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Education Committee Inquiry: Every Child Achieving and Thriving White Paper
This submission is from Prof Steph Ainsworth, Dr Claire Agius, Dr Carrie Adamson and Dr Jeremy Oldfield (Faculty of Health and Education, Manchester Metropolitan University).
It draws on findings from a three-and-a-half-year ESRC-funded research project, Decentring the ‘Resilient Teacher’, conducted in partnership with Education Support and the National Education Union. The project explored the factors that influence teacher resilience and the possibilities for better supporting teachers to thrive:
· A national survey of 2,943 teachers in England; and
· Collaborative research with eight case-study schools, where school-level interventions to promote teacher resilience were co-developed and evaluated.
The evidence includes survey data from 2943 teachers, pre-intervention interviews with 103 teachers and school leaders, resilience planning meetings with 25 school leaders, and post-intervention interviews with 85 teachers and leaders.
Together, these findings provide robust evidence on the factors most likely to influence teacher resilience. Our findings are relevant to the proposals that aim to address teacher workload, wellbeing, and job satisfaction across the school workforce, given that workload is a key risk to resilience and job satisfaction are considered to be outcomes of resilience (Ainsworth & Oldfield, 2019; Ainsworth et al., 2026a).
Below we briefly outline the key findings of our research before exploring their relevance to the proposed reforms.
Quantitative survey findings 
1. We conducted a quantitative survey of 2943 teachers in England exploring the relative importance of a broad range of factors as predictors of three resilience outcomes (Ainsworth et al., 2026a). The tables below show the top six predictors of teacher wellbeing, job satisfaction and burnout. The shading indicates whether the predictors relate to individual level factors – characteristics or behaviours of the individual (unshaded), or contextual level factors – characteristics relating to the school environment (shaded).
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Table 1. Key predictors of teacher wellbeing, job satisfaction and burnout
	Wellbeing
	Job satisfaction
	Burnout

	1. Self-esteem
	1. Conflict between beliefs and practice
	1. Workload

	2. Self-care
	2. Workload
	2. Conflict between beliefs and practice

	3. Workload
	3. School culture
	3. Support from colleagues

	4. Optimism
	4. Leadership practices
	4. Self-esteem

	5. Emotional intelligence
	5. Support from colleagues
	5. School culture

	6. Emotional stability
	6. Self-esteem
	6. Leadership practices



2. Wellbeing was most strongly associated with individual level factors (with the exception of workload); whereas, job satisfaction and burnout were more strongly associated with contextual level factors (with the exception of self-esteem). Strikingly, the top six predictors of job satisfaction and burnout were the same, albeit in a slightly different order. It is also noteworthy that self-esteem and workload were important predictors of all three resilience outcomes. 
Implications of the survey findings for the proposed reforms
3. Our findings show that the factors influencing teacher wellbeing, job satisfaction and burnout differ, highlighting the need to move beyond a narrow focus on wellbeing and towards broader notions of teacher thriving (Ainsworth et al., 2026a). The White Paper's emphasis on both wellbeing and job satisfaction is, therefore, welcome.
4. Our findings support the White Paper's focus on reducing workload, creating positive school cultures and promoting effective leadership. Workload was a significant predictor of all three outcomes, while school culture and leadership were important predictors of job satisfaction and burnout (Ainsworth et al., 2026a). 
5. The data also point to additional priorities. At an individual level, factors such as self-esteem, self-care and emotional resources are associated with wellbeing (Ainsworth et al., 2026a). The coaching and mentoring support proposed as part of the reforms could potentially promote some or all of these factors, but a 
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clear logic model would need to be developed, given that coaching and mentoring can take various forms depending on the aim of the practice. 
6. At a contextual level, value conflict (the gap between teachers' professional beliefs and practice) emerged as a particularly important predictor of job satisfaction and burnout, alongside support from colleagues (Ainsworth et al., 2026a). This suggests that workplace reforms should also address common sources of value conflict, which are discussed below in the context of our case study findings.
Case study findings relevant to the proposed workforce reforms in relation to wellbeing and job satisfaction
7. We worked with eight schools to identify feasible approaches to improving teacher resilience. Teachers and leaders highlighted two key approaches: fostering self-determination and adopting "work-smart" practices (Ainsworth et al., 2026b). Analysis of 69 group interviews suggested that teachers' wellbeing and job satisfaction depend on fulfilling the three core psychological needs identified in self-determination theory: autonomy, competence and relatedness (Ryan & Deci, 2000). In practice, this meant helping teachers feel valued, supported, connected, capable, effective, heard and trusted (Ainsworth et al., 2026b).
8. "Work-smart" approaches included managing the scope of work, redesigning work processes, and redistributing demands and resources (Hansen, 2018; Ainsworth et al., 2026b).
9. Details of concrete school-level strategies for improving teacher resilience by fostering self-determination and implementing work smart practices are provided in our recent publication (Ainsworth et al., 2026a). They are also explored in further depth within our freely available, interactive, online teacher resilience toolkit, co-developed with schools and other stakeholders.
10. Importantly, teachers and leaders consistently emphasised that school-level efforts were constrained by wider structural challenges, including a high-stakes accountability system, assessment and data pressures, insufficient funding and staffing, and a crowded curriculum that limits teachers' ability to adopt the pupil-centred approaches that drew many into the profession. Across all case study schools, there was strong agreement that improvements in teacher wellbeing and job satisfaction would be limited without broader structural reform (Ainsworth et al., 2026b). 
11. Key structural changes which teachers and school leaders called for included: radical form to the inspection system towards a collaborative model of school improvement that is supportive rather than punitive; a more flexible, less 
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crammed curriculum, allowing teachers to adopt a more inclusive, humanistic, less pressured approach to teaching; and increased staffing to adequately resource support for SEND provision and allow sufficient slack in the system to cover staff absence (Ainsworth et al., 2026b). 
Implications of the qualitative case study findings for the proposed reforms
	Reducing workload
12. Our research suggests that the White Paper’s focus on supporting schools to share good practice in relation to reducing workload are likely to be impactful. Teachers and leaders reported finding it useful being able to share challenges and strategies across the project with one another (Ainsworth et al., 2026b). They also reported finding it helpful to consider the three categories of ‘work smart’ approaches introduced above: work scope, work redesign and redistribution of resources and demands. 
13. It is important to note that our findings demonstrated that strategies being used in one school cannot always be easily translated into another (Ainsworth et al., 2026b), and therefore the focus on sharing good practice around workload reduction is not likely to be a panacea. For example, while the primary schools successfully implemented off-site PPA, the secondary schools in our study indicated that this was not possible because of timetabling constraints. 
14. Crucially, both teachers and leaders indicated that in the absence of broader structural changes, there were no easy answers to reducing workload:
“It's so hard to know, isn't it? How do you cut workload when it's all important?’ (Secondary leader)
Key systemic drivers of workload beyond the school include the high-stakes accountability assessment and inspection system (Oldfield & Ainsworth, 2022; Perryman et al., 2023).
Cultivating positive school cultures
15. The case study findings support the White Paper’s focus on school culture. School culture was perceived by teachers and leaders as heavily shaping their everyday experiences in school and how they feel about their work (Ainsworth et al., 2026b). For example, teachers noted the importance of working in a supportive culture where their voices are heard and they are trusted to use their professional judgement (Ainsworth et al., 2026b).
16. It is noted, though, that while the White Paper talks frequently about how to support a safe, inclusive culture for pupils, there is less detail on how schools 
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might create a supportive culture for staff. Resources such as the Education Staff Wellbeing Charter and the ‘Improve Workload and Wellbeing for School Staff’ service might be helpful in raising awareness of some of the local elements that might influence school culture, and in supporting schools to share good practice in relation to mobilising some of these elements. However, teachers and leaders spoke frequently about the ways in which school cultures are heavily shaped by influences beyond the school which hinder local efforts to help teachers feel supported, valued and trusted (Ainsworth et al., 2026b).
17. When we co-developed interventions to improve teacher resilience, school leaders highlighted the significant tensions they face when trying to balance the, often opposing, aims of caring for their staff, while also trying to meet, what they perceived to be, the unrealistic and ever-growing expectations placed on schools (Ainsworth et al., 2026b). For example, in several schools teachers reported a culture of surveillance, reflected in very frequent observations, often being conducted by multiple observers at once. The frequency and intensity of these observation practices were reported to have a significant impact on teachers’ wellbeing and job satisfaction as they generated additional stress and were perceived to reflect a lack of trust in teachers’ professional expertise. When exploring possibilities for creating a safer culture with school leaders by reducing the frequency of observations or changing the nature of them, leaders indicated that it was difficult to find a balance between wanting to alleviate stress and demonstrate trust in staff while also wanting to prepare them for Ofsted inspection. Both teachers and leaders agreed that the current inspection system created a key barrier to creating safe, supportive cultures for school staff (Ainsworth et al., 2026b). 
18. The commitment in the White Paper to encourage wider uptake of the Education Staff Wellbeing Charter is likely to be helpful in signalling to schools what the expectations are in terms of supporting staff wellbeing; however, the organisational commitments set out within the charter come with little detail about how these might be achieved in the context of limited resources, a leadership workforce which itself at his risk of burnout out and disengagement (Greany et al., 2026) and an accountability framework perceived by many as ‘toxic and brutal’ (Perryman et al., 2025, p. 101), which heavily shapes school practices and school culture (Oldfield & Ainsworth, 2022; Ainsworth et al., 2026b). 
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Support for school leaders
20. Our research supports the proposal to provide additional support for school leaders. School leaders in our study emphasised the increasing complexity of their work and the heavy burden of feeling responsible for their staff, their pupils, and their pupils’ families, while also working in what many of them perceived to be a broken, and underfunded system (Ainsworth et al., 2026b). Additional support to manage these challenges is therefore likely to be welcome, but again, a commitment to tackling the structural challenges that leaders are faced with is also needed. 
21. In this regard, the commitment to reinvestment in public services has the potential to be very impactful for teacher and leader wellbeing and job satisfaction, given that both teachers and leaders frequently describe the broadening role of schools, to fill the gap in other public services, as adding substantial strain to their already full workloads. Again, it will be important for broader public service reforms to be made in consultation with key stakeholders.
22. Our research demonstrated that teachers and leaders benefit from opportunities to come together to explore the tensions that they face in their day-to-day work (Ainsworth et al., 2026b). The funding for leadership coaching and mentoring proposed in the White Paper might be impactful in this regard. However, our findings suggest that in order to make a substantial impact on staff wellbeing and job satisfaction, action is also needed to try to address the root causes of some of these tensions. 
Professional Development
23. The commitment to career-long professional development set out in the White Paper is also likely to have an impact on teacher wellbeing and job satisfaction. As stated above, competence was identified as being important for teacher resilience in our research (Ainsworth et al., 2026b). Our analysis suggested that for teachers to feel positive about their work, they needed to feel capable, i.e. confident that they have the knowledge and skills they need, but also effective, i.e. able to do their job well in practice. The difference between the two is of relevance to the proposed reforms, which tend to focus on the former aspect, feeling capable. 
24. While teachers value opportunities to engage in high-quality professional development, they also need to work in a culture where the substantial challenges they face are reecognised, and where they are reassured that they are 
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doing a good enough job. Teachers spoke frequently about feeling guilty about not having been able to meet all their pupils needs; this was often described as not been due to a lack of training, but rather due to a misalignment between what is expected of them and what is possible with the resources available (Ainsworth et al., 2026b). 
25. Our research suggests that in order for teachers to feel good enough, which, in turn is important for both wellbeing and job satisfaction (Ainsworth et al., 2026a), they need to work in a culture where it feels safe to make mistakes and where there are realistic expectations. As noted by one primary teacher, ‘You just want to be a superwoman that looks like they can do it all, and actually, we can’t’ (Primary teacher) (Ainsworth et al., 2026b).
Reforms to complaints processes
26. The White Paper’s proposal to simplify complaints processes has the potential to support improved wellbeing and job satisfaction. Teachers and leaders spoke often in our study about the emotional toll and workload burden associated with parental complaints. As with all school reforms, it will be important for the new processes to be developed in consultation with teachers, school leaders and parents. 
Addressing value conflict as a key barrier to job satisfaction
27. As mentioned above our survey found conflict between beliefs and practice (or value conflict) to be an important predictor of both job satisfaction and risk of burnout (Ainsworth et al., 2026a); however, the reforms set out in the White Paper do not address this issue. Our qualitative findings provided further insight into some of the key drivers of value conflict and teachers and leaders thoughts on what needs to be done to minimise this. 
28. Teachers frequently spoke of the distress that comes from trying to adopt a pupil-centred approach while trying to deliver a crammed, one-size-fits all curriculum in a culture which compels schools to focus on arbitrary data thresholds rather than individual needs and interests (Ainsworth et al., 2026b). While the focus of the White Paper articulates a vision to reconcile holistic thriving with a continued focus on academic outcomes, it remains unclear how teachers will be expected to navigate this in practice. For example, it is hard to see how primary schools will be able to implement a truly broad and balanced curriculum when there remains such a high-stakes focus on the assessment in the core subjects. It will be important to consult with schools about what tensions they see in the proposed reforms, given that value conflict and the 
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sense of being asked to perform an impossible job are key barriers to job satisfaction (Ainsworth et al., 2026a; Ainsworth et al., 2026b).
A freely available toolkit to support implementation of the reforms
29. Our freely available teacher resilience toolkit may be a useful resource to support teachers and school leaders in reflecting on approaches to reducing workload and improving teacher wellbeing and job satisfaction.  The toolkit includes modules focusing on school culture, leadership practices, workload and value conflict as well as other factors found to be important for supporting a resilient education workforce.
30. We are holding webinars to launch this resource in September. For further details, contact Prof Steph Ainsworth on s.ainsworth@mmu.ac.uk.
Summary of recommendations
31. The research broadly supports the White Paper’s focus on improving teacher wellbeing through workload reduction, positive school cultures, effective leadership, coaching, mentoring, and professional development. 
32. However, it argues that these measures alone will not substantially improve teacher wellbeing or job satisfaction, or burnout without considering the key sources of value conflict in teachers, and making the associated structural reforms required to address them.
33. Our research proposes that more ambitious reforms are needed: the development of a more supportive accountability system, increased staffing to support effective SEND provision, and more ambitious curriculum and assessment reforms, allowing teachers to adopt a more inclusive pupil centred approach to teaching.
34. Our freely available teacher resilience toolkit provides an interactive resource to support teachers and leaders to reflect on and augment their existing approaches to fostering wellbeing and job satisfaction, including considerations of the tensions that teachers and leaders face when trying to balance teacher wellbeing (and resilience more broadly) with systemic pressures.
For further information or to discuss providing oral evidence, please contact Prof Steph Ainsworth: s.ainsworth@mmu.ac.uk.
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