but the qualitative evidence
does throw some light on the extra burden carried by SEN staff.

‘I am luckier in some ways than my secondary colleagues. I don’t have homework to mark or lessons to
prepare in the same way. My stress is different. It is dealing with some of the very most difficult and
needy of children. Their needs are such that they can’t be met in a school without the very specialist care
and support they need. Many of the problems I deal with are home problems. Calling parents, what’s
gone well, what’s not gone well, keeping in touch with staff to make sure not just that the pupils are all
right but that staff are coping. Nothing is predictable. Not having a break or a lunchtime is hard. At least
I take less home than other staff, not in a physical sense but I do carry the anxiety and pressure.’

(SEN teacher, 20 years’ experience)
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‘Everybody seems to be doing so much more than they’ve got time to do. If I had more time I could go
into classrooms and observe the children that I'm advising on. Sometimes I don’t, I hardly know who
they are. I know them through their notes and through what people have said about them because I don’t
have time to go and observe them or meet them all which is ridiculous.”

(SEN teacher in a Middle School, 17 years’ experience)

Some subject teachers also carry less of a preparation and marking burden but this is to some extent
compensated for in other areas. For example, teachers of Creative Arts and Design and Technology invest
more time on extra-curricular activities (3.7 hours and 2.7 hours respectively compared with 1.1 for English,
0.85 for Maths and 0.83 for Science).

The time differential within any given subject area is, however, so wide as to make general conclusions

problematic. A comparison of Maths and Creative Arts teachers may serve to illustrate the point.

Table 9: Comparison of non-directed activities spent by teachers in two different subject areas
(Maths N=26, Creative Arts N=30)

1-5 6-10 11-15 16-20 21-25 26-30 31-35 36-40 40 +
hours hours hours hours hours hours hours hours hours
Mathematics 4 N S 3 1 4 4
Creative Arts 1 S 4 11 3 4 1 0 1

These wide variations appear to exist within and across schools, and analysis by school type shows an equally
mixed picture. Given the nature of our sample any generalisations would be invidious. The bulk of our
respondents were from comprehensive schools (72.9%). With a strong rider as to validity, the following
comparisons of three areas of work show wide differentials across different types of schools and raise
questions that may be worth pursuing further.

Table 10: Hours spent in three given activities by type of school

Admin Preparation Marking
N
hours hours hours
Comprehensive 4.2 6.2 4.6 154
Selective 1.9 4.4 7.6 22
Secondary modern 9.0 6.0 6.9 17
Special 9.1 8.5 2.8 10

Other activities mentioned by teachers included:

e Lunch duty

e CFPS coursework

e Research

e Detentions, planning, sorting & carrying out detentions and ‘chasing detentions’
® Developing machine skills for Inset

¢ Directing non-teaching staff

e Planning and curriculum development
* Mentoring new staff

* Monitoring of pupils’ progress

e Paperwork

e PGCE students

e Report writing/assessment

e School visit preparation

¢ Technician work
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Some of these activities will, it is hoped gradually disappear as changes to the Pay and Conditions document
are implemented. Some teachers acknowledged that they were now being relieved of the some of the more
menial tasks. However, it was also a question of capacity and goodwill, the capacity of a staff to achieve
everything within existing resources and the goodwill to volunteer and take up the slack for other staff and
absent colleagues. Its consequences can, however be far-reaching.

Marking time

While the numbers of respondents from secondary modern and selective schools are small, the above table
does suggest a tendency for the balance of work in selective schools to be weighted more towards marking
than administration, while the relatively low level of marking carried out by teachers in special schools is
matched by a high number of hours on administration and preparation. This table does, however, conceal a
fairly wide range of differences among teachers. We asked a number of more detailed questions about marking
in order to get a better picture of the range between and within schools. The number of hours teachers spent
per week in marking is shown in Table 11.

Table 11: Number of hours teachers spent per week in marking (N=215)

Number of hours Number of % of teachers
teachers
Less than 2 hours 16 7.4
2—4 hours 41 19.1
4-6 hours 67 31.2
6-8 hours 42 19.5
8-10 hours 15 7.0
More than 10 hours 28 13.0

The range in these reported figures is explained in part by subject taught. As Table 12 shows, English, Science
and Maths teachers report a heavier marking load than their colleagues in other subjects, while Creative Arts

has the smallest marking load. While there are some obvious central tendencies within subjects there remains

a range of differences within any given subject.

Table 12: Percentage of teachers and range of times spent per week in marking — by Faculty

Subject <2 2-4 4-6 6-8 8-10 10 + N
hours hours hours hours hours hours
English 10.8 27.0 27.0 8.1 27.0 37
Maths 3.8 19.2 50.0 3.8 7.7 15.4 26
Science 3.0 9.1 30.3 24.2 15.2 18.2 33
Humanities 3.8 3.8 46.2 34.6 7.7 3.8 26
l\giegr:‘a;:eign 4.0 28.0 28.0 20.0 4.0 16.0 25
Dand T 16.7 41.7 41.7 12
Creative Arts 28.1 37.5 15.6 12.5 3.1 3.1 32
ICT/Business Studies 5.9 23.5 23.5 29.4 5.9 11.8 17
All subjects 7.7 19.6 32.1 20.1 7.2 13.4 209
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Some further light is thrown on this when we look at teachers’ job descriptions. In Table 13 numbers are
small in all but two categories — main-scale teachers and Heads of Department — each with a relatively large
number of respondents. Comparison between these shows a marked degree of similarity both in the
differential range and in the percentage of teachers saying they spend more than eight hours a week in
marking — around 21 per cent and 26 per cent respectively.

Table 13: Percentage of teachers estimating hours of marking per week by job description

Job description <2 2-4 4-6 6-8 8-10 10 + N
hours hours hours hours hours hours
Advanced Skills Teacher 25.0 50.0 25.0 4
Head of Department 7.7 19.8 30.8 20.9 7.7 13.2 91
Head of Year 11.8 11.8 41.2 29.4 5.9 17
Main-scale teacher 6.8 20.3 31.1 16.2 6.8 18.9 74
Management 18.2 27.3 18.2 9.1 18.2 9.1 11
Whole school focus 11.1 55.6 22.2 11.1 9

Homework makes for home work

Homework proves to be a continuing and contentious issue. The amount of homework set each week varies

at different year levels and in different school contexts, although with few significant differences among
subjects. Overall there are clear trends as shown in Figure 2. What is perhaps surprising is that from Year 7 to
10 the modal amount of homework set is between 30 minutes and an hour but with a progressive increase
from year 7 to 11 in the percentage of teachers setting between 60 to 90 minutes.

Figure 2 Amount of Homework by Year Group

Time
(min)

Year 7 Year 8

Year 9

Year 10

Year 11

\ < 30 mins
# 30-60 mins
# 60-90 mins
i > 90 mins

Clearly the amount of homework set has implications for teacher workload, given the consistent research
finding (for example, MacBeath, 1986, 1991) that failure to mark or discuss homework has a negative
impact on pupil motivation and opens to question the purpose and function of homework. Teachers are
quick to acknowledge the dilemma, rendered particularly acute with the proliferation of other duties and

priorities.

‘Because of everything elsewhere 1 end up squeezing marking into whatever is left of lunch hour after
eating and marking at the same time but still taking home a couple of, two to three hours’ worth of
homework every night. As a school we are looking hard at this issue. We don’t want to sell pupils short
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but you need a life too. You can’t do everything and you have to weigh up what is most valuable and what
isn’t. I think we need to take a serious long hard look at the whole issue of homework.”  (English teacher, 8
years’ experience).

‘I try to mark a whole class work in one night but if I can’t get through it because I'm too tired it’s just
an extra burden for the next day. There is an expectation that we mark pupils’ homework, because in
order to improve, they do need the teachers’ input. The amount of time spent writing comments, though,
is not equal to the benefit pupils get. Often they don’t even bother to look at them.’

(French Head of Department, 4 years’ experience)

Surprisingly, little marking appears to be done in school. Even younger teachers without heavy administrative
responsibilities preferred to do marking at home if it couldn’t be accomplished during a free period.

‘I struggle to get marking done here (in school). Because I like to mark a whole class at a time and
because of interruptions you get all the time I find it easier to take it home and work for a couple of
hours to get it done.’ (Head of Science, 8 years’ experience)

It is the unpredictability of the school day, the unanticipated event, the constant interruptions that militate
against time for the important. The urgent drives out the important because it is the goodwill of teachers that
allows themselves to be diverted by other people’s immediate priorities.

‘Any non-contact time you’ve got you don’t know what’s going to hit you, so you can’t settle down to
marking. You get five minutes marking done in an hour.’
(Head of Design and Technology, 10 years’ experience)

You can’t sit down to it here. I sat down with Year 12 folders that I could get six done at home. I only
managed 3 here.’ (Head of Information Technology, 6 years’ experience)

Evenings at home and time at weekends, when not used for marking pupils’ homework, are usually devoted to
lesson preparation. On average, teachers interviewed said they did between one and a half and two hours of
work each evening. In English, and other subjects where essays rather than short answers were required,
marking and commenting on a set of scripts could take between three and four hours depending on the
number of pupils in the class. Weekends, usually Sunday afternoons or evenings, were devoted to doing what
remained to be done from the previous week and in forward planning and lesson preparation. Teachers
devoted, on average, three hours of their Sundays to these activities.

What is marking?

As ‘marking’ covers a multitude of possibilities we tried to get a more detailed picture of what marking
involved. For example, how much pupil work received a written comment as opposed to a tick or other more
cursory summative feedback? Thirty-two per cent of teachers at Key Stage 3 said that all pupils’ work was

Table 14: Extent to which work marked at KS3 is commented upon (% of teachers by subject)

None Some Most All N
English 5.6 50 44.4 36
Maths 26.9 61.5 11.5 26
Science 18.8 46.9 34.3 32
Humanities 7.7 34.6 57.7 26
Modern Foreign Languages 24.0 56.0 20.0 25
Dand T 8.3 41.7 50.0 12
Creative Arts 19.4 32.3 32.3 16.1 31
ICT/Business Studies 28.6 50.0 21.4 14
All subjects 3.0 18.7 32.3 46.3 203
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