CHAPTER 1: INTRODUCTION

1.1 Research Rationale

At present there seems to be a perception thatiteas what Duke (1984) referred to as
an “imperilled” profession. Although teaching isnsidered to be a vocation for people
who gain a great deal of satisfaction through wagkwith children, the rates at which
teachers in South Africa are leaving the professidicates the existence of alarming
levels of dissatisfaction with the profession (B2205; Motimele & Dieltiens, 2005; Park
2006; Robinson, 1999). The perceived dissatisfagiaot only evident in terms of data
gathered on the increasing attrition rates in ttodggsion. A number of researchers have
also indicated that there has been a serious dscnedhe number of students entering
teacher training institutions, resulting in a cafgeconcern in South Africa due to the
imminent shortage of trained professionals enteaimg) remaining in the teaching
profession (Bot, 2005; Hayward, 2002; Motimele &lliens, 2005; Park 2006).

There are a number of factors indicating that theetall emotional health of the teaching
corps is at a dangerously low ebb,...” (Venter, 208%}he heart of the discontent
amongst teachers are the poor levels of remunardflost commonly, remuneration is
an indication of value for a given profession, gdtication is a vital function of a
successful and developed country and still it idel recognised that teachers in South
Africa are poorly paid (Bot, 2005; Emory Report9T9Motimele & Dieltiens, 2005;

Park 2006; Robinson, 1999).

Given the immense responsibility for their pupdsademic futures, and society as a
whole; there would be an assumption that teachetddabe treated with esteem, as are
many other vocational workers, such as doctorsnagithbers of the clergy (MacKenzie,
2005). In truth, teaching is often perceived by yntambe a job for people with limited
expertise, whose commitment is part-time and whhasdevels of remuneration are
balanced by ‘perks’ in the form of long holidaysafling-Hammond, 2006; Johnston,
McKeown & Mcewen, 1999; Leibowitz, 2003). Yet, thacs are under extreme pressure

to meet the increasing demands placed on thenmouthSAfrica, amongst the



responsibilities undertaken by teachers include<tiallenge of maintaining a learning,
and co-operative atmosphere in large classes lfrehifor whom the majority suffer
varying levels of financial, emotional, educatigratysical and social deprivation as a
result of the legacy of Apartheid. In addition,c@rthe transition to democracy in 1994,
teachers have had to adjust to the numerous pdhagges within the education system.
Amid these changing demands and expectations,deastill need to tend to their
responsibilities of book-marking, lesson planning éaking part in extra-curricular

activities in return for a meagre wage.

It is within this context that in June 2007, durthg writing up of this research, South
African teachers along with other public serviceakens made the decision to strike for a
12% increase in wage (“Union’s ‘Can’t,” 2007; Ngapa, Seale, Stephen, & Mkhwanazi,
2007). While under labour law the right to strikeafforded teachers (and other public
service workers, such as nurses), this was indeedflicted decision made by a
profession sanctioned with the responsibility fphalding the child’s rights to education.
Regardless, this was recorded as one of Southatdriongest and largest strikes since
the change of government and abolishment of ApatitiBtrike Exposes,” 2007).
Teachers, along with other public servants haddaekihat they had reached a point
beyond which a one-day downing of ‘chalk’ in orderaise awareness would be
adequate. A strong message was sent to governmesbaiety that it is no longer
acceptable for teachers and public servants inrgettebe expected to work selflessly in
the service of others for wages that are unabkeép up with ever increasing rates of
inflation. The 28 day long strike was ended follog/negotiations between unions and

government for a 7.5% increase in wage.

It is clear from statistical analyses of the tremmdhe teaching profession, in addition to
the public servant’s strike of June 2007 and furtheeats of strike to follow in 2008 that
South African teacher’s are unhappy (Bertram, AjgpieMuthukrishna and Wedekind,
2006; Bot, 2005; Motimele & Dieltiens, 2005; Pa2k06; Steyn, 2005). This finding
should be of particular concern not only to thasthe education sector but society as a

whole - as a society without teachers (or nurseghimaginable.



As described, much of South African research irtdigahe probable dissatisfaction in
teaching is quantitative in nature (Bertram et2006; Bot, 2005; Hayward, 2002,
2003b; Motimele & Dieltiens, 2005; Park, 2006; 3te005). This is helpful in that it
produces statistical data that attempt to explaenitends in teacher attitudes and the
possible factors influencing such trends. Howetrery do not often provide an in-depth
understanding of the factors that teachers mayepar@s influencing their attitudes

towards their profession and remuneration.

Consequently quantitative research indicates #ratineration is a significant factor
influencing teacher’s perceptions of the professwanile there is a comparative lack of
gualitative research exploring this claim. QualMatesearch was thus seen as helpfully
complementary to the research conducted to datenasy provide a greater
understanding of the realities that teachers aiedan South Africa at present. The
current research is an in-depth look into how teegperceive the role of remuneration
in the teaching profession. Through this reseat@hresearcher hopes to contextualise
the challenges female teachers face in South A&tigaesent, particularly in relation to
the ‘balancing act’ between remuneration and thagsion for teaching.

This study however, also aims to identify why feenachers remain in the profession.
It is hoped that it may shed some light on why ithat teaching may not be considered a
viable profession within South African society (Moele & Dieltiens, 2005; Park, 2006),
and importantly, what could be done to influenaesthperceptions more positively.
Furthermore, the research undertaken here mayh#kenge future researchers to build
on these findings and produce recommendationsatkaiseful and realistic, which may
even effect policy and entice those with the vawatp teach, regardless of gender, to do
so. In this way, this study hopes to contributéhebroader body of research concerned

with the state of the education system in SouthcAfr
1.2 Research Aims

This research undertakes to investigate the ‘jestitfive claims impacting on the
decision of a sample of South African teacherstereand remain in the teaching

profession and the ways in which these impact aohters’ perceptions of remuneration.



The first of these is that teaching is consideceble one of the vocations, which suggests
that teachers’ (as do other vocational workerst)ehan unusual relationship with
remuneration. Thus it is believed that those whmoske to enter the teaching profession
are more concerned with the intrinsic rewards, mifse known as ‘psychic income’
(Furnham & Argyle, 1998) related to teaching assult of the lack of extrinsic rewards

related to teaching.

As teaching is typically considered ‘female wottkie research aims to investigate the
relationship between women teachers and their pgotes of remuneration. It is possible
that as women are not, typically at least, recaghte be the main breadwinners in their
homes, they can rely on a better salary to sugperbulk of their financial needs. The
effects of this on the teaching profession nedaktoonsidered as it may suggest that
only married, or wealthy women can *‘afford’ to thaand that men may be excluded

from the profession as a result of the poor lesél®muneration in the profession.

The third factor to be investigated for its impantteachers’, possibly changing,
perceptions of remuneration, are the familial amclad contexts of teachers. It is widely
accepted that the familial and social contexts wdalve changed from the time teachers
would have made their decision to teach. Such amantay have altered teachers’

original perceptions of remuneration when theyt fi@nsidered entering the profession.

The final claim is that in order for teachers tmegn in the teaching profession they need
to continue to perceive the intrinsic rewards asgtchic income in order to continue to
tolerate low pay. However teaching, especiallyautB Africa, is fraught with

difficulties and challenges which are often overiatiag to teachers. Such difficulties

(as alluded to above) often contribute to high lewé dissatisfaction amongst teachers. It
goes to say that if these difficulties are perceilvg teachers to overshadow the intrinsic

rewards gained teachers will begin to focus ondssf remuneration.



1.3 Research Questions
Five research questions have been formulated obatis of the research aims.

1. To what extent does remuneration appear to impath® participants in relation to
their choice of taking up and remaining in teachasc profession? Does the role of

remuneration appear to relate to the perceptiondaahing is a vocation?

2. In what way does gender appear to impact on pecrepdf remuneration and

teaching?

3. Does familial and social situation effect or altee perceptions that the participants

have of remuneration and teaching?

4. Are there other factors impacting on teaching int8@frica and if so how do these

factors impact on those of remuneration?



CHAPTER 2: LITERATURE REVIEW

2.1 Introduction

This chapter presents a review of the literatulairey to questions raised by this
research. It will consider the three main bodieseskarch related to this study. Briefly,
these include investigations into the factors #taact young people to the profession
and the role that remuneration plays in this; isareund teaching, remuneration and
gender are considered; and the extent to whicreztudl factors in the personal and

professional lives of teachers affect perceptidmemuneration are discussed.

Much of the literature relating to issues of emgrand leaving the teaching profession
surveyed, refers to statistical data indicatingrtbhmbers of people entering and leaving
the profession. This information is referred tataontextualises this study in relation to
the trends found in teaching in South Africa. Farthore, this data indicates that the high
attrition rates in South Africa and abroad are wsedor concern and are directly linked

with issues of remuneration.

Linked to the reasons that people enter the teggiofession, another body of literature
referred to explores the notions of the vocatiomsler which teaching falls. This
important body of literature was consulted becaists relevance to historically
examining the unusual relationship that the vocatioave with remuneration. This
anomalous relationship needs to be explained iaracdunderstand the role of
remuneration in the teaching profession. The naltetirveyed highlights and further

explores the central notion of ‘psychic incometlie vocations.

A further body of literature which is important higghts the significance of teaching as a
gendered profession. The fact that the teachinpgsmn is predominantly female
requires an investigation into the extent to whestels of remuneration could be
understood to be related to this factor. Linkethis significant body of literature
concerning the feminisation of the profession asdiés of remuneration, the impact of
society’s perceptions of the profession are comsitle



It was necessary to consult research which drawestain to the context of the teaching
profession in South Africa. Once South Africa wasagnised as a democracy in 1994
many of the public and social structures were chdng order to ‘more equitably’ meet
the needs of the ‘whole’ society. Thus the teaclpirajession experienced changes on a
number of levels. Reviewing and understanding ticba@ges and the resultant
challenges they present is necessary as this magicantly shape the work experiences

of teachers. In turn, this is likely to have an aopon their perceptions of remuneration.

In connection with the professional context of tess, the personal context of teachers
was reviewed. The limited information found on ttapic is discussed as it is typically
understood that personal needs and circumstargr§icantly impact on issues of

remuneration.
2.2 A Crisis: Teacher Shortages

The teaching profession across time and place éasaped and evolved as have the
countries in which teachers’ have taught. The etilmca@f children is understood to be
one of the building blocks of society and thus auth Africa, the classroom has played a
pivotal role in both the subjugation of people @&d place where the struggle for
freedom has been fought. It is for this reason Raiinson (1999:195) points out that in
the case of South Africa, “Teaching is more thgmba it is a political commitment to the
future of this country”. This commitment is maderbgn and predominantly women, to
serve the needs of children and society as a wieleit seems clear that in South Africa
as elsewhere, the teaching profession is struggpiragtract and maintain people in this
“noble” (Duke, 1984, p.159) profession.

Statistical analyses provide evidence for the psajmm that there may be dissatisfaction
around the state of the teaching profession in ncamytries. Information indicating the
number of people entering the profession (studeathers) and the number of people
leaving the profession (attrition rates) at a jgattr point in time is important when
coupled with possible reasons for this. With sunggut, one can begin to explain these
phenomena and locate areas of discontent. In @yysome can start to gain an

understanding of how the profession is viewed iiedy.



Research indicates that attrition rates are inargashile the number of students
entering teacher training colleges have droppetéaugnificantly both in South Africa
(Bertram, Appleton, Muthukrishna and Wedekind, 2@6t, 2005; Motimele &
Dieltiens, 2005) and abroad, such as in the Uritadles and Britain (Corcoran, Evans &
Schwab, 2004; Murnane Singer, Willet, Kemple, &&DIs1991, as cited in Editor’s
Review, 2005).

Such data focusing on the teaching professionagili; beginning to grasp the state of
education in South Africa. Research conducted 0428y Bertram, Appleton,
Muthukrishna and Wedekind, indicated that 350 @@hers are employed by the state
in South African public schools, this figure doed imclude teachers employed by school
governing bodies (Crouch & Perry, 2003, as citeBentram et al., 2006). This implies
that between 19 250 and 24 750 newly qualifiediteescshould be produced through
tertiary education programmes per annum (Bertraah &006; Bot, 2005; Motimele &
Dieltiens, 2005). Crouch (2001, as cited in Pafl)&) posits that around 30 000 newly
gualified teachers will have to be trained per yadigure that does not take into account
the loss in number of teachers due to HIV and Amwlshe schooling system. If HIV/Aids
were to be accounted for, this number would havéestodramatically as Aids-related
deaths amongst educators are estimated to be abOUD@O between 2001 and 2010
(Hall, 2002, as cited in Hayward, 2002).

In their review of “post-provisioning models”, Matele and Dieltiens (2005, p.16) cited
research by Bot, Beard and Schindler (2003) thditates that there has been a
considerable decrease in those entering teacheintgyaat the tertiary education level
from 200 000 students in 1994 to a reported 20900@ents in 2003. This data is in
accord with studies conducted by South Africanasdeers Bot (2005), and Park (2005).

The projected graduation rate for qualified teasher2004 was about 9 000, however it
is believed that many more than half of these warétime students who were more
than likely already employed as teachers (Wedekdf@4, as cited in Bertram et al.,
2006; Park, 2006). According to this researchpgiears that the system is not producing



nearly enough new teachers (Bertram et al., 208#k,2006), a situation which is of

serious concern to the profession and the country.
2.3 Issues of Remuneration in the Teaching Professi

The perceived dissatisfaction with the professgonat only evident in terms of data
gathered on the numbers of students entering te&ret@ing. A number of researchers
have indicated that attrition rates are occurriagdmnd what is typically forecast
(Motimele & Dieltiens, 2005; Hayward, 2002). A syucbnducted by the HSRC (Health
Sciences Research Council) (2005, as cited in M@&r& Dieltiens, 2005) reported that
45% of teachers admitted that they had considemeslng careers outside of public
schools. The reason provided for this was firsibgdtisfaction with remuneration
packages, as well as other factors such as worldivasss, lack of career advancement

and undisciplined learners.

Amongst the considerable amount of research doctimgetine different factors that add
to the difficulties teachers experience in theofpssion most cite dissatisfaction with
salaries. This is understood to be one of the negases that contribute to low teacher
morale, attrition rates, or is listed as a detdrtethose considering entering teacher-
training colleges (Balt, 2005; Belfield, 2005; BemtDeCorse & Vogtle, 1997; Bertram
et al., 2006; Bot, 2005; Darling-Hammond, 2005; iBa\& Ferguson, 1997; Duke, 1984;
Griffin, 1997; Hayward, 2002, 2003a; Heafford & deson, 1998; Johnston et al., 1999;
Leibowitz, 2003; Motimele & Dieltiens, 2005; Pa2Q06; Robinson, 1999; Smit, 2005;
Steyn, 2005; Thomas, 2005; Thornton, 1999; WilliaMeorse & Yates, 2005; Young,
2005). There seems to be a fair amount of recextteamic literature that addresses and
affirms the claim that teachers in public schoelseive a salary package that is not
indicative of their responsibilities and the img@ont role they play in society. Conversely,
teachers in private schools seem to receive mdrer tgpes of extrinsic rewards and are
slightly better paid (Hayward, 2002).

Research indicates that the link between issups@f remuneration and teacher
shortages in South Africa is clear (Bertram et2006). A study conducted in 2004,

sampling a number of 776 final-year student teacfrem eleven of the tertiary



education institutions in South Africa identifideetnumber of students who planned to
teach abroad in 2005. Just over a quarter (27.4%eaespondents indicated that they
would be teaching abroad, more than half (63.3%)l&vbe teaching in South Africa,

and less than ten percent (7.2%) planned not thtagall (Bertram et al., 2006). Perhaps
unsurprisingly, when the respondents who were tento teach abroad were asked to
list the top three factors guiding their decisijust over two thirds of this group (69.1%)
identified a higher salary as the foremost motngtieason to work abroad. In research
conducted by Thomas Park (2006), the negative wvieBouth African teachers’
remuneration levels was echoed by Grade 11 leawlarsalso perceived teacher salaries
to be low, and therefore listed this as one oftierrents to choosing teaching as a

possible career path.

This dissatisfaction with salary is also reflechgdpeople who are already in the teaching
profession. In research conducted in 2002 invetstigdhe morale of teachers in South
Africa by Hayward, respondents were requestedteothe impact of 36 different factors
on their levels of morale. Their ratings rangedrfroptions of very high to very low.
Respondents who took part in Hayward’s (2002) neteaere all teachers and members
who fell under the auspices of NAPTOSA, the Natidhrafessional Teacher’s
Organisation of South Africa, which is an umbrddtay representing nine teacher
unions. It is reported that in 2002, NAPTOSA hadembership of 100 000 teachers.
Hayward (2002) reports that 757 questionnaires westelbuted of which 270

resubmitted for analysis constituting a viable 3brésponse rate.

The factor scoring the highest in terms of negatiogale was that of remuneration,
which represented 58.1% of the respondents. Ttiiga# is in line with the findings of a
number of other studies which go further to say tle&cern over remuneration not only
leads to low teacher morale, but is linked with dleeision to leave teaching to find better
paying jobs (Balt, 2005; Belfield, 2005; Bertramaét 2006; Darling-Hammond, 2005;
Heafford & Jennison, 1998; Johnston et al., 1998tiiele & Dieltiens, 2005; Park,
2006; Thomas, 2005).

10



It is important to note that Bertram et al. (2004,) identified that for those teachers
who would be working abroad, the positive or ‘pal§pects associated with teaching
abroad significantly outweighed the negative, arsip factors; such as perceived
unemployment in South Africa, the crime rate and Wwarking conditions. It seems that
based on the results of this study, the drivingdasf earning a higher salary overseas
decidedly outweighed any other reason listed tohtedoroad. It can be argued that a
valid conclusion to be drawn from this researcth& remuneration in the teaching
profession is a concern for newly qualifying SoAfhican teachers and a factor that

influences the morale of teachers who are alreaaghing within the system.

The finding that seven percent of respondents atdicthat they would not enter the
teaching profession after graduation in 2005 duéedow salaries (Bertram et al., 2006)
might be further understood in conjunction withk§2006) research. Park (2006)
investigated the attractors and deterrents foridensg teaching as a career option by
Grade 11 learners. He found that when learneroneiga to a question asking their
opinions of teachers’ remuneration, a third oftbgpondents marked the option, “I have
no idea what teachers earn” (Park, 2006, p.151% fight indicate that some people
undertake to study teaching without knowing justvhow the salaries of teachers’ are,

and therefore do not factor this into their caclaice.
2.3.1 Remuneration and the Vocation to Teach

The above research clearly identifies remunerdtidre a key factor in the decision to
enter and leave the profession (Bertram et al.62B@yward, 2002; Motimele &
Dieltiens, 2005; Park, 2006). However, it providesy little information about those

who choose to remain in the profession.

The research undertaken by Hayward (2002) alsalrtbtd there has been a dramatic
increase in the number of private schools in Sédittta — an increase from 200 in 1990,
to a figure of more than 1 600 in 2002. Of the oesjents who were staying to teach in
South Africa, Bertram et al. (2006) found that 368that group had already secured a
post in a private school. This might indicate timany newly qualified or well-

experienced teachers may be teaching in privatectekvhere the salaries are
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considerably better and other comforts greatercHieg in a private school would
therefore be one way to combat the financial difoonexperienced by teachers teaching

in government schools.

Although Hayward (2002) found that salary negatiadfected respondents’ morale
towards the profession; over half indicated thayttlid have positive experiences
improving their levels of morale in other areaseifimorale improved when

commenting on such emotions as loyalty and entbostawards the profession
(Hayward, 2002). Loyalty and enthusiasm towardsptioéession has been found to be a
motivating factor for teachers around the worldr{Beretz, 2001; Johnston et al., 1999).
Even more interestingly, when rating the factorntving that | render an essential
service towards improving the quality of life irethountry”, 75.7% of Hayward’s (2002)
respondents realised that this had a very posfifeet on morale. These internally
motivating factors are coherent with those categjugithe teaching profession as a

vocation.

This seems to indicate that teaching may offer ¢bimg that money cannot provide — it
is ‘intrinsically rewarding’ and offers a ‘psychieccome’, while factors such as
remuneration and salaries provide a source of wghaften called extrinsic reward
(Furnham & Argyle, 1998). Intrinsic motivation ipexifically described as “the desire to
engage in behaviours for no reason other than meyment, challenge, pleasure, or
interest.” (Lepper, lyengar & Henderlong Corpus)20p. 184). This elusive sense of
satisfaction is recognised to be the primary redlsahpeople enter and remain in the
teaching profession (Booth, n.d.; Darling-Hammaz@)5; Hayes, 2005; Heafford &
Jennison, 1998; Inchausti, 1993; Johnston et @9;1Motimele & Dieltiens, 2005; Park,
2006).

Yet traditionally, it is widely recognised that meynis a motivating factor for work and is
desired to some or other extent by all people wisiuciety. Thus, it may come as a
surprise that for most people money is not consiienr recognised to be the foremost
factor in choosing a career (Kerr, 1997a). Theedisgcurrence amongst the

psychologically focused studies concerned with tifjgng the factors that make a career
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attractive or not, in finding that remuneratiorc@nmonly ranked sixth or seventh in
importance from a list of top ten factors (Furnh&rArgyle, 1998; Kerr, 1997). It seems
almost counter-intuitive that remuneration is rarfd closer to the top of the list.
However, this low ranking of remuneration seemida typical finding of professions
where pay is seen to be fair; equally weightedresgavorking conditions and demands.
In such instances, pay is reported to rank aften $actors as security, co-workers,

interesting work and welfare arrangements (FurnBafmngyle, 1998).

At the same time it would be inadequate to deteertinat these findings reduce the need
to consider remuneration when considering whicle@apath to follow. To say that
money is not important would be a misconceptioit a®uld not make sense of requests
for pay increases, or of instances where workensl bagether in solidarity and strike for
better pay. While the private sector may reducesiificance of remuneration when
compared with other factors, it is equally truet thlae less people are paid, the more
concerned they are likely to be about financialterat” (Kerr, 1997b, p.19). These
findings indicate that considering both intrinsactors (such as interest in work) and
extrinsic factors (such as monetary gain) are rsaegsvhen analysing the dynamics of

work motivation (Lindgren, 1980).

Furnham and Argyle (1998) have introduced the tesychic income’, which is
comparable to the concept of intrinsic reward. Which is high in psychic income is
seen to yield a high ‘internal’ or ‘intrinsic revely which is thought to compensate for
low remuneration while retaining a relatively higicial status (Furnham & Argyle,
1998; MacKenzie, 2004). This argument may leadtor@nclude that there are two
routes to social status: high financial rewardhigh psychic income (MacKenzie, 2004).
As there has been relatively little written abquagychic income’, perhaps because it is a
term almost exclusively used by Furnham and Ar¢i898), references will be made to
literature that speaks of intrinsic and extringwards. The terms psychic income and
intrinsic rewards will be used interchangeablytfo purposes of this research. Although
psychic income and intrinsic rewards are synonymibssiould be noted that while
extrinsic rewards are often thought of in termé&mdincial gain they include other

factors, such as length of working hours or lorgdidays.
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It is then necessary to focus on the intrinsic relwaffered by teaching in more detail. In
the research conducted by Park (2006) discussactdintvere Grade 11 learners were
asked whether they intended to follow teaching earaer path, and if so for what
reasons), there were some interesting resultsgiidagest ‘attractor’, most commonly
listed by respondents interested in pursuing aecaneteaching, was that they would like
to work with children and following this, that téaeg would allow them to work with
people. This is in accord with similar researcimaile and female students of teaching
conducted by Johnston et al., (1999) and Thorrit88Y). Another factor found in other
research and listed by the Grade 11's was thay‘tvere enthusiastic about knowledge
and they wanted to share it with others” (Park,&@0153; Booth, n.d.; Inchausti, 1993;
Johnston et al., 1999; Thornton, 1999). The lastfagtors listed by the learners as
attractors were that there was an important roleetplayed in society by teachers in
general, and that teachers are considered as ampa@dntributors to community
development (Park, 2006, p.153). This again has tmend to be a motivating factor for
teaching in other studies (Booth, n.d.; Inchad€®3; Johnston et al., 1999; Steyn, 2004;
Thornton, 1999). This list of top-five attractodentified by the learners are considered
to be intrinsically rewarding factors associatethvieaching. The next five listed,
interestingly enough, were more likely to be exidally rewarding, such as “teachers
get a lot of holidays” and “it is easy for a teacteeget work abroad” (Park, 2006,
pp.153/154).

2.3.2 Status, Remuneration and the Value of Teachin

If it is understood as a given that remuneratioteaching is poor, this then shifts the
focus onto the status and recognition that teaslgat for their direct contribution to
what has been called, “the maintenance of socralbdeacy through building
communities of literate and informed citizens” (dp@005, p.193). Ten predetermined
factors were given to Grade 11 English, Afrikaand Zhosa learners who were asked to
rate the extent to which these factors may infleetheir perceptions of teaching as a
career option (Park, 2006). Deterrents listed leyidlarners indicated that just under 10%
noted that “the status of teachers in the commusitgo low” (Park, 2006, p.153). This

echoes research concluding that teaching may loeiped as a profession that is
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undervalued in society and is disparaged by théigpabd the media (Benton DeCorse &
Vogtle, 1997; Ben-Peretz, 2001; Darling-Hammond&aGriffin, 1997; Hayward,
2003a; Jauhiainen et al., 1998; Johnston et &@9;19otimele & Dieltiens, 2005; Park,
2006; Rees-Gardener, 2004; Thomas, 2005; Ventéh)20

It is interesting to note that from Park’s (20083e&arch, the majority (54%) of students
who considered teachers to hold high status andargdered to be very important
people within their communities were Xhosa studehitss seems to be in line with a
finding in South African research, which is curtgrteing written up, that indicates that
Black African teachers are regarded with respedtaatorded high status within their
communities (S. van Zyl, personal communicationil&0, 2006; Darling-Hammond,
2005; Motimele & Dieltiens, 2005; Park, 2006).

However, it appears that for the most part, teaghiran undervalued profession in
Western society. (Ben-Peretz, 2001; Bot, 2005; B&mbssman, Lankford, Loeb,

Michelli & Wyckoff, 2006; Darling-Hammond, 2006; uJliainen, Kivirauma & Rinne,
1998; Motimele & Dieltiens, 2005). This lack of ualaccorded the teaching profession
is partly related to the perception that entramcpiirements for training are low. In
addition it seems that the negative perceptiorieathers are closely related to their poor
levels of remuneration. It is generally recognitteat within Western society high pay is
closely related to level of qualification. Thusistprovides the impression that teachers
are not highly educated and receive little pay esiogly. This is surprising as teachers

are required to complete a four year universityrdeg

Technically speaking, the most basic qualificatieachers are required to earn is a
minimum of four years of tertiary education. Whe@mparing the salaries of recently
gualified teachers with other equally qualifieddpates in different fields of study, it is
recognised that teachers earn considerably ledgglBe2005). Added to the poor
starting salaries of teachers is the lack of mageatcognition for any further
gualifications that they may achieve, such as atta®r Doctorate degree. Lastly, over
time teachers have fewer opportunities to imprined tsalary packages to the extent that
other graduates in their respective fields of wadok(Belfield, 2005). This lack of room
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for growth is exacerbated by the restrictions pdage teachers in terms of improving

remuneration as further study is not rewarded (Hagw2002; Robinson, 1999).

To continue with this argument, it would appeat tkaching is negatively perceived as a
result of the interaction between poor pay andogreeptions of the profession. That is to
say that there is a murkiness regarding the pearept teachers as professionals and as
workers. Nazir Carrim, (Senior Lecturer at the Sittod Education, Wits University),

tried to consolidate the divide between the quasticteachers as professionals or
teachers as workers in his speech at the 2004 iNdtignion of Educators (NUE)
Conference (Venter, 2005; Motimele & Dieltiens, 8)(He argued that this debate is no
longer ubiquitous, as teachers are quite simplyib@/enter, 2005:10). Thus, Carrim
elaborated that teachers are professionals, buikeahost due to their lack of status and
pay, and they are workers, but not like most ag tiae formal training (university

degrees), unlike most workers (Motimele & DieltieB805; Venter, 2005).

The question of the nature and extent of the psideslism of teaching has been raging
for a number of years and can be traced back torttes preceding the formalisation of
the profession itself (Jauhiainen et al., 1998).tR reason the question of the identity
of teachers as professionals or workers may nasteasily resolved as Carrim suggests.
Jauhiainen et al. (1998) provide an historical aot®of the “lowly” (Thomas, 2005,

p.46) status of the profession by tracing backigative perceptions attached to the
teaching profession. In their study revisiting fnecess through which Finnish teachers’
secured status and prestige through the certibicatf their degree, Jauhianen et al.
(1998) locate the negative status of teaching batke 17' and 18 centuries. At this

time the church stipulated that the common peadenl to read, and so village and home
schools were established in the countryside, where

‘free teachers’, [such as] village elders, crippfesmer soldiers, and those who had left
their academic studies unfinished, or adults whreve¢herwise ‘experienced in the
school of life’, gathered children around them ider to teach in order to earn a living.
(Rinne & Jauhiainen, 1988, as cited in Jauhiainexl.£1998, p.262).

As there were no real criteria by which the quedifions of teachers were measured at
the time, a low status of primary teachers devalqdauhianen et al., 1998), and seems

to have prevailed over time. In order for Finnishdhers to have their expertise
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recognised amongst the members of the public, thiégd together to have their

gualifications accredited through university pragraes.
2.3.3 Gender, Teaching and Remuneration

While the aspect of gender in relation to the teagprofession, does not receive much
attention within the literature, Griffin (1997) aB&nton DeCorse and Vogtle (1997)
attribute the negative perceptions and low paytedlto teaching “to its reputation as
women’s work” (Griffin, 1997, p.12). This links tbe fact that there is a world-wide
under-representation of men within the professmath only 25% to 30% of teachers
documented to be male (Belfield, 2005; Benton D8E@& Vogtle, 1997; Bertram et al.,
2006;Griffin, 1997; Johnston et al., 1999; Motimele &dDiens, 2005; Thornton, 1999).

However, teaching has not always been a predontynf@mhale career (Benton DeCorse
& Vogtle, 1997; Griffin, 1997). The dramatiteminization of primary teaching”
(Johnston et al., 1999, p.55; original italics)mlerstood to be a result of a number of
social, political and economic factors (for an epth discussion of the history of
teaching as a gendered profession see: Benton Be@ovogtle, 1997 and Griffin,
1997). Generally it would seem, that as the payotih male and female teachers began to
equalise, the profession became less appealingto inwould seem too that a
combination of an increase in the proportion of éereducators and poor remuneration
levels resulted in decreased levels of respedhfprofession (Griffin, 1997). Men
began leaving the classroom and found other empaymvhile those who remained in
the profession sought promotion into the administedevels of education where they
are better remunerated (Benton DeCorse & Vogtl@7 1&riffin 1997).

While the above explanation provides a generalwo&erof the feminisation of the
teaching profession, it is interesting to look moi@sely at research that has focused on a
small number of male students of teaching (Johnst@h, 1999; Thornton, 1999). These
authors have concentrated on the experiences ofmaming to the decision to choose
teaching as a career. In his research trackingubeessful completion of a small group

of male student teachers in England, Thornton (#®3juoted a male respondent who

expressed his difficulty in making the decisioridach:

17



| should have done this [teaching] when | was 1&ndw teaching was right for me, the
fact that it took me 15 years to get back to @nsther issue... But it is a definite
decision. It wasn’'t a whim...It has been a hard eamati and financial slog for us.

This quote highlights not only the process througiich some men go in order to make
the decision to teach, even when they have thetiooctp do so, but hints at the financial
implications of such a decision. It is importannhiate that teaching is not perceived as a
career that is able to meet the expectations oftmée the breadwinners for their
families. Griffin (1997) has argued that the s&armf teachers have been constructed in
such a way as to be considered reasonable as aioaaldncome for a married woman.
This ties in well with the perception that teachiagn extension of mothering (Johnston
et al., 1999), and therefore is not well paid. Tgomt is equally true for nursing, and thus

also poorly remunerated.
2.4 Other Challenges Facing Teachers

Since the 1960s teaching has been documentedincabstate of flux around the world
(Duke, 1984). Teachers face difficulties in andsaié the classroom: undisciplined and
disrespectful learners; a lack of parental involeaitand interest; teaching in
environments which are experienced as unsafe; ngette demands of increasingly
complex policies and mandates; and a lack of coneation and support from staff
members. Factors such as these all add to theenlyal met by teachers around the
world daily (Belfield, 2005; Duke, 1984; Hayward)@; Motimele & Dieltiens, 2005;
Park, 2006; Potterton, 1999; Robinson, 1999; St29a4). To contribute to this, teachers
are experiencing greater and greater criticisnhénnhedia, greater demands on their
time, and increasing workloads with relatively unmemuneration needs (Belfield, 2005;
Griffin, 1997; Hayward, 2003a).

While it is true that poor remuneration has beeongfly linked to adding to the
increasing attrition rates amongst teachers,nbtshe only explanatory factor. None of
the articles reviewed for this survey have congidehe issue of poor remuneration to be
the sole factor contributing to dissatisfaction ag&t teachers. It is understood that
teacher attrition rates and dissatisfaction withueeration levels occur within a context

of difficulties and challenges experienced on dydaasis by teachers.
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While the dissatisfaction experienced by teachassraceived emphasis in Britain and
the United States for some time now (Editor’s reyi2005; Duke, 1984); only recently,
since the mid-1990s, has it been noted as a causericern in South Africa (Bertram et
al., 2006; Bot, 2005; Hayward, 2002; Motimele & Dans, 2005; Leibowitz, 2003;
Park, 2006; Potterton, 1999; Robinson, 1999; 20i05; Steyn, 2004; Venter, 2005).

In South Africa specifically, it appears that thelkienges facing the teaching profession
are further complicated by the need to address xities and disadvantages that have
resulted from the legacy of the Apartheid yearsr¢Gia, 2006; Robinson, 1999; Young,
2005). Teachers in South Africa have to face owevded classrooms, many of them in
schools with a shortage of space, books, desksfzaaics (Robinson, 1999; Young,
2005). As South Africa has eleven official langusgeachers are placed under a great
deal of stress and struggle to communicate adeguaité their pupils. While trying to
meet only the handful of challenges mentioned,hewescare faced with the challenge of
surviving on what most would call a ‘meagre’ salalghn Lewis of the South African
Democratic Teachers’ Union (SADTU) commented that widely accepted that
“African teachers are poorly paid and sometimestdaren get paid for months.” (cited
in Govender & Farlam, 2004, par.44).

Furthermore, as a result of the political changgkimwSouth Africa, the educational
system has been subjected to dramatic quantitipslimfy change. Within this context of
transition, Brigitte Smit (2005) has focused hepgraon the process of policy

formulation in South Africa. She investigated tk&ationship between policy
development, teacher satisfaction and the diffiesiiteachers seem to have in
implementing such policies effectively. Smit (20@%ributes the lack of willingness of
teachers to buy into new policies to be a resutheflack of input and voice that teachers
are given in developing them. She highlights tlierohegative emotional reactions of
teachers to policies imposed on them, which aenaksisted because they are perceived
to be “illogical, irrational, and improperly conged....” (Smit, 2005, p. 301). Changes at
the policy level have been described as causingf tgeels of stress and frustration
amongst teachers, specially those who have alieeely teaching for between five and
ten years (Smit, 2005).
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In relation to the issue of policy development angdlementation, Potterton (1999)
describes the low levels of trust that teachersehaf District Officials from the
Department of Education. Furthermore, Hayward (20@&porting on low levels of
morale within the teaching profession, suggestsrtbgative feelings are influenced by
the Provincial Educational Department’s often “p@&ow or non-existent service
delivery” (Hayward, 2003b, p. 9). From Hayward’§02; 2003b) report it would seem
that teachers’ experience great levels of frustnawith the Department in terms of
gueries regarding salaries, applications for lenwthe late delivery of learning support
materials. Such unreliable ‘support systems’ tcheas are known to add to their

frustrations and cast a negative light onto thetigay profession.

In a piece entitled “Exit the educators, written by Dave Balt (2005) and published in
the NUE (National Union for Educators) Journaldescribes research conducted by the
HSRC (Health Sciences Research Council). The HSR@ durvey of 1 714 randomly
selected schools and 21 358 teachers in orderiewehe factors determining ‘Educator
supply and demand in South African Public Schodlkis research was undertaken after
concern was raised that teachers were leavingrtifegsion in large numbers. The
survey found the following factors to be amongstiain causes of teacher
dissatisfaction: poor levels of remuneration; aading work conditions including a
heavy workload, very limited opportunities for acar@dvancement and recognition; poor
relationships with the Education Department; latkespect for the profession within
society; and stress due to the changes in educaiicnas the system of Outcomes Based
Education (OBE), and the implementation of newicufa (as cited in Balt, 2005). This
piece of research correlates closely with the teporeducator morale written by
Hayward (2002) as well as a report discussing tisgaation amongst South African
teachers by Motimele and Dieltiens (2005).

More specifically, a number of studies have idemtithat the lack of respect teachers are
accorded from pupils is a serious problem expegadny teachers (Motimele &

Dieltiens, 2005; Park, 2006; Steyn, 2004). Thik latrespect has severe implications on
the levels of discipline teachers are able to na@inh the classroom. Research suggests

that the struggle with discipline is a common caaurg from educators (Davies &
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Ferguson, 1997; Griffin, 1997; Park, 2006; Robinsk®99; Steyn, 2004). While this
same challenge of learner discipline is a conaeiangland, the United States and Israel
(Belfield, 2005; Ben-Peretz, 2001; Davies & Fergusi®97; Duke, 1984), it is
experienced as an exceptional difficulty by Southc&n teachers as, out of these
countries, South Africa is the only country witlpwapil to teacher ratio of 40:1
(Robinson, 1999).

Many of the authors who highlight and make atterip&ddress the challenges listed
here aim to focus on and bring about change dethes of training for teachers, as it is
well-documented that many “educator preparatiomgmmes seldom fully prepare
educators for the profession (Halford, 1998, p.88ited in Steyn, 2004, p.82). Teachers
thus enter the classroom feeling unprepared angppasted in dealing with aspects such
as discipline, teacher-parent consult, and theyhadministrative requirements of
teachers (Johnston, 1999; Thornton, 1999).

Statistical evidence from the United States suggésit as many as 50% of teachers in
urban schools drop out within three years of taaghlue to the lack of adequate support
within schools (Black, 2001 & Whitaker, 2001 asdiin Steyn, 2005), and the
inadequate training of teacher preparation programfHalford, 1998 as cited in Steyn,
2005; Williams et al., 2005). This also seems ta lf@ctor that South African schools
and training colleges have to contend with, asidysby Bertram et al., (2006) indicated
that of a group of 776 final year teachers, justarrien percent (7.2%) were planning not
to teach at all and a further 27.4% planned tohtediroad.

Thus, the trend is that newly qualified teacheraiin schools armed with their training
knowledge, and are often faced with the very déifepractical reality of classroom
teaching (Robinson, 1999). The result is that neyuglified teachers are then overloaded
with unwanted and disliked tasks that seasonedhézacefuse to take on (Steyn, 2005;
Williams, Moorse & Yates, 2005). These difficultie®upled with poor remuneration

significantly increase the attrition rates.

The challenges, as a result of the gaps betweehde#raining and teaching receive

special focus in research conducted by Davies angluSon (1997) in England. The
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results of the Davies and Ferguson (1997) studynéeessting in their reported
differences to those challenges receiving atteritidhe South African literature
(Bertram et al., 2006; Bot, 2005; Hayward, 2002 tikhele & Dieltiens, 2005;

Leibowitz, 2003; Park, 2006; Potterton, 1999; Rebim 1999; Smit, 2005; Steyn, 2004;
Venter, 2005). Such challenges listed by the DaaresFerguson (1997) teachers were
identified as difficulty experienced and gaps imtto teach children to read; too little
contact with, and observation of ‘good teachinitd guidance in the practical side of
classroom management; and a lack of training iasa#sg children’s progress. Such
difficulties and gaps were not mentioned in thetBdfrican literature dealing with such
challenges. Davies and Ferguson (1997) report heryéhvat like South African teachers
of the two most frequently mentioned gaps expeadrixy their participants was their
lack of training in dealing with class behavioypabblems or discipline, in addition to a
lack of guidance in areas of administrative dutiess. possible that South African
teachers struggle to some or other extent wittséimee difficulties encountered by the
Davies and Ferguson (1997) participants. Howewet slifficulties may receive little
attention in the South African literature as a lestithe complexities of the transitions
that have occurred in education in line with thétpal changes in the country and thus

other factors are focused upon.
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CHAPTER 3: METHODOLOGY

A Qualitative Approach to Research

Qualitative research is suited to investigationat thave an interest in the subjective
experiences of groups of people. The current reeeamployed a qualitative approach as
this best complements the gathering of descriptexploratory data of the subjective
experiences and perceptions of participants (FIt899; Guba & Lincoln, 2004;
Krippendorff, 1980; Neuman, 2003; Zhang, 2006).

The overview of the literature undertaken in Chaf@eabove, indicates that a deeper
understanding of the perceptions of teachers’ ataamuneration and their profession is
called for. Qualitative research methods allow ftinick descriptions” of social life

(Geertz, 1973, cited in Guba & Lincoln, 2004: Sp\de detailed explanations of social

processes, and theoretical generation on both naactaonicro levels of analysis.
3.1 Data Collection
3.1.1Sample

It is recognized that for qualitative content asaly, purposively selected samples
reflecting the research questions are chosen (Zt28%). The importance of sample
selection is highlighted by the following simpletypertinent quote: “For most
psychological phenomenahoyou study does matter.” (Fife-Schaw, 1997, p.104;
original italics). This research employed non-ptumliy convenience sampling measures
and was chosen as the participants had to meseteetion criteria (outlined below) as

well as represent a group of people easily acdesilihe researcher (Anastas, 1999).

In qualitative research the selection of the sangtgucial because the appropriate
selection of participants plays a large part in hberesearch question is answered. The
following selection criteria were established id@rto make the convenience sampling
techniques more robust (Anastas, 1999). The needntpare the different perceptions of

remuneration and teaching, across the interviewgualitative research requires some
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level of commonality of experience amongst theipigdnts. In this case the selection

criteria required that:

1. All the participants had to teach at governmennpriy schools and be fully qualified
teachers.

This meant that this group of people would recstamdard salaries paid by the Gauteng
Department of Education. Also of importance, thaip@ants would be exposed to

similar teaching conditions in terms of school tgses, structures.
2. Only women teachers were included.

Research indicates that the profession is predorijnfemale and so women teachers’
perceptions were chosen. More importantly, iessonable to assume that there may be
significant differences between men and women &actperceptions of remuneration
and that should men have been included, it may heaea difficult to draw appropriate

comparisons.

3. Teachers with at least two years, and as muchmaget's teaching experience were

included.

The significance of the number of years of expereis important as this study requires
the participants to discuss their experiencesaifhimg in an informed way. The presence
of the question of possibly leaving the professiowever, should still be active for the
group and thus it is reasonable to assume thatrthysnot be the case of people who
have been teaching for over a decade.

4. Participants were to be between 25 and 35 yeaagef

Related to criterion 3 above, it is practical tewase that younger teachers would not be
as experienced and may not have the same finaespbnsibilities as those expected of
the older participants of this research, reducmmgarability of circumstances. On the

other hand, the older participants should not beld@s to make it less feasible for them

to consider leaving the teaching profession.
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5. Teachers teaching at similar schools in similaasi& Johannesburg were chosen.

For comparative purposes, it seemed importantiiggparticipants who shared similar
urban communities would be likely to share simiileing standards and living costs.
Thus, this selection excludes people from rural mamities where the environments are
significantly different, and the cost of living magry. Also, rural teachers were excluded
on the grounds that teaching in rural areas migigent different challenges and

rewards.

6. Participants are all to come from a middle incomaug (household income of
between R6 000 and R15 000).

Crucial to this study, the issue of remuneratiod k& be modulated for comparative
purposes. This means that when thinking about masiaylar issues should come into
play and would be of similar relative meaning amportance for the participants. The
decision not to include teachers from significamtiywer income groups in South Africa
means that in practice Black teachers were exclddwd this study. Similarly, very

wealthy teachers, either independently wealthy arried to particularly wealthy men
were excluded from the study as remuneration woatde a significant factor for them.

While teachers were not selected or excluded obdles of race, in practice the sample

consisted of 4 Indian, and 5 White women.
3.1.2Data Collection Measures

Unlike the questionnaire-based information thatlbeen gathered to support the findings
of quantitative data previously mentioned, thiseegsh is based on data gathered from a
number of semi-structured interviews, which inclsid@pturing pertinent biographical
data. The interview “is a research-gathering apgrohat seeks to create a listening
space where meaning is constructed through anekdkange / cocreation of verbal
viewpoints...” (Miller & Crabtree, 2004, p.185). Sesiructured interviews are
particularly suited to qualitative research methads they are able to capture the
phenomena of interest by making use of the wordections of those who embody them
(Anastas, 1999; Boyatzis, 1998; Flick, 1999; Neun2&93; Zhang, 2006).
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It is necessary to point out that a nuanced conedipation of the role of remuneration in
context could not have been captured without thodpnity of gaining the insights into
the thoughts and feelings of individual teacherthaut the sensitive tool of the semi-
structured interview technique. It would seem thatiman’s (2003:440)

conceptualisation of qualitative research as bablg to “stimulate understanding”, is
indicative of the processes of this research metbaderstanding is emphasised because
in qualitative research, “explanations tend toible in detail, sensitive to context, and
capable of showing the complex processes or seqaaisocial life.” (Neuman, 2003,
p.440).

To complement the semi-structured interviews cotetlicwith participants, an
accompanying short biographical questionnaire wakedf out by participants.
Krippendorff (1980) explains that short questionesiof this kind are complementary to

more detailed semi-structured interviews

A copy of the semi-structured interview and biodriapl data obtained are attached to

this report under Appendix A.
3.1.3Thematic Content Analysis

The data, that is the information gathered from $eeni-structured interviews, was
analysed through a technique of language senghiemmatic content analysis. Thematic
content analysis is defined by Krippendorff (1980,21) as “a research technique for
making replicable and valid inferences from datahteir contexts”. Thematic content
analysis according to Babbie (2005, p.328), is “thidy of recorded human
communications.”, and it is suited to a varietydata sources, such as books, speeches,
letters, e-mail and so forth, as well as any selestor parts thereof. Thus the analysis of
the data collected via interviews is suited to emhtic content analysis technique. In
addition, thematic content analysis takes into antahat data can be analysed from a
number of perspectives (Krippendorff, 1980). Thehteque is language sensitive as it is

this that is the focus of the gathering and analgsocess.
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Mayring (1983, as cited in Flick, 1998), outlinetk steps to completing a thematic
content analysis. The following is a descriptionMéyring’s (1983, as cited in Flick,
1998) steps to conducting thematic content analyarstly, the key material is to be
defined, that is to say that interviews, or thoaggrelevant for answering the research
guestion should be identified. Secondly, the canteik data collection should be
analysed, taking into account who was involvedha interview process, and where it
was done. Thirdly, the material should be formabyegorised with consideration of the
recording protocol; such as the verbatim transionpof interviews. In the fourth step the
direction of the analysis for the selected textudthdoe defined, this is determining what
one wants to learn from the analysis. AccordingMayring (1983, as cited in Flick,
1998), in the next step the research questioneiarlgl defined on the basis of theories.
This process stipulates that the research questidhe analysis must in advance be
clearly defined and should have a theoretical linkearlier research. The research
guestion is usually differentiated in the form absgquestions. Next, Mayring (1983, as
cited in Flick, 1998) suggests that the analytteghnique (in this case thematic content
analysis) be applied. At this stage the materigdasmaphrased (see Appendifor the
paraphrased interviews). In the last stage theyoalnits are applied, ranging from the
smallest possible unit (the coding unit) to thegémt units of analysis (the contextual
unit). Mayring (1983, as cited by Flick, 1998) aefs the coding unit as the smallest
portion of text which may be analysed and fall uraleategory. He goes on to state that
the largest unit which may fall under a categorthis contextual unit while the analytic
unit defines which passages are to be analyseafterethe other. These steps were used

as a guide for the research process.

It is noted that inflexibility when defining thesearch questions and codes in relation to
theory only, can be a limiting factor to one’s ais&d (Flick, 1998). This is recognised
by others who have formulated frameworks for théenaintent analysis which allow for
greater flexibility and amalgamation of informatiddeuman (2003) describes a process
by which a hybrid approach to his framework for eleping codes applies. Neuman
(2003, p.29), explains that a continuum exists rffragheory-driven to data-driven

approaches” when developing themes and codes.
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He explains that data-driven codes are inductigelystructed from the raw data, while a
theory-driven approach uses prior research in daldevelop a code and then apply it to
the raw data (Neuman, 2003). It should be noted tAH of these approaches to
developing themes and a code move the researchrds theory development”
(Neuman, 2003, p. 29).

Neuman (2003) describes four steps in developiamés and codes using a hybrid of the

two approaches (data-driven and theory-driven).

. Reduce the raw information

[ —

no

Identify themes within samples
3. Use theories or prior research to develop themes
4. Create a code

In his first step, Neuman (2003) suggests that dheaaw data, in this case interviews
have been carefully listened to, transcribed aratl,reeach piece of data should be
paraphrased or summarised. Each sub-sample standée analysed for similarities and
patterns. The third step allows for prior reseaashwell as one’s own conceptions to
develop themes. A code is then developed in relabosimilarities and differences with
relation to the raw data and prior research. Thisntilation of code development

(described by Neuman, 2003) was used as a guidmflar development here.

While thematic content analysis has “evolved intscgntific method that promises to
yield inferences from essentially verbal, symbolior communicative data”
(Krippendorff, 1980, p. 20), it does have weaknses8&me of the major weaknesses relate
to external validity and reliability in terms of @gsing the data (Neuman, 2003). As it
was not feasible for another researcher to andhesealata, the nature and scope of this
research does not allow for these issues to beessiell. In addition, qualitative research
is recognised to be limited in the extent to whibk findings are generalisable. Both

these areas are recognised as limiting featurethisfresearch. However, due to the
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exploratory nature of this research it is suggested further research be conducted in

order to substantiate and advance the currentniysdi
3.1.4Data collection procedure and analysis

By way of amalgamating the processes described ayriklg, (1983, as cited by Flick,
1998) and Neuman (2003), the following steps oettime procedures undertaken in this
study:

1. Written data of the necessary biographical inforamatvas gathered from participants
via a short biographical questionnaire (please rrafe Appendix A for the
biographical questionnaire; for the results in ¢atdrm please refer to Appendix H),
and verbal data were gathered from nine individhigrviews using a semi-structured
interview schedule (see Appendix A for the schedulde interviews were audio
recorded and then transcribed verbatim. Please t@f&ppendix G for the interview

transcripts.

2. The transcripts were reviewed several times inotgain an overall sense of their
content. Following this, the data were summarised gparaphrased into the
researcher’'s words. This was done using two appesa@n analysis reviewing each
interview in its entirety (See Appendix G for a qdete summary of the data), and
secondly, the analysis beginning to develop theatesss the interviews (Appendix
F).

3. The themes were developed from existing theoryofthdriven approach), coupled
with common and differing notions expressed by faticipants (data-driven

approach), with the research questions in mind.
3.2 Ethical Considerations

A letter of permission allowing access to teaclad to conduct interviews on the school
property was gained from each school before unkiadgahe interviews. (See Appendix
E for Letter of Permission from research sites). iBigdtion in this study was voluntary.

The participant information letter advised partanps of the estimated duration of the
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interview and provided a brief indication of theearof research. (Please refer to
Appendix Bfor the Participant Information Sheet). Permissiorconduct the interview
as well as to audio-record the interview was retpesising two separate informed
consent forms. The first form required that botle ihterviewee and the researcher
acknowledge the exchange of information with regardhe nature of the study and
confidentiality. The interviewee signed the secéorth in order to give their permission
to audio-record the interview and to allow the egsber to use direct quotes. (Please see

Appendix CandD for Informed Consent forms).

Ethical clearance was granted internally by thadst@ommittee of the University of the
Witwatersrand (Ethics Clearance Number: MED/06/04)3
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CHAPTER 4: PRESENTATION AND DISCUSSION
OF KEY FINDINGS

This chapter presents the main themes using theigisn of the interview material
across the interviewees (please refer to Appendor Ehe thematic summary) in relation
to the literature discussed above (Chapter 2: afitee Review). In addition, this chapter
is organised into themes in order to provide a canaip/e analysis. The themes are
organised in relation to the questions outlinethaIntroduction section above. The
participants’ comments in the form of direct quades italicised and thus distinctly
identifiable as their own.

The comparison of the different responses elidigthe interviews intends to determine
the extent to which remuneration is a factor ircheas’ decision to enter and leave the
profession. In addition the factors underlying fibeus, or lack of focus, on remuneration
are considered in light of the extent to which phefession is considered to be a vocation
as well as the context in which teachers are wagrldtter the analysis of each theme, a

summary of the findings is provided.

4.1 Remuneration and teaching. Entering and exiting therofession: the “moral
imperative” rivalling financial necessity. (Hayes,2005:32)

It is necessary to acknowledge that teacher traihage chosen the teaching career from
a wide range of career alternatives through a pooéreflection involving many factors.
Considering the role that teachers play in sociéyimportance of gaining an
understanding of what draws people to the professmal keeps them in it cannot be

underemphasised.

The teaching profession is one that is essentiddeé@dvancement and preservation of
society. For hundreds of years it has been the sngsough which formal knowledge
has been passed on through the generations. Incaddi has been accepted that those
who choose to be teachers and work in buildinguhee generations of learners are

called’ to work in service of others...” (MacKenzi2004, p. 105). The desire to do

such work is characterised by intrinsically motimgtfactors (Furnham & Argyle, 1998;
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Lindgren 1980; Kerr, 1997a). This would suggest thare is a special relationship
between the teacher and her life’s work and a gesedrd for being a part of the process

of imparting knowledge and guiding children intetleally, emotionally and morally.

The participants eluded to the intrinsic call tadie when they made such comments as,
“I love kids, and they’re my passion and that's whiydecided to teach’(Participant 2);
the work is‘challeng[ing] primarily, and also... rewaithg]”, (Participant 9); and they
described the pleasure gained frming able to expand thefthe pupils]as people...
and to...guide them through liféParticipant 6). Such examples of reasons for gmger
the profession echo research indicating that tbifa related to becoming a teacher are

generally “rooted in caring, fulfilment and impagion society” (Hayes, 2005, p.32).

The majority of participants (8/9; Participant213, 4, 5, 6, 7, 9), listed as one of the
reasons they were drawn to the profession thahtegevould enable them to fulfil their
desire ta'work with small children” (Participant 9). These participants made it cleat
working with children was dove” , “enjoyment” and a‘passion” and something that

“I always knew that I, | wanted tf@o]” (Participants 2 & 9). This aspect has been found
to be a significant factor in choosing teachingtiner studies and indicates that there is
something about working with children that is fllifig in itself (Hayes, 2005; Heafford

& Jennison, 1998; Johnston et al., 1999; Park, 006

However, participants did not only see their degreeach as enabling them to work with
children, as teaching primary school is not theyevay to fulfil this need. In addition to
working with children, participants emphasisedithportance of three other factors that
provided them with &personal reward” (Participant 5). These factors all hinge on the
need to play an important role in the world of tiéd for the sole benefit of the child. It
is for this reason that the vocations are clashdi® partly altruistic endeavours (Booth,
n.d.; Inchausti, 1993; Furnham & Argyle, 1998; Hgy2005; Johnston et al., 1999;
MacKenzie, 2004; Park, 2006).

Specifically, one of these factors emphasisedrtigortance that participants placed on
developing the intellectual capacity of childrerseecond and related factor was the

reward from, and challenge of, imparting informatand knowledge through teaching
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the syllabus; and a third factor was the fulfilm#rat comes from contributing to the
emotional development of the child. The factorsitdeed by the participants are
recognised and supported by other studies botllyqddotimele & Dieltiens, 2005 and
Park, 2006), as well as internationally (Hayes,20eafford & Jennison, 1998;
Johnston et al., 1999). What is clearly expressempaealing to a person in choosing to
teach is the need to share knowledge, the desaeswer a vocational calling by dealing
with what are often called pastoral matters, initgaldto making an important
contribution in developing their communities (Hay2805). Participant 3 expressed

something representative of all the participantenvehe said:

...when | teach them...I'm teaching them content...bpehd a lot of time talking to the
kids inside and out of school. | know a lot abdwatit homes, their families, their
backgrounds, even the little things that are gaingn the classroom, or in the school, |
generally tend to know.

While these rewards are not quantifiable, theynaeaningful to those who turn to the
vocations to satisfy them. Thus it is somethinghdg intrinsic reward that Booth (n.d.,
p.255), an American teacher described when hetlsaicbne of the privileges of teaching

is that, “you get to withess moments of initiatiarthe lives of your young students.

In line with this, participants often used termstsas‘personal reward”, “love” and
“challenge” when describing the reasons they entered thegsiofe They emphasised
their internal motivation for entering the professand stressed that definitely wasn’t
for the money'(Participant 9). This feeling was common amongstgarticipants, as
they overlooked remuneration in favour of “the spleewards gained from serving the
needs of others” (MacKenzie, 2004, p. 106). Thisuate: that‘the love of the job being
far more important than your big bank balangéarticipant 7), resonates with literature
focussing on the vocations, such as that writtebyupindgren (1980) and Furnham &
Argyle (1998). Furnham and Argyle (1998) concluidat tone of the perceptions
associated with the vocations is that remunerasiaf lesser importance than the
satisfaction and intrinsic rewards associated ti&se professions (Johnston et al., 1999;
MacKenzie, 2004; Thornton,1999).

With this in mind, it was clear that the majoritytbe participants (6/9; Participants 2, 3,

6, 7, 8, and 9) were well aware from the outset tiching was not a career choice that
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would be well-paid. This knowledge, along with 8teong emphasis on answering one’s
call to work in the interests of society would saggthat monetary reward is of lesser
importance than the intrinsic rewards gained freaching. In line with this
understanding, Participant 6 emphasised a poiitdl/pf the majority of the participants
(6/9; Participants 2, 3, 6, 7, 8, and 9) when she that,

It wasn’t a matter of the money...l was doing it lusegal was loving the training and
really enjoying the whole idea of you know, passingknowledge.”

It was unexpected that a participant would sugtiegtremuneration was a motivating
factor for entering the profession, especiallytas well-documented that teaching is
renowned to be “characterised by low salaries...” {jMele & Dieltiens, 2005, p.19;
Benton DeCorse & Vogtle 1997; Darling-Hammond, 206Effin, 1997; Heafford &
Jennison, 1998; Johnston et al., 1999; Park, ZD@mas, 2005)However, Participant 1
felt that at the time that she was preparing tereiite professiorf;The salary was good,
the hours were good But she add$ot anymore.” It is interesting and important to look
at the biographical information compared to thesotbarticipants in order to make sense
of this surprising remark. Participant 1 is jusbtyears younger than the oldest
participant in this study, who is 34. Race is @aamportant factor as in South Africa as
it can never be excluded as a result of the colmimgquitable past (Bertram et al., 2006;
Robinson, 1999; Young, 2005). Participant 1 is oh®ur Indian participants in the
study, the remaining 5 being White. It is therefogasonable to extrapolate that during
the time at which Participant 1 began her studezs;hing may have been a secure option
for a young Indian woman. This is in line with rasgh that finds that especially in the
Black community, remuneration in the teaching psefen is perceived as good (Darling-
Hammond, 2005; Motimele & Dieltiens, 2005; ParkQ@) In addition, Participant 1
emphasised that she comes from a family of teachedstherefore teaching may have
been more positively viewed and highly regarded ihaother families from different

backgrounds.

The remaining two participants who did not affifnat they were aware that teaching
was poorly remunerated were Participants 4 and#h Barticipants 4 and 5 explained
that they had received scholarships for teachimjtherefore were unable to study

anything else as they did not have the fundindddrary education. Griffin (1997)

34



explains that such situations are not unusual laaidat times, some women have no other
option but to study teaching as this might be thig oareer for which they receive a
bursary. Again it is important to note that theadtipipants were not from privileged
backgrounds and, it would seem that race andlasigaship to socioeconomic standing

in South Africa may play a role in that both theseticipants are Indian.

Thus while it seems that there are few extrinsicarels in teaching, especially with
regards to remuneration, it is the case that thgcgeants reported that there were other
less intrinsically rewarding reasons for enterimg profession. For almost all of the
married participants (5/6; Participants 1, 3, A)3,t was important that teaching
allowed them théflexibility” (Participant 9) and time to commit to their chilal@nd
families (Benton DeCorse & Vogtle, 1997; Griffi47). Participant 3 emphasised the
importance of this for herself when she recounted, tevery single afternoon you get
solid time to spend with your children and you da@glect your home.lt would seem
that the married participants anticipated this atkge as they mentioned that they
recognised that teaching was a good fit with mdtbed and home-making. Due to space
constraints, this issue will be discussed in dégtlow in the section entitled: Teaching,

Remuneration and Gender.

In addition to the flexibility in time that teaclgrallows, participants mentioned that they
appreciated the longer holidays, (5/9; Participant3, 7, 8, 9). This was not only
valuable time to be spent with family, but it altmws teachers ‘dreak” from the
stresses and strains endured from haljiuigf spent three months preparing children
constantly for the work.(Participant 7). One of the participants (Paracip8) however,
focused on the holidays as being more than a petkiather a primary motivating factor
for teaching. It would appear that her initial r@agor entering the profession was
different to the other participants in that she ve@ching in order to attain her dream of
working with severely handicapped children. Thiguiees her to qualify as a teacher and
then to specialise in special education at a Postiiate level. She is studying part-time
and teaching full-time in order to reach her gtiak likely that she appreciates the

holidays as they provide time to focus on her ssidi
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A further benefit that three of the nine particifa(Participants 3, 7, 8) pointed out was
that through being attentive teachers, they feleb@repared to raise their own children
in line with the experiences and lessons they Eaat school. This was an unexpected
finding and there was no mention in the literan@@ewed that this may be a motivating

factor for entering the profession.

Overall, teachers primarily answer the call to teas they “feel that it is a useful and
worthwhile way to spend their time, through makangositive contribution to the
wellbeing of society” (Hayes, 2005, p.32). Althoutje participants were able to find
some externally rewarding reasons to enter theepsidn, it is certain that they did not
enter the profession in the hopes of being findlycrgell-off. Thus all of the participants
agreed that remuneration was an unimportant retasenter the profession. However, a
very different picture emerged when discussing meenation and the role it plays in
relation to remaining in the profession. The pgraats expressed that the interplay
between intrinsic rewards and the serious lacktfresic rewards coupled with the
number of challenges they face (discussed in det#le section below entitledn
imperilled profession: Challenges exacerbatingaftdlem of poor remuneration)

highlight the lack of remuneration for their effart

The participants unanimously emphasised how pdbdy were remunerated and just
how “pathetic” (Participant 2) they perceived their remuneratmbe. There was a
focus on how inadequate a teacher’s salary isdardo function in the world. The
participants all recognised that they are unabkuteive independently on a teacher’s
salary, especially not if one has children. Both itimarried (6/9; Participants 1, 2, 3, 7, 8,
9) and unmarried participants (3/9; Participant4,X) stressed the fact that without the
financial support of some significant ott{&ou can’t actually survive”(Participant 5).
For the married participants, this would be theistbands’ (Participants 1, 2, 3, 7, 8, and

9), for the remaining participants (4, 5, and 63 thiould be their partners’ or families’.

It would seem that the participants all agreed timae they were in the profession, in
terms of financial viability;teaching on its own...It's not enough(Participant 4). The

participants’ outright repetition of the followirgaution from Participant 9 to prospective
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teachers indicates just how seriously they arecedteby the poor remuneratididon’t
ever think you can live comfortably on a teachedtary because you can’tThis
comment was repeated throughout the differenturgess as the participants expressed

their concerns regarding remuneration.

It is of great concern that the overwhelming mayooif participants (7/9; Participants 2,
3,4,5,7, 8, 9) explained that they were makilagto leave the profession as a result

of the “(in)adequate”(Participant 5) remuneration.

The unmarried participants’ (Participants 4 andrgjency to leave the teaching
profession was far more overtly expressed thamitweied participants’. It is clear that
both Participants 4 and 5 emphasised that a tead@aary is only adequate if there are
“two incomes in the householdbtherwise‘You can’t actually survive(Participant 5).
Griffin (1997) and Benton DeCorse and Vogtle (1983aye made similar observations in
their research by pointing out that a teacher’argak traditionally thought of as a
secondary salary and that many single and divongeden are often forced to leave the
profession “even though théyved working with childretbecause they wanted a career
with higher pay” (Biklen, 1983 as cited in Griffit997, p.12; original italics). Participant
5 described how stifled she felt because her salaeg not cover all of her basic
expenses after she has paid her rent. For thismd2articipant 5 lives with her brother
and his family and shares household expenses ahdit@ him in order to ease her
financial load. Participant 5 described the dilemama ‘catch-22’ situation when she
said:

Then you think: now | am in this job because | libybut at the same time, what if | can’t
make my car payments this month?

Participant 5 wishes for financial and personakpehdence and thus she feels that there
is no choice but to leave teaching in order to @aone money. This situation is similar

for Participant 4.

In their attempts to retain the intrinsic rewardlated to teaching, Participants 4 and 5
explained that they were looking for jobs that weskl| linked to teaching in terms of
training or something like that{Participant 5). They both agreed that they watded
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retain the internal satisfaction gained from ‘tineparting of knowledge’and“the same
relationship that you build with the studer{Participant 5) so thdyou know that you're
doing something constructive...for somebodiparticipant 4). Participant 4 is left with
the consolation that she can still make an impadtreelp“at the higher levels’with the

necessary benefit of earning far more money.

Of the married participants (Participants 2, 33,R) who were making plans to leave the
profession, the only reason that they remainedaxtiing was as a result of their children
still being small. The consensus amongst theseemothias thatAs the kids get
bigger...their expenses become more and then a téasladary’s just not gonna be
enough.” (Participant 3). While they considered their Salessential in contributing to
meeting their family’s financial needs, there wasnimity in recognising their

husbands’ as thgnain breadwinner(s)”(Participant 9). This is in line with the
discussion around the way that a teacher’s saks\bken constructed in both Benton
DeCorse and Vogtle (1997) and Griffin’s (1997) papdhese participants explained that
they were waiting for their children to grow alétblder before leaving the profession, so
that, in the words of Participant‘9,.they don’t need me...as much as they do now, to be
flexible”. Again many of these married participants’ expdithat if it wasn’t for the

poor remuneration, they would not look to leaveph&ession, however financial

necessity will come to take prominence as theirlfasgrow.

The two participants (1 and 6) that felt that theguld remain in the teaching profession
until they retired were certainly in the minoritymay be significant that what
Participants 1 and 6 seem to have in common ighlegtboth come from teaching
families, where they join other family members vare teachers. Research indicates that
the families in which teaching is a common caré®ice are more supportive towards
other family members who make the decision to téatlornton, 1999). Participant 1

and 6’'s commitment to teaching is undeniable andeen in comments such &,

you’re not gonna get the personal rewards you'regunnalbe] the best for the children
either” (Participant 6), and,

You don't choose this career because you like thiedh) you don’t choose it because you
think you gonna be a good teacher. | believe thathers are borr(Participant 2).
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Perhaps that seven of the nine participants (Paatits 2, 3, 4, 5, 7, 8, 9) have plans to
leave the teaching profession as a result of tloe mamuneration should not come as a
surprise, as research indicates that one of tteegemotivating factors for teachers to
leave the profession is poor remuneration. Thieusd to be equally true in South Africa
(Bot, 2005; Balt, 2005; Leibowitz, 2003; MotimelelZieltiens, 2005; Park, 2006) as
well as internationally (Balt, 2005; Belfield, 2Q@3arling-Hammond, 2005; Heafford &
Jennison, 1998; Johnston et al., 1999; Thomas,)2008ddition, the plans of
participants to leave the profession seem to lhi@éwith South African research
presented by Bot in 2005. Her report indicated biediveen 1994 and 2002, there has
been a drop from 53% to 30% in the proportion atkers aged below 35 (Bot, 2005).
This means that younger teachers seem to be lethengrofession in large numbers so
that while the highest proportion of teachers bef2002 fell into the 22-34 year age
group, in 2002 this average increased to the 3gedd age group. It is interesting to note
that the participants of this research are ageadst 25 and 35 years of age and are

making plans to leave the profession.

Furthermore, the plight of teachers and other wonat workers in South Africa, such as
nurses was highlighted during the public servasg&or salary strike in June 2007. This
strike brought these essential services to a bali fnonth and clearly indicates the levels

of dissatisfaction around remuneration amongsteac(and nurses).

Further research clearly indicates that while nsiic factors play a large role in work
motivation, it is undeniable that “the less peagle paid, the more concerned they are
likely to be about financial matters.” (Kerr, 199F019). This observation makes sense
of the ‘change in heart’ that the participants seéefme displaying — from entering the
profession and working with children being desalilas a reward in itself and expressing
almost no concern for financial reward at firstptedicting that they will leave the
profession as a result of the poor remuneratioel$eVl his is certainly a loss for the

profession and the country as a whole.

The dissatisfaction and concern surrounding renatiogr compelled participants (7/9;

Participants 1, 2, 3, 4, 7, 8 and 9) to send aureding warning to prospective teachers.
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When asked what advice they would provide to amaicgance or family member who
was considering teaching as a career option, tiieipants hypothetically urged these
people to reconsider their thoughts. Participaxpdagned that the decision to enter the
profession could only be made after two necessamgitions were filled. Firstly, they
said that if someone is considering entering tloégsision, it is necessary for them to be
financially secure by being able to rely on somewiik a steady and good income. This
concern led Participant 2 to explicitly state tiidhe person considering teaching as a
career isthe sole breadwinner...in the family then | would¢ sadefinitely no"to being

a teacher

The second common stipulation put forward by th#i@pants was that this prospective
student of teaching, in the words of Participaritiyst really love the career..., if they
don’t have a love for children they in the wrongjdi'.

Warnings and concerns of this kind about the psidesindicate two necessary
considerations. Firstly, in order to teach sucedisfone needs to be ‘called’ to teaching,
to work selflessly in the service of others. At Hagne time, this is almost impossible to
achieve, without some financial resources or fimereecurity. This might suggest that in
order to reap the intrinsic rewards of teaching bas to be without financial difficulties,
even though one may not necessarily be seriousdyested in making money. That is to
say that it seems that one has to be able to tfforteach. This double bind, may in part
explain why it is that of the nine participantsantiewed, only Participants 1 and 6 felt
that teaching is a life-long career, while the ramdar admitted that they were making

plans to leave the profession in the short to rardat

This seemingly contradictory change in the paréoifs feelings for teaching seems to
have occurred after teaching for some time andéxy related to the poor levels of
remuneration. Over time, the participants descritfehges in their lives that included
greater financial responsibilities. Participanealised that while remuneration was not a

concern when entering the profession, she rementi&trat that stage she thought:

oh it's fine because I'm doing it for the love biuen you have...responsibilities like you
have a house to run and you have kids and therhyok like Oi! You know?
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Overall, it would seem that teachers are compétiethoose this line of work as they
believe in what they are doing; and in enteringtdaehing profession outweigh the
challenges (financial and emotional) with the mgrc rewards of teaching. However, it
would seem that there are a growing number ofaiffies facing South African teachers
(Bot, 2005; Hayward 2002, 2003b; Motimele & Diefite 2005; Ngqgiyaza, Seale,
Stephen, & Mkhwanazi, 2007) and so, “the profeshias lost some of its appeal” (Bot,
2005, p.8). This last quote may to some extentaleweontributory factor to the attrition
rates of young teachers, and may speak of whah#jerity of participants are

experiencing.

It is of great concern that it seems that evemiearare aware of the way tligachers

do not look very happy in their jobgPark, 2006, p.153; original italics). Park’s (BpO
research indicates that the unhappiness of teasheesily recognised by learners
themselves, and in turn deters them from considagaching as a career in the future.
Fundamentally, it must be noted that poor remur@ras one of the greatest contributing
factors to teachers’ leaving, or making plans &véethe profession (Belfield, 2005;
Benton DeCorse & Vogtle, 1997; Bot, 2005; Bootldl; i&5riffin, 1997; Hayward 2002,
Heafford & Jennison, 1998; Johnston et al., 1998tiiele & Dieltiens, 2005; Park
2006; Robinson, 1999; Venter, 2004).

4.2 Teaching, Remuneration and Gender

An area of focus of this research is on the parict’'s understanding of gender issues
related to teaching and the way that this relaiggetceptions of remuneration in the
profession. It is clear from the literature and éx@eriences of the participants that class
teachers are predominantly female (Belfield, 2@¥nton DeCorse & Vogtle, 1997;
Bertram et al., 200&lohnston et al., 1999; Thornton, 1999). Interestirthe

participants’ understanding closely reflects timaliings in the literature, which primarily
links the feminisation of teaching to perceptiofsemuneration and teaching.
Essentially, this involves a ‘traditional’ undenstiéng of the relationship between a
man’s status and the way he earns his money ietyoci
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In accord with the literature, all the participaatgeed that teaching has become a
predominantly female profession (Belfield, 2005n&s DeCorse & Vogtle, 1997;
Bertram et al., 200&lohnston et al., 1999; Thornton, 1999). Most pigdiats (5/9;
Participants 1, 2, 5, 7 and 9) highlighted, as dbediterature, that this was most evident
within primary schools, asnore females gear towards, especially teachingytbenger
children.” (Participant 5; Johnston et al., 1999; Thorntorg2)9

It is interesting to note that there is suppoti@ literature for the common-place
perception held by the participants that womenrpareeived as ‘better suited’ to primary
teaching than are men (Benton DeCorse & Vogtle7196hnston et al., 1999; Thornton,
1999). The perspectives of men and women in chgqeimary teaching as a career in
England seem to be aligned with the participanthisfstudy as they too felt that primary
teaching especially, is an extension of motherdwiston et al., 1999). This view was
generally expressed by the participants as théyifat women had the qualities
necessary to teach young children, such as patamtaurturance. In line with this, just
over half of the participants (5/9; Participant215, 7 and 9) felt that their decision to
choose teaching as a career was influenced bygbnadaer.

It was Griffin’s (1997) argument however that theemt to which teaching is perceived
to be an extension of mothering is directly linkedhe undermining of the profession in
terms of remuneration. She proposes that it doesa®n ‘necessary’ to pay well for a
quality which is constructed to be inherent. Shéhter highlighted the historical
progression of the teaching profession from beiderdominated to female dominated,

so as to maintain the lower levels of remunerat®riffin, 1997).

Accordingly, the married participants (6/9: Pagamts 1, 2, 3, 7, 8, 9) felt that teaching
was a career that was well-suited to being a woasahallowed greater flexibility and
time to be with one’s family (Spencer, 1986, asctin Griffin, 1997). Although the
participants emphasised that they work very hérgly tlo see teaching as a career which

is flexible enough to find time to raise and careyloung children.

In view of the apparent link between primary teaghand mothering, it is interesting to

note a rather unexpected feeling shared by sortteegfarticipants who have their own
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children (3/9; Participants 3, 7 and 8). This grofiparticipants shared that they take
lessons in rearing their children from their pagitand negative experiences of teaching
and thus determine wh'achools do right and wrondThis] lef[s] you know, you learn
from[schools]” (Participant 8).

It is interesting to note however, that while bBtrticipants 7 and 8 did not feel that their
gender influenced their decision to become teaclteey did feel that teaching is a career
well-suited to raising a family. Furthermore Papant 8 feels that teaching is a valuable
learning experience in raising one’s own childiarticipants 4 and 6 who did not have
children of their own similarly expressed that lgetnwoman did not consciously

influence their decision to become teachers.

Alternately, on reflection as to why the participafelt that men tend not enter the
teaching profession, several of the participant8; Barticipants 3, 5 and 7) pointed out
that many men do not enjoy primary school teachigthe occasion that a man does
teach, it is acknowledged that he may be inclimegach high school (Participants 3, 5
and 7; Benton DeCorse & Vogtle, 1997; Johnston.e1899; Thornton, 1999).

While the research conducted by Johnston et a@9)18&nd Thornton (1999) both support
the findings that very few males apply to and etgacher training colleges, both these
authors focus on a small number of men who maketibé&e to undertake primary
teaching. This literature seems to support the titipated recollections of Participants 6
and 8 who, in contrast to the majority of particifg felt that they could easily imagine
men entering the profession. From their experieoasng across men interested in
primary school teaching was not uncommon as batlshadied to become teachers
along with their male counterparts. It is importemhote however, that Participants 6 and
8 acknowledged that the men with whom they studidchot pursue teaching as a career
as they were unable to earn enough money to sugiporiselves and their families
(Johnston et al., 1999; Thornton, 1999).

The participants of this research did not agrewbether it is difficult for a man to make
the decision to choose a teaching career. The tanurthat the participants were

experiencing seems to capture some of the ambisgligrat men themselves have
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expressed in research in this area when makindjfitishanging decision (Johnston et
al., 1999; Thornton, 1999). From the research uallen by Johnston et al., (1999) and
Thornton (1999), it would seem that men go throagthifficult and conflicted decision-
making process in following their passion to tealdis process requires them manage
the issue of poor remuneration in addition to tise@lragement, criticism and ridicule
they receive from others (Johnston et al., 1999yriiton, 1999).

Participants 6 and 8 both described how after taeyattained their teaching
gualifications, their male peers had gone off ansped other careers. It was reported by
these two participants that in earning substagtralbre money than they could as
teachers, they had the opportunity, and were iadliio return to teaching. This trend was
noted by Benton DeCorse and Vogtle (1999:40) wheg bbserved that for men,
“Deferring teaching as a career was due, in masao both social and economic
reasons.” It would seem that the reasons that mermtimake the decision to become
teachers as often as women, was as apparent path&pants as it was within the
literature: men do not teach as a result of the permuneration and negative status
within society (Johnston et al., 1999).

All of the married participants (6/9; Participadts2, 3, 7, 8 and 9) emphasised that one
of the reasons men did not often enter the teagbriofgssion is as a result of the
perceived relationship between successful mastykmd good remuneration. They
explained that on a teacher’s salary, a man caattaih primary breadwinner status
within the family. It would seem that the singlep@pants (3/9; Participants 4, 5, and 6)
did not consider the financial role of a man beimaf of primary breadwinner as it would
seem that they were entirely responsible for tbein financial well-being. However,
they agreed with the rest of the participants ithatould be impossible’(Participant 9)

to survive without the ability to rely on anothatay supporting the household.

It is clear from this that remuneration is a mdgmtor influencing the predominance of
women in teaching, as it is seen as acceptabledaren to be relying on their husbands’
salaries in order to survive. The low salarieseaichers’ provides a serious concern for

men who wish to teach and retain their sense otuliagty, which is closely affected by
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perceptions of society, friends and family (Griffit®97; Thornton, 1999). There was a
clear sense amongst the participants, as Particgexplained, thdtsociety views them
[male teachersds not like real menThis statement is exemplary of the findings within
the limited literature investigating the experiesio¢ male teachers (Johnston et al., 1999;
Thornton, 1999). A quote by a male respondent téian the research completed by
Johnston et al. (1999:60) clearly identifies theiestal denigration that male teachers are

prone to:

There are always disparaging comments that yodarg a Mickey Mouse woman'’s
course...your friends at Christmas will make joked ask you how you are getting on
with the wee kiddies. To an extent it is only jakimut they do look down.

It is evident that men “have to confront societadativity about males working closely
with young children” (Johnston et al., 1999, p.6R)is is viewed negatively within
society for several reasons; firstly, the importan€their contribution to the lives of
young children is undermined, and secondly for nsimester reasons. The idea of men
working closely with young children seems ‘odd’ esially as it is common knowledge
that teaching is so poorly remunerated that ondtén left questioning the motives of
male teachers. It seems unlikely to assume tharawould be willing to earn so little
and to work in such an unglamorous environmenptoely intrinsically motivating
reasons (MacKenzie, 2004). Alternately the meskage is that it is entirely acceptable
for women to work with children for very little famcial gain and highlights the

inequalities between men and women.

While working with young children for some may hiétl with intrinsic rewards, it

would seem that in Western society as a wholegtlsdittle value in such a career as it is
recognised that “the further one gets from thedrki,the more one gains in money and
prestigé (Walsh, 1996, p.165 as cited in Griffin, 199714. original italics). Thus, the
trend for the few men who enter the teaching psiesis to seek promotion. Male
teachers tend to get promoted into administratostipns more often than do women
(Benton DeCorse & Vogtle, 1997; Griffin, 1997; Thton, 1999). This then takes them
out of the classroom and puts distance betweendlees and working closely with

children, but results in increasing their incomardatically. Women are less inclined to
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seek promotion as they often feel that their plade the classroom with the children
(Benton DeCorse & Vogtle, 1997; Griffin, 1997; Maafkzie, 2004).

Other researchers made sense of this trend by stiggéhat men and women place
different stress on the extrinsic and intrinsiceasp of a career (Johnston et al., 1999).
Unsurprisingly, it was apparent from the Johnstioal.e(1999:57) research that women
place greater emphasis on intrinsic factors, sgckatisfaction; as opposed to men who
are “more influenced by extrinsic aspects of teaglas a career”, such as remuneration,

or its lack.

It seems apparent from the above discussion tiel ¢ remuneration has a great impact
on the feminisation of teaching (Benton DeCorse @&gile, 1997; Griffin, 1997;

Johnston et al., 1999; Thornton, 1999). Men exfgeeirn more money in order to
support their families, and it would seem thatriteves share similar expectations of
them, perhaps especially when their wives haveahs become teachers.
Corresponding to the trends and understandingradeye remuneration and teaching in
the literature discussed above, Participant 9 dddchthat shéwould never have married

a teacher...... that would have bdgbacause ofthe remuneration...”

4.3 Teaching: A de-valued vocation

The discussion above evaluating the intersectimgtpbetween gender, remuneration
and the perceptions of society provides a glimgs®maety’s views of the teaching
profession. In line with the above discussion,riggority of participants (8/9;
Participants 2, 3, 4, 5, 6, 7, 8, 9) describedr theneral impression of the low status of
the teaching profession within Western societysMms such a prominent theme
throughout the interviews that the topic was prexta by a third of the participants
before the question tapping into their understagdiinthe general public’s image of
teaching was asked. In accord with the participamgsvs, there is a range of evidence
that teaching is negatively viewed within sociéBgKiton DeCorse & Vogtle, 1997; Ben-
Peretz, 2001; Darling-Hammond, 2006; Griffin, 19Bi&yward, 2003a, 2003b;
Jauhiainen et al., 1998; Johnston et al., 1999jrivde & Dieltiens, 2005; Park, 2006;
Rees-Gardener, 2004; Thomas, 2005; Venter, 2005).
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It is interesting to note that when participantsevepeaking of their low status within
society, they often referred to their levels of veraration as juxtaposed to the nature of
their work. There is no doubt that teachinfose of the most important professions, us
and nurses, we get paid nothing for i{Participant 2). This is an exemplary quote as
similar sentiments were expressed by many of thicgeants (7/9; Participants 2, 3, 4, 5,
6, 7, 9). There was a clear sense from these pamits that their work isevalued”
(Participant 6) as a result of the lack of extengward attached to such an essential
position. Evidence exists relating the disparageméteaching to the remuneration
levels of teachers (Benton DeCorse & Vogtle, 199iitfin, 1997; Johnston et al., 1999).
There was a conspiratorial feeling amongst paditip that society denied to
acknowledge that teaching“e primary service just like a doctor...dnd yet the

decision was mad&at the beginning of time...that they needed to g@chers so little”
(Participant 9). It is interesting that researcholitcorresponds with Participant 9's
observations has pointed out that “although teachspire to professional status, the pay,
power and prestige usually accorded those withgssibnal status is lacking in the
teaching profession.” (Feiman-Nemser & Floden, 188¢cited in Griffin, 1997, p.12;
Motimele & Dieltiens, 2005).

Furthermore, the participants often noted that reyunderpaid and in the same sense
undervalued in comparison to other professionals dve attained the same
gualification levels (Participant 2, 7, 8 and 9;0dp2005). This has also led one of the
participants to analyse the financial disparitywesn teachers and other professionals
who have studied for the same period of time. Bigdnt 8’s frustration was evident in

pointing out that*the worst thing for me is that we have to workesehours a day'and,

The corporate worldis required to workkight hours a day, so we are only one hour a
day short...But the money is not one hour a day short

The participants (8/9; Participants 2, 3, 4, 5,8, 9) felt that the poor remuneration that
teachers receive is partly linked to the miscorioeptthat society holds of teachers.
Participants described occasions where acquairddaltéhat teaching & half-day

job” and that'you people (teachers) aren’t working that hardParticipant 7), thus they

describe a sense on the part of society that temelne paid accordingly. These
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misconceptions are exasperating to the participathey are misguided and then used
to justify poor pay. In addition, South African easch reported by Hayward (2003b)
indicates that the false impressions held by speattarge undermined the work of
teachers and was a key factor influencing the mwels of teacher morale within the

country.

In her paper discussing the future of teacheritrgim America, Linda Darling-
Hammond (2006), also points out that lay peoplestalack of knowledge of what the
teaching profession entails. She explains that:

Much of what teachers need to know to be succdssfulisible to lay observers, leading
to the view that teaching requires little formaldy and to frequent disdain for teacher
education programé@Darling-Hammond, 2006, p.300; original italics).

The participants point out that this disdain is Ineid only of teacher education
programmes, but is passed on to teachers too.iéatypoint made by Participant 7 was
that,

people...don't realise that they'feeachers are¢ducated anpeople]think they're
[teachers arethere just because they can't do anything elsk thieir life

The misconceptions and disparagement of teachemmséo be made sense of by some,
in terms of the unclear distinction between thegssional versus the worker identity of
teachers. As teachers can be classified as baglgrérates confusion (Griffin, 1997;
Venter, 2005). Other authors provide historical ando-political causes for these
misconceptions (Benton DeCorse & Vogtle, 1997; (wnéan et al., 1998).

Benton DeCorse and Vogtle (1997) make sense oflifmragement by analysing the
ways in which primary teaching has been construictednegative light. They explain
that teaching is seen as “as part-time or minoHichv “may reflect and promote the
social perception that it is a part-time profesgmmwomen who are secondary wage
earners.” (Colardaci, 1992, as cited in Benton De€& Vogtle, 1997, p.44). These
observations held in the literature echo the expegs of the participants who described

others’ perceiving teaching astalf-day” (Participant 7) job.
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Participant 5 described the change in perceptibttsoge who were once acquaintances
but then got to know her better. She explainedttiet held similar beliefs about
teaching being an undemanding job for comparataye put once they began to
understand her responsibilities better, they bégask,”why did you work so hard for
such little pay?”” This was echoed by the experiences of ParticipaRarticipant 5

went on to explain that those friends grewltwe that | teach and that | actually enjoy
it....” She expressed that the intrinsic rewards are thivajsshe cafbrag” (Participant
5) about and share with her friends and that tlo@yecto admire her vocation too.
However, she was the only participant to share sumcéxperience and highlights that ‘in
practice’ those outside the profession have lgtknowledgement and recognition for

value and role of teachers in society.

To add to this positive experience, Participantak whe only participant to say that she
felt that teachers havetatus” (Participant 1) in society. This different opinionght be
the result of a number of interlinking factors, Is&s race, age and family background, as

she shared that she comes from a long line of &zach

It is believed that the vocations (for example,tdos) are associated with relatively high
social status within society while their remuneratievels are not on the same ‘high’
levels (Furnham & Argyle, 1998; Lindgren, 1980).w&ver, it would seem that within
the different vocations, the status is relativéhi profession. Thus doctors are accorded
the highest levels of status, whereas priests loaver levels of status than doctors.
Again this is true to some or other extent in déf@ communities, as it is possible that
amongst some groups, doctors and priests may la&lyquportant people. Research
indicates that in Western society teachers ancesuese vocational workers who do not

receive much status in society.

This might to some extent speak to the more p&séixperiences described above by
Participants 1 and 5. While all the participantsersgly agreed that they were underpaid;
with the exception of Participants 1 and 5, thed/ribt feel that they were accorded any

high status within society.
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An exceptional finding was that two of the ninetapants (Participants 3, 9) expressed
that from their experiences of teaching in certmmmunities, teaching is not always
viewed disparagingly (Darling-Hammond, 2005). Tisisupported by the literature
suggesting that in certain communities and contéfésvocations are accorded higher
esteem and value than in other contexts and conti@sinin some non-Western
communities, such as the Muslim and Black commesijtas indicated by Participants 3
and 9 and supported by the literature (Darling-Hamad) 2005; Motimele & Dieltiens,
2005), teaching is a highly respected professioare/keachers are recognised and
admired. This may also to some extent make senBartitipant 1's claims that she feels

teaching is positively viewed within the commurtityat she works.

However, from the experiences of the majority atipgants, they are not accorded high
social status despite their altruistic concerntfierdevelopment of society. It would seem
that the lack of esteem for the teaching professi@o severe that Participant 9
exclaimed,'...there’s no status! | mean | think if you're a téeer you're pretty much
viewed the same wayas] a fireman or a policeman...’It would seem impossible to
remove this largely negative view of teaching assalt of the low levels of

remuneration that teachers are rewarded. The digparent of the teaching profession
seems to be directly linked to the observation timainey has the capacity to play a huge
role in meeting most people’s needs for recognjtidatus, and self-esteem.” (Kerr,
1997, p.xi). Similarly, Balt (2005:10) points obt it is indisputable that “salary
increases...are the most direct and powerful wayetoahstrate the value accorded to the
education profession.” It would seem that with ¢hego notions in mind the civil

servant’s salary strike took place in June 2007.

It is interesting to investigate why it is that¢bars have been remunerated so poorly
over time. For Furnham and Argyle (1998) the digpdretween the importance of the
work that teachers do and their extrinsic rewasdaanaged by the level of intrinsic

rewards they receive from the very nature of thirk.

A different perspective was noted by Biklen (1988 cited in Griffin, 1997, p. 12), as
many respondents in his study “attributed the lay f the widely held belief that

teaching is women’s work.” This links to the notithrat teaching is thought to be a good
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secondary income and ‘suitable’ work for marriechvem (Benton DeCorse & Vogtle,
1997; Darling-Hammond, 2005). However, in the ins&s of the unmarried or divorced
participants (2/9; Participants 4 and 5) they sitpelt that their needs are overlooked
as they struggle to survive on a teacher’s sakugthermore, the married participants
(6/9; Participants 1, 2, 3, 7, 8, 9) support t@married counterparts concerns, saying
that“It would not be possible'to survive on a teacher’s salary. Participant 9aimped
with her unmarried counterparts and wondered ifveéen’t married;how would | ever

afford a car payment, as well as a bond, as weliraseries?”.

Griffin (1997) again cites the work of Biklen (1988/ho explained that some parents,
mothers in particular tended to question the psademlism of teachers. It was indicated
that, “These well-educated mothers with advancepleds seemed to feel intellectually
superior to teachers.” (Griffin, 1997, p.10). Rapant 9 expressed the same sense of
devaluation when she expressed the feeling shelgats..these parent’s think that
[teachersdon’t have to be particularly ambitious number paeintelligent...” to do the
work of a teacheParticipant 9 pointed out that parent’s percetiohteachers are
passed onto their children, which she feels resuléslack of respect”’towards teachers
by children. This same acknowledgement of the megaierceptions of children towards
teachers and the profession is described in Sofritaf (Park, 2006), as well as

international research (Ben-Peretz, 2001).

Again, this would indicate that teachers are unalemed for their service to society and
supports the claim that while teaching is one ef‘thost important professions...”

(Participant 2), there is very little acknowledgertadinancial or otherwise.

Furthermore, participants pointed out that theeegroups and organisations that
maintain and purport negative views of teacherthiil of participants (3/9; Participants
2, 4 and 8) identified the Gauteng Department afdation (GDE) a$lacking respect

for teachers”(Participant 4; Balt, 2005; Griffin, 1997; Reest@ener, 2004)This is
unexpected in that administrators within the prei@s are assumed to be supportive and
responsible for promoting a positive view of thefpssion, however it appears that in

some instances, this is not the case.
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In addition, there is evidence to support the camoé Participant 2 that the media plays
a role in“undermin(ing)” (Participant 2) the work of teachers within socigardener,
2004; Griffin, 1997; Hayward, 2003b; Motimele & Miens, 2005). Griffin (1997:12)
makes a strong statement when she comments oaléhefthe media in perpetuating
“the demeaning image of teachers, which leads adtrators, parents and children to

devalue their work.”

The participant’s own perceptions of teaching appeg#o be negative in that an alarming
number of participants (7/9; Participants 2, .47, 8, 9) expressed that they were
planning to leave the teaching profession witheghort or mid-term. They made such
plans despite the fact that they all expresseddah@amon view encapsulated by
Participant 7 when she said thalove my job”. Furthermore, the majority of
participants, as their first response, did notthésito advise those who were
hypothetically contemplating teaching as a care¢tcbecome teachers (7/9;
Participants 1, 2, 3, 4, 7, 8).

It would seem however, that for the most part, he@agis negatively viewed within the
urban communities in which these participant wdirks evident that the literature as well
as the participants confirm that the denigratiothefprofession is closely related to the
poor levels of remuneration that teachers recdiweould seem unlikely to lay people
that a person would opt to work selflessly, in $keevice of society for little pay at a job
which is both intellectually, physically and emetadly demanding.

4.4 The changing role of remuneration throughout taching as a career

While it is clear that participants experiencecdigant changes in their lives from the
time they embarked in their first year of studyhe point of entering the teaching
profession and then completing the interview, itldomake sense that their perceptions
of remuneration may have changed too. It was ¢tear the interviews that changes
such as getting married and having children, oraiaing single have impacted on the
participants’ perceptions of money, remuneratioele and their financial needs.
Generally, there is a lacunae in the literaturdaxpy this relationship. Griffin

(1997:12), however is one of the few authors teftyicomment on the way in which
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“low teaching salaries constantly influence th&dacher’s] daily lives and career
decisions.” This was an experience clearly shayeith® participants as a cause for
concern, and was most prominent amongst unmarageipants (3/9; Participants 4, 5
& 6).

There was serious concern amongst unmarried geatits that remuneration is

“adequate if you are part of a married coupleBut on its own | don’t think it's

adequate at all."(Participant 5). Money was such a concern for tivthese participants

(4 and 5) that they were actively trying to imprdkeir financial situation by getting out

of the teaching profession as there is very Irblem for promotion and financial growth
within the profession (Balt, 2005). This will bdnage loss as both these teachers echoed
each other when Participant 5 admitted thain in this job because I love it, but at the
same time, what if | can’t make my car paymentsrionth?”

These participants were convinced that it is alfiogbossible” (Participant 5) to
survive on a teacher’s salary without some kintfalfback” (Participant 6). For
Participant 6 (the third unmarried participant)sttallback is being fortunate enough to
have parents who have bought and are paying otbahe on her house, as well as
having a live-in boyfriend with whom she sharesenges. She says without these
opportunities for financial suppofi, probably wouldn’t make it through.{Participant
6).

In order for participants 4 (previously divorceadsb (unmarried) to survive, they are
also sharing expenses with fianceé, and extendelyfaespectively. The understanding
that a teacher is reliant on others in order twigarfinancially was also identified by the
married participants as they recognised how detgigriney relied on their husband’s

incomes.

There was a sense from the married participan® Frticipants 1, 2, 3, 7, 8, 9) that
their remuneration for teaching was a “secondamgdime for the family (Benton
DeCorse & Vogtle, 1997, p.44; Participant 3). Whilebut one participant who seemed
ambivalent (please refer to Appendix H for the stannable of biographical
information) disagreed with the statement that ttmyld ‘afford’ not to teach, it was

clear that their salaries are viewed as supplemetddheir husband’s earnings
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(Participant 1, 2, 7 & 9). Not only did these pagants rely on their husbands’ as
primary earners there was an understanding thatier for their families to have their
basic financial needs met, their husbands Hewearn more” (Participant 2; Benton
DeCorse, 1997). It was clear that these particgptait that they would not be able to
continue with teaching if their husbands were uaablprovide the kind of financial

support that they were providing currently, as iegrant 2 points out that,

my husband...knows that my salary can never change timen one percent in a year
whereas his...can go up like every month so thahbe& the pressure would be more on
him than on me.

It is interesting to note that as the married pgréints all had families and children with
the exception of Participant 1(5/6; Participant8,27, 8 & 9) they explained that they
were waiting for their children to grow a littledar before leaving the profession for
better paying jobs. While it was clear that asahiédren“grow..., the family will need
more (money)(Participant 3), the participants struggled withghéng financial
independence with the added time teaching alloestto spend with their children.
Participant 3 summed this conflict up succinctlyentshe said that the decision to enter
the teaching profession was larg&ychoice between salary and a family, and | chose
the family.”

In addition to their jobs as teachers, the majaftparticipants (5/9; Participants, 1, 2, 3,
4, 5) took on extra duties in order to earrffextra few hundred rand a month...”
(Participant 3). Research conducted in the U.$heteacher labour market indicates that
at least 13% of their educators have “outside eymént” (Belfield, 2005, p.178) and
indicates the extent to which teachers have toxgwder to supplement their income to

“make ends meet{Participant 4).

In summary, the changes in a person’s life, sudetsg married (or not) and having

children, or getting divorced impact on the wawinich money is viewed. However, in
this case, the greatest adjustments needed to te imarder to earn more money lay

heavily on the husbands of the married participantsesulted in the unmarried

participants desperately searching for higher pajobs.
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4.5 An imperilled profession: Challenges exacerbatg the problem of poor

remuneration

It was clear that the participants felt that thag Imot been adequately prepared to cope
with a number of different aspects of teachingadidition to the poor remuneration
levels this was found to add undue stress on gaatits and significantly impacted on
their feelings towards teaching as a life-long ear# would seem that the inadequate
remuneration, coupled with the challenges teadlaeesdaily impacts negatively on the
participants as these stresses take away fromevalwk the intrinsic rewards. This sense
of despondency and hopelessness was clearly eggrbgsarticipant 2 at the end of the
interview as she was struck by the way tleaerything sounds so negativeThis
pessimism should be a concern to the public as stmekses are impacting on teacher’s
willingness to remain in the profession and contiéto growing the future generations

of society.

While these difficulties experienced by teacheesramoved from the direct focus of
remuneration and its relationship to teaching, teyhowever critical to the future of
education in South Africa. Furthermore, it is cléaat if it were not for these difficulties,
participants would not be as concerned about th@gguate remuneration levels. It
would seem as though these challenges and frustsadémphasise the extent to which
teachers are underpaid and counter the intringiangs the participants wish to
experience; as a result increasing the likelihdogachers looking for other
employment. Thus, these factors are importantdosieration in that they impact on

the perceptions the participants have of remurarati

A key point which occurred throughout the differemterviews was that the Gauteng
Department of Education (GDE) played a pivotal ialéhe participants’ negative
experiences of the profession (5/9 Participans 4, 6, 8). When reflecting on their
experiences as teachers, many participants agréledParticipant 2, and felt
“(un)supported” and“demotivated”. This largely pessimistic view of the GDE and the
experiences of teachers’ in relation to the bodiegh govern them did not feature

distinctly in the South African, or internationalsearch surveyed. The complaints and
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criticisms were usually aimed towards the polisidgch such bodies implement, for
example the scrutiny of the implementation and sss©f the Outcomes Based
Education frameworks both in South Africa and aldr(see Lomofsky & Lazarus, 2001),
as well as other policies implemented by such ®ftkeafford & Jennison, 1998; Steyn,
2004). Throughout the interviews, there was a génerdertone that the Department of
Education was not providing the type of support anderstanding that the participants

needed, especially through the different poliches/tmaintain.

Furthermore, it would seem that the departmenhsymnpathetic to teacher’s concerns
with remuneration. This was highlighted during thenth-long stale mate reached when
public servants, such as teachers and nurses westtike in order to bargain for a salary
increase. This strike was a difficult decision takg Unions choosing the need to
highlight the poor levels of remuneration of teashi@nd other public servants) over and

above their commitment to the well-being of society

Thus most of the participants (5/9; Participantg, 44, 5 and 8) were particularly
dissatisfied with the changes to an Outcomes Besedation (OBE) system. The OBE
system in South Africa required a change in pdicteaching techniques, further teacher
training in the form of additional courses for dfiatl teachers and a number of added
administrative tasks. This is the framework in whieachers are currently required to

teach and is a major cause for discontent amohggidrticipants.

In particular, the majority of the participantsqgParticipants 1, 2, 4, 6, 7 and 8) were
concerned by the amount of paperwork that was reduiy the GDE. Their loudest
protest was against theepetition” of information throughout the different, atelways
changing” administrative forms. This uncertainty and incetemcy by the Department
described by the participants provides the imposstiat it is a highlyincompetent”
organisation that does ntdnow what they want from us (teachers).(Participant 2).
This increased workload makes sense of participaotsments when they stressed the
amount of hours they spend working. Participantéiena comment representative of
other participants when she explained that whifieiafly they are required to work a

seven hour day) work later, ‘til about four or so and uh, | takeork home often,
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almost everyday.To add to this, Participant 1’s frustration waspbasised when she
commented ofthow much work there is ifteachingland how absolutely little the salary
is.”

Participant 5 described her frustration in thatour curriculum, our policies keep
changing .... So there’s tons of paperwork and itags changing. This results in the
participants feeling so overloaded and overwhelthatiboth Participants 2 and 4
admitted that the time-consuming task of completargs results in therfactually...
spending less time teachin@gParticipant 2; Balt, 2005). Similar findings haween
recorded in international arenas and a call by @8l05, p.11) has been made for
“educators [to] be released from administrativé&sas” as a result of the drain this has
on teaching time. In addition, there is evidened Hoth international and local research
support the finding that teachers receive “litledg@nce in the administrative side of
teaching...” (Davies & Ferguson, 1997, p.42), whielnses great “frustration and stress”
amongst educators (Steyn, 2004, p.83; Belfield526fayward, 2003a).

It was clear that all the participants had difftgulith the amount of paperwork they are
required to complete. This resulted in a ‘negatraasference’ towards the Department
of Education due to the Department’s apparent isdemess and inconsistency. The
GDE was viewed as incompetent and unprofessiorakeder, an alternative and more
sympathetic feeling was expressed by Participaawards the GDE and the paperwork
required of teachers. While she strongly agreet hatr peers that the administrative load
on teachers was very demanding and there waso& depetition, she felt hopeful that the

Department of Education afteying to aim to get it (paperwork) cut down a Bit

To add to the disillusionment that the participaxperience in relation to the GDE and

the extent to which they are underpaid for the nemab responsibilities they undertake,

is the policy on class size. Three participantst{€pants 1, 4, and 7) felt that class size
was a serious challenge to effective teaching. Takyhat it is unreasonable for them to
be expected to have a class of 40 learners and teastructively for the duration of the

school day. Patrticipants were especially frustratetheir inadequate training for

managing such big classes, thus they complainediégp have not been provided with
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any effective tools on how to maintain disciplinelepartment officials under such

unique circumstances.

While these feelings of inadequacy and concern tatieagher to student ratio are further
highlighted within the South African literature (BQ005; Motimele & Dieltiens, 2005;
Steyn, 2004), there is a void in the experiencdasathers abroad (such as in the United
Kingdom and America). However, challenges of diegpand working with children’s
behavioural problems are not isolated to only thetigipants in this study, but were also
found to be a difficulty for British teachers irbeoad-scale study by Davies and
Ferguson (1997). Behaviour problems were one oifrtbst frequently mentioned gaps in
the training that British teachers identified imstetudy. Davies and Ferguson’s (1997)
findings are supported by international reseamtiuding that done in the United States
(Belfield, 2005) and South Africa (Park, 2006; 3te004).

The list of difficulties that teacher’s experieraxxording to the participants would
indicate that teaching is a very demanding andehging job with many factors, other
than the children, competing for attention. Froms tieneral discussion, it would seem
that there are many expectations placed on teafiloensboth society and the
Department of Education. Just under half of theigpants (4/9; Participants 2, 5, 7 and

8) reflected that the expectations of society, eislg those of parents are unrealistic.

According to the participants, they are expecteletresponsible for everything’to be
the“nurse, and the mother figure, and the counseldord the therapist and whatever the
child needs.”(Participants 1 and 5 respectively). Glenda Griffi@97:7) in her paper on
the plight of female teachers comments that, “Sp@gpected them [teachers] to work
without complaint for little pay while teachingsdiplining, supervising lunches,
bandaging cuts, and being constantly on duty.” Tihwsuld seem that these high
demands on teachers are experienced not only ith @drica, but of teachers abroad too.
The participants’ experiences seem to echo therexppes of South African teachers
across the country, further highlighting the waynich these challenges intersect with
concerns about remuneration. This extract fronitarlevritten by a teacher and

58



published in th&NUE Commenéxpresses just the sort of frustration and ovelnwing

sense of responsibility that the participants asdifg:

We (teachers) don’t count...So we have, on top ofl@csc and sports programs,
become ‘experts’ in psychology, marriage, familg amoral issues, discipline, puberty
and sex education, smoking, alcohol and moral gsand rehabilitation, first aid,
Aftercare and Aids. And all of this for half of wihather graduates earn! (Hill, 2004,
p.28).
There provides a clear sense of how this “role loagl’ is experienced as overwhelming
for teachers (Leibowitz, 2003, p.13; Darling-Hammp&006). It would seem that
teachers, especially these participants are beteaduy the demands and expectations
placed on them. To make things worse, their hankweems to be unappreciated with
respect to remuneration. They are required undstgressure, with few resources and

support systems, to continue to provide educatf@logh standard.

In addition to the struggle of participants to miet demands of society and the parents
of the children they teach, two participants (Rgraints 6 and 9 respectively) identified
gaps in their training in terms dparent consult” and“how to deal with a parent that's
angry”. While this was not expressed as a common difffcamongst the rest of the
participants, there is evidence that other teaatgpsrience similar difficulties. Research
conducted in the U.K. by Davies and Ferguson (1&87nvestigating the gaps in
training of newly qualified teachers found thatyttmead struggled with “little or no help

in how to work with parents, either face to facerowriting”.

Participants pointed out that while there were smymdemands placed on them, there
was a lack of acknowledgement for what they do igievFrustration and disappointment
were experienced by participants who felt thatehsra lack ofincentive for us as
teachers’, (Participant 2) and limited scope for promoti®his frustration resounds in
other studies investigating the contributing fastimward teacher (dis)satisfaction and
the profession’s appeal to future graduates (Bab5; Benton DeCorse & Vogtle, 1997,
Griffin, 1997; Heafford & Jennison, 1998; Ventef(2).

Interestingly, Participant 7 was the only participeo mention that she felt that she was

unaware of how to identify children’s difficultieBurthermore, she was concerned about
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identifying causes for these difficulties, whicleses to be ‘on par’ with international
research indicating that teacher’s identified @Klaf training in how to assess children’s
ability and progress” (Davies & Ferguson, 1997 2p.#articipant 2, on the other hand
felt that the entire teaching experience was la litverwhelming.

Overall, the participants felt despondent and degee about the challenges that they
faced daily and felt that these detracted fromethjeyment that they gain from teaching.
Participant 1 had observed that the number of ehg#s together with the poor
remuneration is seriously impacting on the abiitghe profession to retain teachers. She

says that

there’s a lot of teachers who are leaving the pgefen purely because of the OBE
[Outcomes Based Educatioihe large numbers in the classroom, and the galand
the pressure is great....

This comment leads one to recognise that it isonbt beginner teachers who are
vulnerable to facing difficulties and thus leavihg profession, but also those with years
of experience (Balt, 2005; Smit, 2005). This igafticular importance as all of the
participants interviewed have been teaching foiramum of 5 years. Their experience
is essential to the profession and to the childney teach, yet only two (Participants 1
and 6) felt a strong and life-long commitment te thaching profession, whereas the
others all had plans to leave. Further researctwiad in South Africa supports this
loss to schools as a study conducted by the HSRX005 indicates that up to 54% of
teachers considered leaving the profession forratere jobs outside of the classroom
(Motimele & Dieltiens, 2005). Their findings echuetexperiences of the participants;
that the dissatisfaction stemmed from factors sischemuneration packages, workload

stress, lack of career advancement and poor ledis@pline.

It would seem that overall, teachers would not jping to leave the profession as often
as the statistical evidence is indicating if theexe fewer challenges and more
reasonable demands made on teachers, or at |¢asy Mvere accordingly remunerated.
From the outset the participants admitted thatiegra great deal of money was not their

foremost concern when entering the profession, kewgoor remuneration coupled with
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the challenges discussed above seems to have éechtange in heart amongst

participants about their career choice.
4.6. Summary Discussion of Key Findings in Relatioto the Research Questions

This section summarises and discusses the keyrcasigadings paying particular
attention to those findings that make it possiblanswer the research questions. It
focuses on each of the key questions in turn, iateempt to concentrate the sometimes

dispersed and rich body of information that emetgexh the interviews.

Question 1: To what extent does remuneration appedn impact on the participants
in relation to their choice of taking up and remairing in teaching as a profession?
Does the role of remuneration appear to relate tohie perception that teaching is a

vocation?

In order for clarity to be gained in answering &x¢ent to which remuneration impacts
on the decision of people to enter and remaineéri¢laching profession, it is necessary,
as Question 1 indicates to consider the extentiiclwteaching is a vocation. The
guestion of teaching being perceived as a vocagiomportant as the vocations share an
anomalous relationship with money. That is to seywas indicated in Chapter 2, the
Literature Review section in detail), that whilésigenerally understood that vocational
work is immeasurably important to the functionirfgsociety, vocational workers are not

paid accordingly.

The question of psychic income seems to be inetihyclinked to the reasons that people
enter the teaching profession. Thus a key findirag was expressed by all of the
participants (9/9) was that their decision to eftterteaching profession was guided by
predominantly altruistic or vocational reasons. Phdicipants shared a strong need to
work with children in a meaningful way (8/9), anolged to have a positive impact on
society, leaving the participants with a senseatigaction or intrinsic reward. This
satisfaction was deepened by the pleasure thah&arity of the participants (8/9)

gained from sharing knowledge with children as waslguiding and shaping the
emotional experiences of children. In line with fimelings of this research, the focus on
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the vocational appeal of the teaching professianatso been documented in research
conducted in South Africa (Bertram et al., 2006;tkhele & Dieltiens, 2005; Park,
2006), as well as abroad (Johnston et al., 1998mHs, 2005). Thus an important issue
is that the participants’ search for internal $atison, otherwise known as the intrinsic
rewards or by Furnham and Argyle’s (1998) termygbsc income’ appears to be the

predominant factor underlying the reasons the @pents entered the profession.

An important qualification expressed by Johnstoal e£1999:61) reminds readers that:
“decision-making in choosing teaching as an ocaapas likely to involve an interplay
between intrinsic and extrinsic considerations.igAéd with this idea, the teacher’s
interviewed often went on to describe the more nmalteewards offered by teaching,
such as its flexibility as well as the benefitsohool holidays. An unexpected benefit
described by a third of the participants (3/9) wWesway in which working in schools
allowed participants an opportunity to learn froragtices which could be used to

advantage with their own children.

The seeming emphasis that the participants placezkiinsic rewards in choosing
teaching seems reasonable in a profession whemeithkttle financial reward. An
important issue for the participants seems to horgthe extent to which other extrinsic
factors can improve their quality of life. For exale it was very common amongst the
married participants (6/9) to emphasise the tinteflxibility that teaching allows them
to spend with their young children and familieo&greater importance than
remuneration. However, an important issue to rothat while it is true that intrinsic as
well as extrinsic rewards are taken into accourgmaieciding on a career such as
teaching; it is important to add that such consitiens do not only influence the decision
to enter the profession, but equally importantetmain in it.

A key finding was related to the issue of the fexiavolved in the participants’ choosing
to remain in the profession. Surprisingly, sevethefnine participants felt that they
would not teach until the age of retirement. It féwe two unmarried participants of this
group had plans to leave the profession immineasiytheir financial concerns were

greater than the five married participants who waaening to leave when their children
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were a little older. An interesting seeming disemggy described by the seven
participants was that while they still loved themwrk, they were planning to leave due to
the lack of adequate remuneration. This finding &esv, requires further consideration

in the form of questions three and four below agatild seem that other contextual
factors impacted on the participants’ decisionleéwe the profession. An analysis of the
impact of other contextual factors, on remuneraigomecessary as it would seem that the
decision to leave teaching is more complex thangsolely influenced by

dissatisfaction with remuneration. It goes to s&t if the majority of participants (6/9)
were aware of the poor levels of remuneration wérgering the profession,

remuneration cannot be the only factor relatedhéir tdecision to abandon their vocation

to teach.

It is noticeable only Participants 1 and 6 felttttiere is no other work for them than
teaching. What is interesting is that these twaigipants have many different
characteristics. In terms of marital status, Pigaict 1 is married with a child while
Participant 6 is unmarried and living with her bogmd; there is a six year age gap
between the participants; and one participant is&\dnd the other Indian (please refer
to Appendix I: Summary of biographical informatiohthe participants). However, what
they do have in common is that both mentionedttiet have family members who are
also teachers, which may provide a greater positiygact on their feelings towards
teaching.

Question 2: In what way does gender appear to impaon perceptions of

remuneration and teaching?

Across the interviews it was apparent that thei@pents had different feelings about the
extent to which their decision to enter the teaglbrofession was influenced
consciously, or unconsciously by their being womrst over half of the participants
(5/9) felt that their being a woman influenced thagcision about their suitability to
teaching to some or other extent while the remgifair did not feel it had any
influence. Three related issues around gender exdexg significant. Firstly, it was clear

that all of the participants felt that the issuearhuneration greatly impacted on the
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gender ratios of the teaching profession (70-853tafe (Bertram et al., 2006)). Next, the
participants often raised issues of the concegit@primary breadwinner in relation to
the salary of teachers. Thirdly, some of the pigaicts explained that the qualities
expected of teachers were better suited to woraamrtien. This was often related to the

status of men in society, especially at the poinérg status and work intersect.

All of the married participants (6/6) pointed ohat teaching primary school is a career
which is well-suited to being a woman and raisirfgraily. This was important to them
as they rationalised that while their skills weog widely recognised in terms of good
pay, they were able to use the flexibility thatcteiag allows to focus on family matters.
An important issue with regard to remuneration s all of the married participants
pointed out that while their salaries were necgsaarmart of a combined income, their
husband’s were responsible for the bulk of the igsmimonetary needs. In addition to
this, on some occasions the participant’s spouses required to find other ways to earn
more money as their wives’ teaching salaries wesidequate. An unanticipated area of
congruence amongst the married participants planoimeave teaching (5/6, Participants
2,3,7,8,9), was the point at which they weamnping on leaving the profession. They
explained that this move would be necessary whein thildren grew older as their
family’s financial needs would increase, and theyld therefore have to seek out

positions that were pay better.

This discussion often led participants to pointthiat there are very few male teachers,
especially within the primary school system whée galaries are far too low to meet
their needs. They felt that this was especiallg ifuhe men were expected to be the
main breadwinners of their families — an unliketgsario on a teacher’s salary. This
claim was further supported by two of the particiggarecollections that while they
studied teaching with men, none of their male ptarght. The reason for this was solely

a result of the poor levels of remuneration.

In addition, some of the participants (4/9) beligvieat teaching, especially primary
school was not well-suited to men because of tihggpal and psychological expectations

of teachers. For instance, these participants @diott that women are believed to be
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more nurturing, caring and patient than men. Aariggting discrepancy was that three of
the participants believed that men would not be abfulfil all of the functions required
of teachers as teachers are expected to compteteber of practical and administrative
tasks daily. It would seem that these participéegsthat men are not accustomed to
doing the large quantities of administrative wagkuired of teachers and prefer the

comforts of a corporate environment.

Question 3: Does familial and social situation eff# or alter the perceptions that the

participants have of remuneration and teaching?

From the above discussion it would seem that tigcg@ant’s perceptions of
remuneration are significantly affected by famikald social structures, and as these
structures change, so do the perceptions of reratioer Nevertheless, these
observations receive very little attention in therature. From the interviews, it was
clear that as participant’s life circumstances g¢eanvhen for example their first child
was born, or the birth of more children; or in theent of a divorce, so did their
perceptions of remuneration. The majority of pgsaats placed greater importance on
good remuneration at certain stages in their lagthis clearly affected the quality of life
of the participants and their families. This seainsost entirely contradictory to the
participants’ initial description of remunerationdaits lack of significance in deciding to

choose teaching as a profession.

For the single participants, the changes in pel@eptregarding remuneration were
directly linked to the difficulties they faced ialfilling their financial responsibilities
from day to day. They unhappily described how diffi it was to feel any sense of
financial security for one’s basic needs and therexo which they still relied on others
to survive. It was particularly difficult for Pactpant 5 who, unlike Participant 4 was not
engaged or dating and had no other option buvéoiith her brother and his family in

order for her to afford a place to live.

It would seem that only for Participants 1 andegardless of their circumstances at the
point of the interviews, felt that while they weraderpaid they would not be leaving the
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teaching profession. That is to say that they lbeithstrongly that they were ‘born’ to be

teachers.

Question 4: Are there other factors impacting on taching in South Africa and if so
how do these factors impact on those of remunerat®

A key finding is that in conjunction with questitree, there are a number of contextual
factors that influence the working life of teacharsl in turn, this impacts on the
participants’ perceptions of remuneration. A hddaotors were listed by participants in
which they experience serious challenges in Softtisak schools. It is essential to point
out that as the participants described these diffes and the lack of understanding and
recognition for what it is that teachers confroatily] they reverted back to pointing out
how little they earn. A substantial body of Southidan (Bot, 2005; Hayward, 2003a;
Robinson, 1999; Steyn, 2004), and internationatdiiure (Davies & Ferguson, 1997;
Heafford & Jennison, 1998), has focused on sinaifellenges experienced by teachers.
These authors often link the high attrition rategegienced in teaching to these types of

difficulties and the poor remuneration levels afdieers.

Amongst the challenges listed by the participards the idea that newly qualified
teachers are often confronted with challenges fuckvthey feel unprepared by their
training. It would seem that even as time lapdesy tlo not receive additional support
from the Gauteng Department of Education (GDE)egitverall, the GDE was at the
centre of most of the complaints made by the ppdids. It would seem that the policies
and mandates of the GDE are viewed as uncleaetpdHicipants. The participants
complain of often-changing documentation, rules @giirements for teachers implying
that the department officials are themselves unandeunclear of what is required of
teachers. In addition to this, the GDE can onlpmffto place one teacher for every 40
learners in state schools, resulting in large, uragaable classrooms for which the
participants complained that they receive no guigslin terms of discipline practices.
To add to their frustrations and stresses, theggaeints felt overwhelmed by the
perceived expectations from society to fulfil a raenof roles in the lives of the children,

for which they do not feel properly qualified. Thato say that teachers are expected to
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do more than teach; they are required to atteseérious emotional problems; deal with
physical ailments and are often one of the closgstgivers to children who live in a
country which is still afflicted by the legaciesajfartheid. Furthermore, the experiences
of the participants indicate that in addition terd being very little financial reward for
the incredible responsibility they undertake; thisreery little recognition from society,
the GDE, and the media of teachers’ qualificatevels and hard work. Factors such as
these seriously affect the morale of the partidipamd bring to the fore the discrepancy
in the expectations of teachers and their remuiogr.at

In sum, it would seem that in the same way thak ldtinsic and extrinsic rewards play
a role in the decision of the participants to ettterprofession, so too do they play a part
in the decision to leave the profession. From thieviated list of challenges above that
South African teachers face daily, it would seeat these reduce the positive
experiences of the intrinsic rewards that can legiefrom teaching. Ultimately, this
emphasises the financial concerns of the partitgpamnd seems to contribute to the

decision to leave the profession.
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CHAPTER 5: CONCLUSION

Concluding the Study

This chapter comprises four sections. Firstly,kég findings are discussed and
reflections on the study are presented. Secorfiys¢ope and limitations of the study
reflecting critically on the qualitative researelchnique employed are discussed. In light
of these insights recommendations for further neseare made. Lastly, important issues
related to the implications of the research andtioader context in which this study is

situated are taken into consideration when looking possible way forward.

The aim of this study was to explore teacher’s gations of remuneration especially as
this relates to entering and remaining in the techrofession. This qualitative study
investigated these perceptions through the expasgeaf a group of urban, qualified
women teachers. This group’s selection was basekeopresupposition of some
commonality in the participant’s experiences imtgof their teaching context and
importantly, in terms of their relationship to mgné&herefore, the participants all came
from similar economic backgrounds and were noohistlly underprivileged or affluent.
While there are an increasing number of quantiasivdies investigating the relationship
between teaching and remuneration both in Soutit&&nd abroad, it is understood that
particularly in South Africa very little researchdfocused on the meaning of money to
teachers. Much of the research investigating isetiemaching and money draws
attention to the fact that teaching is usually rdgd as a vocation and that the questions
of the remuneration in the vocations are somewifigrent from those in other

occupations.
5.1 Reflections on the study

One of the key findings of this study is that dltlee participants (9/9) reinforced their
own sense that teaching is a vocation. The pasintgpappeared to have chosen the
profession with its vocational nature, such asojygortunity “to perform a moral service
to society” (Johnston et al., 1999), foremost ®itiminds. Important too, the participants

emphasised that these “personal rewa(Bsitticipant 2) associated with teaching were
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their primary reason for entering the professiaor. the participants, in entering the

profession, there was very little emphasis plagethe importance of money.

With time however, all of the participants begamefer to the increasing significance of
guestions of money and emphasised the impacttthatlion “quality of life” (Participant
6) for themselves and their families. It was troe, tthat all of the participants were
clearly dissatisfied with their “pathetic” (a wondost commonly used by the participants)
levels of remuneration. Yet, what is interestinghiat the majority of the participants

(7/9) were well aware of their expected remunerakdvels on qualifying and
emphasised that this was not a concern at theastkeey ‘weren't in it for the money.’
Perhaps this is why, for the majority of the matnmarticipants (4/6) there was an

explicit understanding that their husband’s wespoasible for earning substantially

more in order to sufficiently provide for their fédres.

The participants recounted however, that they pezdea greater emphasis on
remuneration at a time in their lives identifiedtwpersonal and familial changes. These
changes include for example, the birth of one orenahildren, divorce or added family
responsibilities. For Participant 5, this concemme at a time when as a single woman,
she wished for greater financial independence amdaction in the sacrifices associated
with relying on her family. This is not unusualany way as it is commonly understood
that money is an important indicator of qualitylitd especially in terms of improving

access to resources.

This lack of ability to earn enough to support milst on a teacher’s salary, or oneself, as
all of the participants pointed out was closelatedtl to the gendered experience of the
profession. The participants’ (9/9), supported oy literature, expressed that teaching
was so poorly remunerated that it was almost “irsfids” (Participant 9) for men to

enter the profession, even though they might hgealésire to do so. Furthermore, two
of the nine participants, brought to attention ihaheir experience teaching was not
considered a ‘real’ man’s work. This observatiogacly implies the extent to which

teaching is devalued, even as ‘women’s work’.
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As suggested above, a striking aspect of this siaythe degree of disappointment
verging on bitterness, expressed by the particgpanthe lack of value that the
community at large seemed to place on their pradasg&ight of the nine participants
expressed the view that they seriously struggled thie extent to which their work went
unrecognised by society. The participants weretupgséhe lack of acknowledgement
that they received from the communities in whiokytivorked, of the importance of their

profession.

The lack of respect experienced by the participaaésns to be associated with other
socio-political and historical factors impacting teaching. The participants expressed
that there is a perception in the communities inctvithey work that teaching is what is
often described as a “half-day” job, while thidisno means the case. Furthermore, the
credentials of teachers seem to be underminedciedigeas Participant 8 pointed out that
at the primary education level, people “don’t realihat they're [teacher’s are] educated

and they think they're there just because theyta@manything else with their life.”

The participants were puzzled by the lack of apptemn and recognition for their role in
society, especially when education is of such irtgpare on a macro scale. This lack of
appreciation seemed to dampen the spirits of thecgmants and diminished their quality
of experience of the intrinsic rewards often radateteaching. This lack of psychic
income experienced seemed to shift the particip@actss onto the extrinsic rewards they
could expect from teaching. However, this only igjited how limited the extrinsic
rewards are and emphasised how inadequate thelslef’remuneration are in relation to

the role they play in society.

Closely associated with the lack of intrinsic reslsaexperienced by the participants was
the important aspect of the context of the protessn South Africa at present. The
education system, over the last decade has beareaa for dramatic policy change and
on some level, high levels of instability (Robins@899). Teachers have had to manage
large classes; undisciplined learners; children aditer emotional, academic and
physical deprivation, largely as a result of thgaley of Apartheid; and the difficulties of

teaching in a culturally diverse context. This b§thallenges is only a handful of the
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difficulties that are facing teachers and learnecs.the participants, these challenges
coupled with the diminished levels of respect artdrisic rewards have a profoundly
negative impact on their levels of satisfaction agdin highlight the lack of monetary

gains.

It is necessary to emphasise that while the comeritrto teaching as a vocation was
displayed by all of the participants, it is alsearl that having entered the profession the
role of remuneration came to the fore as theirqpaabkand professional circumstances
changed. This seemed to have such a significaraatnhat of the nine participants

interviewed in this study, seven had plans to laheeprofession.

Participants 1 and 6 differed from the majority whieey expressed a commitment to
teaching regardless of the poor levels of remurmraind the professional and personal
challenges they were facing. There is one chailatiteconnecting these two

participants, which may indicate the extent to Wwhite intrinsically motivating factor of
respect for the profession impacts on teacher'sgspces. Participants 1 and 6 are
characteristically different from each other imterof age, years of experience, and race
(please refer to Appendix | for a summary of thegibaphical information of the
participants); yet unexpectedly both these paidicip explained that they came from
‘teaching families’, each with at least one teadletated to them. It is possible to suggest
that coming from such an environment, where tearlsiviewed positively by close
friends and family may improve the extent to whilkh intrinsic rewards are experienced

by these participants, and maintain their sens@acétion.
5.2 Scope and Limitations of the Study

It is well established that qualitative research gay to understand information rich in
meaning and embedded in context. Neuman (2003eMiains that qualitative research
provides “Explanations [which] tend to be rich ietail, sensitive to context, and capable
of showing the complex processes or sequence<ial dife.” The study described here,
is an example of such a research process in whe&pérceptions of the teaching
profession and remuneration of a specific grouteathers are given careful

consideration. Inherent in qualitative researdésfocus on a specific context and thus
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deeper explanations and understandings are proaidibe expense of a ‘one-fits-all’
approach. For this reason a widely acknowledgeddtion to qualitative research is that

the findings cannot be generalised to a largermgyopulation.

It is often recommended that researchers emplayi@gatic content analysis have their
data analysed by a group of experts in order tagedhe extent to which the themes are
subjectively identified (Neuman, 1997). However,usavoidable limitation of this study

was that it was impractical to make use of suclhoagquure.

Where the research is based on the interview psatesimportant to reflect on the
interviews (Miller & Crabtree, 2004); their natuexd their timing. In the case of face-
to-face interviews dealing with a potentially se¢ivgi topic as money, it is important to
consider whether the topic was discussed openighisncase, the nature and the
atmosphere of the interviews did not indicate a@msts of this kind. The participants
seemed to welcome the opportunity to talk abougtreeral challenges they were
experiencing as teachers, as well as being fragtdight problems arising from lack of

adequate remuneration.

As the timing and context of the interviews coudyé an impact on responses it is
important to point out that the interviews were a@octed at the end of the school year,
just after the exams. It is possible to imagine bzal the participants been interviewed at
the beginning of a new school year, after the lagisd their responses may have been
different, perhaps not quite as negative.

Thematic content analysis can “be characterizealrasthod of inquiry inteymbolic
meaningof messages.” (Kripendorff, 1980, p.22; originaliits). Implicit in this notion

is that when data is symbolic in nature, it cardoied at from numerous perspectives.
Analyst’s undertaking thematic content analysis nag&nowledge that their inferences
are determined in part by their knowledge and estx. Thus the researcher does not in
any way claim to have uncovered ‘the’ only possiliderstanding of the data and
recognises her subjectivity. Despite this, thishodtof research provides a detailed and
more comprehensive understanding of the phenomein@muneration in the teaching

profession, however it is limited to the particumoup of people under study.
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In addition, ‘dependability’ is often used to evatie the quality of thematic content
analysis procedures (Zhang, 2006). This would vedhe data analysis to be conducted
by a team of researchers who could meet to “disthessesults among the members and
to mutually check them.” (Flick, 1999, p.187). Hoxge an unavoidable limitation of a
master’s study is that the data is analysed bypenson and then subjected to scrutiny
and discussion by a supervisor. This means thatist@mcy in the method is attained,

while the consensus of multiple expert perspectisésst.
5.3 Further Research

In the case of qualitative interview based reseassh avenues for investigating a similar
topic often relate to addressing the issues umestigation with different groups of
people. A clear direction to further research waeldte to exploring these issues with
people from different economic backgrounds ancediffit levels of wealth.

With regard to a ‘poorer’ sample, it would be imjamt to identify how more severe

levels of economic deprivation would impact on p@tons of the profession as well as
perceptions of remuneration. It is possible thatlers from such backgrounds may have
different experiences and formulations of remunenaand teaching. It is likely that a
sample of this nature would be predominantly dré&am the Black population of South
African teachers. Yet, such a sample raises a nuoflzbfferent questions and
distinctions which have to be drawn for their imipae the possible findings (discussed

below in terms of the contexts of rural and urkeaching environments).

On the other end of the ‘economic background’ cantm, it would be interesting to

conduct similar research with teachers from mofleeit backgrounds. This would pose
an interesting question in that the dynamic of reenation should be largely removed in
terms of its impact on perceptions of teaching. Eeav, what would be of significance is
the way in which this group would manage the ingrpf intrinsic rewards in relation to

the challenges facing teachers.

Along with economic background, a distinction besweirban and rural underprivileged
teachers would have to be made. It is possibleuttetn teachers from equally deprived
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economic backgrounds, possibly in the townships h@ae similar or even more severe
experiences in terms of the contextual challengpsrgeenced here, but money may be

conceptualised differently.

It might be useful to look at teachers in ruralkatevho are themselves Black and
working in Black communities. There is a possipitihat they would be well received in
such contexts as research in the process of baittgmup by another researcher,
preliminarily indicates that teachers in rural @rage considered with great respect in
their communities. It is possible that the extenivhich the more extreme challenges
faced by rural teachers, in terms of lack of resesiiand overcrowded classrooms, may
be mitigated by the better discipline of the leasress they have been brought up to

respect these figures in the community.

A very different teaching context would presentliten the form of the ‘elite’ private
schools in South Africa. Further research focusingimilar issues may yield interesting
results in terms of the management of remuneratnzhintrinsic rewards for such a

group of teachers.

Similarly it would be interesting to look at thdatevely small group of male teachers.
Their experiences of working in a predominantly &enenvironment may cast an

interesting light on the conceptions of remuneratiad the teaching profession.

Lastly, it would be especially interesting to somedraining in the area of special
education to research a group of people who woelddmsidered to be driven by a
greater sense of vocation. This is not only becthesg are working with children, but
with children who have special needs. The manageaidhe interplay between
remuneration and the notion of intrinsic rewardsoagted with work of this nature

would be of significant interest.
5.4 A Way Forward?

The context in which the final stages of this reskeavere written up could not but bring
to light the status of teaching as imperilled iru®oAfrica. Threats of further pay strikes
of the nature that severely impacted on the coistuyctioning in June 2007 were
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repeated at the beginning of 2008 by public serwiogkers. In addition, a survey was
published indicating that South African high schbeginners have the lowest maths and
literacy rates amongst a comprehensive group oésaged children from developing
countries (Education in Crisis, 2008). Very recgmdl short interview on the radio
highlighted the extent to which the teaching prei@s was experienced as not only

problematic by teachers, but by learners too.

On Radio 702 (http://www.702.co.za/onair/heardana), in the week of the 2bf
January 2008 three of South Africa’s top Matricidamnere being interviewed on the
basis of their outstanding results. When one otapeachievers positively acknowledged
the role of her teachers’ in her journey to sudagsuccess, the presenter thought to ask
whether any of the three top students were conaigléne teaching profession as a
career. The responses were disappointing, notiorthat none of these learners

indicated that they were considering teaching pioession, but they could not recall a
single one of their peers planning to follow suataeeer path. This raised questions, for
which they did not have time to discuss on aitpashy it seemed that not one of their

classmates was considering teaching.

One of the more dispiriting aspects of doing thigllof research relates to the fact that it
is difficult to think of how the findings may beeto help or promote the teaching
profession. The issues involved in South Africalssewhere, seem enormous. The
simplest solution would be to say that teachersishioe paid significantly more.
However, this is not a reasonable or realistictsauas the socio-historical and
economic climate of South Africa makes this impblesas there are severe economic
penalties related to such a decision. Furthermbigunlikely that paying teachers more
would be significant enough to improve the statuthe teaching profession as this study

highlighted the complex dynamic of both intrinsi@laextrinsic factors.

Thus it may seem that reducing some of the chadietigat South African teachers face
might offer some improvement to the experiencegathers. However, reducing class
size or providing all schools with better resourard facilities is equally impractical and

as unlikely as paying teachers more. These chateare largely the result of the past
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socio-political and historical context of raciabsegation and a disproportionate spread
of resources in the country. Addressing issues agdhese is exceedingly complicated

and would take a considerable amount of time tckwmwvards.

However, what the radio interview unexpectedly lgiduto the fore was the extent to
which this study indicated that teachers themsdrieshe profession was not valued. An
unassuming option, with very little relative castelved would be to suggest that
teachers and the media work together to promotdieg more actively. The special
values and contributions of teachers should be esipéd and brought to the fore in a
more personal and direct way. This could take shvagge form of a campaign where the
narratives of people whose lives have been positiméuenced and possibly shaped by
one or more teachers, could be encouraged. Thesdfyfacknowledge your teacher
campaign’ should allow for the voices of teachpesents, and learners to be heard.
Some of South Africa’s role models and leadersadsymbolise a greater degree of
public acknowledgement in sharing how important ohtiheir teachers may have been

in influencing or shaping their lives.

The aim of such an undertaking would be to ackndgédethe positive impact that many
teachers are known to have on the lives of peéplghermore, this might encourage
teachers to better experience the intrinsic rewtrasoriginally drew them to the
profession. Importantly this might promote a lesksensitivity in the public arena for

the role of teachers in society, which in turn ntigh passed down to children entering
the education system and may promote a little mespect for teachers. Thus while this
approach may not provide any financial relief fadhers, it may rekindle the vocation to
teach. And rather than just paying ‘lip-servicette role of teachers in society this
public acknowledgement may re-introduce the expegeof the all important intrinsic

rewards rightfully associated with the profession.
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