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How to make teachers happy: |
An exploration of teacher wellbeing in the »
primary school context '

Annie Paterson & Robyn Grantham

Teacking is considered a high siress profession, being associated with negative ouicomes such as burnout. This -

is worrying given the links between teacher wellbeing and pupil academic performance and wellbeing. Ther -}
appears to be little existing literature that focuses on the faciors that support and maintain leacher wellbeing, -
and thus identifies a gap in the evidence base that this study aims to address. A strengths-based method,
within an ecological framework, was employed to explore teacher wellbeing. Phase 1 of the study involved
teachers from five primary schools from the same local authority completing the Glasgow Motivational and
Wellbeing Profile to establish an overall wellbeing profile for each school. The school with the most positive
wellbeing profile was selected for Phase 2, in which six teachers were invited to take part in a focus group to 52
explore the factors that foster and support teacher wellbeing. Themes generated from the results included the 3
importance of relationships, collaboration and the need for realistic perceptions of teaching, amongst others. k7
Limitations, areas for future research, and implications for educational psychology practice are discussed in
accordance with the findings. Results generated from the study, it is hoped, will inform fulure practice and
policy development in order to meet teacher wellbeing needs more effectively.

Keyrwords: teacher wellbeing; supporting teacher wellbeing; strengths-based; ecological framework.

‘Wellbeing is u massive issue — not just for us, but for everyone who cares about education.’
(Waison, 2014)

F IEWING EDUCATION and wellbeing
as separate entities appears to be an
historical notion, with a wealth of

literature and policy acknowledging the
importance of this relationship, for example,
Getting It Right For Every Child [GIRFEC]
(Scottish Government, 2008), Ewery Child
Matters (DIES, 2004) and White (2009).
These publicaiions formalise the role of
education regarding the wellbeing of the
child and young person. Contemporary
research is now demonstrating that teacher
wellbeing (TWB) has a potendally important
impact on student wellbeing and academic

{97.6 per cent) and prosocial behaviour
(98.5 per cent). It could be argued, there-;
fore, that whilst schools develop student
skills for life and work that ultimately lead to
measurable changes in children and young
people (Scottish Government, n.d.), the;
emerging evidence that teachers themselve
and their wellbeing are central to positiv
student outcomes, indicates an argument for i

working with TWB.

Defining wellbeing Al
Scholars and policy makers have researched &

performance. For example, a survey by Well-
being Australia (2011) of 466 educators,
highlighted the perceived relational links
between increased TWB, pupil wellbeing
and better academic cutcomes. Participants
also perceived wellbeing as an important
factor in promoiing student mental health

the concept of wellbeing thoroughly 1

recent years (Kahneman et al, 1999
Seligman, 2011; Stratham & Chase, 2010).:
White (2009) suggests such popularity is 1

only due to the emecrgence of positive,
psychology, but also because at an individual;
level, wellbeing seeks to connect mind, bodyl
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and spirit — thus rejecting the compartmen-
talisadon of people’s lives, However, given
‘the absence of theory-hased formulations of
wellbeing’ (Ryff & Keyes, 1995, p.719),
defining it is difficult; particularly as ‘the
essential features of psychological wellbeing’
(Ryff, 1989, p.1069) are not clear. As a result,
wellbeing is ‘a complex, muliifaceted
construct that has continued to elude
researchers’ (Pollard & Lee, 2003, p-60}.
Without a clear understanding of wellbeing,
researchers are unsure about measurement,
as well as how the resulting data may be
interpreted.

In the interest of untangling and amalga-
mating some of the key themes from
previous research that led to various theories
of wellbeing, (for discussion, see Brickman &
Campbell, 1971; Cummins, 2010; Hendry &
Kloep, 2002; Herzlich, 1973). Dodge et al.
(2012) proposed a new, universally appli-
cable, definition of wellbeing. Put simply,
wellbeing appears to be ‘the balance point
between an individual’s resource pool and
the challenges they face' (p.230).

According to Dodge et al. (201%2) the
resource pool constitutes an individual's
social (e.g. socioeconomic status), psycho-
logical {e.g. antonomy; affiliation, 2 sense of
connectedness; agency; beliefs about compe-
tence) and physical assets. While being finely
balanced, the definition implies that as a
result of challenge, a person is internally
driven to adapt their resources to return to a
set point for wellbeing (see Figure 1).
However, if one does not have enough
resources or faces too many challenges, the
seesaw dips, along with levels of wellbeing.

While providing a tangible and opera-
tionalised concept, the definition does not
account for other factors that could, essen-
tally, act as a resource or challenge for an
individual —~ such as environmental or
economic factors. La Placa et al. (2018),
aware of this limitaton, further suggested
that the definition of wellbeing should not
be confined to one domain — individual
subjectivity - but also take into account the
wellbeing of “family, community and society
as a whole’ (p.116). Thus, the authors high-

Figure 1: Definition of wellbeing illustrating 'set point’ resulfing from the balance
between resources and challenges (adapted from Dodge et al., 2012).

Resources
Social
Physical
Psychological

Challenges
Social
Physical
Psychological
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lighted the need to consider wellbeing
ecologically; holistically taking into account
all effecting factors in all possible domains.

Nature of teacher wellbeing
When examining TWDB, research has tended
to emphasise teachers’ emotions, feelings
and self-perceptions relating to their
working lives (Bricheno et al., 2009). Such
perceptions have frequently been associated
with Factors such as work stress or job satis-
faction, with measurements of TWB tailored
to this assumption. It is not surprising then
that existing literature also tends to assume a
problem-based approach in examining
TWB, focussing predominantly on negative
outcomes for teachers, including burnout
and retention issues (Galand et al., 2007;
Taris et al., 2004; Watson, 2014). Such inves-
tigations seem warranted considering a
House of Commons {2004) report found
rates of teachers leaving the profession were
around 20 per centin the first two years and
50 per cent in the first five years post-qualifi-
cation. Furthermore, education staff were
found to experience high levels of anxiety
and stress-related health problems (Jeffcoat
& Hayes, 2012), a finding that also held
consistent in comparison to other profes-
sions, such as occupational iherapy
(Saaranen et al., 2006). However, the study
was smallscale and so findings may not be
representative of the general population.
Nonetheless, it is evident there are real and
substantial factors that produce negative
outcomes for TWB.

However, while much literature (e.g.
Galton & McBeath, 2008; Taris et al., 2004)
has examined the sources and consequences
of stress within the teaching environment,
there is a lack of theoretical underpinning to
explain and better understand these obser-
vations (Taris et al., 2004). Therefore, there
appears to be a need to nse psychological
theory as an underlving framework from
which clearer and more informed interpre-
tations of such findings can be explored.
Consideration of a strengths-based rather
than a deficit model may be more productive

in fostering and supporting positive TWg !
{Roffey, 2012).

Ecological view of teacher wellbeing /
Considering the multitude of factors that *
can influence TWB, it is logical to utilise an, 4
ecological perspective when exploring TWR, i
Ecological Systems Theory, as developed by
Bronfenbrenner (1979), aims to place an 5
individual's development within the contexy |
of their immediate environment, as well ag
the wider societal and cultural context. The 5
framework allows for in-depth under i3
standing of the ways in which environmental %
factors, and the relationships between these,
interact in a reciprocal manner to influence
behaviour, beliefs and values.
At the microsystem level, TWB htemture
highlights the impact of teaching as a high-¢
pressure occupation; potentially causing great =
emotional and psychological stress which may 2
result in teachers prematurely leaving the'
profession {Kyriacou, 2001}. One such source
of increased stress was highlighted in a study
examining the impact of school violence on’
teacher professional disengagement. In af
study of 487 teachers in Belgium, Galand et;
al. (2007) found that verbal victimisation and
low-level continuous disruptive behaviour had
a strong negative impact on TWB, even more;;
so than physical aggression towards teachers
due to the increased frequency of such behav—»
jour, resulting in increased anxiety and;
depressive symptoms. The authors suggcstedﬁ
that daily lowlevel disruptive behaviour was’
an important factor for teacher burnout and
disengagement. Neuropsychological research
suggests that excessive stress is not only assoch;
ated with poorer performance, but also bas
significant effects on the brain, for example:
degeneration of the hippocampus (Michie &
Cod\croft, 1696).  Considering  the
hippocampus plays a significant role in
memory, it may be reasonable to speculatt
that highly stressed teachers may have 1
access to their knowledge-base and, subse
quently, are less able to adapt and modlf
their practice according to children’
differing needs and evolving teaching pra

sim‘ﬁ;'mﬁmtrz
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ices. Positive TWB, therefore, may play an

mportant role in allowing teachers’ to be

gexible in fulfilling their duties within the

classroom.

In taking a qualitative approach o exam-

ining TWB, Roffey (2012) refers to relational

‘aspects of wellbeing that involve building
respectful and supportive school communi-
des, developing prosocial values and
wroviding a safe environment. Roffey
uggests that it is the highly relational
omponent of teaching that has a significant
mpact o TWB. Teachers are involved in
round 1000 interpersonal contacts every
day (Holmes, 2005), therefore Roffey
suggests it is the quality of contacts that
maintains or breaks TWB. Specifically,
Marzano (2003) found that teachers with
more positive and higher quality relation-
ships with pupils experienced significantly
less discipline related issues compared with
‘colleagues. This suggests that amicable inter-
‘actions with pupils allow teachers to feel
ood zbout their job and supports TWB
Taris et al., 2004).

Gibbs (2011} found systemic influences
elating to TWB, suggesting that TWB can be
nfluenced at the exosystemic and/or macro-
systemic levels. In an examination of work-
exchange relationships, Taris et al. (2004}
found that where teachers experienced
inequity in organisational exchange relation-
ships, that is, the relationship and expecta-
‘tions one has with employment organisation
in terms of workload and pay, etc., they may
‘be more likely to decrease their commitiment
and  experience emotional exhaustion.
However, the authors noted that findings
‘were not static over time, perhaps high-
ighting the dynamic nature of human rela-
tionships, as well as access to and utilisation
of potential coping strategies to rebalance
unequal relationships.

In Scottand, current legislation and
policy provide the context to support
teachers in providing a high quality educa-
tiona} experience for their pupils (e.g.
GIRFEC and Curricutum for Excellence; see
Www.govscot for more

(1979, aims to pla
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However, the introduction of such policies
has also increased societal expectation of
teachers to produce successful learners,
responsible citizens, confident individuals
and effective contributors. Such elevations in
the perceived accountability of teachers may
result in increased pressure, which nega-
tively impacts on TWB (e.g. House of
Commons, 2004; Kyriacou, 2001). Further
research is required to confirm these
assumptions. However, TWB is not exclu-
sively affected by work-related influences,
and individual issues may also play a part.
A large proportion of variance in TWB
(38 per cent) is associated with individual
influences (Galand et al., 2007).

Existing literature has shown that a
variety of factors appear to be detrimental to
TWB. The interconnectedness of factors and
outcomes for both teachers and pupils may
mean that what is in the best interests for
students in terms of wellbeing, may also be
for teachers, or vice versa. There appears to
he limited evidence on the factors that foster,
support and maintain TWB, thus presenting
a gap that the present, small-scale,
exploratory study considers. That is, using a
strengths-based approach within an eco-
logical framework to explore factors

contributing to positive TWB.

Research study
The study presumes an idealist perspective as
it considers TWB to be a mentally
constructed concept that is immaterial and
intangible {Macionis, 2012}. TWE is not
considered an observable behaviour or phys-
iology that is quantiﬁable; instead it is
dynamic and changes over time. Construc-
dons of TWB are perhaps variable within
cultures and between educational establish-
ments themselves, with knowledge of TWB
created by social groups rather than individ-
vals (Kubn, 1970). Ereaut and Whiting
(2008, p.8) suggest:
Wellbeing is essentially @ cultural consiruct
and represents a shifting set of meanings ~ well-
being is no less than what a group or growps of
people collectively agree makes a ‘good life’.”

> Child Psychology Vo - Educational & Child Psychology Vol. 33 No. 2
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This, however, does not mean that individ-
uals do not have their own ideas of TWB, but
their ideas are shaped by the social context
around them, that is, the school or wider
commurnity. For example, in a given society,
a depressed person may be viewed as
mentally ill and perhaps even stigmatised
with little support in the community. In
another society, this person may be
normalised, accepted and well supported.
This study, therefore, is seeking to explore
the shared understanding of TWB and the
factors that may support and promote it posi-
tively (Warmoth, 2000). An ecological frame-
work allows the identification of positive
influences on TWB at different ‘levels’ as
outlined by Bronfenbrenner (1979}, while a
qualitative approach to collecting and
analysing data aims to gain a detailed under-
standing of what promotes and supports
teacher wellbeing among a group of
teachers.

Method
The investigation was implemented in two
phases. Phase 1 involved participants from six
primary schools within one Local Authority
(LA) completing the Glasgow Motivational
and Wellbeing Profile (GMWP; developed by
Glasgow Educational Psychology Service,
Appendix 1). This provided a profile of well-
being for each school — highlighting levels of
affiliation, agency and autonomy, as well as
how healthy and safe participants felt within
their team. Six schools were selected using the
Scottish Index of Multiple Deprivadon (SIMD;
http:/ /www.govscot/simd) to provide a repre-
sentative sample within the LA. One school
chose not to participate and due to time
constraints  another school was not
approached. In total 34 teachers (with varied
lengths of service) from five schools took part
in Phase 1. By collating the GMW?P scores for
teacher’s individual profiles, wellbeing profiles
for each school were generated.

The school presenting with the most
positive results for TWB was selected for

Phase 2. A strengihs-based discussion of |
factors supporting TWB was considereg
more likely in a school where staff felt more
supported and presented a more positve
wellbeing profile. Participants were not -
made aware of this requirement in order tq
encourage honesty and prevent potentia]
bias skewing the data. Phase 2 involved five
participants from School B voluntarily taking .
part in a semi-structured focus group (which
included four focused questions, see
Appendix 2) to generate hypotheses and,
therefore, explore factors within the school
and wider society that support teachers in '
developing positive wellbeing. It was felt
important to initially establish the group’s
collective interpretation of wellbeing in -
order to develop a definition of what well-
being meant to the group. This provided a !
platform for discussion of factors that could
promote positive TWB according to this
group of teachers across the levels of the
ecological model. Data gathered from Phase
2 of the study was transcribed and analysed
by Tboth researchers simultaneously,
according to Braun and Clarke’s (2006) six
phased thematic analysis methed, to
increase rigour.

Results

The number of GMWDPs returned differed
between schools: School A {N=4}, School B
(N=9), School C (N=b), School D {N=7),
School E (N=9). Results generated provided !
a profile of wellbeing for each school.

As demonstrated in Table 1, only small
differences were apparent between schools
with regard to their overall wellbeing score; '+
and had the study not been subject to time
restraints, all schools could have been :
approached for Phase 2. This could result’
from the small sample size, or being -
governed by the same LA policies and prac-
tices. Nonetheless, School B presented with
the highest overall wellbeing score in
comparison to the remaining four schools.
Thus, School B was selected for Phase 2.

L nihdmstrie e S
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Table 1: Average ratings for affiliation, agency, autonomy, and feeling healithy and safe

ing TWB wa between five schools in LA X. Range of possible scores for each area was 1 to 6,
s ¢C

school Where staff £ with maximum overail welibeing score being 30.
Fresented a more’ Affiliation Agency | Autonomy - | Autonomy - | Healthy Overall
e Participants negotiating 1 expressing and safe wellbeing
1is requirement i score
S al

dtzta nlfhazze;em ) 4.82 4.87 495 4.25 4.1 22.90
School B Volu;‘t‘;’:ﬂ 472 5.03 4.97 431 4.03 23.06
Actured focng grou 452 4.96 5.04 4.32 3.56 22,40
focused questio; 4.65 4.4 4.31 4,34 3.67 21.38
generate hypothe: 438 4.86 5.05 4.22 3.88 22.39
e factors within th

tally establish the:
retation of welI‘
2 definition of w]

ablishing a shared understanding of

wcher wellbeing

gure 2 (overleaf) summarises key phrases
ed by this group of teachers when asked
at does TWB mean to you?’ in the focus
oup. Key themes were associated with affil-
fion, agency and autonomy, as well as
eling healthy and safe. Therefore,
searchers grouped participants’ responses
nder the categories used in the GMWP.
The following findings summaries
lemes and sub-themes generated in Ques-
s 2, 3 and 4 of the focus group.

s across the level:

§ transcribed and:
archers  simulta
i and Clarke’s (2
¢ analysis t

School A (N=4),

(IN=5), School D
‘esults generated y
ing for each sch

t microsystem level two themes emerged —~
rstly, relationships and positive communica-
1 within them; and secondly, the need for
ollectivist culture that promotes a positive
thool ethos. There were sub-themes
ncerning collegiate relationships, collabo-
ion, social support (“..the biggest support
work I've got in the school are other members of
iaff’), feeling valued, respected and
luded, as well as access to independent
Vocacy (‘to kind of know that [the advocale is]
Te... that’s really, really helpful’).

hools could h
hase 2. This coul
sample size, o1
une LA policies an
School B presen
-all wellbeing s
: remaining four:
s selected for Phas

~ relationships and positive
Mmunication within them; the impor-

wld Psychology Vol..

tance of a worklife balance; and lastly the
media. These themes were developed from
sub-themes including relationships with
parents {T¢’s really nice to get that kind of positive
Jeedback [from parents] when you work so hard
for it’) and the need for realistic representa-
tions of the teaching profession on television
or in newspapers.

Sacietal atiitudes and beliefs fostering and
supporting TWB

Three themes emerged at the macrosystem
level — being ftrusted and respected by
members of society (%..we doubl ourselves
enough in this profession — Am I doing enough?
Am I meeting that child’s needs?’ without society’s
Judgemenis); the existence of positive percep-
tions of teaching as a profession; and finally,
an awareness and recognition of the
teaching role. Participants felt that policy
and legislation was ‘.. nof logistical — and if
you think about how we teack, and how we plan
our teaching, it’s always responsive to the needs of
what’s in front of us.’

Discussion

The present study explores factors that
appear to support and maintain TWB within
Primary Schools in one LA in Scotland.
A swrengths-based approach was used to
gather rich information firsthand from
teachers working within this environment.
The multifaceted nature of TWB, as high-
lighted by existing literature (Bricheno et
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Figure 2: Summary of themes (and sub-them
were asked to devise a shared und

es} generated when participants
erstanding of TWB (Q1)
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al., 2009; Taris et al., 2004), indicated thar
investigations conducted within an ecolog-
ical framework (Bronfenbrenner, 1979y,
enables consideration of influential factors
across different levels. Identified themes did
ROt occur in isolation and were relevant and
meaningful across levels, as well as within
levels, for example, social support from
peers (microsystem) may create a more
equal work-life balance {exosystem) that
increases feelings of agency, that promotes
Ppositive wellbeing (individual). Factors
considered to foster and support wellbeing
n this study, therefore, seem 1o interact
across levels. One should, therefore, be
mindful when interpreting results, as well as
when developing wellbeing policies and
strategies within educational contexts as the
impact has the potential to transcend levels,

Secial suprport within school

Teachers identified a level of trust and open-
ness within collegiate relationships, which
facilitated an emotional outlet for frustra-
tions, anxiecties and worries, including
managing chailenging behaviour. Consid-
ering consistent low-level disruptive behav-
iour displayed by pupils on an everyday basis
has been suggested as having a significant
detrimental impact on TWB (Galand et al,
2007}, it may be that social support has a
positive influence on TWB through simpy
feeling one has another to confide in. The
idea that ‘a problem shared is a praoblem
halved’ may be useful in neurobiological
terms too — giving teachers the Opportunity
to ‘offload’ negative thoughts and release
feelings of stress and anxiety, may contribute
te a reduction in cortisol, which in tum may

96

Educational & Child Psychology Vol. 33 No. 2




when participants

WE (Q1), rotect the brain from the damaging effects

of severe stress (Michie & Cockeroft, 1996).
preserving cognitive functioning in this
anner may further allow teachers to he
ore receptive and adaptive to demands in
the classtroom as they are more able to cope
vith challenges. However, further explo-
tion is required before such assumptions
an be confirmed, and so may be a potential
irection for future research.
S Positive relationships with colleagues also
g vakid ilowed teachers to have constructive discus-
_ sions in negotiating workload when working
ollaboratively. Achieving optmal worlk-life
alance in this respect was considered essen-
T tial in maintaining positive wellbeing
sparting otbars i through allowing teachers time to unwind at
LT home through activities like relaxation and
exercise. School B teachers explicitly stated
being able to work this way was not only reas-
suring, but it actually developed confidence
and reduced anxiety. Thus, social support
from colleagues may act as a protective
factor against some stresses and adversities,
especially with regard to workload (van Dick
& Wagner, 2001). The delicate balance and
management of workload was highlichted in
Phase 1 also, with all schools scoring lower
on the healthy and safe component specifi-
cally regarding the work-life balance state-
ment. While it should be recognised that the
. apparent consistency between Phase 1 and
Phase 2 may be attributed to participants
being a repeat sub-sample, it could be an
important area for further exploration, as
there may be implications at governmental,
LA and school levels.

Importantly, it was not only other
ieachers who were considered an integral
part of the social support network in School
B; participants highlighted the role of posi-
tive relationships with Senior Management
Team (SMT) and wider support staff,
Previous research has identified that
teachers responded positively to having their
strengths recognised by SMT (Roffey, 2012),
with such a desire for this kind of feedback
highlighted by participants in Phase 2,
Therefore, it may be reasonable to interpret
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this as potential support for incorporating
strengths-based practices into school systems
as a means of promoting and maintaining
TWB. For example, Video Enhanced Reflec
tive Practice has been highlighted as a tool
for providing positive feedback and devel-
oping skills that increase self-esteem and
confidence (Strathie et al,, 2011). If such an
approach is embedded into school ethos it
may manifest in boosting the collectivist
culture of the school team, which in tarn
may create a more supportive and nurturing
environment for both staff and pupils.
Therefore, perhaps more focus on cele-
brating the successes of teaching and the
school team are needed, which may be an
important consideration for SMTs.
Relational quality, and associated social
capital, is a major factor in teachers’ well-
being and resilience. Roffey (2012) found
similar associations for pupil wellbeing,
perhaps suggesting that happy teachers
therefore, produce happy pupils and vice
versa. However, considering the highly influ-
ential status of teacher-pupil relationships on
TWB, this was not a particular focus of the
present study, rather discussions more
focused on collegiate support. One explana-
tion for this somewhat differential finding
may be that social support networks within
School B mitigated the negative impact of
challenges faced by teachers, such as disrup-
tion within the classroom. This highlights
the dynamic nature of coping strategies,
which, according to Dodge et al’s (2012)
definition of wellbeing, would suggest that
individuals may have access to a bank of
different resources, such as trusting colle-
giate relationships, positive teacher-pupil
relationship or optimal worklife balance, to
help them overcome challenges. Such an
explanation may account for the inconsis-
tent findings of Jeffcoat and Hayes (2012),
who found variations in levels of TWB
between time points. An understanding of
the way in which multiple mechanisms
support and maintain TWB, particularly
through social support networks, may be
essential for school management when
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implementing interventions or policies to
support TWB, Further research is needed to
inform and create a more concrete frame-
work as a guide to support such planning.

Wider societal perceptions of the teaching
profession

Teachers in School B related positive percep-
tions of teachers as hard-working profes-
sionals in their own right to increased
feelings of respect and appreciation.
However, there appeared to be much
consensus amongst participants that more
work was required in order to cultivate such
attitudes. It was suggested that more pro-
active consultation from policy-makers
would allow teachers to feel listened to and
valued at governmental levels, so that
proposed policies may more realistically
reflect the needs of teachers in the class
TOOIM.

According to ‘Taris et al. (2004), if
teachers feel valued in this respect they may
be more likely to have positive organisational
exchange relationships,
decreased emotional exhaustion and
increased commitment to the LA, thus
reflecting more positive TWB through
increased feelings of affiliation and agency.

Staff welfare is vitally important if
teachers are expected to support some of
Scotland’s most vulnerable children. After
all, an individual must have a substantial
level of wellbeing if they are to support
others effectively (Bricheno etal., 2009). Itis
clear that there are countless factors that
promote TWB, all of which are not discussed
here. However,

resulting in

the outcome of this
exploratory study has created an opportunity
to begin a strengths-based dialogue that
more successfully utilises factors that foster
and support TWB in producing effective
practices and policies at school, govern-
mental and societal levels.

The expectations and ideals of current
society somewhat dictate that teachers are
expected to do much more now than simply
‘teach’. In some circumstances, teachers may
be expected to take on roles that may usually

be associated with social workers, psycholo-
gists, counsellors, and perhaps even the
police, in order to meet the needs of thejr
pupils (Bricheno et al., 2009). Assuming that
teachers are associated with increased respon-
sibility and accountability can lead tq
common misconceptions of their role,
Increased pressure that is potendally associ-
ated with such exaggerated expectations or
distorted views of teachers’ working condi-
tions may be detrimental to TWB. For
instance, teachers’ complaints or worries
regarding low-level disruptive behaviour may
be dismissed by the general public and
deemed invalid or insignificant, which of
course, as the research suggests, is a
misplaced perception. Galand et al. (2012)
actually found a strong megative association
between such behaviour and TWB, more so
than that of physical aggression towards
teachers. Interestingly, participants in the
present study highlighted the potental role
of the media in assisting fostering and main-
taining TWB through producing coverage
and documentaries that accurately represent
the teaching role. Existing literature appears
not to have as yet explored this frontier,
however it appears to be an important consid-
eration when taking a holistic view of TWB.

Limitations

While the study is an insightful exploration
of the factors that foster and maintain TWB,
there are a number of limitations io
consider. The use of the GMWP as a measure
of wellbeing may be problematic as the
validity and reliability of the tool is stili to be
established. However, it should be noted that
findings from the questionunaire appear to
align with that of the focus group. For
example, overall the ‘healthy and safe’ {ield
of the GMWP, which considered being
supported by others in the team and being
cared about in work, achieved the lowest
ratings across all five schools. This feeling
was mirrored in the focus group where
participants identified the need to access
external advocacy to support wellbeing.
Therefore, a lack of support was highlighted
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- acts to triangulate findings, and may support
- the validity of the GMWP as a measure of
- TWB. Of course, further research is required
~ to confirm this assumed robusimess.
- Additionally, it should be recognised that
 the themes generated in Figure 2 may have
been deducted from prior exposure to the
GMWE. For example, completing the GMWP
before participating in the focus group, may
have influenced the type of responses given
and, therefore, participant’s conceptualisa-
ton of TWB. This explanation could also be
applied to the analysis of data, where
researchers grouped participant’s responses
under the categories of the GMWE. This
" could be understood as bias, and so caution
should be taken when interpreting findings.

In only including teachers in the study
the research risks being exclusive. Schools
are made up of many other individuals, such
as specialist support teachers (SST), who
make valuable and significant contributions
to teachers and pupils. This was particularly
evident in the present study where teachers
felt SSTs were an integral support for their
wellbeing. Therefore, it seems important to
consider the wellbeing of the whole staff
team, rather than just one role within that —
again providing an opportunity for future
research.

Finally, the use of differential definitions
of wellbeing contributes to a lack of general-
isability of findings to other schools. This
means caution should be taken when inter-
preting findings, as one cannot assume that
they are applicable to all schools. This high-
lights the importance of considering the
context for deriving meaning from intan-
gible concepts like ‘welibeing’. A considera-
tion may be when schools design policies
and frameworks to foster and promote TWB
that they must first establish what this
concept means to them as a collective
culture. After all, as Ereaut and Whiting
(2008) suggest, wellbeing is no less than
what a group of people agree it to be, and so

s an issue that plagues wellbeing research as
a whole.
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Implications fcr educational psychology
practice

The present study raises a number of issues
for educational psychology practice. Firstly,
there is a risk of psychological services
becoming reactive rather than proactive,
perhaps through a tendency to focus on the
need of individuals rather than the team as a
whole. In other words, work is deemed a
priority for EPs when systems are failing,
rather than working to prevent issues before
they oceur. Such an approach may limit work
for many EPs who have skills and expertise to
work at a systemic/preventative level. There-
fore, one key role for EPs may be in over
seeing effective creation and implementation
of policy in order to avoid a notion of putting
‘fragmented initiatives onto existing systems’
(Spratt et al,, 2006, p.14). This may ensure
that TWB is considered a priority and taken
seriously at the systemic level.

Additionally, EPs may have an important
role in promoting the positive wellbeing of
teachers as well as children. TWB has been
cvidenced o influence both the academic
performance and wellbeing of pupils (Roffey,
2012), thus maintaining and supporting
teacher wellbeing could be considered
capacity building in itself. This highlights the
EPs’ role as not just about focusing on young
people with Additional Support Needs, but
about improving the links between education
and wellbeing for all.

Finally, having an expertise in psycholog-
ical theory and intervention means that EPs
are in a unique position to model and
promote social and emotional literacy in all
school relationships. The ability to impart
knowledge and understanding of the impact
of TWB may help school leadership in iden-
tifying a vision for the school, but more
importantly ways to achieve that vision.
However, such advantages of the EP’s role
may be more difficult for EPSs that provide
only a consultation-based delivery model. In
this case, direct EP contact with schools is
greatly reducing meaning opportunities for
developing and maintaining good relation-
ships with schools may be affected. This may
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be especially pertinent at a time when the
value and contribution of the EPs’ role is
under increased scrutiny.

Conclusion

Research suggests that teaching is a high
Stress occupation, associated with a number
of negative outcomes (Bricheno et al., 2009).

However, this is not specific to teaching and

Can - occur across many professions,

suggesting there is great importance For
increased awareness of the factors that shape
wellbeing in general. Due to a gap in existing
literature, a strengths-hased approach was
employed within an ecological framework to
gain a deeper understanding of factors that
positively, rather than negatively, impact
TWB. The present exploratory study has
shown there are many influences across the
levels of the Bronfenbrenner model that do
so. For example, promoting positive commu-
nication within relationships; creating a
collectivist culture; promoting a positive
school ethos; and, using media io portray the
teaching profession of today realistically and
positively. While the study has indicated »
number of factors that support TWE, future
research is required to explore tangible
methods in which TWB can be improved
through such factors, It is hoped that results
generated from the present study will inform
future practice and policy development in

order o meet TWB needs more effectiveyy,
However, the dynamic nature of wellbeing 54
a concept has been highlighted to have
significant implications for such considera.
tions. For instance, the present study foupg
great importance in establishing a shared |
understanding of TWB amongst participans
i order to better create a platform fromy
which potential strategies or polictes may be .
derived. Therefore, the lirnitations of the
study, particularly in terms of the small-
scaled nature and variable definitions of :
wellbeing, mean that findings are tentative
cannot be generalised across the primary
school sector in Scotland. Thus, it is
apparent that the conundrum concerning
‘how to make teacher’s happy’ is one that is
still in the early stages of exploration, but is
nonetheless essential in creating the best
educational environment possible for Scot-
land’s children and young people.
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Appendix 2: Focus Group Questions.

What does the term "teacher wellbging’ mean to you?

What are the factors that support and promote TWB in the school context,
and how do they do that?

What wider factors support and promote TWB - for example, out with a school context?
How do societal aititudes and beliefs contribute to supporting teacher wellbeing?
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