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Abstract

Workload in the teaching profession has reached a crisis point, with the three main contributors reported to be lesson planning, marking and data management. Although central government guidance recommends that initial teacher education (ITE) providers should take all the necessary steps to minimise trainee teachers' workload, it is unclear whether this has been implemented in Wales. This study asked current undergraduate primary students in Wales for their perceptions of workload in the area of lesson planning and preparation and attempted to identify whether they had received any practical guidance on how to minimise this. The results of this small-sample study suggest that undergraduate trainees are being asked to plan lessons in excessive detail, typically without having the purpose of this explained to them. They also show that trainees feel unsupported by their providers and placement schools in taking steps to manage their lesson planning workload. It would appear that ITE providers in Wales may need to review their processes if they are to instil effective workload management habits in their trainees.
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Introduction
The issue of teacher workload has come to the fore in recent years as the profession has struggled with recruitment and retention. In Wales, school teacher registration has fallen from a peak of just under 39,000 in 2008 to around 35,500 in 2018 (EWC, 2017) while the number of Initial Teacher Education (ITE) students - undergraduate and postgraduate - has fallen from over 2,100 in academic year 2002/03 to 1,184 by academic year 2017/18 (EWC, 2019). Although Welsh Government figures show that the cohort with 0 to 5 years of experience has the largest number of teachers leaving the profession (StatsWales, 2018), retention appears to be an issue across all age cohorts with a recent survey of school teachers in Wales finding that 34% of respondents intended to leave the profession within the following three years (EWC, 2017a). Although teacher workload is by no means the sole reason behind the difficulties in filling training positions and retaining teachers in-post, it appears to be a significant contributor. The Education Workforce Council (EWC, 2017b) has suggested that tackling the issue of workload would be a key factor in addressing both recruitment and retention.
It should be acknowledged that 'teacher workload' is a multi-faceted issue. While current policy is focused primarily around reducing impact in three key areas - marking, lesson planning and data management (DfE, 2019 and Estyn, 2017) - surveys of the profession have found that a smaller, though not insignificant, proportion of teachers report that they spend too much time on other non-teaching tasks such as engaging in extra-curricular activities, pupil discipline or participating in school management (DfE, 2017). In seeking to examine the underlying reasons for the comparatively high levels of teachers who leave the profession very early in their careers, this study chooses to focus only on trainee teachers and their perceptions of their workload, and only the workload associated with lesson planning and preparation. While on professional teaching experience (PTE) placement, it may be the case that trainees are not asked to undertake the full range of duties that a classroom teacher must. This is alluded to obliquely by respondents to surveys of newly qualified teachers (NQTs) who refer to having to learn to cope with a significant level of administrative tasks during their induction years (e.g. DCSF, 2007). In contrast, lesson planning and the associated creation or identification of suitable resources will always be expected of the trainee throughout their PTE placements - as noted in the Welsh Government's criteria for ITE programmes in Wales "[i]n all school experience contexts, as well as observing a wide range of teaching, student teachers should plan and teach lessons or a series of lessons" (Welsh Government, 2018, p.15). As a result, while touching on workload as a whole, the main focus of the study is trainees' perceptions of and attitudes towards lesson planning and resource creation requirements.
Review of the literature
The literature surrounding trainee teachers' attitudes to lesson planning can be assigned to a number of different categories. It is important to consider any existing research into the attitudes of trainees, newly qualified teachers (NQTs) and established classroom teachers towards lesson planning workload together with the recommendations for steps that can be taken in mitigation. It is necessary to examine the act of lesson planning itself and to critically analyse its importance to the successful delivery of a lesson and it is also appropriate to explore whether the imposition of what could be perceived as more onerous lesson planning requirements is an unavoidable consequence of the teacher training process. 
The issue of workload in the teaching profession
There is a large and growing body of evidence to support the position that excess workload has become a significant problem for the teaching profession. A Department for Education (DfE) diary survey, published in 2010, found that primary teachers spent 10 hours per week on lesson planning and preparing for tests out of a typical working week of around 50 hours. Just under 55% of primary classroom teachers believed that they had the time to do their jobs satisfactorily although fewer than 30% stated that their workload allowed them to pursue their interests outside of work most or all of the time (DfE, 2010). (It should be noted that between 20% and 25% of respondents to the survey chose not to answer workload questions, potentially affecting the validity of these results.) Three years later, the same survey found that on average a primary classroom teacher worked for 59 hours per week, of which 10.6 hours were given over to lesson planning or preparing for tests (DfE, 2014). Somewhat frustratingly, a significant change in methodology between the 2010 and 2013 surveys means that the results are not comparable. Similarly, while the later survey continued to ask about respondents' perceptions of workload, the format of the questions was markedly different and responses were not broken down by type of school. Notwithstanding these differences, the 2013 survey once again found that excessive workload was identified as compromising teaching and learning. Over 60% of deputy heads/classroom teachers considered that they spent some or most of their time engaged on unnecessary or bureaucratic tasks, with nearly half stating that this had increased in the previous 12 months (DfE, 2014). (When asked for examples of unnecessary or bureaucratic planning or preparation, the most commonly given response was that plans were required to be too detailed.) 
Following the publication of the 2013 workload diary survey in early 2014, the government commissioned an online 'Workload Challenge' consultation later in that year that asked just three open-ended questions about workload and sought opinions on any proposed solutions. Once again, over 60% of respondents stated that tasks were made unnecessary or unproductive as a result of the excessive level of detail that was required, with just under 40% highlighting the detail and frequency that was required for lesson and/or weekly planning. It should be noted, however, that many respondents emphasised that they believed that the tasks themselves were essential aspects of the profession and that it was the unnecessary level of detail required that made them onerous (Gibson et al, 2015). A number of additional measures were spun out of the government's response to the online consultation, including the creation of a Workload Advisory Group, a commitment to collecting evidence about teachers' workload at least every two years and published guidance on how to reduce workload in three key areas - marking policy, planning and teaching resources and data management (DfE, 2019). The most recent DfE workload surveys (the first published in 2017 and the second - a more in-depth exploration of the perceptions of some respondents - in 2018) departed from the diary methodology used for previous DfE workload surveys in 2013 and 2010 (and annually going back to 2003) and instead were designed to align as closely as possible with the OECD TALIS survey. (English schools first participated in the TALIS in 2013 and only secondary schools were included. For this reason, the results of the TALIS are excluded from this review of literature.) The 2016 survey found that classroom teachers in primary schools worked an average of 55.0 hours per week of which 9.1 hours per week were spent on planning or preparing lessons. 79% of primary teachers believed that they spent too much time on lesson planning and preparation (DfE, 2017). The more narrative-based follow-up survey, which did not differentiate between teachers in different phases, once again noted that:

many interviewees acknowledged that the tasks they undertook during the working week were all important and necessary aspects of school life. What was perceived to be creating an ‘unmanageable’ workload among interviewees was the number of individual learners and/or classes for which each of the tasks needed to be carried out, in comparison to the time available in which to do them (DfE, 2018a, p. 14).

Perhaps in recognition of the growing significance of workload as an issue for the teaching profession, the annual survey of newly qualified teachers (NQTs) in England included questions about workload for the first time in 2017. These aimed to identify the extent to which NQTs were informed about and supported with workload issues. Focusing only on NQTs who followed the provider-led undergraduate route into teaching to more accurately match the cohort sampled for this study, around 60% reported that they had discussed workload with their provider and/or placement schools while around 30% had not. Of those who had discussed it, 55% stated that their workload was as expected while 32% said that it was higher than expected. (12% reported that it was lower than expected.) Therfore, while it appears that NQTs in England were reasonably well informed in advance about the expected workload in their induction year, nevertheless more than half who followed the provider-led undergraduate route had received either no encouragement or not very much encouragement from their provider to minimise the workload surrounding lesson planning and teaching resources. Placement schools were reported to have performed slightly better in this area, with just over half of primary schools having given encouragement to trainees to reduce lesson planning and teaching resources workload  (DfE, 2018b). (This was not analysed according to the training route taken.) 
Situating the issue of workload to Wales
While the 2010s have undoubtedly seen a growing body of evidence emerge on the subject of teachers' workload, much of this focuses only on the teaching profession in England. Although much of this national guidance has been co-opted as being equally applicable to teachers in Wales (Regional School Improvement Consortia, 2017), because education is a largely devolved issue in Wales (Law Wales, 2016), it falls to the Welsh Government and its executive agencies to produce comparable reports that have a specific focus on the teaching profession in Wales. Although to date this has not occurred with the same regularity, 2017 did see the publication of the National Education Workforce Survey, a comprehensive examination of the experiences of registered education practitioners in Wales across a three-month period in late 2016/early 2017. The survey questions were modelled closely on an earlier survey of supply teachers in Wales and as such are very different to those asked in the DfE surveys. Therefore it is not possible to make meaningful comparisons between attitudes to workload of teachers in Wales and those in England. Furthermore, and while the National Education Workforce Survey is an interesting standalone piece of research, it does not differentiate between teachers in primary and secondary settings so is of only tangential relevance to this study. Nevertheless, it does add to the evidence that highlights the issue of workload in the teaching profession, with just under 80% of respondents citing 'workload' as the least rewarding aspect of their role (workload was not defined further) and just under 90% disagreeing or strongly disagreeing that they were able to manage their workload within their agreed working hours. Respondents employed on a full-time basis reported that they spent 7.6 hours per week on lesson planning and preparation out of an average working week of 50.7 hours. Interestingly more than 50% of respondents indicated that, if it were available, spending more time on planning and preparation would benefit them in their professional roles and more than 40% said that spending more time on exploring, selecting and developing resources would (EWC, 2017a). In contrast to England, NQTs are not surveyed on a regular basis in Wales. While the early 2010s saw the publication of two ad hoc pieces of research into the experiences of NQTs - one by the General Teaching Council of Wales and the other by commercial researchers Old Bell 3, neither of which focused on workload - no later Wales-specific surveys have been conducted (Tabberer, 2013).
Notwithstanding the inconsistency of the methodology used from one survey to the next, the sheer volume of evidence gathered throughout the past decade paints a compelling picture of unmanageable workload having become a feature of the teaching profession and one that is believed to be a key contributory factor behind over 30% of respondents' stated intention to leave the teaching profession within three years (EWC, 2017a) and the challenge in recruiting candidates to teacher training posts (EWC, 2017b).
Central government's proposed solutions to the workload issue
As corollary to the research into teachers' perceptions of their workload, the UK and Welsh governments have published guidance to help schools to take steps to ease the pressure on their workforce, informed by best practice in the profession and evidence from teaching practitioners. The DfE guidance is rather more comprehensive, comprising detailed advice documents on reducing workload in the three key areas of marking policy, planning and teaching resources and data management, as well as a workload reduction toolkit and the inclusion of workload considerations in the schools governance handbook (DfE, 2019). The guidance published by the Welsh Government is considerably briefer but covers much the same areas in highlighting workload management good practice in a single page 'pocket guide' and accompanying short videos on reducing workload associated with 'planning and teaching', 'giving feedback to pupils' and 'accountability, analysing data and strategic planning' (Estyn, 2017a). 
It appears that much of the excess workload surrounding lesson planning and resource creation has stemmed from "real and perceived demands made by Government and Ofsted, and how school leaders and teachers have reacted to them" (Independent Teacher Workload Review Group, 2016, p. 5). This has created a culture where a great deal of lesson planning has become a box-ticking exercise designed to satisfy external organisations rather than to genuinely benefit the learner (Independent Teacher Workload Review Group, 2016) despite both Ofsted and Estyn having clearly stated that teachers and schools are not required to submit written lesson plans as part of the inspection process (Ofsted, 2018 and Estyn, 2016). Current guidance now explicitly advises that teachers should not plan to please external organisations nor to create plans as a box-ticking exercise (Estyn 2017b) and that, if school leaders wish to continue to require teachers to plan in significant detail then this must be justified solely on pedagogical grounds (Independent Teacher Workload Review Group, 2016). It should also be noted, however, that there is an acknowledgement that it may take some time for teaching practitioners to fully trust that inspections will truly be conducted against the stated framework (Independent Teacher Workload Review Group, 2016). This issue of trust is central to Quicke's critique of the government's response to the workload challenge. He suggests that teachers are not looking to government to provide "a bit of advice about how to cope with heavy workloads but a shift of emphasis from their being perceived as ‘managed employees’ to being regarded as ‘trusted professionals’" (Quicke, 2018, p.79). Notwithstanding any need for such a change in ethos, it seems clear that practical steps must also be taken to reduce teachers' lesson planning and teaching resources workload. The Independent Teacher Workload Review Group set out a number of further recommendations that would see lesson planning workload reduction strategies embedded by senior leadership teams as well as being adopted by individual teaching practitioners. Among the recommendations for senior leadership teams were the requirement to provide for all teachers a fully resourced scheme of work at the start of each term and to provide the highest possible quality resources, with equal value placed on those obtained from reputable external sources and those created in-house. While there are clearly many areas that can only be effectively addressed by intervention at the management level, it is also interesting to note that there appears to be a culture among classroom teachers to create extra work for themselves. The Independent Teacher Workload Review Group found that too much time was spent both on searching for and creating resources when perfectly adequate alternatives were readily available (Independent Teacher Workload Review Group, 2016). The Group also found there to be a bias amongst teachers against the use of textbooks and other externally-produced resources and in favour of "random resource[s], downloaded from the internet after many hours of searching" (Independent Teacher Workload Review Group, 2016, p. 9), believing this to be the more professional approach. One element of this study is to identify to what extent trainees have experienced this culture while on PTE placement and whether it has influenced their own lesson planning and resourcing practices. 
Individual teachers are encouraged to plan collaboratively and to share their expertise with their peers while also considering the greater use of externally produced resources, namely textbooks and teacher guides (Independent Teacher Workload Review Group, 2016). Teacher guides vary in their content. Some focus on providing ideas to help teachers plan and 'added value' items such as quizzes that can be used in the course of a lesson while others offer a full 'off the shelf' package of lesson plans linked to the curriculum and associated resources. The use of such "‘[o]ff the shelf’ schemes of work with detailed lesson plans and adaptable materials" (DfE, 2015, p.22) was explicitly recommended in the government's response to the Workload Challenge following reports by some teachers that this had had a large impact on reducing their workload. It is interesting to note that, despite being the gatekeeper of what is taught in maintained schools through administration of the national curriculum, the government specifically ruled out the possibility that it was best placed to maintain a central repository of lesson plans, worksheets and other resources to reduce duplication of planning and resource creation effort, pointing instead to the existing repository on the TES website (DfE, 2015), one of a number of commercial providers that offer this service. Whether this viewpoint (stated by the Conservative/Liberal Democrat Coalition government in 2015) persists remains to be seen. As Shah (2018) argues, the subsequent Conservative government's push to academise schools in England can be interpreted as a political capture of the 'secret garden' of the curriculum and the ability of academies to hire teachers without Qualified Teacher Status a further step towards teachers becoming passive 'deliverers' of centrally approved content. He imagines a somewhat dystopian future where "one may well find a bank of lesson plans that anybody would be able to ‘deliver’ in a warm and pleasant manner" (pp. 225-226), going on to cite the example of a chain of South African schools where something similar had indeed occurred. To examine this further, another focus of this study is to find out trainees' views on teaching from lesson plans that they have not created themselves (whether that is by a peer or as part of a bought-in solution) as well as to gain an understanding of their use of the existing online repositories of lesson plans and other resources. 
Professionalism undermined?
Quicke (2018) talks of the need for trust to be re-established between central government and the teaching profession and of the need to treat teachers as trusted professionals rather than managed employees, a stance reflected by Moore and Clarke (2016) who observe the 'performativity' inherent in many aspects of the teacher's role, where an unconscious alignment with a concept of organisational professionalism casts the teacher less as autonomous professional and more as proxy for government or local authority, doing little more than preparing children for memory-based tests, managing their behaviour and keeping them quiet and focused on their work in the classroom. Encouraging teachers to teach from lesson plans that they have not written themselves appears to be something of an ideological minefield. On the one hand, there is the view as put forward by the Independent Teacher Workload Review Group that teachers should learn to adopt a 'mixed economy' approach to externally produced resources and, rather than viewing them as potentially undermining of their professionalism, treating them as "the tools that they are". These resources are compared to a recipe - a useful base but still requiring the flair of the chef, or in this case the professional knowledge of the teacher (Independent Teacher Workload Review Group, 2016, p. 10). Parker (2015) acknowledges the relevance of such mixed - or flexible - economies as they apply to current teaching workforce realities but cautions that they may lead to a "narrowing [of] what teachers should teach whereby productivity is paramount and quasi-corporate agendas carry weight" (p. 460). Ball (2007) noted more than a decade ago that commercial solutions to assist with key operational processes such as curriculum design were already prevalent in schools. However, Thomas (2012) argues that reliance on such tools in the absence of a strong professional identity and the ability to engage critically with the material may result in teachers having difficulties in evaluating the worth of these resources and so able to add little further value to their teaching of them, in effect doing not much more than organising a timetable around the delivery of externally produced content. Shah (2018) takes this further, suggesting that the logical endpoint of the current erosion of teachers' professionalism will see them become mere deliverers of results, incapable of combining the necessary reflection and practice to help their students to grow intellectually. 
However, set against this it is also important to consider the opinions of teachers themselves. As noted in the government response to the Workload Challenge, many teachers commented how a central repository of resources would cut down on duplication of effort (DfE, 2015), with one primary classroom teacher suggesting that shared planning could save hours and could even serve to drive up standards if schools that were rated as excellent in a particular curriculum area - literacy, for example - took responsibility for planning this for every school in a 'family group' or cluster (Gibson et al, 2015). Apple's idea of intensification in the school environment (Apple, 1988), where teachers have more and more to do but less and less time in which to do it, may be the driver behind this expedient view. In a detailed observation of the teaching of a self-contained computer studies module delivered largely through audio tapes and pre-prepared worksheets that required very little - if any - teacher intervention and could be taught by teachers with no knowledge of the subject, some teachers noted that while they acknowledged that the use of such a resource did undermine their autonomy they nevertheless valued the ability to catch up on other routine tasks while delivering it to their classes (Apple and Jungck, 1990). This idea of intensification creating considerable time pressures is highlighted in the recent survey of the teaching workforce in Wales. When asked to choose up to three options that, if more time were available to spend on them would benefit them in their roles as professionals, over 50% chose lesson planning, 44% chose resource identification and creation and over 40% chose curriculum review and developing schemes of work (EWC, 2017a). It is perhaps little wonder, therefore, that given the current levels of  workload under which many teachers must operate that some are prepared to sacrifice an element of professional autonomy in favour of solutions that help to reduce the amount of time spent on these essential tasks while still delivering lessons of acceptable quality.
Lesson planning and the trainee

It appears to be beyond argument that lesson planning is an essential component of teaching and learning, with well thought-out lesson plans that have a defined purpose allowing classroom teachers to use their time effectively and to deliver the best results (e.g. O'Mahony, 2005; Wiggins and McTighe, 1998; Copeland and Keefe, 2007; Cummins, 1997; Udvari-Solner, 1996 and Lamb, 2015) while in contrast ineffective lesson planning has been found to have the opposite effect and can have a negative impact on the quality of the teaching and learning (e.g. Allwright, 2005; Beers, 2006; O'Mahony, 2006 and Panasuk and Todd, 2005). Furthermore, it is rare to find a textbook aimed at the trainee teacher that does not promote the effectiveness of detailed lesson planning both as a tool to gain deeper pedagogical understanding and as an essential component in reflective practice as well as to ensure progression in the learner (e.g. Pollard, 2014; Barnes, 2015). These reflect the requirements on ITE providers in Wales to provide models of good lesson planning and teaching practice that enable trainees to develop as professionals (Welsh Government, 2018). A clear understanding in advance of the objectives and success criteria of a lesson enables the practitioner to communicate these to the learner and thus to promote deeper learning and create learner independence by embedding formative assessment strategies into the classroom teaching (Wiliam, 2018).  
However, it appears that there may be something of a disconnect between the lesson planning demands of ITE providers and the understanding of their effectiveness by trainees. Hall and Smith (2006) note, "preservice teachers often have trouble comprehending the need for the extensive planning required of them in undergraduate courses" (p. 426), only beginning to understand when they start their Professional Teaching Experience in a placement school, but it may also be the case that ITE providers are failing to adequately communicate the importance of detailed planning to their trainees. As observed by the Independent Teacher Workload Review Group, while there may be good reasons for trainees to be asked to plan in greater detail than experienced classroom teachers, some providers require excessively detail planning as a matter of routine without clearly explaining the purposes behind it (Independent Teacher Workload Review Group, 2016). Unsurprisingly, a key recommendation of the Workload Review Group for ITE providers was to ensure that they do define the purposes of lesson planning more clearly. (The effectiveness of this approach was proved by Lamb (2015) who found that trainees who gained a deeper understanding of the purposes of detailed lesson planning believed that they had better subject knowledge and could deliver improved lessons as a result.) However, in addition to being advised to better communicate the purposes of lesson planning, ITE providers in England have also been challenged to take steps to lessen trainees' workload following the recommendations of the independent workload groups and to instil 'good habits' surrounding workload. For lesson planning, this should involve focusing on the purpose of planning (as noted above) and the ability to plan across a sequence of lessons rather than focusing on a single lesson in excessive detail, with a phased approach introduced to encourage a lighter touch to planning as trainees' experience grows. Furthermore, providers are specifically urged to work with their placement schools to ensure that trainees have access to fully resourced schemes of work and high quality externally produced resources to reduce their lesson planning burden (DfE, 2018c). However, it should be noted that as education is a devolved issue this guidance was intended for ITE providers in England only. While it appears that much of the centrally issued guidance has indeed been co-opted by the Welsh Government, it is unclear whether the advice for ITE providers applies equally in Wales - for example, there is no specific mention of managing trainees' workload concerns in the criteria for accreditation of ITE programmes in Wales (Welsh Government, 2018). Therefore the final aim of this study is to quantify the extent to which trainees in Wales are encouraged to reduce their workload by their training providers and placement schools.
Research methods

The review of the published literature revealed two key themes: namely that the voice of the trainee is under-represented in discussions about the levels of workload in the profession and that the workload conversation is significantly further advanced in England than it is in Wales. While acknowledging that the issue of workload is multi-stranded and that a holistic approach is necessary in any attempts to alleviate the impact of excessive workload demands on the profession, nevertheless this study focuses only on lesson planning and associated resource creation as they apply to the trainee. The rationale for narrowing it down to this single issue was primarily influenced by the nature of the typical school-based professional teaching experience (PTE) which specifically requires that trainees should teach a certain proportion of lessons (and therefore plan them too) but does not necessarily specify that trainees should carry out the other main contributors to workload - marking (although it is likely that they would) and data management. The decision to focus only on lesson planning and resource creation was also influenced by the findings of workload review groups that identified this as an area in which initial teacher education (ITE) providers in England were routinely requiring their trainees to provide excessive detail without adequately explaining the purpose behind this expectation.
This study therefore aims to answer four key questions:

Is the issue of lesson planning workload felt as keenly by trainees as it is by the wider teaching profession?

Do embedded cultures in ITE providers and placement schools have an impact on trainees' approaches to lesson planning and resource creation?

Are ITE providers and placement schools in Wales active in taking steps to help trainees to manage their lesson planning workload?
What are trainees' attitudes to central government's proposed solutions to excessive lesson planning workload in the context of their own professional practice?
The original research proposal for this study is provided at Appendix A.
For practical reasons, it was decided to seek the opinions only of undergraduate primary trainees. Students following undergraduate ITE programmes must undertake several PTE placements in different schools and phases across the three years of study, making them amply qualified to give a reasoned opinion on the level of planning that they are expected to do. In contrast, the timing of the data collection element of this study would have coincided with very early PTE placements for students following a one-year postgraduate programme and this could have potentially skewed the results. It had originally been intended that only final year students would be surveyed but the constraints of a bulk email client meant that second year students were also included. While the mean reported teaching hours of 14.4 hours per week would suggest that the majority of respondents were indeed in their final year, respondents were not asked which year of study they were in so this is impossible to confirm. (ITE providers in Wales should ensure that trainees have a graduated introduction to teaching that should not exceed 30% of the timetable during their first period of PTE, rising to no more than 75% of the timetable by their final period of PTE (Welsh Government, 2018). Based on a reported average teaching week in Wales of 21.4 hours (EWC, 2017a) respondents to this study taught an average of 67.2% of the available timetable.)  All respondents followed the same three-year primary undergraduate programme delivered by a single Welsh ITE provider.
Sampling 
As noted above, the entire second and third year cohorts of a three-year primary undergraduate program were invited to participate in the study. This non-random sample was chosen for convenience purposes so, as Buckler and Walliman (2016) note, the results of the study may not be applicable outside of the sample population. However, and while acknowledging that random cluster sampling across the undergraduate populations of the three ITE centres in Wales (at the time of survey) would have generated a sample whose responses could be considered truly representative, nevertheless the homogeneity of the primary education undergraduate programmes in Wales (all must meet criteria set out by the Welsh Government (Welsh Government, 2018)) allows for the tentative suggestion that the convenience sampling as used in this study may "give a fairly representative view of the whole" (Buckler and Walliman, 2016, p 181). When considering the generalisability of the findings of a study, Punch and Oancea (2014) pose the question, "How representative is this sample of the population?" (p. 302) and it could be argued that a sample drawn from undergraduates following a primary education programme at a single Welsh ITE provider may be considered to be broadly representative of the wider primary education undergraduate population throughout Wales.
Members of the cohort were invited to participate in the study via email sent out through a bulk email client. 210 second and third year students were invited to participate and the study drew 18 completed responses, a response rate of 9%. This was lower than hoped for but not entirely unexpected - as Coe (2012, p. 51) notes "[r]esponse rates to invitations to take part in educational research are often disappointingly low". Sharp (2012) cautions that for self-completion surveys sent through the post, by email or hosted online the researcher should "always assume the worst" (p. 48).
Format of the study
A frustrating aspect of previously published research into teachers' attitudes to workload is a lack of consistency in research methodologies from one year to the next in studies of the same title or between studies conducted by different organisations, making it difficult to make meaningful comparisons. It was therefore decided that this study would align as closely as possible to the most recent iterations of the two largest regular studies into workload - the 'Teacher Workload Survey 2016' which surveys the entire teaching profession in England and presents its results according to school phase (primary or secondary) and the 'Newly qualified teachers: annual survey 2017' which surveys only newly qualified teachers (NQTs) in England and presents its results according to the route studied, for example 'provider led undergraduate', and by primary or secondary school phase. Therefore, the design of this study was significantly influenced by these two key pieces of research.
Methodology used
In line with the advantages highlighted by Buckler and Walliman (2016) it was decided that the most effective way to reach a sample potentially numbering in the hundreds, spread across a sizeable geographical area and with busy university and placement schedules was through the use of an online questionnaire hosted on the Survey Monkey website (see Appendix B). Attitudes to and perceptions of workload in the teaching profession typically have both quantitative and qualitative elements - for example, a general complaint from a respondent that they spend too much time on lesson planning feels incomplete without them also quantifying the number of hours they spend doing it. Therefore it was appropriate that a mixed method, concurrent design of questionnaire was used with largely equal weight given to the quantitative and qualitative elements (Biesta, 2012, p. 147-152). As recommended by Buckler and Walliman (2016), the more open-ended questions were placed towards the end of the questionnaire, allowing participants to answer closed questions at the beginning and to feel a sense of completion before moving on to the questions requiring deeper thought. Survey Monkey estimated that the completion time for the questionnaire would be 10 minutes and this was communicated to participants in a covering email. (In the event, the average time taken to complete the questionnaire was 15 minutes, perhaps supporting Buckler and Walliman's assertion in assessing the benefits of using questionnaires that "[t]ime for checking facts and for pondering on the questions can also be taken by the respondents, which tends to lead to more accurate information" (2016, p. 208).) 
Various different formats of closed questions were used to generate quantitative data. Simple data entry boxes were used where a straightforward answer was required, such as the number of hours spent each week on lesson planning, while choice: single answer, choice: multiple answer and Likert-type response questions were used to identify respondents' baseline attitudes to workload, perceptions of the level of assistance offered by provider and placement school in managing lesson planning workload and the external resources used for lesson planning and resources. A data entry box was provided to allow respondents to expand on the choice: single answer question on perceptions of general workload in the teaching profession (Buckler and Walliman, 2016; Tymms, 2012, pp. 231-239). Steps were taken to eliminate researcher bias by using the wording and format of questions from the 'Teacher Workload Survey 2016' (DfE, 2017) and the 'Newly qualified teachers: annual survey 2017' (DfE, 2018b) where possible. The second half of the questionnaire included six open questions designed to elicit rich information on trainees' attitudes to lesson planning in the context of their own practice. Once again, to minimise the risk of researcher bias quotes were pulled from current guidance on lesson planning workload (Independent Teacher Workload Review Group, 2016) to form the basis of the wording of half of these questions, with respondents' opinions sought on these quotes. Steps were taken to ensure that the remaining three questions were neutral in tone and did not lead the respondent in any particular direction (Buckler and Walliman, 2016). 
Ethical concerns

Although this study does not include any individual from a vulnerable group, nevertheless there are ethical concerns that need to be taken into account. Informed by the current BERA ethical guidelines for educational research (BERA, 2018) the survey was structured in a way that as far as possible protected the rights of the individual participant and safeguarded any information they provided while also ensuring that any risk of reputational damage to placement schools or ITE providers was minimised. The opening page of the survey provided detailed participant information (see Appendix C). This explained that the survey was completely anonymous and that their IP address would not be tracked by the host website Survey Monkey. It also clarified that participation was entirely voluntary and that participants could withdraw from the project at any time and for any reason and that the information they provided would also be withdrawn. It reassured participants that any information that was recorded would remain confidential and that no information that could identify individual participants would be made publicly available. It was not possible to progress beyond this opening page without first ticking a checkbox to confirm that the participant had read the participant information and that they gave their consent to participate in the study. For further details of how ethical concerns have been considered and addressed, a copy of the ethical authorisation form approved by UWTSD is included at Appendix D. 
Results and analysis
This study drew 18 completed responses. The vast majority of respondents - thirteen, representing more than 72% of the total - were aged under 25, with the remainder comprising two respondents aged 25 to 29, two aged 30 to 34 and one aged 40 to 44. The female: male ratio of respondents was exactly 50:50. The aim of the study was to answer four key research questions. Verbatim quotes made by respondents have been included where relevant to illustrate the spectrum of opinion on particular topics.
Is the issue of lesson planning workload felt as keenly by trainees as it is by the wider teaching profession?
It is quite usual to expect that a trainee should be asked to plan in greater detail than an established classroom teacher (Independent Teacher Workload Review Group, 2016) and it would be expected that this discrepancy would be shown in any analysis of trainees' planning effort when compared to the wider primary teaching profession. To provide as complete a picture as possible, it is necessary to consider trainees' reported time spent on lesson planning in a typical week alongside the amount of time that they spent actually teaching in the classroom. However, due to the significant variation in the reported time spent on both teaching and planning between individual trainees, it is of more interest to examine these in the context of planning effort per taught hour (calculated by dividing the reported total weekly hours spent on lesson planning by the reported total weekly hours spent teaching). This revealed a huge range in the lesson planning effort reported by trainees. The lowest reported time spent on lesson planning was 30 minutes per hour of teaching while a further six trainees were found to have spent between 40 and 60 minutes on planning per hour of teaching. With two responses having to be discounted as they reported a weekly teaching load of more than double that of a full-time classroom teacher, the remaining nine trainees reported that they spent 120 minutes or more on planning per hour of teaching, of whom two were found to have spent 180 minutes on planning per hour of teaching. The mean (which should be used with caution as a result of the wide range) was 136 minutes spent on planning for each hour of teaching. When compared to the wider profession, primary classroom teachers reported that they spent on average a total of 9.1 hours a week on lesson planning for an average total teaching week of 23.1 hours (DfE, 2017). This equates to a mean of just 24 minutes spent on planning per hour of teaching. Perhaps unsurprisingly given the significant amount of time that trainees reported they spent on lesson planning, 83% or respondents believed that the time they spent on lesson planning and resource creation was either too much (44%) or far too much (39%). This is broadly in line the wider primary profession, of whom 79% believe they spend too much time on this activity (DfE, 2017). (The 'too much time' measure was an aggregate figure of 'far too much' and 'too much'.) It is interesting to note that the two trainees who reported that the time spent on lesson planning was 'about right' spent 174 and 132 minutes on planning per hour of teaching, among the highest recorded. 
When asked about the issue of workload in general in the teaching profession, 100% of respondents indicated that they believed it was a fairly serious problem (50%) or a very serious problem (50%). These findings are broadly in line with those of the 'Teacher Workload Study 2016', which found that 91% of primary teachers viewed workload as a fairly serious (42%) or very serious problem (49%) (DfE, 2017). 16 out of 18 trainees chose to expand on their reasons for responding in this way. Five of these responses made specific mention of the effects of workload on mental health and/or levels of stress while the same number made reference to heavy workload having a detrimental impact on the learner. 
I think that it has serious repercussions for mental health - something that I have noted in myself and also in other teachers. A peer of mine had to leave her first teaching post due to significant physical illness as a result of stress. The workload detracts from time with and focus on the children and what they really need, and it is shocking to calculate how many hours a week I have spent planning and preparing lessons in comparison to the amount of time I actually spend delivering these lessons (Female primary undergraduate trainee, aged under 25).
Teacher workload takes the attention away from what actually matters, which is the development of all learners (Male primary undergraduate trainee, aged under 25).
Only one respondent, someone accustomed to working long hours in a previous role, appeared to be fully reconciled to the anticipated workload.
Personally, I have moved from an environment where 60+ hour weeks were common and don't envisage a problem. However, for individuals entering their first full time role, I think the amount of evening and weekend work will be a stress factor and could have a detrimental impact on their performance in class (Male primary undergraduate trainee, aged 40-44).
Do embedded cultures in ITE providers and placement schools have an impact on trainees' approaches to lesson planning and resource creation?
The Independent Teacher Workload Review Group highlighted a culture in many schools and in ITE providers of a routine expectation that considerable time must be spent on lesson planning and resource identification as a matter of course. While it was acknowledged that, in schools, this was driven in part by a belief that educational oversight bodies such as Ofsted would require significant written evidence as 'proof' of effective teaching, the Review Group also identified that among classroom teachers there was a culture of mistrust towards externally produced resources with many believing that spending considerable time searching online for 'random' resources better demonstrated their professionalism than using a fully researched textbook or other quality-assured externally produced resources. ITE providers, meanwhile, were found in some instances to require that trainees should provide excessively detailed lesson plans without properly explaining the reasons for this (Independent Teacher Workload Review Group, 2016).
While it is interesting to note that six respondents made specific reference to an 'expectation' that teachers should work long hours, in general the responses to the suggestion that teaching practitioners enjoy wasting time creating new resources when a significant number of suitable ones already exist painted a rather more balanced picture. Although four respondents noted that they felt under pressure as trainees to demonstrate their professionalism by creating their own resources a further ten (63% of those who answered this question) strongly justified their choice to create original resources, framing it as their decision rather than one that had been imposed upon them. Typically, these trainees' reasons for creating their own resources centred around the desire to match the resource to the exact nature of the lesson and to the individual needs of their learners and, while they were happy to use pre-existing resources, often these were not readily available. 
As a student, I feel there is a pressure and ‘bad look’ upon us for using pre-made resources. We are expected to create our own lessons and resources from scratch and to meet the independent planning part of the standards (Male primary undergraduate trainee, aged under 25).

I believe this is a fair criticism. I tend to plan my own lessons as this is how I can best ensure all my learners are catered for. However, I have at times taken ideas from the internet and adapted them to fit within my learning intentions or theme (Female primary undergraduate trainee, aged 30 -34).
I don’t agree with that statement whatsoever. Sometimes you think of a lesson you can see clearly in your head but the resources are either not available or do not exist therefore you have to create your own. Why spend time creating your own if some is available? (Female primary undergraduate trainee, aged 30 -34.)
Two respondents noted a particular scarcity of high quality Welsh-medium resources.

NO!, teaching in a Welsh medium school there aren't many pre-made resources for us to use. The only places there are resources are Twinkl (the standard of welsh isn't to the highest standard), Peniarth, HWB and sparkle box (Male primary undergraduate trainee, aged under 25).

When asked to comment on whether they had been guided towards or against the use of textbooks during their training, there was a lack of consensus. A very small number of respondents indicated that they had been encouraged to use all available resources, whether these were textbooks or those held online, while a similar number reported that their own preference was to use online resources perceiving these to be more up to date or more accessible than textbooks. Out of the 17 respondents who chose to answer this question, 7 (41%) suggested that they had been dissuaded from using textbooks.
In the last twelve months, I believe that I have been guided away from text-book planning. Some text books are thought to be rote, which, within the new suggested Donaldson curriculum is not an effective way for children to learn as they do not develop their own thinking, critical and creative thinking. These are skills that are being promoted and embedded within Welsh education (Female primary undergraduate trainee, aged 30 -34).

I feel a lot of emphasis during my teacher training experience in university has been to show independence by creating our own resources and avert from using textbooks. However, a lot of teachers I’ve met on practice have encouraged me to wisely use resources available, and this has saved me a lot of time (Female primary undergraduate trainee, aged under 25).

During placement I was told that I was not allowed to follow the textbooks because they were ‘too easy’ for the degree that I am doing and the teacher believed that more effort was needed than to follow a scheme or work book (Male primary undergraduate trainee, aged under 25).
On the subject of being required by their ITE provider to plan in excessive detail, there was more agreement with 14 of the 17 respondents who chose to answer this question believing that they were expected to plan in excessive detail. Of these 14, 10 respondents stated that no clear purpose for planning at this level of detail had been explained to them beyond the need to meet university requirements while the other 4 respondents indicated that a purpose had been explained and that this was either so that the lesson could be taught by someone (such as a supply teacher) reading the plan or to benefit the trainee as they could be certain that curriculum requirements had been met and that all possible eventualities in a lesson had been planned for. Just two respondents disagreed with the suggestion that the level of detail they were asked to provide was excessive. 
The planning requirements are far too much, it takes a long time when the time could be better spent on other aspects of teaching. Can negatively affect your teaching by losing sleep over this (Male primary undergraduate trainee, aged under 25).

The amount of detail required of me in my planning is excessive, and often considered so by school staff. University tutors have explained this in that it needs to be able to be taught by someone reading it. However I feel this is not justified as I am not writing the lesson plans for others. I have quite often had to make a second lesson plan of my lesson plan for observations so that I have a copy I can actually follow (Female primary undergraduate trainee, aged under 25).

I don't think we are asked to, however I think most students do plan excessively as they want to impress anyone that looks at their file. Also, when tutors make assessments they do look for omissions, so you may over plan to avoid this (Male primary undergraduate trainee, aged 40-44).

Are ITE providers and placement schools in Wales active in taking steps to help trainees to manage their lesson planning workload?

Central government guidance makes various recommendations to ITE providers and placement schools in England to assist trainees with managing and reducing their workloads by significantly minimising the amount of detailed individual lesson plans they are asked to write, by ensuring that trainees have access to high quality materials and resources to help them to plan while on placement and by encouraging placement schools to provide opportunities for collaborative planning (DfE, 2018c).  To begin to understand whether such steps are also being taken in Wales, respondents were asked to report on the support they were able to access from their ITE provider and their placement schools. As can be seen from Table 1 below, it is a somewhat concerning picture of a widespread failure of placement schools to have in place strategies to help trainees to plan more efficiently while Table 2 shows that a significant majority of trainees believe that neither their ITE provider nor their placement schools give guidance on effectively managing lesson planning workload. In both cases, only 17% of respondents tended to agree that their ITE provider or placement school had offered them guidance. In contrast, the results of the most recent survey of newly qualified teachers (NQTs) in England found that 39% of undergraduate NQTs (the majority of whom were primary-trained but including some secondary) believed that they had been encouraged a fair amount or a great deal by their provider and that 53% of primary-trained NQTs (all routes, including undergraduate, postgraduate and School Direct) believed that they had been encouraged a fair amount or a great deal by their placement school(s). Even taking into account that the NQT survey does not present this data by the undergraduate primary route alone, meaning the datasets can not be compared directly, it does appear that trainees in England received a more robust level of support from their provider and placement schools than their Welsh counterparts who responded to this study.
Table 1: Lesson planning workload management strategies made available to trainees by placement schools (% of 18 respondents)
Q. Did your placement school have any of the following strategies to help you manage the time spent on planning lessons and creating resources?

	 
	Yes
	No
	Not sure

	Protected non-teaching time for student teachers on placement to plan lessons
	39%
	56%
	6%

	Existing schemes of work and associated pre-written lesson plans that you could use or adapt for your own lessons
	28%
	67%
	6%

	The opportunity to plan lessons collaboratively with other teachers
	39%
	61%
	0%


Table 2: Perceptions of the level of workload management assistance given by ITE providers and placement schools (% of 18 respondents)
Q. To what extent do you agree or disagree with the following statements?

	 
	Strongly disagree
	Tend to disagree
	Neither agree nor disagree
	Tend to agree
	Strongly agree

	The resources available at my placement school to help plan teaching and learning are high quality
	0%
	28%
	39%
	33%
	0%

	My training provider offers guidance on how to effectively manage my lesson planning workload
	11%
	61%
	11%
	17%
	0%

	My placement schools offer guidance on how to effectively manage my lesson planning workload
	11%
	50%
	17%
	17%
	6%


While it must be emphasised that the majority of respondents believed that they had received little or nothing in the way of guidance on managing their lesson planning workload from either their ITE provider or placement schools, a small proportion of trainees did note that ITE staff and teachers in placement schools had offered some advice. 
In regards to time management, the schools and training providers would briefly explain that management of time planning is important but if for instance you did not have enough time to finish a lesson plan then you may be penalised (Male primary undergraduate trainee, aged under 25).

I feel that my teacher training provider have given us some good ideas for lesson planning and creating resources but not much in the way of guidance. I feel that my placement schools have given me lots of advice such as resource websites and particular textbooks to use to save time (Female primary undergraduate trainee, aged under 25).

Lecturers….have all emphasised the importance of downtime. Teachers on placement have showed myself little strategies to cut planning time, by creating a weekly plan for maths - rather than 5 daily plans. This allows for more flexibility and can change throughout the week (Male primary undergraduate trainee, aged under 25).
What are trainees' attitudes to central government's proposed solutions to excessive lesson planning workload in the context of their own professional practice?

A number of the DfE recommendations to eliminate excessive lesson planning workload focus on placing a greater reliance on teaching resources - including lesson plans - that were created by someone else, whether another teacher or as part of a bought-in commercial solution. However, this is something of a contentious issue. Quicke (2018) talks of the long-term erosion of trust in the teaching profession, with teachers being viewed by central government as 'managed employees' rather than trusted professionals, while others such as Thomas (2012) and Shah (2018) - raise the spectre of a profession so undermined that teachers become mere deliverers of externally-dictated results. It was deemed important, therefore, to gauge respondents' views on using resources that they had not created themselves. As Table 3 below shows, respondents were clearly comfortable with the idea of using externally produced resources in their lesson planning and preparation, with the vast majority indicating that they used at least one of the popular commercial repositories.
Table 3: Externally produced resources that trainees  use in their lesson planning (% of 18 respondents)

Q. Please identify the resources that you use when you are planning lessons and creating classroom resources. Please select all that apply
	Primary Resources (www.primaryresources.co.uk)

	72%

	TES (www.tes.com)

	83%

	Twinkl (www.twinkl.co.uk)

	78%

	Oxford University Press (global.oup.com/education/primary)

	0%

	BBC Teach (www.bbc.com/teach)

	33%

	Estyn Best Practice (www.estyn.gov.wales/effective-practice)

	17%

	Textbooks

	50%

	Other in-school resources, such as bought-in schemes of work

	33%

	None of these

	11%


Nevertheless, when asked specifically about teaching from lesson plans that they had not created themselves, the response from trainees was more mixed. While 12 out of 17 respondents indicated a willingness to teach from lesson plans that were not their own, 9 out of those 12 added caveats such as the necessity for the teacher to fully understand the plan and its learning objectives or that it must be viewed critically to ensure that it meets the needs of individual learners. Although the remaining 5 respondents did not expressly reject the idea of teaching from externally produced plans, nevertheless they indicated that they felt more comfortable teaching from their own plans as these did not require the trainee to adapt to a different teaching style and thus would not compromise the smooth delivery of the lesson. 

I do not have anything against it and would use it if I feel it is relevant, but it must be used with a critical eye and an awareness of the individuals in your class. The creators of externally sourced schemes of work have not met your children (Female primary undergraduate trainee, aged under 25).

During last placement, I was in the same year group as another student and we shared lesson planning and it worked really well. However, I would say our styles were similar and that helped (Male primary undergraduate trainee, aged under 40-44).
I feel that everyone’s lessons plans look different, and rightly so, lesson plans should be reflective of the type of teacher you are. However, this makes it difficult in terms of understanding what their objective of the lesson is when observing or covering lessons. I do also feel it can massively open up a case of misinterpretation as everyone would read the plan differently potentially (Female primary undergraduate trainee, aged under 25).

Summary of results
This study set out to establish whether the issue of workload is as significant in the trainee teacher population as it is reported to be in the wider teaching profession. It also set out to identify whether trainees are the unwilling beneficiaries of a culture of excessive workload that has become embedded in placement schools and ITE providers, whether the recommended steps to eliminate this in England have been replicated in Wales and whether trainees have any misgivings over the direction in which these steps may take the profession. The results show that the trainees who chose to respond to the study overwhelmingly believe that workload in the teaching profession is a fairly serious or very serious problem and that the level of detail in which they are asked to plan is excessive. In the widespread absence of an explanation of the purpose behind this requirement, there was a general sentiment that being asked to plan in this level of detail was a 'box ticking' exercise and only a comparatively few respondents highlighted the potential benefits to the learner and to the trainee's own development. Around 40% of respondents believed that they had been steered away from using textbooks while around 25% felt under pressure to demonstrate their professionalism by creating their own resources. Somewhat concerningly, there appeared to be a widely-held opinion among respondents that they had received no guidance from their ITE provider or their placement schools in how to minimise the workload around lesson planning. 
Limitations of this study
The main limitations of this study relate to the size and nature of the sample. The number of completed questionnaires (18) may be too small to draw any meaningful conclusions about the wider cohort and the non-random, convenience nature of the sampling may further restrict its generalisability. In addition the timing of the survey which, although unavoidable, fell just before trainees commenced their final period of professional teaching experience (PTE). This meant that respondents' views relating to this period of PTE were not captured by this survey. Furthermore, without the balancing context of the evaluation of individual students by placement school mentors and ITE staff it is right to treat trainees' opinions as shown in verbatim quotes with a certain amount of caution. For example, a trainee's complaint about being asked to plan in what they see as excessive detail may have been driven by a legitimate concern on the part of their mentor that they need to demonstrate a greater level of pedagogical knowledge. 

Conclusion and recommendations

Workload in the teaching profession has come under increasing scrutiny as surveys have found that a significant number of teachers believe it to be a significant problem. According to the most recent of these, over 90% of primary teachers believe that the problem is fairly serious or very serious and nearly 80% state that they spend far too much time on lesson planning and preparation (DfE, 2017). Excessive workload has been identified as a key factor in teacher retention and in dissuading potential new recruits from deciding to train as teachers (EWC, 2017b). Welsh Government statistics show that primary teachers with 0 to 5 five years of experience are the most likely to leave the profession (StatsWales, 2019), perhaps reflective of a lack of preparation during training on how to manage workload - many new entrants to the profession report that they were given either no encouragement at all or only a very limited amount of encouragement to reduce their workload by their initial teacher education (ITE) providers or placement schools (DfE, 2018b).
However, the issue of workload in the teaching profession is complicated. On any given day, teachers are asked to complete a variety of different tasks whether that is teaching in front of the class, planning and preparing, assessing their students, managing data, meeting parents, meeting colleagues, engaging in extracurricular activities or participating in the management of the school. While most in the profession are keen to emphasise that they recognise that almost all of these tasks are essential, a requirement to carry them out to an excessive level of detail has created a situation for many teachers where the time spent on completing them has become burdensome and their cumulative workload has become unsustainable. In its guidance to ITE providers (DfE, 2018c) the Department for Education highlights the unique position that they are in to be able to reduce trainee teachers' workload by adopting the recommendations of the various independent workload review groups, by looking to establish 'good habits' in trainees to ensure that tasks do not become too onerous and by looking to change embedded cultures surrounding workload. While case studies demonstrate that ITE providers in England (at whom the guidance was aimed) have taken steps to comply with these recommendations, the situation as it applies to Wales is less clear. This study, which focuses only on trainees' workload associated with lesson planning and preparation, would appear to suggest that ITE providers in Wales may be lagging behind those in England in introducing mechanisms designed to reduce trainee teachers' lesson planning workload. While it must be acknowledged that the education system in Wales is undergoing a significant period of change - both at the school level with the impending introduction of a new curriculum and in the ongoing reforms to initial teacher education and training - and that this may have contributed to a delay in ITE providers in Wales implementing the same measures as those in England, nevertheless the results of this study would indicate that action needs to be taken with some urgency.
A recommended first step would be to repeat this study but to greatly expand it to cover the entire final year undergraduate and postgraduate teacher training student population in Wales. This would address the generalisability concerns of this small-sample study and would provide an accurate picture of trainees' perceptions of lesson planning workload pressures. Any such survey should be timed to coincide with trainees finishing their final period of PTE so that their recall is as accurate as possible. Furthermore, it would appear to be common sense to expect that the Welsh Government and its agencies should take steps to issue workload management guidance to ITE providers in Wales along similar lines to that already in place in England to complement its suite of existing guidance on managing and reducing teachers' workload (Estyn, 2017a). With the use of online repositories of lesson planning resources apparently being so widespread, it may be appropriate for the Welsh Government to consider whether to establish a central repository of quality-assured resources that would be administered through an agency such as Estyn.  
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Appendix A: Original research proposal

Dissertation proposal Form
	Student Name:
	Octavian Parkes

	Working Title of Research


	The workload challenge for new primary teachers in Wales



	Please provide a 1,000 word summary of relevant literature (expand boxes as necessary).

History of centralisation of curriculum, introduction of testing etc

It seems appropriate to provide some history of how the education sector has arrived at this place of excessive teacher workload. This is widely available from sources such as Ward's 'A Student's Guide to Education Studies' and others.

Theory

The actual of teachers being asked to do more tasks will be tied in with theory such as Apple's intensification theory of teachers' roles becoming intensified as stronger central control over curriculum has resulted in greater accountability - teaching for tests etc - and the decline in teachers' autonomy

Relevant publications/journal articles include:

· Schooling, Markets and an Audit Culture

· "You don't have to be a teacher to teach this unit"

· Teachers and Texts

but this is just a small handful of examples in a significant body of work in this area. 
The effect of increased workload on the profession
As with providing some history, it seems important to highlight the unsustainable nature of the current levels of teachers' workload and how it will impact the profession, both in terms of teacher retention and 'churn' rate (drawing on sources such as the NFER survey as well as government data) and also surveys of teachers' attitudes and intentions (eg NEU/NUT surveys).
Planning and teachers' workload

There is quite a significant amount of technical notices issued by central government that examine the problem of teachers' workload. These stem from a cross-profession workload survey in the mid 2010s that has spawned a number of advice notices with recommendations for minimising workload together with case studies that examine the effectiveness of these recommendations.

The time spent on planning must also be considered alongside the time spent on other administrative tasks - mainly marking and data management. While neither of these will be covered in any great detail, I will draw on government sources to acknowledge that excess planning and resource creation workload is not a standalone problem - it is entirely possible that if marking and data management were eliminated overnight, the time spent on planning and obtaining resources could be moved into the working week and would thus cease to be a problem.

A key element in over-planning or planning unnecessarily is the perceived pressure from Estyn to provide detailed plans for each lesson. I will draw on the relevant sections of the Estyn inspection handbook for primary schools to set out the current position.

ITE providers
In November 2018 the DfE published advice for ITE providers in England, highlighting the importance of their position in terms of instilling 'good habits' in their trainees. I will draw on this document and on Welsh ITE institutions' technical notices to paint a picture of a best practice approach that should be communicated to trainees. For balance I will refer to publications that highlight the difficulties for many trainees of knowing when to stop planning.
Professionalism 

While there are some administrative tasks that teachers would happily never do, it is overplanning rather than planning itself that is the problem. Journal articles such as 'The impact of curricula and lesson planning in the teaching process' emphasise that lesson planning is at the core of teaching, while 'Rage against the machine before it's too late' argues that creative teaching requires planning.
One of the government recommendations is for teachers to use schemes of work - ie lesson plans not written by themselves. Parker in 'Postmodernist perceptions of teacher professionalism: a critique' and others eg Apple argue that this is a crucial element in deskilling and undermining the autonomy of the teaching professions. However, various published studies show that this approach can be effective - in an age of accountability, is the decrease in professionalism and autonomy a price worth paying for a reduction in workload? For example, some of the teachers cited in "You don't have to be a teacher to teach this unit" were happy to teach a unit written by someone else so that they could use the time to catch up with other tasks.

I am intending to explore the possibility of greater centralisation and what that would look like. After all, central government delivers a curriculum, expects certain outcomes and carries out regular aptitude testing - shouldn't it then take responsibility for producing what is taught? Or at the very least create a significant library of lesson plans from either central sources or approved third parties (eg National Trust)? International comparisons of primary education systems - eg Alexander - do provide examples of countries which have, or have had, greater central control over what is taught, but these are associated with low teacher autonomy and correspondingly low morale. Can the idea of professionalism in teaching be redrawn to square the circle?

Resources

A side note to the government recommendation to increase the use of externally produced resources are the issues of:

· cost implications and whether this will create 'haves and have nots'

· accuracy and curricular relevance of sources like Twinkl

I am not entirely sure yet how, or if at all, I will address these but have included them as discussion points.

(850 words)


	What are your proposed research questions (NOT questions on your questionnaire)?

There are a couple of strands to the research. 
As an overarching point of clarity more than anything else, I first want to situate the issue of excess workload to Wales - most of the rhetoric and the work done so far derives from central government but as "[e]ducation and training is largely a devolved topic and the Welsh Ministers regulate almost all areas of education in Wales" (Law Wales http://law.gov.wales/publicservices/education/?lang=en#/publicservices/education/?tab=overview&lang=en) I need to establish that the workload issue does indeed apply in Wales (there's absolutely no reason to suppose that it doesn't, but the Welsh Gov't's sole intervention to date has been a rather flimsy poster with bullet point advice, published late last year.)

The main strand of my research will then be to establish the planning workload of trainee primary teachers in Wales about to enter the workforce. Specifically:

· how much they do and whether they feel this is excessive

· whether they are introduced to any strategies to manage planning workload

· whether the proposed government solutions are compatible with safeguarding teachers' professionalism



	What is the proposed design of the study? 

The study will comprise three separate pieces of research:

1. a short questionnaire sent to all current third year students on the UWTSD BA Primary Education with QTS. I have spoken to Mathew Jones, Deputy Director of ITE who had no problems, in principle, with me carrying out this piece of research and who suggested the people to contact to achieve this

2. focused interviews with a small number of the above cohort 

3. one or two questions sent to key staff at ITE centres in Wales to establish whether trainees are being taught 'good habits' as per the DfE's instruction to ITT providers in England



	How are you intending to analyse your data?  

The short questionnaire will be designed to be as quick and painless to complete as possible (to encourage participation) and respondents will be asked only to select from multiple choice options. The data generated by this survey will be exclusively quantitative and will therefore be relatively easy to analyse and present in tabular and/or graphical form. 

The qualitative data generated by the focused interviews will be interrogated according to a number of themes, including attitudes to planning requirements, perceptions of using pre-available lesson resources and the degree of support provided by ITE institutions and partner schools to instil time-efficient working practices. The latter theme will be triangulated with responses from ITE staff, while the wider study data will be triangulated with pre-existing surveys such as the DfE Workload Challenge and the Workload Surveys conducted by the main teachers' unions



Student Name (Please print clearly) Octavian Parkes

Student Signature: O N X Parkes Date: 09/11/2018

Word count​​​​: 1,299
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Appendix B: Sample questionnaire

ABOUT YOU

Q1. Into which of the following age bands do you fall?

Please tick one
	Under 25
	

	25 to 29
	

	30 to 34
	

	35 to 39
	

	40 to 44
	

	45 to 49
	

	50 or older
	

	Prefer not to say
	


Q2. What is your gender?

Please tick one
	Female
	

	Male
	

	Prefer not to say
	


ABOUT YOUR LAST PLACEMENT
Q3. During your last school placement, approximately how many hours did you spend on teaching each week?

Please only count actual teaching time. Don't count any time that you spent on lesson planning, marking or other admin jobs. 

_____ hours per week

LESSON PLANNING
Q4. During your last school placement, approximately how many hours did you spend each week on planning or preparing the lessons you taught?

Include time spent lesson planning and creating resources:

· during protected blocks of non-teaching time (PPA) if offered to student teachers

· during weekends, evenings or other off-classroom hours

_____ hours per week

Q5. Throughout your last placement, was the time that you spent on lesson planning and creating resources too much, too little or about right?

For example, you might feel that other commitments meant that you were not able to spend as much time on lesson planning as you would have liked. On the the hand you might feel that the amount of lesson planning you are asked to do is an unnecessary burden.
Please tick the one that most applies
	Far too little
	

	Too little
	

	About right
	

	Too much
	

	Far too much
	


Q6. Did your placement school have any of the following strategies to help you manage the time spent on planning lessons and creating resources?

	STRATEGY
	Yes
	No
	Not sure

	Protected non-teaching time for student teachers on placement to plan lessons
	
	
	

	
	
	
	

	Existing schemes of work and associated pre-written lesson plans that you could use or adapt for your own lessons
	
	
	

	
	
	
	

	The opportunity to plan lessons collaboratively with other teachers
	
	
	


Q7. To what extent do you agree or disagree with the following statements?

	
	Strongly disagree
	Tend to disagree
	Neither agree nor disagree
	Tend to agree
	Strongly agree

	The resources available at my placement school to help plan teaching and learning are high quality
	
	
	
	
	

	
	
	
	
	
	

	My training provider (UWTSD) offers guidance on how to effectively manage my lesson planning workload
	
	
	
	
	

	
	
	
	
	
	

	My placement schools offer guidance on how to effectively manage my lesson planning workload
	
	
	
	
	


Part 2 of this survey will give you the opportunity to give details of the nature of this guidance.
Q.8 Please identify the resources that you use when you are planning lessons and creating classroom resources

Please tick all that apply

	Primary Resources (www.primaryresources.co.uk)
	

	TES (www.tes.com) 
	

	Twinkl (www.twinkl.co.uk)   
	

	Oxford University Press (global.oup.com/education/primary) 
	

	BBC Teach (www.bbc.com/teach) 
	

	Estyn Best Practice (www.estyn.gov.wales/effective-practice) 
	

	Textbooks
	

	Other in-school resources such as bought-in schemes of work
	


Other (please describe) _____________________________________
Q.9 As a soon-to-be new entrant to the teaching profession, to what extent - if at all - do you consider teacher workload a serious problem?

Please tick one
	Workload is a very serious problem
	

	Workload is a fairly serious problem
	

	Workload is not a very serious problem
	

	Workload is not a serious problem at all
	

	Don't know
	


Q.10 If you answered 'very serious' or 'fairly serious' for the previous question, please can you explain why you believe teacher workload is a problem?

____________________________________________________________

Thanks very much for completing the first part of this survey. If you have time, it would be fantastic if you could complete the second part as well.

PART TWO

Q1. In your opinion, what are the main purposes of lesson planning?

Q2. John Hattie (2012, cited in DfE, 2016, p.9) notes that there are a million lesson planning resources available online yet teachers love to waste their time creating more. In the context of your own lesson planning practice, do you feel this is a fair criticism? Please provide any examples where you believe that creating your own resources was necessary to enhance the learning.

Q3. "There seems to be an underlying mistrust of textbooks, related to notions of professionalism, which assume it is more professional to trust a random resource, downloaded from the internet after many hours of searching, rather than a carefully curated, fully researched textbook." (DfE, 2016, p.9)

To what extent have you been guided towards - or away from - using textbooks in your own lesson planning? 

Q4. What is your opinion on teaching from lesson plans that you haven't written yourself, for example those written by other teachers or those that form part of an externally sourced scheme of work? 

Q5. "In the case of ITT [Initial Teacher Training] providers, we have seen evidence of excessively detailed plans being required as a matter of routine. Without proper context, this is not sustainable and does not promote the image of teachers as trusted autonomous professionals." (DfE, 2016, p.8) In your experience, are you asked to plan in excessive detail while on placement and, if so, to what extent is the purpose of having to provide this level of detail explained to you?
Q6. In what ways - if any - have your training provider (UWTSD) and/or your placement schools given you guidance on effectively managing the time you spend on lesson planning and creating resources?

References
DfE (2016) Eliminating unnecessary workload around planning and teaching resources. London: Department for Education.
Appendix C: Participant information and consent form

This survey is completely anonymous. You are not asked for any personal details and Survey Monkey will not track your IP address. You may want to read the Survey Monkey privacy policy to find out how they use your data.

Participant information

The aim of this research is to explore trainee teachers' attitudes to lesson planning and creating resources. 

The survey is completely anonymous. You won't be asked for your personal details and your IP address won't be tracked.

Your participation is voluntary and you are free to withdraw from the project at any time, without having to give a reason and without any consequences.

You can withdraw your data from the study at any time.

Any information recorded will remain confidential and no information that identifies individual participants will be made publicly available.

If you have any questions or require further information before completing the survey, please contact me at: 1601278@student.uwtsd.ac.uk

Top of Form

I have read the Participant Information and I give my consent to participate in this research study 

[image: image1.wmf]Yes 
[image: image2.wmf]No 
Bottom of Form

Appendix D: Authorised application for ethical approval

APPLICATION FOR ETHICAL APPROVAL

In order for research to result in benefit and minimise risk of harm, it must be conducted ethically. A researcher may not be covered by the University’s insurance if ethical approval has not been obtained prior to commencement.

The University follows the OECD Frascati manual definition of research activity: “creative work undertaken on a systematic basis in order to increase the stock of knowledge, including knowledge of man, culture and society, and the use of this stock of knowledge to devise new applications”. As such this covers activities undertaken by members of staff, postgraduate research students, and both taught postgraduate and undergraduate students working on dissertations/projects.

The individual undertaking the research activity is known as the “principal researcher”.

Ethical approval is not required for routine audits, performance reviews, quality assurance studies, testing within normal educational requirements, and literary or artistic criticism.

Please read the notes for guidance before completing ALL sections of the form.

This formmust be completed and approved prior to undertaking any research activity.Please see Checklist for details of process for different categories of application.  

SECTION A: About You (Principal Researcher)

	Full Name:
	Octavian Nicholas Xavier Parkes

	Tick all boxes which apply:

	Member of staff:
	☐
	Student:
	☑
	Honorary research fellow:
	☐


	Faculty/School/Centre:
	Faculty of Education and Communities / School of Social Justice and Inclusion

	Campus:
	SA1 Waterfront, Swansea

	E-mail address:
	1601278@student.uwtsd.ac.uk

	Contact Telephone Number:
	07919 596955

	For students:

	Student Number:
	1601278
	Undergraduate
	☑

	Programme of Study:
	BA Education Studies
	Taught Postgraduate
	☐

	Director of Studies/Supervisor:
	Caroline Lewis
	Research
	☐


SECTION B: Approval for Research Activity

	Has the research activity received approval in principle?

(please check the Guidance Notes as to the appropriate approval process for different levels of research by different categories of individual)
	YES
	☑
	NO
	☐

	
	Date

	If Yes, please indicate source of approval (and date where known):
	Research Degrees Committee
	☐
	

	
	Faculty Research Committee
	☐
	

	
	Other (write in): Caroline Lewis (dissertation supervisor)

	☑
	16/11/18


Approval in principle must be obtained from the relevant source prior to seeking ethical approval.

SECTION C:  External Ethical Guidance Materials

	Please list the core ethical guidance documents that have been referred to during the completion of this form (including any discipline-specific codes of research ethics, and also any specific ethical guidance relating to the proposed methodology).  Please tick to confirm that your research proposal adheres to these codes and guidelines.

	BERA 'Ethical Guidelines for Educational Research’
	☑

	UWTSD 'Research Integrity and Ethics Code of Practice'
	☑

	
	☐


SECTION D: External Collaborative Research Activity

	Does the research activity involve collaborators outside of the University?
	YES
	☐
	NO
	☑

	If Yes, please provide the name of the external organisation and name and contact details for the main contact person:

	Institution
	

	Contact person name
	

	Contact person e-mail address
	


Where research activity is carried out in collaboration with an external organisation

	Does this organisation have its own ethics approval system?
	YES
	☐
	NO
	☐

	If Yes, please attach a copy of any final approval (or interim approval) from the organisation


SECTION E: Details of Research Activity

	Indicative title:
	Assessing attitudes to lesson planning workloads in trainee primary teachers in Wales

	Proposed start date:
	01/12/2018
	Proposed end date:
	22/03/2019

	Purpose of research activity (including aims and objectives)

Outline the purpose, aims and objectives of the research activity, including key research questions. Show briefly how existing research has informed the proposed activity and explain what the research activity will add and how it addresses an area of importance. (Maximum 300 words)

	This research activity will aim to establish the lesson planning workload expected of trainee primary teachers in Wales, whether they perceive this as manageable and whether teacher training institutions are following current government recommendations to instil 'good habits' regarding workload management in their trainees. It will also aim to identify trainees' attitudes towards government recommendations for lesson planning workload reduction, specifically whether they believe these carry a risk of undermining the autonomy and professionalism of the teaching profession and, if so, whether this loss of autonomy is an acceptable trade-off for a more manageable workload.

This research activity will build on recent surveys of the teaching profession carried out by central government's workload review groups, situating the issue of teachers' workload in Wales and focusing more narrowly on just trainees. Central government surveys found that teachers with 5 years or less experience were more likely to believe that their workload was unmanageable than those with more experience. It is hypothesised that trainees routinely over-plan and that this working practice is carried forward into their first years of practice, with efficiency strategies often only developed much later. With job dissatisfaction and retention being key current issues in the teaching profession - and with the 0-5 years experience cohort of primary teachers seeing the highest number of departures in 2017, according to Welsh government statistics - it is important to establish whether the teachers of tomorrow are being given the tools to more effectively manage their workloads.

(this box should expand as you type)

	Proposed methods

Provide a brief summary of all the methods that may be used in the research activity, making it clear what specific techniques may be used. If methods other than those listed in this section are deemed appropriate later, additional ethical approval for those methods will be needed. (Maximum 600 words)

	It is intended that the research activity will comprise:

· a large-sample anonymous online questionnaire of third year UWTSD BA Ed students, with the link to the questionnaire distributed via email. A third party online survey service such as Survey Monkey will be used. Respondents will also be asked to indicate via email if they would be willing to be interviewed in more depth
· face-to-face and/or email focused interviews, with convenience for the interviewee determining the method used. Participants will be chosen at random from those who have indicated a willingness to be interviewed
· email questionnaires sent to relevant staff at Initial Teacher training institutions in Wales
Any third party online survey service that is used will be fully GDPR compliant and responses to the online questionnaire will be sent via secure https SSL encrypted connection. 

All steps will be taken to ensure the confidentiality of the participants in the focused interviews and any information that may cause a participant to be identified by a wider audience will be suppressed.

Due to the small number of ITE staff who will be interviewed, it will not be possible to adequately ensure their confidentiality. Therefore, their consent to be identified will be requested up front.
(this box should expand as you type)


	Location of research activity

Identify all locations where research activity will take place.

	The majority of the research will be via online or email questionnaire and so will be desk-based. Focused interviews will be arranged at the convenience of the interviewee and may take place at UWTSD campuses.

(this box should expand as you type)

	Research activity outside of the UK

If research activity will take place overseas, you are responsible for ensuring that local ethical considerations are complied with and that the relevant permissions are sought. Specify any local guidelines (e.g. from local professional associations/learned societies/universities) that exist and whether these involve any ethical stipulations beyond those usual in the UK (provide details of any licenses or permissions required). Also specify whether there are any specific ethical issues raised by the local context in which the research activity is taking place, for example, particular cultural sensitivities or vulnerabilities of participants.

	Not applicable

(this box should expand as you type)


SECTION F: Scope of Research Activity

	Will the research activity include:
	YES
	NO

	Use of a questionnaire or similar research instrument?
	☑
	☐

	Use of interviews?
	☑
	☐

	Use of diaries?
	☐
	☑

	Participant observation with their knowledge?
	☐
	☑

	Participant observation without their knowledge?
	☐
	☑

	Use of video or audio recording?
	☑
	☐

	Access to personal or confidential information without the participants’ specific consent?
	☐
	☑

	Administration of any questions, test stimuli, presentation that may be experienced as physically, mentally or emotionally harmful / offensive?
	☐
	☑

	Performance of any acts which may cause embarrassment or affect self-esteem?
	☐
	☑

	Investigation of participants involved in illegal activities?
	☐
	☑

	Use of procedures that involve deception?
	☐
	☑

	Administration of any substance, agent or placebo?
	☐
	☑

	Working with live vertebrate animals?
	☐
	☑

	Other primary data collection methods, please explain in this box


	☐
	☑


If NO to every question, then the research activity is (ethically) low risk and may be exempt from some of the following sections (please refer to Guidance Notes).

If YES to any question, then no research activity should be undertaken until full ethical approval has been obtained. 

SECTION G: Intended Participants

	Who are the intended participants:
	YES
	NO

	Students or staff at the University?
	☑
	☐

	Adults (over the age of 18 and competent to give consent)?
	☑
	☐

	Vulnerable adults?
	☐
	☑

	Children under 18?
	☐
	☑

	Prisoners?
	☐
	☑

	Young offenders?
	☐
	☑

	Those who could be considered to have a particularly dependent relationship with the investigator or a gatekeeper?
	☐
	☑

	People engaged in illegal activities?
	☐
	☑

	Others (please identify):


	☐
	☑


	Participant numbers and source

Provide an estimate of the expected number of participants. How will you identify participants and how will they be recruited? 

	The link to the main online questionnaire will be sent to all of the 100+ third year BA Ed (Primary) with QTS students. It is hoped that a response rate of 30%-50% will be achieved.

A minimum of 12 focused interview participants will be aimed for, with participants selected at random from those who indicated that they were willing to be interviewed.
this box should expand as you type)


	Information for participants:
	YES
	NO
	N/A

	Will you describe the main research procedures to participants in advance, so that they are informed about what to expect?
	☑
	☐
	☐

	Will you tell participants that their participation is voluntary?
	☑
	☐
	☐

	Will you obtain written consent for participation?
	☑
	☐
	☐

	Will you explain to participants that refusal to participate in the research will not affect their treatment or education (if relevant)?
	☐
	☐
	☑

	If the research is observational, will you ask participants for their consent to being observed?
	☐
	☐
	☑

	Will you tell participants that they may withdraw from the research at any time and for any reason?
	☑
	☐
	☐

	With questionnaires, will you give participants the option of omitting questions they do not want to answer?
	☑
	☐
	☐

	Will you tell participants that their data will be treated with full confidentiality and that, if published, it will not be identifiable as theirs?
	☑
	☐
	☐

	Will you debrief participants at the end of their participation, in a way appropriate to the type of research undertaken?
	☑
	☐
	☐

	If NOto any of above questions, please give an explanation 

	(this box should expand as you type)


	Information for participants:
	YES
	NO
	N/A

	Will participants be paid?
	☐
	☑
	☐

	Is specialist electrical or other equipment to be used with participants?
	☐
	☑
	☐

	Are there any financial or other interests to the investigator or University arising from this study?
	☐
	☑
	☐

	Will the research activity involve deliberately misleading participants in any way, or the partial or full concealment of the specific study aims?
	☐
	☑
	☐

	If YESto any question, please provide full details 

	(this box should expand as you type)


SECTION H: Anticipated Risks

	Outline any anticipated risksthat may adversely affect any of the participants, the researchers and/or the University, and the steps that will be taken to address them. 

If you have completed a full risk assessment (for example as required by a laboratory, or external research collaborator) you may append that to this form.

	Full risk assessment completed and appended? 

Yes                               ☐
 No                                ☑


	Risks to participants
For example: emotional distress, financial disclosure, physical harm, transfer of personal data, sensitive organisational information

	These is a risk to participants of identification from information provided in focused interviews. All such information will be 'cleaned' to remove identifying characteristics or suppressed from publication where data cleaning is insufficient to ensure participants' confidentiality.

The necessarily small sample of ITE institution staff means that no guarantee of anonymity or confidentiality can be given. Information supplied by this cohort will only be reproduced with their express permission. It should be noted, however, that the questions they will be asked to answer will relate solely to institutional procedure. Their personal views will not be sought.
(this box should expand as you type)

	

	If research activity may include sensitive, embarrassing or upsetting topics (e.g. sexual activity, drug use) or issues likely to disclose information requiring further action (e.g. criminal activity), give details of the procedures to deal with these issues, including any support/advice (e.g. helpline numbers) to be offered to participants. Note that where applicable, consent procedures should make it clear that if something potentially or actually illegal is discovered in the course of a project, it may need to be disclosed to the proper authorities

	Not applicable

(this box should expand as you type)

	

	Risks to investigator
For example: personal safety, physical harm, emotional distress, risk of accusation of harm/impropriety, conflict of interest

	There are no risks to the investigator.

(this box should expand as you type)

	

	University/institutional risks
For example: adverse publicity, financial loss, data protection

	There are no risks to the University.

(this box should expand as you type)

	

	Adverse outcomes

List measures put in place to limit any adverse effects or outcomes of research activity where appropriate. Include any emergency protocols.

	It is not anticipated that there will be significant adverse effects of the research activity. None of the participants are from vulnerable groups and all are adults able to give informed consent. The right to withdraw from the research at any time will be clearly indicated to participants before the research activity commences. 

Excluding ITE staff, the research participants are all final year students juggling academic studies with the requirements of school placements and, in some cases, looking after their own children. 
Therefore, questionnaires will be designed to be as brief as possible while focused interviews will be arranged to suit the interviewee. This may mean that the investigator travels to their home at a time that is convenient for the interviewee or it may mean that interviews are conducted by email or telephone instead of face to face.

(this box should expand as you type)


	Disclosure and Barring Service

	If the research activity involves children or vulnerable adults, a Disclosure and Barring Service (DBS) certificate must be obtained before any contact with such participants.
	YES
	NO
	N/A

	Has a DBS certificate been obtained?
	☐
	☐
	☑


SECTION I: Feedback, Consent and Confidentiality

	Feedback
What feedback will be provided to participants, how will this be done and when? 

	At the conclusion of the research element of this project, participants can request an electronic copy of the research findings. They will be given the opportunity to provide feedback on the research findings and, should this contradict the researcher's interpretation, participants' views will be included in the discussion of the research. Once the full dissertation project has been submitted, participants will also be able to request an electronic copy.
(this box should expand as you type)

	

	Informed consent
Describe the arrangements to inform potential participants, before providing consent, of what is involved in participating. Describe the arrangements for participants to provide full consent before data collection begins. If gaining consent in this way isinappropriate, explain how consent will be obtained and recorded.

	The covering email distributing the link to the online survey will describe the aim and scope of the research and what participants' information will be used for. Separate written consent will not be sought; instead participants will be required to tick a check box on the survey granting their consent.

Participants in focused interviews will be provided with an oral and written summary of the research process and will be provided with a written consent form.

ITE staff will be provided with a written summary of the extent of their participation, together with a written consent form. 
(this box should expand as you type)

	

	Confidentiality / Anonymity

Set out how anonymity of participants and confidentiality will be ensured in any outputs. If anonymity is not being offered, explain why this is the case. 

	The online survey will be hosted by a fully GDPR compliant third party online survey provider such as Survey Monkey. The option to gather information anonymously will be chosen. None of the information provided by a participant in this survey would enable a participant to be identified.

The focused interviews may generate information that could potentially enable participants to be identified. For example, they may make reference to a particular experience during a school placement or to their own personal characteristics. Unless the participant expressly wishes that their right to anonymity should be waived, this information will either be 'cleaned' or suppressed from publication entirely.

Due to the small sample size, it will not be possible to ensure the confidentiality and anonymity of ITE staff. The researcher will seek express written consent to fully or partially identify respondents from ITE institutions.
(this box should expand as you type)


SECTION J: Data Protection and Storage

In completing this section refer to the University’s Research Data Management Policy and the extensive resources on the University’s Research Data Management web pages (http://uwtsd.ac.uk/library/research-data-management/).
	
	YES
	NO

	Does the research activity involve personal data (as defined by the Data Protection Act)?

“personal data” means data which relate to a living individual who can be identified—

(a) from those data, or

(b) from those data and other information which is in the possession of, or is likely to come into the possession of, the data controller, and includes any expression of opinion about the individual and any indication of the intentions of the data controller or any other person in respect of the individual.
	☑
	☐

	If YES, provide adescription of the data and explain why this data needs to be collected:

	Due to the nature of the cohort from which participants are sought - third year students from the same course - confidentiality breaches via deductive disclosure are possible. It is necessary to collect this qualitaive data to gain a clearer picture of trainees' attitudes to the issue of lesson planning workload and how differing personal circumstances inform these attitudes.

(this box should expand as you type)

	

	Does it involve sensitive personal data (as defined by the Data Protection Act)?

“Sensitive personal data” means personal data consisting of information as to –

(a) the racial or ethnic origin of the data subject,

(b) his political opinions,

(c ) his religious beliefs or other beliefs of a similar nature,

(d) whether he is a member of a trade union (within the meaning of the Trade Union and Labour Relations (Consolidation) Act 1992),

(e) his physical or mental health or condition,

(f) his sexual life,

(g) the commission or alleged commission by him of any offence, or

(h) any proceedings for any offence committed or alleged to have been committed by him, the disposal of such proceedings or the sentence of any court in such proceedings.
	☐
	☑

	If YES, provide adescription of the data and explain why this data needs to be collected:

	(this box should expand as you type)


	Will the research activity involve storing personal data on one of the following:
	YES
	NO

	Manual files (i.e. in paper form)?
	☑
	☐

	University computers?
	☐
	☑

	Private company computers?
	☐
	☑

	Home or other personal computers?
	☑
	☐

	Laptop computers/ CDs/ Portable disk-drives/ memory sticks?
	☑
	☐

	“Cloud” storage or websites?
	☑
	☐

	Other – specify:


	☐
	☑

	For all stored data, explain the measures in place to ensure data confidentiality, including details of password protection, encryption and anonymisation:

	Data held in 'cloud' storage will be only that gathered through a GDPR compliant third party online survey provider.

Information provided in focused interviews will be anonymised at the point of recording. Should it not be possible to conduct a face-to-face interview, the most secure option will be sought - for example using an encrypted text messaging service such as WhatsApp, Skype or Facetime or a GDPR compliant third party online survey provider. Where an email interview is deemed the only possible option, institutional email addresses will be used.

All digital information will be stored locally in password protected, encrypted folders.

All manual files will be held in locked storage.
(this box should expand as you type)


	Will the research activity involve any of the following activities:
	YES
	NO

	Electronic transfer of data in any form?
	☑
	☐

	Sharing of data with others at the University?
	☐
	☑

	Sharing of data with other organisations?
	☐
	☑

	Export of data outside the European Union or importing of data from outside the UK?
	☐
	☑

	Use of personal addresses, postcodes, faxes, emails or telephone numbers?
	☑
	☐

	Publication of data that might allow identification of individuals?
	☐
	☑

	Use of data management system?
	☐
	☑

	Data archiving?
	☐
	☑

	If YESto any question, please provide full details, explaining how this will be conducted in accordance with the Data Protection Act (and/or any international equivalent):

	Data may be transferred electronically if respondents choose to provide information via email. Any emailed responses will be copied to secure, encrypted storage and deleted permanently from the email client.

Student respondents will be contacted via institutional email using the UWTSD Directory. Personal contact details may be gathered in the course of arranging focused interviews. These will be stored in secure, encrypted folders.
(this box should expand as you type)


	List all who will have access to the data generated by the research activity:

	Octavian Parkes 
(this box should expand as you type)

	

	List who will have control of, and act as custodian(s) for, data generated by the research activity:

	Octavian Parkes 
(this box should expand as you type)

	

	Give details of data storage arrangements, including where data will be stored, how long for, and in what form. Will data be archived – if so how and if not why not.  

	Data will be stored on a non-networked home computer in secure, encrypted, password protected folders. Where necessary - for example recording an interview at a participant's home - audio and other files will be stored temporarily on portable storage (USB stick or laptop hard drive) then moved to secure storage as soon as possible. Data will be held only while the research project is active. Once the project has been submitted and assessed, the research data will be destroyed.

(this box should expand as you type)


SECTION K: Declaration

	The information which I have provided is correct and complete to the best of my knowledge. I have attempted to identify any risks and issues related to the research activity and acknowledge my obligations and the rights of the participants.

In submitting this application I hereby confirm that I undertake to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice

	Signature of applicant:
	O N X Parkes
	Date:
	19/11/2018


For students:

	Director of Studies/Supervisor:
	C. Lewis

	Signature:
	C. Lewis

	Date:
	25/11/18


For staff:

	Head of School/Assistant Dean:
	

	Signature:
	

	Date:
	


	Checklist: Please complete the checklist below to ensure that you have completed the form according to the guidelines and attached any required documentation:

☑
	I have read the guidance notes supplied before completing the form.

	☑
	I have completed ALL RELEVANT sections of the form in full.

	☑
	I confirm that the research activity has received approval in principle

	☐
	I have attached a copy of final/interim approval from external organisation (where appropriate)

	☐
	I have attached a full risk assessment (and have NOT completed Section H of this form) (where appropriate)



	☑
	I understand that it is my responsibility to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice.

	☑
	I understand that before commencing data collection all documents aimed at respondents (including information sheets, consent forms, questionnaires, interview schedules etc.) must be confirmed by the DoS/Supervisor, module tutor or Head of School.


	RESEARCH STUDENTS AND STAFF ONLY

All communications relating to this application during its processing must be in writing and emailed to pgresearch@uwtsd.ac.uk , with the title ‘Ethical Approval’ followed by your name.

You will be informed of the outcome of your claim by email; thereforeit is important that you check your University and personal email accounts regularly.


STUDENTS ON UNDERGRADUATE OR TAUGHT MASTERS PROGRAMMES should submit  this form (and receive the outcome) via systems explained to you by the supervisor/module leader.

This form is available electronically from the Academic Office web pages: http://www.uwtsd.ac.uk/academic-office/
Application Process

All staff research projects and all research students must submit the Ethical Approval Form to the University Ethics Committee via the Academic Office (pgresearch@uwtsd.ac.uk).   Staff research directly in relation to personal study for taught undergraduate or Masters programmes should be submitted via the Faculty procedures explained below.

Taught masters and taught undergraduate research Ethical Approval Forms are considered within Faculties.  Faculties will provide details of the specific processes for this.  Where the Ethical issues within any single ethical application are of particular concern the Faculty will refer these to the University Ethics Committee.   Any student activity that involves the collection of primary data needs to undergo Ethical approval, this includes assignment work as well as dissertations.

Notes for guidance in completion of this form

Section A:  About You

Please complete all relevant sections

Section B:  Approval for research activity

Research proposals must be approved in principle before applying for Ethical Approval.  The proposal approval only becomes final when the ethical approval is received.  

The process for proposal approval varies according the individual and programme of study:

· Research students, by application on form PG1 to the Research Degrees Committee

· Taught students by review of research proposal within Faculties (Faculties provide specific details of these processes)

· Staff, by agreement by the Head of School/Assistant Dean

Section C:  External Ethical Guidance materials

Many discipline areas are required to operate with the discipline specific codes of research ethics (for example health, psychology, education etc.), any such codes must be listed and you must tick to confirm that you have consulted with these.

Section D:  External Collaborative Research Activity

Provide details of the external collaborative partners, where appropriate you might want to submit a copy of the external collaboration agreement with the Ethical Approval Form.  If the partner requires the research to be subject to its own internal Ethical approval process then please provide details of that process and a copy of any final (or interim) approvals received from the organisation.

Section E:  Details of Research Activity

Remember that the individuals reviewing this Ethical Approval Form may not have seen your research proposal, and also may not be experts in the specific area of your research.  The information provided should therefore be jargon free and clearly stated.
Indicative Title:  please use the same title as used on the research proposal.

Purpose:  the Ethical approval process will want to ensure that the methods you propose are adequate and appropriate to address the research aims and objectives.  Excessive additional data collection can be seen as unethical.
Proposed Methods:  the Ethical approval process seeks to ensure that you understand the methods that are intended, and that the implementation of those methods will be appropriate and without unnecessary impact on respondents.  Please be specific.
Location:  this needs to mention geographical location and also local situation (for example, within Local Authority Offices in Cardiff, using a private room but close to other individuals).  If you are collecting data within an organisational setting then you need to explain the permissions that you have obtained to do this.

Research Activity outside of the UK:  please complete this section in detail, and note any guidance you have received.  Also describe your own familiarity (or not) with the location that you will be utilising.

Section F:  Scope of Research Activity

Please tick ALL of the research activities that might be undertaken.   If any additional types of activity are intended then please add an extra box and describe these.

If you have answered no to all questions in F then sections G and J do not need to be completed.  Section H should be considered, and may be completed.  Signatures are still required in section K.

Section G:  Intended Participants

Please tick all categories that might apply.

Numbers& Source:  if you are using a series of different methods or research activities please list numbers for each stage/phase.  Be clear about how you will find respondents.   Will you use intermediaries, and if so how?  How will you ensure compliance with your sampling strategy?

Information for participants:  all participants should be appropriately informed about the research, what is expected of them and what will happen to the information that they provide.  The Ethical review process does not ask to see this documentation, but requires this to be reviewed and approved by the Director of Studies in the case of research students, the supervisor/module tutor in relation to students on taught programmes and the Head of School/Assistant Dean in relation to staff research.

Section H:  Anticipate Risks

All research carries some level of risk.  The answers you provide to questions in this section will be reviewed to ensure that you have an appropriate understanding of the type of risks involved and how you can mitigate against these risks.If you have completed a full risk assessment, as required for example for laboratory work, field work, clinical tests, diving operations, or by a collaborative partner, you may append that to this form.  In that case, please tick the box indicating this has been provided.  You will not then be required to complete Section H.
Risk to participants   Think very carefully about how your actions/questions/discussions might affect the people you are involving as participants.  You might identify the risk as small but it would still be a risk.  Many types of question have the potential to make respondents less content with their life / job; you need to recognise and try to ameliorate any such effects

If these are business owners, time with you may reduce profit.

In some locations physical risk is very real to both participants and yourself, please consider this.

Risk to you, the researcherThink about where you will meet people, if there are any dangers involved in the location.  If you are meeting people as individuals think about using a public place.  In general do not visit people in their own homes or remote locations.If you are talking to individuals about certain issues think about how their responses might affect you emotionally.  What about the risk of collecting insufficient data?
Risk to the University   When undertaking your research, you are acting as a member of the University (student or staff).  Professionalism is important, so it is important to be well organised and well prepared. Punctuality, clarity etc. are all part of this.  What will you do to ensure this?  You must ensure you do not harm the good name of the University in any way and do nothing to undermine the reputation of the research it conducts and sponsors.  Upholding high standards of conduct and integrity are vital in this regard. You must also conduct the research in such a way to minimise the potential for claims of negligence made against the University, its researchers and any collaborating individual or organisation. In this respect you should always comply with ethical, legal and professional frameworks, obligations and standards as required by statutory and regulatory authorities, as well as the university’s Research Integrity and Ethics Code of Practice.  Research misconduct in this respect can take many forms, including:
· fabrication: making up results or other outputs (eg, artefacts) and presenting them as if they were real

· falsification: manipulating research processes or changing or omitting data without good cause

· plagiarism: using other people’s material without giving proper credit

· failure to meet ethical, legal and professional obligations: for example failure to declare competing interests; misrepresentation of involvement or authorship; misrepresentation of interests; breach of confidentiality; lack of informed consent; misuse of personal data; and abuse of research subjects or material

· improper dealing with allegations of misconduct: failing to address possible infringements such as attempts to cover up misconduct and reprisals against whistle-blowers

Adverse Outcomes.  Think carefully about the possibilities, and cover here

Section I:  Feedback, Consent and Confidentiality

Feedback to participants:  outline your approach.   Will interview transcripts be shared with respondents to check accuracy?  Will summaries of questionnaire analysis be made available to respondents in some way?   Will an overview report be provided?  How and when?
Informed consent:   Draft letter / e-mail / or heading (or footer) section of questionnaire must be approved by DoS/supervisor (if research student), supervisor/module tutor if taught student, or Head of School / Assistant Dean if a member of staff.
Confidentiality/Anonymity.  Explain clearly how you will ensure confidentiality and anonymity.

Section J:  Data Protection and Storage

Before completing this section it is necessary to read the University’s Research Data Management information.   The questions that follow are designed to ensure compliance with the Data Protection Act as well as established research protocols.
Many research activities will involve electronic transfer of data and use of data management systems in the summarisation and analysis of data.  You will need to explain these in relation to compliance with the Data Protection Act.
Think carefully about who will have access to your data, this will include supervisors and examiners. Also that a thesis will be made available via the University library and the British Library system. If you are seeking an access bar for a period of time after completion then mention it here.  If you will provide a copy of your findings, or intend to give a presentation, to a facilitating/supporting/accessing organisation then explain that in this section.  But also think about the general principle of data sharing, as explained in the Research Data Management information.

In terms of storage of data please ensure security, and also mitigate against loss of data.

Section K:  Declaration

Ensure the appropriate countersignatures have been provided

Look carefully at the checklist and ensure that you comply with and tick all that are relevant to your research.
Date submitted 


______________





Please note dissertations cannot be started until the University Ethics Form is completed along with supporting documentation, and approval to run the study received from the module tutor.
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