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ABSTRACT 

This study investigated levels of job satisfaction and commitment reported by the 
population of class teachers on St. Helena Island (N = 76), and was set in the context 
of burgeoning turnover that threatens local educational provision. It explored 
possible determinants, correlates and implications of these constructs and their 
interrelationship, drawing comparisons with findings from other cultural 
environments. 

The investigation aimed to obtain high quality data that could inform policy decisions 
designed to reduce attrition, and to test established theories relating to job 
satisfaction and commitment within a small, developing state setting. A model of 
possible influences upon the constructs in question and their effect upon career 
decisions was developed. 

A three-phase research design was used, involving both qualitative and quantitative 
approaches to data collection. A purpose-built survey instrument, containing both 
scale and open-ended items, was constructed and administered. Non-participant 
observations and interviews were also undertaken. 

The findings reveal that although most St. Helenian class teachers were moderately 
satisfied with their jobs and committed to these, all found certain aspects of their role 
dissatisfying, and a quarter (N = 19) wished to cease teaching. Job satisfaction and 
commitment were found to possess a weak, positive relationship. 

Significant differences existed between responses of class teachers within different 
school sectors, and of those having disparate lengths of teaching experience. These 
appeared influenced by contextual and personal demographic factors. Similarities 
between challenges and constraints facing local class teachers and those in both 
developed, and other developing, states emerged strongly. 

Emanating from the results, recommendations for changes at strategic and 
operational levels that may reduce class teacher attrition were formulated, and areas 
for further research identified. 

The investigation, thus, sheds light upon the job satisfaction and commitment of St. 
Helenian class teachers and contributes to international literature pertaining to the 
theoretical aspects of these constructs. 
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CHAPTER 1: INTRODUCTION - TEACHER JOB SATISFACTION AND 

COMMITMENT ON ST. HELENA. 

The central theme 

The relationship between job satisfaction, performance and willingness to remain within 

a chosen occupation is likely to hold considerable importance for employers wishing to 

recruit and retain high calibre staff in order to maintain, or enhance, organizational 

quality. This has been long recognised. Lawler (1973: 63) claimed: 

What happens to people during the work day has profound effects both 
on the individual employee's life and on the society as a whole, and thus 
these events cannot be ignored if the quality of life in a society is to be 
high. 

However, despite extensive relevant research, there is little evidence of consensus 

concerning the determinants of job satisfaction, or its likely concomitants. Many key 

questions remain inconclusively answered. For example, are satisfiers specific to certain 

contexts or cultures? Do they remain constant across time, or change at different points 

in an individual's career path? Findings concerning job satisfaction and productivity, or 

commitment, tend to be contradictory, and even the relationship between overall job 

satisfaction and that derived from its facets remains unclear. Therefore, it is unsurprising 

that policy makers who, ironically, have to live with the impact of ineffective recruitment 

and excessive turnover may ignore these constructs. This study seeks to investigate the 

possible determinants and consequences of job satisfaction and commitment reported by 

class teachers on St. Helena Island, and thus contribute to the theoretical debate. 

A serious problem facing the Education Department on St. Helena Island is high staff 

turnover in Grade Levels 2 to 5- that is of teacher trainees and class teachers. Over the 

past decade, this amounted to 86.81 per cent of the total establishment within these 
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grades. Most losses are attributable to resignations. All sectors have been hit, with 

secondary education facing greatest attrition. Consequently, schools are operating with 

largely inexperienced and, in some instances, untrained personnel assuming the roles of 

class teachers. Conventional wisdom suggests that this situation is hardly conducive to 

the maintenance, or improvement, of educational standards. Such contentions are 

supported by evidence of underachievement and probable demotivation presented by 

recent pupil performance in standardized tests of English and Mathematics, and at 

GCSE. Results consistently fall short of those anticipated on the basis of scores obtained 

in tests of cognitive ability. 

Further grounds for concern are indications of increasing teacher disaffection such as 

bids for early retirement, negative responses to training needs' analyses and reluctance 

to attend INSET courses out of school hours. The number of teachers purported to be 

suffering from stress-related physical and/or emotional disorders is also worrying. It 

appears that teacher turnover is creating a self-perpetuating cycle by placing increased 

pressures on those remaining which - across time - could lead to their premature 

departure from the profession. 

Investigation of class teachers' self-expressed levels of job satisfaction and commitment 

provides an opportunity to explore the reasons underpinning the ongoing attrition and 

identify possible strategies that might assist their alleviation. This study, set within the 

St. Helenian context, aims to probe underlying factors contributing to the deleterious 

incidence of class teacher turnover, and to recommend how these may best be addressed 

within the financial and other constraints impinging upon the local education service. 
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Objectives 

The main objectives of this study are, therefore: - 

" to gain insight into the perceptions of all St. Helenian class teachers 
regarding their professional roles, in order to determine what factors they 
consider to be satisfying or dissatisfying in this regard; 

" to contribute towards the existing body of knowledge emanating from 
findings in other countries relating to teachers' job satisfaction and the 
diverse variables believed to impinge upon this; 

" to ascertain the extent to which current class teachers find their 
professional role to be satisfying; 

" to explore the relationship between class teachers' job satisfaction and 
willingness to remain in teaching; 

" to gather high quality data which may reveal key reasons why class 
teachers wish to leave teaching, rather than rely upon assumptions and 
anecdotal evidence; 

" to ascertain whether the factors associated with class teachers' job 

satisfaction/dissatisfaction and commitment in the isolated small state of 
St. Helena replicate, or are distinct from, those identified by research 
findings from other cultural/contextual settings; 

" to use the findings to formulate recommendations for courses of action that 

could reduce class teacher attrition and, consequently, assist in the 
development of education on St. Helena; 

" to inform future local educational policy and practice, both at strategic and 
organizational levels. 

Thus, this study is intended both to provide a basis for practical action on St. Helena, 

where no previous research in these areas has been undertaken, and to develop a model 

that may contribute to a theoretical understanding regarding teacher job satisfaction and 

commitment. 

The Research Questions. 

The present research does not set out to test formal, predetermined hypotheses, but to 
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explore a number of closely interrelated questions: - 

  what levels of job satisfaction are being experienced by class teachers, 
across all sectors, in St. Helena? 

  what aspects of their professional role do they find most satisfying? 

  what aspects of their professional role do they find least satisfying? 

  what relationship appears to exist between job satisfaction and 
commitment to remain within teaching? 

  what proportion of teachers in Grade Levels 3 to 5 wish to leave teaching, 
if given the opportunity? 

  what are the dissatisfiers most frequently cited by those wishing to leave 
teaching? 

  what measures might prove successful in improving class teacher retention 
in St. Helena? 

These questions are of particular importance because teacher attrition is increasing. In 

1998,18.7 per cent of those within Grade Levels 2-5 resigned. In the present climate 

of staffing instability and disaffection it is difficult to maintain desirable standards or 

enhance educational quality. It is apparent that the problem will not conveniently ̀go 

away', but must be seriously addressed. It is arguable that the better it is understood, the 

greater are the chances of tackling it successfully. 

The St. Helenian context 

St. Helena is one of the smallest, most isolated British Dependent Territories (Map 1). 

It is forty-seven square miles in area, and situated in the South Atlantic Ocean, some 

1200 miles distant from the nearest mainland (Angola). The island has a resident 

population of approximately 5,200 persons, with over a further 1,000 employed overseas 
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as migrant workers. 

Because of St. Helena's severely eroded, mountainous terrain, agricultural production 

is extremely limited. This fact, coupled with a total absence of valuable mineral 

resources, results in a fragile economy. Thus, St. Helena is the only British Dependency 

to receive routine budgetary aid, in addition to funding for most development projects 

and technical co-operation. However, despite its financial dependence, St. Helena is very 

different from the usual Third World country. The island had no indigenous population 

when discovered in 1502, and was settled by the English in 1659. Therefore, its culture 

and inhabitants' aspirations have remained essentially British. 

Ironically, these facts have done little to protect St. Helena from the evils of colonialism, 

such as relative poverty, unemployment and low expectations, which continue to militate 

against social and economic development. This situation has been exacerbated by 

cutbacks in British Aid and stringent conditions imposed upon the continuance of the 

remaining funding, which undermine the autonomy of local administrators and 

politicians, tending to impact negatively upon morale and to foster a fatalistic belief that 

St. Helena's future is beyond its inhabitants' control. St. Helenians face rising prices and 

falling standards of living. In such a scenario, offshore employment attracts many to 

relatively menial jobs that are extremely well paid by local standards. Emigration on 

short-term contracts has created a ̀ brain drain' affecting all professions, and contributing 

considerably to teacher attrition. 

Such attrition is thought to have been accelerated by the period of considerable change 

5 



that the local educational system has been experiencing. In 1988, restructuring from a 

two- to a three-tier system took place. This involved changes in school and pupil age 

range for many teachers. Furthermore, selection at 11+ was abolished, and, for the first 

time, all secondary school pupils had to be prepared for external examinations. The 

English National Curriculum is being introduced in core subjects, and falling birth rates 

- together with pressures for cost effectiveness - are giving rise to debate regarding the 

efficacy of returning to a two-tier educational structure. Thus, the last decade has been 

one of uncertainty, new demands and increased workloads. Innovation overload and 

intensification have, arguably, confronted many teachers. 

In times of widespread turbulence and instability, it is crucial that the local educational 

system is equal to meeting numerous, varied challenges, which include the development 

of confident, skilled young people capable of reacting positively, thinking independently 

and taking advantage of the limited opportunities available. For education to remain 

relevant and meaningful, new goals and approaches are required which demand different 

skills and greater flexibility on the part of class teachers who remain publicly 

accountable, and whose ̀success' is under constant scrutiny. Unfortunately, the current 

situation on St. Helena appears to reflect that experienced in Britain (Gold and Roth, 

1993: 2), in that: 

The disillusionment experienced by teachers has become a mark of the 
profession... There are greater demands, more complex responsibilities, 
and an expanding knowledge base which is continually being upgraded. 
The net effect ... 

is decreased personal and professional satisfaction. 

Hargreaves (1994: 5) noted that, when confronting economic crises, ̀ ... everyone ... 

wants to do something about education', rather than addressing the root causes of the 

problems. This trend, which focuses critical attention on teachers and the most readily 
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measurable outcomes of their work, is apparent both locally and in Britain's corridors 

of power. St. Helenian teachers are, therefore, subjected to pressures akin to those 

identified by Hargreaves (1994: 5); being expected to preserve traditional values, 

improve educational standards and facilitate economic development despite burgeoning 

financial constraints. This situation renders the long term implications of attrition all the 

more serious and demonstrates the urgency with which it should be addressed, as it can 

be strongly argued that St. Helena is in greater need of dedicated, skilled and experienced 

teachers than ever before. 

The theoretical context 

The researcher focuses her investigation upon the self-expressed levels of job satisfaction 

reported by class teachers in Grade Levels 3 to 5, and their degree of willingness to 

remain in teaching. Response patterns of those situated at both extremes of the ̀ satisfied 

- dissatisfied' continuum are accorded close scrutiny. Although much international 

research has been undertaken regarding job satisfaction, comparatively little has paid 

attention to the relationship between job satisfaction and commitment to continued 

service. The findings of Darling-Hammond (1990), Watson et al. (1991) and others 

suggest the existence of a positive correlation, but is it necessarily the most dissatisfied 

employees who desire to leave? If some teachers resign although experiencing 

considerable job satisfaction, why do they do so? Are there equally, or more, disaffected 

teachers who remain? Seifert (1996) indicates the importance of deferred turnover when 

teachers wishing to leave fail to do so because suitable opportunities do not arise. It is, 

therefore, possible that the situation on St. Helena is even worse than it appears. 

7 



Other researchers, such as Goodlad (1984) and Chase (1985), distinguished between 

intrinsic and extrinsic influences upon job satisfaction. The researcher addresses both in 

the context of their relative importance to class teachers on St. Helena; exploring what 

aspects of teaching roles are perceived to be most, or least, satisfying. Particular 

attention is paid to factors identified by class teachers expressing a strong wish to leave 

teaching, in order to investigate whether evidence exists that intrinsic and extrinsic 

rewards have a differential relationship with commitment. The relationship between facet 

and overall job satisfaction is also explored. Holdaway (1978) found intrinsic facets to 

be most closely associated with overall satisfaction. The researcher investigates whether 

this holds true within the St. Helenian context. 

Levels of job satisfaction and factors that contribute positively or negatively to these are 

measured by means of a Likert scale devised, piloted and administered by the researcher. 

Additional information emanates from depth interviews with selected informants and 

classroom observations. Commitment to teaching is gauged by the same methods. 

An outline of the study 

Before attempting to explore the heavily subjective constructs of job satisfaction and 

commitment, it is necessary to establish working definitions of these that are meaningful 

both within the research setting and to a wider audience. It is equally important to clarify 

the overall purpose of the research, and justify the reasons for which it is undertaken 

(Chapter 2). 

To understand and arrive at an informed interpretation of data received, it is a 
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prerequisite that the educational, economic and socio-political milieux in which class 

teachers on St. Helena live and work are considered, as well as the change processes 

affecting them (Chapter 3). Furthermore, existing literature within the field of research 

is critically reviewed; both to establish an overview relating to findings to date, and to 
, 

place the current research more securely within in its theoretical context (Chapter 4). 

Key research issues pertaining to the small state setting and the reasons for combining 

qualitative and quantitative methods within the research design are discussed. A rationale 

for constructing a purpose-made teacher job satisfaction scale is given, together with 

details pertaining to its construction, piloting and the ensuing three phase research 

process by which data are collected (Chapter 5). Presentation and analysis of data 

follow, together with details of the descriptive and inferential statistical methods used. 

The results are then briefly related to the key research issues (Chapter 6). 

The research findings are interpreted and discussed, and the extent to which findings 

reflect or make an original contribution to the existing body of knowledge considered. 

A model of factors apparently relating to teacher job satisfaction and commitment on St 

Helena is presented (Chapter 7). 

Implications for future policy and practice emanating from the study are addressed. Key 

areas requiring attention at the strategic or organizational level are identified, and 

tentative recommendations made regarding actions that might assist in reducing teacher 

attrition in St. Helena. Constraints possibly affecting implementation of such 

recommendations and suggested strategies for handling these are briefly examined 
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(Chapter 8). Key strengths and limitations of the investigation are then considered. 

Finally, a summary of the study, together with suggestions for further research, is given 

(Chapter 9). 

10 



CHAPTER 2: RATIONALE 

This chapter explores the constructs of job satisfaction and commitment and provides 

working definitions of these. It then establishes the purpose of the study and its potential 

importance in the context of enhancing the quality of local educational provision. 

Towards some definitions and a conceptual framework 

Job satisfaction 

The concept of job satisfaction, possibly first articulated by Taylor (1911), became a 

major focus of interest in the 1930's, following the Hawthorne studies in the preceding 

decade. This interest has not waned, so the term ̀ job satisfaction' has become common 

parlance within advanced modern societies. However, relevant research literature 

indicates a lack of agreement regarding precisely what the term denotes, or what 

determines its existence. No universally recognised definition has yet materialized, 

although it is loosely accepted that job satisfaction relates to the degree to which an 

individual derives pleasure from his/her employment. 

Before attempting to investigate job satisfaction, it is necessary to establish a working 

definition that indicates the connotations of the term and places it within a conceptual 

framework. Locke (1969) stressed the importance of establishing what it is that one 

wishes to measure, before attempting to do so. A first step in this process is to undertake 

an objective analysis of the semantics of the words concerned. The Concise Oxford 

Dictionary (1976) defines ̀job' as' Piece of work, especially one done for hire or profit 

.. Paid position of employment; anything one has to do. ' This suggests that any task 

may be termed a job. 
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For the purpose of the current research, such a definition appears imprecise. What is 

under scrutiny is class teachers' response to their occupational role which is context 

specific. Consequently, it is argued that ̀ job' should refer to the actual duties which class 

teachers have been officially engaged to carry out and are, therefore, obligated to , 

perform. The terms and conditions of service pertaining to these duties may also be 

viewed as part of the `job', as these form a component of the formal contract between 

employer and employee. Therefore, within the current investigation, a class teacher's 

`job, is defined as ̀  the officially designated duties undertaken, to which specific 

terms and conditions of service pertain. ' 

`Satisfaction' is a more complex term to deconstruct. It is defined as ̀ Being satisfied in 

regard to desire or want or doubt, thing that satisfies desire or gratifies feeling' (Concise 

Oxford Dictionary, 1976). Although all these meanings relate to the affective domain, 

they reveal subtle differences in focus that are worthy of further scrutiny. `Desire' and 

`want' appear largely synonymous, as both relate to that which an individual would like 

to possess or experience, but is not necessarily essential to his/her well being. ̀ Doubt' 

possibly refers to satisfaction in the context of the confirmation or negation of an area 

of uncertainty. However, none of the words contained within the definition indicates the 

importance of `need', which is arguably of greater consequence. The fulfilment of certain 

fundamental needs - physiological, emotional, intellectual and psycho-social - may be 

viewed as central to human existence and, according to content theorists, as a 

prerequisite for satisfaction. Heneman and Schwab (1972: 5) saw satisfaction to be ̀ the 

state of an animal with respect to a need when that need has been fulfilled. ' 
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Satisfaction is clearly a personal, affective, internal state largely determined by an 

individual's subjective construction of reality and his/her psychological perspectives 

underpinning this. It is, therefore, necessary to consider to what extent satisfaction 

possesses constructual commonality across varying social groups and cultural settings. 

As Broadfoot and Osborn (1991: 69) stressed, it is unwise for the researcher in a 

different environmental context to `import' conceptual frameworks without first 

checking their applicability, as these ̀ may be more or less culturally specific. ' Davies 

(1984) also concluded that conceptual definitions may vary widely between individuals 

and across social contexts. 

Consequently, in order to attempt to ensure that the working definition and conceptual 

framework pertaining to the job satisfaction of class teachers on St. Helena are 

meaningful within the research setting, all members of a tutorial group of teacher 

trainees were asked to provide definitions of `satisfaction' (Appendix 1). They were 

given no time for discussion or consultation, being asked to write their immediate 

response. A high degree of consistency across individual responses emerged, with some 

virtually replicating each other. Analysis of their definitions reveals that satisfaction is 

perceived to be associated with feelings of pleasure, contentedness and achievement. 

This indicates considerable congruence between local conceptions of satisfaction and the 

dictionary definitions. Furthermore, the trainees' definitions appear to echo those of 

Cameron (1973: 1) who saw ̀ a feeling of positive affect' to be an essential component 

of job satisfaction. Therefore, an acceptable working definition of `satisfaction' might 

be, ` feeling of pleasure, contentedness or achievement resulting from the 

fulfilment of need, desire or want, or from the resolution of doubt. ' 
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Combination of the suggested working definitions provides the following description of 

job satisfaction: - `feeling of pleasure, contentedness or achievement resulting from 

the fulfilment of need, desire or want, or from the resolution of doubt, in the 

context of the officially designated duties of an individual and the terms and 

conditions pertaining to these. ' This may be considered as an elaboration of the 

definition of overall job satisfaction given by Lawler (1973: 64) who saw it to be `a 

person's affective reactions to his total work role. ' Satisfiers can, then, be defined as the 

aspects of class teachers' duties, terms and conditions found to be fulfilling, while 

aspects viewed negatively would be termed dissatisfiers because they tend to militate 

against feelings of well being. However, it would be inadvisable to attempt to itemise or 

quantify the determinants of job satisfaction in a rigid, prescriptive manner as what one 

individual might find satisfying could arouse very different emotions from someone else 

in an identical situation. 

It is argued that an individual's experiences of job satisfaction are likely to be influenced 

by his/her personal values and expectations, in addition to the environmental setting in 

which he/she performs the required duties. Cognitive dissonance resulting from a 

mismatch between a person's expectations and actual role, together with its associated 

conditions, appears likely to foster negative perceptions if it reaches intolerable 

proportions. Cameron (1973: 1) stated: 

... even if a man's job satisfies his needs, he will not express 
satisfaction with it if he perceives some comparable job as satisfying 
his needs better or with less effort required. 

Zaleznik et al. (1958) went further than considering issues of equity. They suggested 

that the total situation of an individual, including aspects such as family pressures, affects 
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the extent to which he/she will derive job satisfaction. This indicates that the conceptual 

framework relating to job satisfaction extends beyond the sphere of influence of `on the 

job' factors, as other variables lacking any direct connection with the work situation may 

impinge upon employees' perceptions. 

Such claims could result in criticism of the working definition of job satisfaction upon 

which this study is predicated, which focuses upon job related factors. It is accepted that 

further extraneous influences may well exist, but it is contended that these should not 

detract from the appropriateness of the research focus. The primary intention is to 

identify the way in which class teachers view their work role and its constituent facets, 

rather than to probe in detail other factors not directly related to the work situation 

which are clearly beyond the control of educational managers and policy makers. 

Commitment 

Coladarci (1992: 323) defined teacher commitment as ̀ psychological attachment to the 

teaching profession. ' This suggests that an uncommitted teacher will be more likely to 

resign than would a more deeply attached colleague. Therefore, for the purposes of this 

study, commitment is defined as `degree of willingness to remain in teaching'. 

Respondents expressing a desire to cease teaching if a suitable opportunity arises are 

classed as displaying a low level of commitment to their job, while those revealing 

willingness to continue teaching are considered to be committed to it. 

As in the case of job satisfaction, it is likely that physiological, psychological and 

environmental influences impinge upon an individual's level of commitment. However, 
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this study concentrates on the possible relationship between work-related satisfiers and 

dissatisfiers and degree of commitment, rather than the plethora of other variables 

perhaps influencing willingness to remain in teaching, such as desire to raise children 

(Murnane et al., 1988), although these are briefly considered. The reason for this 

narrowing of focus is that it is mainly work-related factors that lie within the power of 

local policy makers to modify in order to improve retention (Conley et al., 1989). 

The purpose of the study 

Despite the many changes affecting St. Helena's education system within the past ten 

years, no formal evaluation of current provision has taken place and no empirical 

evidence regarding teachers' perceptions of, and attitudes towards; their role has been 

gathered. Considerable anecdotal evidence suggests serious dissatisfaction and lack of 

commitment, but this does not constitute a credible and reliable basis for informing 

future policy or recommending interventions that might stem the flow of teachers' 

resignations. Much rhetoric concerns St. Helena's vision for the future (St. Helena News, 

10.11.1995: 1), the desirability of ownership, the importance of stakeholder involvement 

and the value of client opinion, yet little is actually done to obtain first hand articulations 

of what it is like to be at `the chalk face'. 

It can be argued that self-reported perceptions and attitudes form unsound criteria for 

policy making, as these are subjective and open to change both in direction and intensity. 

Their unpredictability is such that they may alter rapidly and unexpectedly, but this does 

not detract from their importance to the individual concerned. Warr and Knapper 

(1968: 2) contended: 
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It is clear that in some sense perception involves an interaction or 
transaction between an individual and his environment, he receives 
information from the external world which in some ways modifies his 
experience and behaviour. 

This suggests that an individual's perceptions form an essential part of his/her 

construction of reality at the time in question, and are, thus, likely to determine his/her 

responses and subsequent actions. Hargreaves (1994: 15) considered questions such as, 

`How do teachers feel about the nature of their work and the changes in it? ' to be ̀ vital', 

in order to establish an informed awareness of what it is like to be a teacher today. It is 

argued that such understanding is imperative if the problem of attrition is to be 

constructively addressed. 

Goodson (1991) drew attention to the importance of giving credence to teachers' 

voices, which provide insight into their thoughts, feelings and behaviour. Critics 

pursuing objectively verifiable proof might claim that attempting to draw conclusions 

from such a subjective, even idiosyncratic, source is of dubious value, but as Hargreaves 

(1994: 249) observed: 

To understand teaching ... 
it is not enough merely to witness the 

behaviour, skills and actions of teaching. One must also listen to the 
voice of the teacher, to the person it expresses and to the purposes it 
articulates. 

f 

For the purposes of this study, class teacher attrition includes all those ̀dropping out' 

of their teaching role, irrespective of their reasons for so doing. Some attrition is 

attributable to factors unrelated to satisfaction or dissatisfaction, such as retirement, 

illness or family commitments, which are largely beyond the control of the individual. 

However, on St. Helena, records of staff loss indicate that most turnover results from the 
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resignation of teachers choosing to leave their employment, so it is the factors impinging 

upon this decision that are of primary interest. Those experiencing low levels of job 

satisfaction and commitment may tend to be most at risk of `dropping out. Therefore, 

it is argued that only by undertaking a structured investigation into class teachers' self- 
, 

reported levels of job satisfaction and commitment can any informed consensus be 

reached regarding the factors contributing to St Helena's high incidence of class teacher 

attrition, in the light of which appropriate actions may be taken to reverse the current 

trend. The findings may also prove useful in a wider context, by contributing to a 

theoretical understanding of the constructs concerned and their interrelationship. 

In the absence of such research, local policy makers have no clear understanding of the 

roots of the problem. Consequently, they frequently rely upon hearsay and conventional 

wisdom when developing responses that subsequently prove ineffective. For example, 

promotion posts were created in the late 1980's for class teachers having additional 

responsibility relating to curriculum development, as it was believed that paucity of 

opportunities for career advancement was a dissatisfier. Several posts failed to attract 

applicants, and some appointees were among the first to resign. This situation persists, 

as there were very few applicants when such posts were recently advertised. The results 

of such assumptions and misapprehensions tend to be costly in any setting, but are 

unaffordable within an educational and financial system as fragile as that of St. Helena. 

Teacher quality and pupil performance 

It is postulated that greater staffing stability is likely to improve pupil performance and 

raise educational standards. Rosenholtz (1989) and Saha (1983) concluded that student 
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performance may be affected by teachers' classroom behaviour. This argument might be 

hotly contested by those disputing the importance of school effects upon pupil 

achievement (Jencks et al. 1972; Preece, 1989). However, even Tizard et al (1980: 65), 

in their critique of the findings of Rutter et al. (1979), were forced to admit that pupils 

having comparable socio-economic backgrounds and levels of academic performance at 

the age of ten `fare very differently in different secondary schools'. Researchers into 

school effectiveness, such as Walberg (1986), Reid et al, (1987) and Hopkins (1990), 

contended that these differences are largely attributable to the quality and quantity of 

teaching, the degree of systematic staff development implemented and the calibre of 

teachers. It is argued that each of these key variables tends to be heavily influenced by 

the rate of class teacher attrition that occurs. Deeper discussion of each variable helps 

to develop this thesis. 

Quality and quantity of teaching largely determine the nature and range of learning 

experiences provided and are, therefore, likely to affect pupils' performance. If a teacher 

lacks subject knowledge, classroom management skills and/or pedagogical expertise, this 

may be assumed to impact negatively upon the degree to which his/her instruction will 

prove beneficial to pupils and satisfying to him/herself As Claxton (1989: 25) contended, 

teachers 

want the ratio of satisfaction to frustration to balance out in their favour. 
They want most of the time to feel confident about what they are 
tackling, even if they make a few mistakes. 

Seath (1995) saw enhancement of St. Helenian teachers' professional and academic 

qualifications to be a key issue in improving pupil attainment. 
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An untrained supply teacher, teacher trainee, or heavily overloaded and possibly 

demotivated teacher is unlikely to possess the necessary confidence and competence to 

deliver the curriculum as effectively as possible. Thus, his/her pupils will tend to be 

disadvantaged, and learning situations may develop that are also antithetical to the 

teacher's own professional development. Taylor (1994: 172) noted that: 

Building in quality in an educational setting means providing the 
conditions in which appropriately qualified and experienced individuals 
can be imbued with commitments to achieve the highest academic and 
professional standards of which they are capable. 

Such conditions are unlikely to coexist with high attrition rates. Furthermore, if pupils 

are given inadequate exposure to certain curriculum areas as a result of teacher 

shortages, standards of performance within these subjects will almost inevitably decline. 

When considering the prerequisites for enhancing educational quality, the importance 

of teachers' more personal qualities should not be overlooked. These are likely to 

impinge upon the nature of pupil-teacher relationships, school ethos, leadership, 

discipline and other aspects associated with effective schools (Reid et al., 1987). It is in 

this context that teacher calibre may contribute to pupil performance. As Reynolds and 

Packer (1992: 182) contended, successful approaches to school improvement: 

... must deal with the culture of schools ... their structure ... with the 
informal world of the school as well as with the formal 

... with the deep 
structure of values, relationships and interpersonal processes, as well as 
the world of behaviour. 

The extent of class teacher attrition occurring within St. Helenian schools is such that not 

only is it impossible to maintain a supply of suitably qualified and trained persons having 

the required subject knowledge to fulfil class teacher roles, but it is increasingly difficult 

to identify individuals possessing desirable characteristics such as enthusiasm, energy, 
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motivation and dedication who wish to enter teaching, even in temporary capacities. The 

restricted pool of potential applicants resulting from the small size of the island's total 

population exacerbates this situation. Thus, in some instances, courses have to be 

collapsed, terminated, or run by persons fundamentally unsuited to their role. 

Consequently, for the first time in some twenty-five years, class teachers from Britain 

are being recruited to help deliver the key subjects worst hit by turnover. This has 

occasioned mixed feelings within the local community, as expatriate personnel receive 

enhanced employment packages not available to local staff. 

The importance of, and need for, systematic staff development is self-evident. Ironically, 

it is possibly most essential in turbulent times, when programme implementation is most 

difficult to achieve. Teacher quality - be it viewed in terms of professional proficiency 

or personal attributes - is unlikely to blossom if left unnurtured. Experienced, competent 

teachers may become increasingly deskilled if denied opportunities for personal and 

professional development. As Claxton (1989: 3) opined: 

Sufficient numbers (of) innovation-weary teachers can make any change 
a change for the worse ifthey implement it in a resentful, half hearted or 
half baked fashion. 

Hargreaves (1994: 119) indicated that, without scope for self-development and 

refreshment, the more extensive, diffuse nature of teachers' roles in post-modern society 

is unlikely to promote extended teacher professionalism (Hoyle, 1982). Instead, stress, 

frustration and demotivation may be fostered, which tend to undermine both teaching 

quality and the ability to respond positively to change (Fullan, 1993). 

Support is given to such contentions by the fact that some 18 per cent of teachers in 
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Grade Levels 2-5 (Figure 1) who resigned during the past eleven years took up 

alternative local employment which, in most instances, offered less favourable salaries 

and conditions of service. This suggests that they may have felt inadequately prepared 

to meet the demands of their rapidly changing teaching roles, or became disillusioned 

and disgruntled by a perceived mismatch between their expectations as teachers and the 

conflicting pressures placed upon them. Seifert (1996) intimated that appropriate 

induction processes may do much to reduce attrition, and it is arguable that structured 

inservice training is equally important to meet the needs of longer serving teachers 

confronting change, but neither can be implemented effectively in understaffed and 

overloaded organizations. Schmuck and Runkel (1985) suggested that psychological 

readiness is an important precondition for successful innovation, but this is unlikely to 

exist automatically, nor can it be externally mandated and imposed. As Fullan (1993: 23) 

concluded: 

... you cannot make people change. You cannot force them to think 
differently or compel them to develop new skills. 

Systematic staff development - together with a realistic time scale within which to 

implement change - appears essential if teachers are to develop the confidence, 

motivation, expertise and capacity to implement and sustain multiple innovations. If 

teachers lack the ability to cope with change effectively, displaying apathy, alienation or 

resistance, they may be unable to do justice to their pupils, or to their professional roles 

(Claxton, 1989). This contention is supported by Watson et al. (1991: 69), who stated: 

A reasonably satisfied teaching staff is a critical component in any 
attempt at school improvement... Although it is difficult to establish a 
causal link between teacher satisfaction and pupil outcomes, there is 

evidence that satisfied teachers tend to have a positive ... effect on 
classroom learning conditions. 
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Conclusion 

As this chapter indicates, the central purpose of this study is to tease out the various 

strands influencing class teacher attrition on St. Helena from data reflecting the 

respondents' own perspectives relating to their teaching role. It is hoped that the 

findings will assist in eradicating the assumptions, speculations and rumours upon which 

many policy decisions are inevitably based in the absence of better quality information. 

Claxton (1989: 16), when discussing the low morale of British teachers, stated: 

If we can get a clear idea about the situation in which teachers find 
themselves at present, and how they experience it, then we shall be in a 
better position to see what the most productive way forward is. 

As a result, it may be possible to make informed judgements regarding priorities for 

intervention and to suggest appropriate means of bringing about improvements likely to 

encourage the retention of class teachers and thus raise local educational standards. 
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CHAPTER 3: CONTEXTUAL BACKGROUND 

This chapter focuses upon St Helena's educational system. It briefly outlines the 

economic and socio-political context in which this operates, before describing the system 

itself and discussing the extent of class teacher attrition that impacts upon it. 

Setting the general context 

St. Helena's physical isolation, fragile economy and paucity of natural resources, which 

are described more fully in Appendix 2, militate against successful sustainable 

development and provide considerable challenges to the local educational system. In the 

current depressed socio-economic climate, ̀Education for what? ' is becoming a frequent 

question asked by parents and pupils who are painfully aware that they are virtually 

trapped on a remote island experiencing a rapidly diminishing local job market. Formal 

education tends to become an increasingly low public priority, and high attainment in 

external examinations becomes viewed as a waste of time and effort when it may not 

result in the extrinsic reward of paid employment. 

A self-defeating cycle of low expectations results which may impact negatively upon 

teachers' occupational esteem, and reduce pupil motivation and commitment. Such 

difficulties tend to increase the workload of dedicated teachers who want the best for 

their pupils, while those less committed may think, `If the pupils and parents do not 

support what I am trying to do, why should I bother? ' Either outcome is undesirable, 

and likely to undermine teachers' job satisfaction. 

Furthermore, juvenile crime is rapidly increasing (Police Department, 1999), as is 

24 



deterioration in standards of pupil behaviour. Burglary, underage pregnancies, vandalism 

and alcohol consumption are problems among the secondary school population. When 

like-minded deviants come together, the growth of anti-school subcultures may take 

place as a mismatch will exist between the values of the school and those of the pupils 
, 

concerned (Corrigan, 1979). Evidence of alienation is reflected in some pupils' total lack 

of commitment regarding completion of GCSE course work, disrespect for authority and 

demotivation. 

Teachers of pupils holding negative attitudes towards studying, who may also display 

inappropriate behaviours, are likely to find their roles more onerous and unfulfilling than 

would colleagues having dedicated, courteous pupils. Consequently, teachers tend to 

become victims of unfavourable social conditions. Under such circumstances, potential 

applicants may decide against becoming teachers, and stress levels may prove intolerable 

for some within the profession - particularly when financial rewards are not 

commensurate with the pressures and difficulties faced. As Gersch (1996: 165) opined, 

teachers' emotional needs should be recognised if they are to be effective change agents. 

St. Helena is not immune to the global phenomenon of increasing stress, associated by 

Kyriacou and Sutcliffe (1979: 89) with `the perception that the demands made upon the 

teacher constitute a threat to his self-esteem or well-being. ' 

The drive for public sector efficiency and effectiveness has increased teachers' 

accountability. As Osborn (1997: 13) noted in Britain, local teachers are ̀ having to take 

into account a wider range of what might be seen as conflicting obligations. ' This is 

likely to be bewildering at first, fostering role ambiguity and loss of autonomy, but can 
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also promote extended professionalism (Hoyle, 1980) and, hence, contribute to the 

development of reflective practice. Therefore, change - although clearly placing 

increased pressures upon teachers - should not be viewed wholly negatively. Few 

teachers would wish to deny their duty to pupils, parents and other stakeholders, and it 

can be argued that because of the absence of alternative school provision and lack of 

financial resources, additional moral pressures impinge upon the St. Helenian educational 

system to ensure that it delivers ̀ value for money'. 

Ironically, although the work of teaching tends not to be highly valued within the local 

community, there is sharp criticism of any ̀ evidence' of teacher failure. If pupils gain 

commendable grades it is they who receive congratulations, but if results fall short of 

expectations, teachers are blamed. Once again, the St. Helenian situation echoes that of 

more affluent Western societies. The inadvisability of apportioning blame to teachers 

for weaknesses within educational systems was emphasised by Webb and Ashton (1987), 

who saw this as a threat to teacher performance in the United States. Such unfairness 

may foster bitterness and despondency. Public resentment is also directed at teachers 

forced to implement controversial policies which they had no hand in forming, because 

they are more vulnerable and accessible than the real perpetrators who may be in Britain, 

four and a half thousand miles away. The recent decision to cease the payment of school 

allowances to pupils in the GCSE year (Seath, 1995) is an example of mandated change 

that has met with public resistance. 

Currently, there appears little to create a `feel good factor' for class teachers on 

St. Helena. The emphasis upon attempting to improve pupil performance and educational 
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quality by the introduction of new teaching materials and strategies, although laudable, 

contributes to overload and stress, particularly in the case of the less confident and 

experienced teacher. As Broadfoot et al. (1988: 285) found in the European context, 

those driving reforms forward tend to `fail to take into account the significant drop in 

morale that is likely to accompany any attempt to force teachers to change their 

practice. ' Despite efforts being made to work in partnership with parents to achieve 

such goals, parental support is unpredictable and many remain sceptical about the value 

of formal education in a scenario of economic recession which would be accompanied 

by rapidly declining standards of living were it not for off -shore employment. In such 

circumstances, it is obvious that there are many ̀ pull' factors impinging upon teachers 

which tend to militate against effective recruitment and retention. Therefore, attempts 

to reduce class teacher attrition are all the more imperative. 

St. Helena's Educational System 

Aims 

The aims of the local Education Department are contained within its mission statement 

(Education Department, 1995): 

The Education Department's mission is to see a well educated, 
resourceful population by providing a high quality education service that 
is cost effective and meets the needs of the island, particularly laying a 
sound educational base for young people. 

The major departmental objectives relate to the achievement of such aims and focus 

upon delivery of a service that aspires to international standards, is effective, relevant to 

the island's needs and enjoys public support. 
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Although not formally compelled to adopt British educational reforms, St Helena cannot 

avoid their impact because local pupils sit United Kingdom public examinations. For 

example, if St Helenian teachers were unfamiliar with the requirements of Key Stages 

1 to 3 of the National Curriculum in core subjects, pupils embarking upon GCSE 

courses would be unable to compete on equal terms with their British peers. Therefore, 

the Education Department strives to review and revise local provision in light of changes 

in Britain that are likely to have a direct bearing upon pupil achievement or other 

performance indicators against which the quality of education may be measured. 

Funding 

The total actual expenditure of the Education Department for the Financial Year 

1998/99 amounted to £1,206,244 (Finance Department, 1999). This represented 

approximately 12 per cent of St. Helena Government's recurrent budget for that period, 

and met the cost of educating St. Helenian secondary school pupils residing on Ascension 

Island in addition to that of all local educational services. Almost two-thirds of the 

Departmental budget was spent on employee costs. Total revenue accrued by the 

Education Department in 1998/9 was £4937. 

Structure 

The educational system of St. Helena delivers free compulsory schooling to all pupils 

from five to fifteen years of age. There are currently 864 such pupils on roll. In addition, 

there is a well supported nursery programme providing pre-school activities for 71 

pupils. Provision also exists for up to three years of full-time post-compulsory schooling. 

Although virtually all pupils complete one post-compulsory year, there are set 
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requirements for progression into Years 12 and 13, relating to performance at GCSE 

and commitment to studying. There are currently 113 pupils in Year 11,20 in Year 12 

and 14 in Year 13. Opportunities for adult education are available on a day release basis, 

and through Further Education classes. 

St. Helena adopted a three-tier educational structure following massive reorganization 

in the late 1980's. Details of this are given at Appendix 3. Education is now delivered 

within four First Schools, attended by pupils from three and a half to eight years of age; 

three Middle Schools providing for those between the ages of nine and twelve years, and 

a single purpose-built Community High School. There are no private schools. Adoption 

of the British National Curriculum in order to prepare pupils more adequately for GCSE 

and higher level examinations is now calling into question whether return to a two-tier 

system might prove advantageous. Key Stages 1 and 2 would then be completed within 

the primary sector, and Key Stage 3 commenced on entry to secondary education. A 

British Efficiency Review Team (1993) and the Senior Education Adviser for the 

Department for International Development (Seath 1997) favoured such a change. 

However, there are conflicting local responses, with some politicians and teachers 

fearing that further large-scale change within the structure of the local educational 

system could increase current problems. 

By British standards, teacher-pupil ratios are generous, being around 1: 10 when 

averaged across the three sectors. However, this figure should be interpreted with 

caution as most teaching groups within the compulsory age range, except those 

withdrawn for practical subjects or special educational needs programmes, exceed ten 
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pupils. Extremely low teacher-pupil ratios inevitably exist in Years 12 and 13, as small 

pupil numbers result in option groups of only three or four in some subjects. 

Furthermore, comparisons with British class sizes tend to be inappropriate as although 

school assistants are employed, schools lack the range of support staff found in Britain. 

For example, First and Middle Schools have no school secretaries and there are no 

Educational Welfare Officers. Consequently, Head Teachers and teachers with additional 

responsibilities have to undertake such duties in addition to staff training, curriculum 

development and teaching roles. St. Helena also lacks ongoing input in specialist areas, 

such as educational psychology, or speech therapy. Pupils who would be referred in 

Britain, thus, become the full responsibility of local teachers. As Hoyle (1980) indicated, 

such role diffuseness may contribute to teacher dissatisfaction. 

Although the abolition of selection and upgrading of resources in all schools has 

undoubtedly improved equality of educational opportunities, there is less evidence of 

enhanced educational quality. The results of pupils sitting attainment tests and GCSE 

suggest that most are performing considerably below their true potential as indicated by 

their scores in non-verbal tests of cognitive ability. Standardized scores in Mathematics 

and English are, on average, one standard deviation below those of the pupils' peers in 

Britain, although cognitive ability scores approximate to a normal distribution. At 

GCSE, only 8.7% of candidates gained five or more passes at Grade C, or better, in 

1997. Such evidence of underachievement should not be automatically attributed to class 

teacher turnover, but it is probable that discontinuity in teaching methods and quality; 

inconsistency in pupil-teacher relationships; differing teacher expectations and a climate 

of instability and stress may impact adversely upon pupil performance. 
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The Education Department also operates a teacher education centre providing both 

initial and in-service training (Appendix 4); possesses a Special Educational Needs 

(SEN) section which deals with SEN provision across all sectors; is responsible for the 

Public Library services and is closely involved in post-school vocational training. An 

organogram (Appendix 5) indicates the organizational and management structure of the 

Department more clearly. 

Conditions of Service 

On St. Helena, all teachers are civil servants appointed ̀ for life'. Teacher trainees enter 

Grade Level 2 on first appointment, whereas most other trainees within the public sector 

start in Grade Level 1. Teachers' salaries are also reasonably attractive in relation to 

those payable in other Government Departments (Table 1). All class teachers can 

progress through Grade Levels 3 to 5, provided they possess the necessary academic 

qualifications and show evidence of professional development. Accelerated promotion 

is achieved by the attainment of incremental credits. Satisfactory completion of in-depth 

INSET courses, overseas training leading to a professional qualification, or approved 

independent educational research leads to salary enhancement for class teachers, as does 

achievement of relevant academic qualifications at GCSE, or more advanced, level. The 

number of increments gained relates to the level of the course/research undertaken. 

Other public servants do not enjoy comparable extrinsic incentives to undertake 

professional and personal development, as they normally have to obtain a promotion 

post in order to enter a higher Grade Level. 

In other respects, teachers' conditions of service are less favourable. All other 
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established Government employees, for example, may accumulate leave, but teachers can 

only take unpaid leave for any periods falling outside school vacations. Unpaid leave for 

vacation purposes is only granted once in every five years, and is conditional upon 

suitable ̀ cover' arrangements being made. Thus, it is largely impractical for teachers to 

attempt to take overseas leave, as the longest vacation period is four weeks and it is 

virtually impossible to leave St. Helena and return within this time. Similar restrictions 

apply to the granting of compassionate leave. It has been known for teachers to lose 

many months' salary in order to accompany a seriously ill spouse for medical treatment 

overseas, or to honeymoon nearly a year after marriage. Such occurrences tend to breed 

resentment. 

Recent changes in central Government policy seriously eroded what teachers considered 

to be perks of office. A glaring example relates to home to duty transport. Until 1997, 

teachers paid a small sum each month to be conveyed to and from school, with their 

pupils, by school bus. It was then decided that, in order to encourage a private sector 

bus service, teachers should be prohibited from travelling on school bus runs unless 

having specific supervisory duties. Most teachers were forced to make considerably 

more costly private arrangements in the full knowledge that school buses had vacant 

seats. Teachers consequently felt particularly victimised, although all established 

Government officers are expected to provide their own home to duty transport. 

Furthermore, there was resentment and rivalry concerning the allocation of supervisory 

responsibilities, and dissatisfaction as it was those living furthest from their school who 

were most financially disadvantaged. To alleviate the latter problem, the Education 

Department won agreement that those posted to distant schools should also be allowed 
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to use school buses, but this created anomalies as, for example, the secondary school 

draws teachers from all districts, and is situated in the centre of the Island. 

The arbitrary manner in which the new transport policy and other public sector reform 

initiatives were implemented further undermined teacher morale. Research undertaken 

regarding form tutors' perceptions of their enacted role (Essex, 1993) indicated that the 

majority felt unappreciated and despondent. In such a climate, the imposition of 

controversial changes with little consultation and sweeping disregard for teachers' 

wishes tended to impact negatively upon their self-esteem. What is perhaps even more 

deleterious, is that such actions arouse public awareness that the opinions of teachers are 

not valued. This is likely to militate against effective recruitment, and result in a further 

loss of teachers' professional esteem at a time when formal education already appears 

undervalued on St. Helena. Such devaluing of teacher professionalism echoes that 

experienced in Britain, where the imposition of multiple innovations perceived to reduce 

teacher autonomy have enraged teachers' unions and fostered dissatisfaction. As Pearson 

and Hall (1993: 173) suggested: 

... teacher turnover might be decreased if administrators were more 
sensitive to the teachers' needs for more personal autonomy, 
greater job satisfaction and higher professional identity. 

The extent and impact of class teacher attrition on St. Helena. 

During the period 1 January 1988 to 31 December 1997,79 teachers in Grade Levels 

2 to 5 ceased teaching. 34 per cent of this number left in 1995 - 1997. As the total 

establishment within these grades provides for 91 post holders, this represents an overall 
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turnover of 86.81 per cent. During 1998, a further 17 such teachers left. Resignations 

account for 91.7 per cent of this wastage (Figure 2). Such statistics are clearly 

disturbing, particularly when it is recognised that successive resignations in the worst hit 

areas have brought about several total staff changes within a very short time span. As 

an example, in 1994/5, all GCSE Science candidates had a minimum of five teachers 

during their course, including untrained supply teachers. 

Although secondary education is facing the greatest losses, all sectors have been 

adversely affected (Figure 3). This has resulted in many educationally and economically 

undesirable outcomes: 

  some novitiate teachers have had to assume class teacher roles in subject 
specialisms before completion of their initial training; 

  some newly trained teachers have taken on full time-tables and teaching roles 
while in their probationary period; 

  49.45% of established class teachers within Grade Levels 3 to 5 in January 1998 
possessed less than five years' teaching experience, including their two year 
initial teacher training period (Figure 4); 

  schools' senior and middle managers have had to undertake additional teaching 
duties which impinge upon the time available for important management 
functions; 

  on occasions, totally untrained persons have had to be engaged in a supply 
capacity; some of whom lacked desirable standards of academic attainment; 

  currently nine vacancies, which have not even attracted totally untrained supply 
staff, exist in Grade Levels 3-5 (9.89% of the establishment); 

  inservice training programmes have had to be considerably curtailed, both as a 
result of potential tutors becoming too overloaded to run courses and because 
staff shortages have prevented the release of prospective participants; 

  structured succession planning has proved virtually impossible to implement; 

  coherent staff development programmes have been similarly thwarted; 
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FIGURE 1 

Destinations of Ex-teachers (N = 96) 
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FIGURE 3 

DISTRIBUTION OF ATTRITION 
BY SCHOOL SECTOR, 1988 - 1998. 
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FIGURE 5 

NEW ENTRANTS TO TEACHING 
1993 - 1997. (TOTAL: 46 PERSONS) 
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  class teacher morale tends to be low, as increasing demands and heavier 
workloads are placed on those who remain; 

  there has been an increase in the number of class teachers seeking early, or health 
induced, retirement; 

  additional costs pertaining to recruitment of replacement staff have been 
incurred during a period of considerable financial constraint - luckily such costs 
are much lower locally than in Britain -, together with those resulting from 
higher levels of staffing to allow for wastage and increased training 
requirements; 

  the considerable funding invested in initial training appears largely wasted as 
much of the attrition occurs within the first few years of teaching (Figure 5); 

  an acceptable rate of return on such investment will only accrue if a high 
proportion of ex-teachers return to teaching, and their services are then retained; 

  it has proved impossible to continue offering some subject specialisms at GCSE 
and beyond, including important vocational courses; 

  curriculum reviews and development initiatives have been unable to progress as 
planned; 

  growing parental and public concern, together with resulting negative attitudes 
and low expectations, exist regarding the impact of turnover upon the quality of 
education. This was reflected in Oral Questions asked at the 1998 and 1999 
Legislative Council Budget Sessions. 

Class teacher attrition is threatening the quality of education delivered on St. Helena, and 

undermining the potential positive impact of improved physical resources. It is arguable 

that policy makers in Britain, and at local level, are being short-sighted in their failure 

to seek long-term means of ameliorating the worsel)ing situation. St. Helena Government 

set up a Task Force in 1998 to introduce immediate measures to encourage retention. 

These include ̀ compensation' for the inability to accumulate leave, which may be in the 

form of a cash bonus equivalent to six weeks' pay or an extended holiday period, for 

teachers at the end of every six years' of continuous service; the creation of additional 

middle management posts within schools and a lifting of the restrictions placed upon 
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home to duty transport by school bus. However, such steps cannot hope to compete 

with the wages payable offshore, and ignore other aspects of the terms and conditions 

of teachers that may also require review. It is argued that some relatively easily 

implemented changes could be made within the Education Department which do not , 

entail budget implications. Conley et al (1989) contended that appropriate modification 

of teachers' job characteristics improves retention and commitment. It is prudent, first, 

to establish how existing class teachers perceive their role. 

Conclusion 

This chapter has explored some key aspects of St Helena's educational system and the 

recent structural changes that it has faced; placing these within the context of the island's 

physical isolation and fragile economy. Against this background, the extent of class 

teacher attrition was quantified and its consequences outlined. 
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CHAPTER 4: REVIEWING THE LITERATURE 

Theoretical attempts to explain the nature, correlates and causes of job satisfaction 

or dissatisfaction. 

This chapter aims to explore and provide a critique of varying theoretical models within , 

international literature that relate to job satisfaction and the possible relationship 

between this construct and that of commitment, particularly with regard to class 

teachers. The review is intended both to enable the St. Helenian research findings to be 

considered in the context of existing theories and to provide points of comparison in the 

light of which locally obtained data may be interpreted. 

Motivational theories. 

More than sixty years ago, Hoppock (1935) debated what constitutes job satisfaction, 

how this comes about and with what it may be associated. Since then, emphasis has been 

placed upon the role of motivation in this context and two schools of thought have 

developed. Content theories focus upon the premise that job satisfaction relates to the 

extent to which an individual's innate needs are met within his/her work. Process 

models suggest that an individual's cognitive functioning enables him/her to balance 

inputs and rewards, so when it is perceived that a good match exists between these 

variables in a work context, job satisfaction is likely to occur. 

Content theories 

A pioneer of content theories of motivation was Maslow (1943) who postulated that 

each individual strives to attain a state of homeostasis and, in order to do so, attempts 

to fulfil five hierarchically structured need levels. Although Maslow did not conclude 
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that overlap between levels is impossible, his suggestion that lower order needs must be 

met prior to those positioned higher in the hierarchy has been sharply criticised. As 

Wilcox (1969) stressed, desires and ambitions may extend beyond fulfilment of innate 

biological and psychological needs, being influenced by norms and values of society. 
, 

More recently, Wright (1989) pointed out the lack of empirical evidence underpinning 

Maslow's contentions, and inconsistencies in his original work. 

Although support exists for Maslow's proposition that self-actualization is the highest 

order need (Blum and Naylor, 1968), it should not be assumed that everyone is 

genetically programmed to strive towards this goal. Not all employees may wish to carry 

burdens of responsibility, decision making and autonomy. It is arguable that job 

satisfaction can be experienced in the absence of fulfilment of higher order needs, 

depending upon the attitudes and values of the individual. Content theorists of Maslow's 

ilk tended to overlook the complexity and importance of individual differences, although 

Maslow acknowledged that `his model may not hold for persons with particular 

experiences' (Hunt and Hill, 1969: 103). Such a generalization fails to provide a valid and 

meaningful explanation for variations in motivation, or for differences in levels or 

sources of satisfaction. 

Lortie (1975: 104) suggested that, for teachers, key satisfiers relate to affiliation and self- 

actualization needs. He claimed: 

Other sources of satisfaction ... pale in comparison with teachers' 
exchanges with pupils and the feeling that students have learned. 

Nias (1996: 297) reached a similar conclusion, indicating the importance of self-esteem 

and ̀ a sense of professional efficacy' in teachers' attainment of satisfaction. It is; thus, 
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pertinent to note that many research findings relating to teachers' job satisfaction 

indicate that their esteem and self-actualization needs tend not to be met (Chapman and 

Lowther, 1982; Medved, 1982 and Schmidt, 1980). However, it should not be assumed 

that all teachers derive satisfaction or dissatisfaction from the same sources. There is 

considerable evidence that life cycle and demographic factors impinge upon both the 

determinants and level of teacher job satisfaction (Kyriacou and Sutcliffe, 1979; Kulpa 

and Steitz, 1981; Galloway et al., 1985). It is, therefore, unwise to treat teachers as a 

homogeneous body as substantial differences in perception and response may exist 

between one individual and the next. 

Chase (1985) opined that teachers' apparent lack of higher order need fulfilment might 

be partly attributable to lack of initiative to seize available opportunities, rather than to 

the nature of their roles. Sweeney (1981: 206), however, associated failure to meet the 

higher order needs of secondary school teachers with lack of prestige and the practice 

of grouping pupils by ability. Teachers of lower ability classes, he contended, ̀have less 

opportunity to receive positive feedback from students. ' This is questionable, as personal 

fulfilment may result from the progress of all pupils, even those with severe learning 

difficulties. An alternative explanation for Sweeney's finding that teachers of low ability 

students appeared least satisfied with their job might be that their self-esteem suffered 

by being assigned such groups. Traditionally, it tends to be perceived that the best 

teachers are allocated the `brightest' pupils. It is also arguable that teaching ̀ bottom' 

sets is more challenging, both in terms of pupil behaviour and teacher workload, but less 

intellectually stimulating. Furthermore, teachers of lower ability groups may be 

frustrated by lack of opportunity to utilise their subject knowledge fully. 
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Wherever the blame lies, research reveals that for some teachers job satisfaction is 

associated with meeting needs for `self-respect, self-esteem and for the esteem of 

others, ' (Blum and Naylor, 1968: 331) and for self-fulfilment. As McClelland and Varma 

(1996) indicated, morale and the meeting of professional needs are closely related, but 

within the last two decades teachers' needs for recognition and appreciation have 

arguably been overlooked, both in Britain (ESAC, 1990) and on St Helena (Essex, 

1993). Maslow's (1943) model emphasised the importance of need fulfilment and has, 

thus, increased awareness of the multi-faceted character of the causes of job satisfaction 

and human motivation, showing the inadequacy of simplistic Taylorite assumptions that 

` the interests of the employer and employee are the same' (Blum and Naylor, 

1968: 575). 

Alderfer (1972) postulated an existence, relatedness and growth (ERG) theory which 

also implies hierarchical needs, but suggests greater interrelatedness between each level 

than did Maslow (1943) as it makes no claims regarding prepotency of any core needs. 

He considered existence needs relate to material or physical wants, such as 

remuneration and the work environment, while relatedness needs concern interpersonal 

relationships. Growth needs, Alderfer suggested, tend to be more abstract in nature. This 

model addresses some of the weaknesses of Maslow's, by indicating that different types 

of needs can be fulfilled (or remain unfulfilled) concurrently. For example, a highly paid 

person may still desire, and obtain, public esteem. ERG theory may also be seen as an 

advance on Maslow's model as it explores the impact of need frustration. Alderfer 

(1972) contended that should one group of needs be unfulfilled, an individual is likely 

to focus upon the next lower category. 
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Alderfer (1972: 146) recognised that when resources are limited it may not be possible 

to fulfil the existence needs of all stakeholders and, consequently, 

a person's or group's satisfaction beyond a bare minimum depends upon 
the comparison of what he gets with what others get in the same 
situation. 

This draws attention to the importance of an external point of reference in influencing 

an individual's level of satisfaction, by indicating that the construct involves more than 

the fulfilment of innate drives in response to possibly unconsciously determined needs. 

Thus, Alderfer's model shares some common ground with that of process theorists. 

Furthermore, Alderfer conceded that needs which have been fulfilled do not necessarily 

cease to provide motivation. He claimed (1972: 154) that: 

one way in which a satisfied need can remain a motivator is if it is 
activated through serving as a substitute for some other need which itself 
is not being satisfied. 

This suggests that motivation may also originate from the desire to ensure that needs 

currently being met continue to be so. A teacher who is satisfied with his/her role might 

be eager to work well, not in order to achieve a higher order goal but to maintain the 

pleasurable situation. 

Herzberg's (1959) motivation theory differs considerably from those already outlined. 

Instead of postulating the existence of a single `satisfied - dissatisfied' continuum 

reflecting the extent to which an individual's needs are being met at a given time, he 

suggested that two sets of dichotomised factors are respectively associated with job 

satisfaction and dissatisfaction. Intrinsic facets of a job, such as sense of achievement and 

recognition, are viewed as motivators promoting satisfaction. Aspects of a job relating 
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to working conditions are termed hygiene factors, and thought to cause dissatisfaction 

if these are unfavourable. Herzberg claimed that whilst adequate attention to hygiene 

factors avoids job dissatisfaction, job satisfaction can only be achieved if intrinsic 

motivators are present. This theory implies that satisfaction and dissatisfaction are not 

the obverse of each other, as if all hygiene factors meet with an individual's approval, 

but he/she is not receiving any intrinsic rewards (or vice versa) he/she will be neither 

experiencing satisfaction or dissatisfaction. Conventional wisdom suggests that if all 

aspects of the work context are perceived positively, some degree of job satisfaction is 

likely to exist, regardless of the intrinsic factors. It is also difficult to envisage that a total 

absence of motivators would not cause dissatisfaction, even if the necessary hygiene 

factors were in place. 

Herzberg's findings have, therefore, met with censure, particularly as the validity of his 

`critical incident' approach to data collection is questionable (House and Wigdor, 1967; 

Medved, 1982). As Locke (1969: 332) noted: 

nearly all the studies designed to test Herzberg's theory which have not 
used his method or his classification system have failed to support the 
theory... A persistent finding of these studies is that factors related to the 
work itself... are potent determinants of both satisfaction and 
dissatisfaction. 

Herzberg's model does, however, emphasise the importance of both intrinsic and 

extrinsic factors in determining how an individual views and responds to his/her job. 

Sergiovanni (1967: 76) discovered that, for teachers, there appeared to be three sets of 

influential factors - one relating specifically to job satisfaction, one to job dissatisfaction 

and the last, bi-polar in nature. He stated: 

the satisfaction factors tended to focus on the work itself, and the 
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dissatisfaction factors tended to focus on the conditions of work. 

Wolf (1970: 92) suggested that this frequently observed association between content 

elements (motivators) and job satisfaction may result from the fact that these tend to be 

within the control of the employee who can manipulate them in an attempt to gratify , 

related needs. Context elements (hygienes), however, are largely beyond the sphere of 

influence of the employee and, therefore, create dissatisfaction when failing to meet 

his/her needs. 

Schmidt (1980) claimed that hygiene factors relate to the lower order, pain avoidance 

needs identified by Maslow (1943), while motivators are associated with growth needs. 

He designed a model, claimed to be based on Herzberg's two-factor theory, aimed at 

providing an organisational framework relating to job satisfaction for teachers and others 

in education. However, this lacks supporting empirical evidence and reflects surprisingly 

little critical analysis of Herzberg's theory. Instead, Schmidt apparently relied on 

assumptions, using the concept of motivators and hygiene factors as a convenient peg 

upon which to hang his own views about successful personnel management. 

Schmidt (1980: 86 - 87) associated conformity of work to expectations, predictability 

of the work environment and compatibility of work to other roles with pain avoidance, 

stating: 

... the satisfaction of these needs does not lead to growth on the job. The 
feeling of pain or discomfort is recurring and progressively requires 
increased satisfaction. The implications are that the satisfaction of these 
needs is short-lived and never brings out more than minimum effort. 

When it is considered that Herzberg included such aspects as interpersonal relationships 

as ̀ hygienes', the veracity of Schmidt's model appears questionable. It is arguable that 
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the satisfaction derived from a strong team spirit and supportive relationships with 

colleagues should be long lasting and likely to promote personal and professional 

growth. Furthermore, Schmidt's contentions are somewhat contradictory, as he 

suggested that `hygienes' are not strong motivators, but also cautioned against 

employing persons ̀  who are motivated primarily by hygiene factors' (82). 

Growth needs, Schmidt (1980: 87) implied, are best met by involvement of employees 

in decision making. However, confusion arises because Schmidt recognised that not all 

individuals may wish to be involved, but failed to explore the impact of this upon their 

job satisfaction. Nor does his model indicate what strategies might encourage 

participation. Herzberg's theory suggests that such employees would tend to lack 

motivation - perhaps being what he described as hygiene seekers - but, as Schmidt 

contended, they could have other sources of motivation relating to extrinsic rewards. 

Ironically, instead of giving credence to Herzberg's two-factor theory, Schmidt's model 

exposes the inadvisability of viewing intrinsic and extrinsic aspects of work roles as 

being mutually exclusive. 

Medved (1982) used Herzberg's model to investigate the job satisfaction of teachers and 

concluded that whilst `motivators' appeared to give most teachers the greatest 

satisfaction, their absence produced dissatisfaction. Lack of recognition was cited as a 

major dissatisfier, which provides further evidence that teachers' higher order needs tend 

not to be met. Medved also found that long-serving teachers derived more satisfaction 

from aspects of their role such as salary, which Herzberg classed as ̀ hygienes', than 

from intrinsic factors. Thus, his findings largely contradict those of Herzberg. Holdaway 
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(1978: 43) reached similar conclusions. Although he noted that in teachers, ̀ overall 

satisfaction was most highly related to satisfaction with achievement, career orientation, 

recognition and stimulation, ' he also discovered that some extrinsic facets, such as job 

security, provided job satisfaction. 

Thus, considerable research supports the assertion of Burke (1966: 32 1) that Herzberg's 

two factors are not unidimensional, independent constructs. However, he emphasised: 

this does not mean that the distinction between factors revolving around 
opportunities for self-actualization on the job and factors revolving 
around the social and technical environment of the job is not an 
important one. 

This implies that a complex web of facets may determine the extent to which an 

individual experiences job satisfaction or dissatisfaction, the valency of which is 

predicated upon a further set of underlying variables. Thus, simplistic assumptions may 

prove inappropriate. As Nias (1980: 258) contended, in the context of school 

management, ̀The removal of the dissatisfier does not provide a satisfier. ' 

However, content theories of motivation fail to explore the relationship between need 

fulfilment and the ̀ achievement of organisational objectives' (Hunt and Hill, 1969: 103). 

This has particular relevance to the identification of possible linkages between job 

satisfaction, performance and commitment. In addition, content theorists acknowledge 

the importance of individual cognitive, affective and behavioural differences but do not 

examine these to gain a deeper understanding of their underlying factors. Thus, their 

models tend to possess little value in the context of informing policy and practice except 

at a superficial level, although they do indicate that need satisfaction may be an 

important influence upon the extent to which an individual experiences job satisfaction. 
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Process theories 

While content theories focus largely upon need fulfilment (an outcome), process theories 

relate to the factors influencing the behaviour adopted by an individual in order to obtain 

a desired outcome. Vroom (1964: 99) defined job satisfaction as ̀ the positive orientation 

of an individual towards the work role he is presently occupying. ' He associated job 

performance with the amount of effort an individual expends in order to obtain the 

incentives he/she expects from work; suggesting that if these appear unattainable, or are 

unattractive to the person in question, job performance may suffer. His expectancy 

theory, therefore, implies that a close positive association exists between performance 

and job satisfaction. As Nias (1996: 294) stated: 

Neither cognition nor feeling can be separated from the social and 
cultural forces which help to form them and which are in turn shaped by 
them ... the unique sense of self which every teacher has is socially 
grounded. 

Thus, it seems that the work context as well as the nature of the work itself may heavily 

influence teachers' role perceptions and play a key part in determining what they think 

and feel about their duties and how well they fulfil these. 

Argyris (1972) contended that job satisfaction is determined by the congruence existing 

between work requirements and individual aspirations. He suggested if certain facets of 

a job evoke a sufficiently negative reaction, individuals may wish to resign even if they 

find their work intrinsically satisfying in other respects. Webb and Ashton (1987: 32) 

concluded that `the inadequacy of the work environment' was an important source of 

dissatisfaction in teachers. They claimed that what must be addressed are: 

the deteriorating conditions of teaching, not by focusing on changing 
individual teachers, but rather by fostering efficacy attitudes through 
democratising the workplace (37). 
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Expectancy theory, therefore, suggests that attrition will tend to increase if teachers 

perceive that their efforts are unrewarded and that they lack occupational esteem. Gold 

and Roth (1993) asserted that the expectations of many teachers are unmet, resulting in 

low morale and high turnover. This lends support to the conclusions of McLaughlin et 

al (1986: 420) who stated: 

inability to fulfill the aspirations with which they entered teaching ... 
drives many talented individuals from the profession and fosters dull 
cynicism in a great many of those who remain. 

Vroom's (1964) model may also help to explain the relationship between the low morale 

of teachers, thought to be associated with stress and disillusionment, and their level of 

job satisfaction (Kyriacou and Sutcliffe, 1979; Gold and Roth, 1993), as it suggests that 

if individuals do not anticipate obtaining what they feel they should from their job, their 

motivation will decline. Mc Manus (1996: 118) contended: 

Teachers with low morale will be more likely to show a high degree of 
failure and frustration, be abrasive and confrontational, and suspicious 
of colleagues, parents and policy makers. 

This implies that teachers working within such an environment may become predisposed 

to hold negative expectations and self-defeating expectancies. Consequently, their self- 

concept may suffer and they are unlikely to derive job satisfaction because, as Vroom 

(1962) indicated, this appears to be related to the extent to which an individual's 

performance is congruent with his/her self-concept. The resulting dissatisfaction is likely 

to become pervasive as such negative affectivity tends to be associated with conditions 

of threat, which Gump and Kulik (1997) believed increase the chances for emotional 

contagion to take place. It is argued that the relatively ̀closed' climate of many schools 

provides a convenient breeding ground for emotional contagion, which may be most 
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devastating in its impact upon inexperienced teachers. Darling-Hammond (1990: 289) 

emphasised the vulnerability of newly trained teachers and the need for their `supportive 

and sustained induction', but ironically this is unlikely to be forthcoming when it is most 

essential - in conditions of high staff turnover, disillusionment and alienation. 

Expectancy theory is useful in that it recognises that human behaviour does not occur 

randomly and that individuals can be consciously motivated to behave in a manner they 

perceive as likely to result in a desired outcome. The emphasis upon cognitive choice, 

rather than innate drives, suggests that if outcomes are changed, the processes by which 

these are attained may also alter, as indeed may the whole way in which the outcomes 

are perceived. As Hunt and Hill (1969: 105) stated, Vroom's model enables the 

relationship between employee motivation and the attainment of organizational goals to 

be explored. Thus: 

instead of assuming that satisfaction of a specific need is likely to 
influence organizational objectives in a certain way, we can find out how 
important to the employees are the various second level outcomes, the 
instrumentality of various first level outcomes for their attainment, and 
the expectancies that are held with respect to the employees' ability to 
influence the first level outcomes. 

Nias (1980) concluded that absence of organizational goals was a major cause of job 

dissatisfaction among primary school teachers, as was lack of genuine collaboration and 

purposeful leadership. Broadfoot et al. (1988: 281) lent support to the view that `widely 

dispersed goals' militate against role clarity and may promote the extended 

professionality that Hoyle (1980) suggested tends to undermine teachers' job satisfaction 

and efficacy. Such findings support the notion that synergy between individual and 

organizational goals may be a prerequisite for job satisfaction and employee motivation. 
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If this is accepted, it is likely that inculcating positive perceptions of teaching in a 

context of clearly defined goals and expectations may increase teachers' job satisfaction, 

enhance their performance and reduce attrition. Locke and Latham (1990) concluded 

that goal attainment increases job satisfaction. However, it should not be assumed that 

a direct causal relationship exists between these constructs. 

Equity theory takes the notion of an input-output model further (Weick, 1966, and 

Locke, 1969). It relies on the premise that an individual weighs up his/her inputs and 

outcomes in a given context, and compares these with those of others. If he/she feels 

disadvantaged in relation to `comparison others', a state of inequity will exist that may 

promote dissatisfaction. In order to reduce the discrepancy, it is suggested that the 

individual will reduce his/her input. Similarly, a worker who considered that he/she was 

being rewarded better than colleagues might be motivated to make a greater input. It is 

likely that many teachers perceive themselves as being worse off than those in most 

other occupational groups. As Orivel and Perrot (1993: 67) indicated, `teaching has 

become financially, occupationally and socially less attractive than it was. ' 

A likely consequence of this situation is that teachers will experience a sense of personal 

failure. When they perceive that employees in other occupations are relatively better 

rewarded, have fewer demands placed upon them and appear to receive more 

recognition, individuals will tend to feel the injustice of their circumstances. McLaughlin 

et al (1986: 422) opined that: 

Incongruity between an individual's motivation and abilities and his or 
her conditions of work creates a situation structured for psychological 
failure. 
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They concluded that teachers frequently react by making rational, but negative, 

responses to their work situation and experience a reduction in commitment to their 

professional role. Apathy, hostility, desire for promotion, resignation from teaching and 

`placing increased value on material rewards' are cited as likely `self-saving' behaviours. 

Webb and Ashton (1987: 37) also concluded that ̀ all teachers must struggle against 

environmental forces that work to alienate them. ' 

Darling-Hammond (1990: 267) asserted that if teaching is to compete favourably with 

other occupations, its `attractions will have to increase. ' She noted that in the United 

States (as in St Helena), most teachers are female, and indicated that the increased 

availability of alternative fields of employment for women has resulted in an important 

shift in market forces. In the context of St Helena, the most lucrative offshore 

employment opportunities were largely only open to males until the last decade. Now 

female teachers are aware that many of their peers, and former colleagues, earn as much 

as five times their annual salary by carrying out relatively menial roles within service 

industries overseas. Equity theory suggests that remuneration packages and conditions 

of service that might have been found satisfying in the absence of such comparators may 

be viewed very differently if relative deprivation is thought to exist. In such a scenario, 

the lures of alternative employment tend to have greater impact, and performance and 

motivation may decline. 

Considerable research supports the contentions of equity theorists, but little attention has 

been paid to the possibly ambiguous and idiosyncratic manner in which individuals 

interpret the valency of inputs and outputs. For example, if a teacher is asked to act as 
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a mentor for a student on teaching practice, he/she might consider this as a high outcome 

boosting professional and self-esteem, or view it as an additional duty requiring greater 

input. Such ambiguity suggests that there may be a plethora of individual demographic 

and psychological variables influencing the conditions under which a person perceives 

equity, or inequity, to exist. As Weick (1966) concluded, internal standards are not 

always set by reference to a ̀ comparison other'. Personal value systems also play a part 

in determining how an individual evaluates his/her job. 

Weick (1966) indicated that if an individual bases his/her view of equity upon internal 

standards, dissatisfaction may occur when dissonance exists between inputs and outputs 

even if the situation of `comparison others' is not more favourable. He also claimed that 

satisfaction may be achieved when both inputs and outputs are either low or high. This 

suggests that teacher attrition might be reduced on St Helena were workloads to be 

reduced, despite competition from offshore. However, the effectiveness of such an 

action is likely to be mediated by individual differences already mentioned. 

Vocational choice theory 

Holland (1973) postulated that job satisfaction is experienced when an individual's 

personality and work environment are compatible. Thus attrition may be associated with 

change in either, or both, of these variables and also occur in response to changes in 

perception or expectation. He suggested that six distinctive types of personality exist, 

each possessing discrete values, abilities and skills, and therefore suited to a different 

type of vocation. As Chapman and Lowther (1982: 242) stated, Holland's model: 

suggests the particular skills and professional accomplishments that 
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should characterize a teacher (and that) ... career satisfaction depends 
on the congruence between the abilities, values and accomplishments that 
should characterize a teacher and those factors as they are exhibited by 
individual teachers. 

From this, the authors deduced that personal demographics, skills and abilities, criteria 

for judging professional success (values) and professional achievement may affect the 

job satisfaction of teachers. Their research findings lend support to this contention. 

Chapman and Hutcheson (1982: 103) discovered significant differences between the 

`self-rated skills and abilities' of those who had left teaching and those remaining. Their 

research indicates that individuals of a materialistic disposition may be unlikely to make 

teaching a lifetime career. Chapman and Lowther (1982: 244) also found that 

`recognition actually received from administrators and supervisors had a strong positive 

relationship to career satisfaction. ' 

Holland (1973) claimed that teachers tend to possess skills and abilities of a social, 

artistic and enterprising description, while Chapman (1983: 45) noted that: 

Actual levels of skills and accomplishments are most likely related to the 
encouragements and rewards teachers receive and, consequently, their 
decision to remain in or leave teaching. 

This raises a central question. To what extent are the personality types identified by 

Holland the product of innate disposition or of social conditioning? If the latter is the 

major determinant, it is arguable that those remaining in teaching tend to be those who 

have adapted most successfully and have acquired particular qualities that enable a 

greater degree of congruence to exist between their personal characteristics and job 

requirements, thereby increasing their satisfaction. As Chapman (1983: 47) suggested, 

professional and social integration are both likely to influence retention. 
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Such contentions are grounded in social learning theory, which attempts to explain 

psychological functioning in terms of the interaction between environmental factors, 

personal characteristics and previous behaviour/experience. Kulpa and Steitz's (1981) 

model indicated that each of these domains is likely to impinge upon teachers' decisions 

to leave, or remain in teaching. However, the authors did not explore to what extent, or 

in what manner, each impacts upon job satisfaction, although they suggested that career 

satisfaction may be associated with the extent to which an individual is integrated into 

teaching. Watson et al (1991: 75) also contended that `the relationship' between 

adjustment ̀to school related and context related demands' and job satisfaction is strong. 

The findings of Webb and Ashton (1987); Claxton (1989); Noble (1997) and others 

suggest that such adjustment has become increasingly difficult to make in recent years. 

Teachers are faced with increased external accountability and managerialism that tends 

to undermine both professional efficacy and autonomy. Super and Hall (1978) indicated 

that fmancial compensation is only one factor likely to influence career retention. They 

considered job autonomy and challenge to be important issues also. Chapman and 

Hutcheson (1982) concluded that, even at that time, teachers tended to enjoy 

comparatively limited professional autonomy. More prescriptive curriculum demands, 

assessment procedures and teaching methods which have reached St. Helena from Britain 

have further reduced the autonomy of class teachers. Thus, it may be that individuals 

who value being able to make real decisions regarding classroom practice and exercising 

their own judgement seek other employment. 

Hall and Schnieder (1973) postulated that when job autonomy is low, the support given 
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by an individual's superiors assumes importance as a challenge. This suggests that class 

teachers lacking supportive relationships with their managers may desire career change. 

Chapman and Hutcheson (1982: 104) found that those remaining in teaching tended to 

have greater organizational skills and to be ' more oriented toward interpersonal 
, 

rewards: the approval and recognition of supervisors, family and friends. ' As the authors 

indicated, whether those concerned possessed such values prior to entering teaching, or 

acquired them in response to the paucity of other rewards cannot be determined. 

However, the findings reveal the importance of considering the interpersonal dimension 

when investigating the job satisfaction of teachers and attempting to reduce attrition. 

Another illuminating finding of Chapman and Hutcheson (1982) was that those leaving 

teaching tended to be less successful at managing time. This appears to lend support to 

Holland's (1973) notion that congruence between personality and the work environment 

affects the degree to which an individual experiences job satisfaction. The structure of 

the school day, diffuse nature of teachers' roles and recurring plethora of professional 

deadlines - such as examinations, compilation of reports and so on - all make effective 

time management essential if considerable stress is to be avoided. Therefore, it is 

unsurprising that those remaining in teaching have refined the required skills. However, 

it is unclear whether personality is the root factor, or training. It is arguable that 

someone lacking an innate predisposition to be well organized may acquire this quality 

across time, as a result of professional training and personal development. The possible 

impact of social learning upon adjustment and, consequently, attrition is again apparent. 

The relationship between the effective training (and retraining, if required) of teachers 

55 



and their self-reported level of job satisfaction appears worthy of scrutiny in this context. 

Does professional training enhance teachers' sense of efficacy and develop skills and 

values enabling them to enjoy their roles and desire to continue teaching? Chapman and 

Lowther (1982: 244) indicated that `actual accomplishments in learning new things' were 

positively related to satisfaction, but that valuing opportunities for such learning 

possessed a negative association. The latter is possibly attributable to the fact that there 

are frequently few extrinsic rewards for new learning and opportunities for professional 

development may be constrained. Thus, teachers desiring intellectual stimulation and of 

a more enquiring disposition tend to seek alternative employment. This conclusion 

supports the model of Holland (1973). 

Chapman and Lowther (1982: 246) stated: 

It appears that increased opportunities for teachers to exercise leadership 
and to continue their learning might foster greater career satisfaction ... 
This suggests a need for a more fundamental examination of the impact 

of school, as a workplace, on the teacher. 

This contention emphasises the importance of creating a school ethos that provides 

opportunities for personal growth and development. Galloway et al (1985) cited ethos 

and school management style as dissatisfiers for a number of New Zealand primary 

school teachers. Nias (1980) had previously suggested that passive or authoritarian 

leadership styles exhibited by head teachers tended to be associated with low levels of 

job satisfaction among teachers, while Nias (1996) concluded that personal and 

professional identity may be closely intertwined. Such findings indicate that teachers who 

work in a collaborative atmosphere in which their sense of professional efficacy and self- 

esteem are boosted are likely to experience job satisfaction. It may be argued that such 

conditions will tend to facilitate synergy between their work environment and 
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personality. This conclusion suggests that vocational choice theory makes a considerable 

contribution to the debate regarding the determinants of job satisfaction. 

Job satisfaction and commitment 

Farber (1991) cited job satisfaction and enjoyment as reasons why committed teachers 

wish to remain within the profession. However, it should not be assumed that no 

satisfied teachers seek a new career, or that job satisfaction necessarily precedes 

commitment. Chapman (1983) suggested that teachers already committed to their role 

may be most readily satisfied. Others, such as Fresko et al (1997: 430), claimed that 

commitment ̀ is one of several intermediary factors influencing the connection between 

dissatisfaction and actual job-turnover. ' Watson et al (1991: 72) also believed that 

commitment and job satisfaction are closely positively associated, but postulated that: 

Teacher commitment seems to have time precedence over satisfaction. 
Teachers have some level of commitment before they begin teaching and 
before they can determine how satisfied they are with it. Commitment 

may be the deeper source of influence of the two on human motivation. 

Fresko et al (1997: 430) accepted that commitment may be experienced before job 

satisfaction, but argued that this initial commitment is likely to be strengthened or eroded 

as a teacher's professional experience increases. Thus, 

When these two indices are measured concurrently, it is more likely that 
a teacher's satisfaction shapes his/her degree of commitment, rather than 
the reverse: satisfaction is a reaction to the present, whereas declarations 

of commitment are related to plans for the future. 

This is debatable. It may be that dedicated teachers possess a higher tolerance threshold 

that mediates the extent to which they experience dissatisfaction. However, it is argued 

that commitment is defined too narrowly if it is seen as only relating to the future - it 
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should, perhaps, also be viewed as a `holding' force that encourages an individual to 

maintain a current course of action. 

It is arguable, therefore, that those possessing a deep attachment to their teaching role , 

are more likely to wish to continue in this, despite the relative lack of extrinsic rewards 

and other potential dissatisfiers, than those less psychologically involved. Such 

involvement may be an essential prerequisite for effective teaching (Nias, 1996). 

However, Nias (1996: 305) also implied that commitment might actually promote job 

dissatisfaction in situations where teachers find work conditions or values antithetical to 

their own: 

The more profound and personal their commitment to particular ideals, 
goals or priorities, the more extreme their reaction when these are 
threatened or contested. Passion in teaching is political, precisely because 
it is also personal. 

She concluded that `without feeling' teachers ̀implode, explode -or walk away. ' 

Kyriacou and Sutcliffe (1979) suggested that teachers' decisions to change career and 

levels of job satisfaction may be influenced considerably by negative affective responses 

associated with stress, which they opined has a causative effect upon job satisfaction, 

desire to leave teaching and teacher absenteeism. They further contended that stressors 

may, in themselves, have a negative impact upon these three variables. However, as 

McManus (1996) found, it should not be assumed that low morale and low levels of 

commitment are concomitant. Indeed, it may be deeply committed teachers who 

experience the most stress and slumping morale if they feel marginalised or their 

professional expectations remain unmet. This was borne out by McLaughlin et al (1986) 

who found that many truly dedicated teachers leave teaching. 
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Commitment to teaching is believed to be closely associated with `personal and general 

efficacy' (Coladarci, 1992: 334). This finding echoed that of Goodlad (1984) who 

contended that a low sense of efficacy was a commonly cited reason for wishing to cease 

teaching. Lortie (1975) also reached a similar conclusion, but Fresco et al (1997) found 

professional self-image to be related closely with job satisfaction but not with 

commitment. As the authors suggested, this may be attributable to the fact that 

individuals holding high opinions of their capabilities have the confidence to seek a 

career change, and desire to better themselves. Fresco et al (1997: 43 6) concluded that 

in Israel both extrinsic and intrinsic sources of job satisfaction are related to career 

commitment, stating: 

When teachers enjoy engaging in their profession and feel that they are 
given adequate opportunity to express their skills and knowledge, or 
when they are satisfied with the income and social status attached to 
their job, the risk of their attrition from teaching appears to be reduced. 

However, Goodlad (1984) and other researchers in the United States found intrinsic 

rewards more closely associated with teacher commitment than extrinsic factors. As 

Fresko et al (1997) suggested, this apparent contradiction may be partly explained by 

cultural differences as recent academization of the teaching profession in Israel could 

have increased local teachers' focus upon extrinsic satisfiers. Such findings indicate the 

importance of recognising the potential influence of environmental factors, as well as 

personal variables, upon teacher commitment. Indeed, Fresko et al (1997) opined that 

such variables may be more significant in determining an individual's willingness to 

continue in teaching than are specific aspects of his/her professional role. 

Bredeson et al (1983: 57) emphasised that potential intrinsic rewards, such as `the 
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service aspect of teaching', can become dissatisfiers if teachers lack opportunities for 

personal and professional growth. In such circumstances, resulting frustration may 

encourage attrition. Chapman and Lowther (1981- 82: 246) stated: 

the reward system of the school may be out of line with the source of a 
teachers' own satisfaction and accomplishment. 

To reduce the likelihood of this occurring, as the authors suggested, school 

administrators and the policies they implement play a key role. Administrative decisions 

can facilitate the growth of teacher commitment and job satisfaction, or `threaten the 

very desire to teach itself (Hargreaves, 1994: 3). As McLaughlin et al (1986: 423) 

contended, practices such as requiring teachers to deliver subjects ̀outside their areas 

of interest and competence ... can actually create incompetence. ' Thus, high levels of 

staff turnover may promote further attrition by forcing administrators to make 

undesirable decisions. 

However, even in favourable circumstances, many administrators show little sensitivity 

to teachers' needs. Huebner (1987: 27) noted that there is a tendency for administrators 

to `control rather than to serve and minister to the teacher, ' which is likely to impact 

negatively upon commitment and job satisfaction. Nias (1980: 272) indicated that 

teachers reported dissatisfaction with both `passive' and ̀ Bourbon' regimes, desiring 

positive, effective leadership. ̀ If they failed in their attempts to find this, they left the 

profession, or contracted their horizons. ' Such conclusions suggest that organizational 

climate may affect commitment considerably. 

Conclusion 

This chapter has reviewed content and process theories that attempt to explain job 
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satisfaction in the context of motivation and need fulfilment, and also vocational choice 

theory which primarily focuses upon the role of `person job' fit in determining levels of 

job satisfaction. The literature indicates that key influences upon job satisfaction may be: 

  employee needs and their fulfilment 

  work context and conditions 

  employee values and expectations 

  individual demographic and psychological differences. 

  cultural and environmental variations. 

In addition, literature exploring the interrelationship between commitment and job 

satisfaction has been critically scrutinised. The preponderance of relevant research 

indicates that whilst these constructs are associated, their relationship is a complex one 

mediated by both personal and contextual variables. Consequently, it is unwise to 

assume that the direction and intensity of an individual's affective responses to both will 

be the same. 
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CHAPTER 5: RESEARCH DESIGN. 

The entire research design process is discussed within this chapter. A rationale for the 

decision to combine qualitative and quantitative approaches to data collection is 

developed and research issues pertaining to a small state explored. A detailed account , 

of the formulation, refinement and administration of the central research instrument is 

also included. 

Initial methodological decisions 

When undertaking any investigation, a key issue is the choice of appropriate paradigms 

and methods of inquiry likely to yield the highest quality data obtainable within the 

research context. When the topic is as sensitive as that of the job satisfaction and 

commitment of discontented, overloaded and demotivated class teachers, the research 

styles and methods adopted should be those most likely to provide insight into their 

genuine perceptions, whilst being as unobtrusive, uncontroversial and unconfrontational 

as possible. 

Qualitative and quantitative research approaches are becoming increasingly recognised 

as complementary, rather than opposing, paradigms (Reichardt and Cook, 1979; Patton, 

1988; Burgoyne, 1994 and Crossley and Vulliamy, 1997). Blease and Bryman 

(1986: 167) argued for the combination of both methodologies within the same research 

design, stating: 

Not only may the two be mutually enhancing, but a sensitive merger may 
provide a more complete picture, which might be more satisfying and 
attractive to academics and policy makers alike. 

More recently, Miles and Huberman (1994: 42) affirmed that data collected by both 
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strategies could be `productive' for `opening - up' and ̀  hypothesis testing purposes. ' 

However, there is still a paucity of research - particularly regarding education in 

developing countries (Crossley and Vulliamy, 1997) - daring enough to integrate 

qualitative and quantitative approaches. The current investigation runs contrary to this 

trend-as it is predicated upon the belief that it is relevant, pertinent and appropriate to 

draw upon both paradigms in the exploration of job satisfaction and commitment, which 

involves both `quantity' and ̀ quality' issues. For example, it is desirable to know how 

many teachers record high, or low, scores on these constructs, but also necessary to 

understand what it is about the quality of their work conditions/experiences that 

influences their perceptions. As Patton (1987: 30) contended: 

Quality has to do with nuance, with detail, with the subtle and unique 
things that make a difference beyond the points on a standardised scale. 
Quality is what separates and falls between those points on a 
standardised scale. 

The extent of job satisfaction experienced by an individual at a given time cannot be 

precisely quantified, but survey methods - if valid and reliable - may provide data placing 

each respondent at the relevant point on a ̀ satisfied - dissatisfied' continuum. However, 

these are likely to reveal little about systemic and process variables underpinning such 

positions which may also require addressing by policy makers (Bryman, 1988). 

Quantitative data may not reflect `the tensions, contradictions, and incompatible aims' 

which policies contain (Finch, 1988: 189), and only provide limited insight into the 

dynamics of practice, change and stakeholder interaction. As Van Maanen (1979) 

indicated, quantitative measures are more concerned with frequency than meaning. For 

example, statistical analysis might demonstrate conclusively that most teachers appear 
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satisfied with their role, or that a respondent reveals a particular response pattern, but 

is unlikely to reveal how, or why, such a situation exists. Thus, traditional, positivistic 

approaches to data collection which focus upon the easily measurable may be restricting 

and of limited value when exploring social constructs. 

In contrast, the interpretive focus of qualitative paradigms reflects a constructivist 

perspective that recognises the open nature of educational systems and attempts to 

provide a more holistic view of the research topic (Patton, 1980); placing this within the 

relevant environmental setting, cultural context and individualised frame of reference. 

Emphasis is placed upon the interpretation of data in order to generate theory (Glaser 

and Strauss, 1967) rather than testing predetermined hypotheses. Sherrard (1997: 161) 

claimed that `universal consensus is characteristically absent' from the realm of social 

perceptions, which is arguably not amenable to the criteria of repeatability and 

generalizability associated with quantitative approaches. Cassell and Symon (1994: 1) 

also indicated that qualitative approaches are desirable when ̀ trying to understand both 

individual and group experiences of work. ' Heap (1995: 288) went further, concluding 

that a priori generalizations may be as meaningful as those derived from empiricist 

inquiry. He asserted that researchers should: 

turn to the task of understanding activities from a relation internal to the 
culture(s) that they study. This task requires different criteria of 
adequacy and different methodologies in order to produce assertions 
about what we know, but do not (reflectively) know that we know. 

Despite such evidence of increasing awareness that a positivist paradigm may 

inadequately explain human behaviour as humans exist in a dynamic, interactive 

relationship with their environment and create their own social reality which is constantly 
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open to redefinition (Deutscher, 1973), the preponderance of recent research pertaining 

to teacher job satisfaction has been quantitative. The work of Smith and Smith (1993), 

Hill (1994) and Clarke and Keating (1995) provide examples. The continued popularity 

of such approaches may reflect the fact that job satisfaction lies within the domain of 

social/organisational psychology in which positivistic paradigms traditionally tend to 

underpin explanations for human behaviour, but is also likely to relate to expedience. 

Quantitative methods tend to be relatively low in cost and time requirements and enable 

a large quantity of relevant data to be amassed and subjected to statistical analysis. Thus, 

provided that their limitations are recognised, such approaches lend themselves to 

situations in which it is desirable to achieve high response rates with limited resources, 

and to obtain high quality data that can be quickly processed. 

It was, therefore, decided that it would be advantageous to combine both qualitative and 

quantitative research methods when investigating self-reported levels of job satisfaction 

and commitment among class teachers on St. Helena. Such integration is likely to extend 

the scope of the study and yield more robust data, as these will emanate from several 

sources. A full explanation relating to how the three-phase research design (Table 2) 

emerged is contained within subsequent sections of this chapter. 

Research issues pertaining to the small state setting 

Unhappy, hard pressed teachers on St. Helena are unlikely to welcome additional 

impositions upon their time, or good nature. Therefore, the current investigation might 

encounter considerable resistance unless it were demonstrated that participation would 

not prove extremely time consuming. The success of any research process depends upon 
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the degree of co-operation and involvement that the researcher generates from the 

outset. This fact limits the suitability of relying heavily upon qualitative approaches 

(King, 1994) in the current investigation, as a short, relatively simple and undemanding 

research instrument is required. 

Furthermore, St Helena's public sector reform initiative, with attendant spectres of job 

cuts and loss of privileges, tends to make staff over-reactive to perceived threats. This 

could create access difficulties, and foster social desirability bias within responses from 

those agreeing to participate, as potential informants might fear victimisation. So 

`touchy' is the subject of job satisfaction and commitment that when permission was 

sought to undertake the investigation, the Chief Education Officer emphasised the need 

for tact and discretion in a climate of low teacher morale (Price, 1997). Strict 

confidentiality and anonymity are, thus, key issues on St. Helena, although Louisy 

(1997: 216) contended that inside researchers in small states may not have to preserve 

anonymity as ̀ ... people in small systems are so used to the openness in the lives they 

lead'. Maintaining confidentiality and anonymity in a tiny community within which 

individuals are highly visible is not easy, but arguably vital to the integrity of the research 

process. 

Another potential difficulty is that of arousing local enthusiasm and interest regarding 

research investigations on St. Helena. There is reluctance to participate in what are 

considered futile exercises, as there have been many instances in which local views were 

sought but either totally ignored, or not implemented because of financial constraints. 

Therefore, cynicism abounds and response rates tend to be low. In 1995, a door-to-door 
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survey was undertaken to gauge public support for an airport on the island, which is a 

key issue for future development about which opinions are sharply divided, but less than 

40 per cent of households completed the open-ended questionnaires. 

Whereas Louisy (1993) suggested that St. Lucians believe they have a contribution to 

make to international knowledge, St. Helenians tend to consider such a view 

presumptuous as they have learned to feel inferior and are constantly reminded of their 

indebtedness to the British tax payer. Thus, the researcher on St Helena has to contend 

with a fatalistic belief that the Island has nothing to offer the outside world and is of no 

interest in the international scene. Crossley (1990: 38) stated, ' If we are really to 

challenge dependency relationships the views of those within less developed countries 

must come to the fore, ' but it is likely to prove difficult to establish an investigation- 

friendly ethos within an environment that has had few positive experiences of research. 

Thus, the ethical responsibilities of the researcher are intensified, as an ill-conceived, 

inappropriate exploration might not only undermine the accuracy of its findings, but also 

the likely success of future research initiatives. 

Another key issue is that of the relative merit of `insider' and ̀ outsider' researchers in 

such a setting. Delamont (1981) suggested that indigenous researchers may be so 

steeped in their local culture that important factors which they take for granted are 

overlooked, while the findings of Bray (1991) indicated that the development of power 

cultures within highly personalized societies may challenge an ̀ insider'. He/she will be 

known to informants and already have a niche within the local community which may be 

viewed very differently by disparate sectors of the research population. Furthermore, 
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he/she may possess long standing, deep-seated affiliations likely to give rise to 

preconceptions and impact negatively upon unbiased data interpretation. For instance, 

his/her unpopularity with certain informants might cause the researcher to obtain 

feedback mainly from those in his/her own circles, which would be likely to be congruent 

with his/her own thinking, and, consequently, accepted uncritically. In addition, it may 

prove difficult for the indigenous researcher to maintain a neutral stance (Patton, 1987). 

He/she will tend to hold views about the research topic which may be well grounded in 

personal knowledge and experience, and can foster dubious assumptions regarding the 

likely responses of informants as well as the content of the questions asked (Ngegba, 

1994). 

Such difficulties might tempt some to conclude that an `outside' researcher would be 

preferable. However, it is argued that informants would tend to be reluctant to `open up' 

to a near stranger, particularly on St. Helena where newcomers arouse an element of 

suspicion. This might create access problems (Davies, 1997). Crocombe (1987) 

indicated that `outsiders' have carried out most research in developing countries. 

Therefore, it may be viewed negatively as an external imposition. A resultant ̀ closing 

of ranks' could render it virtually impossible for an `outsider' to obtain an accurate 

impression of what takes place, undermining data trustworthiness. In addition, an 

`outsider' would be unlikely to possess the degree of sensitive situational understanding 

held by an indigenous researcher and, thus, might remain largely unaware of important 

tensions, such as that between what is locally desired and feasible to implement. 

Consequently, he/she might accept data uncritically, and form misconceptions. 
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On balance, it is contended that the indigenous researchers' deeper understanding of the 

research context may prove advantageous (Stephenson and Greer, 1981), and contribute 

to a greater sense of common purpose and ownership. As Louisy (1997: 210) concluded: 

When the researcher's insight and the subject's own view of the reality 
being researched spring from a common cultural and social experience 
the findings and conclusions derived therefrom can be stimulating and 
powerful. 

It is argued that the absence of `outsider' involvement in the current investigation should 

not be cited as a limitation. There is likely to be greater empathetic rapport (Patton, 

1987) established by an indigenous researcher, in addition to less latitude for 

misunderstanding and data misinterpretation. Findings will tend to be realistic and of 

direct relevance to the research location (Bassey, 1990), as they emanate from the long- 

term, shared cultural experience of researcher and researched (Lewin, 1990). 

Furthermore, as Crocombe (1987) suggested, ̀insider' research brings the additional 

benefit of building local research capacity in order that small states may develop the 

confidence, expertise and independence to rely less upon ̀ imported' solutions of dubious 

applicability. However, it is necessary to reduce possible contamination resulting from 

researcher bias by means of carefully chosen research methods (Louisy, 1997), rigour 

in their use and triangulation of data sources (Denzin, 1970). 

Selecting an appropriate research instrument 

As the research questions postulated relate not only to the direction of respondents' 

perceptions but also to the intensity of these, the instrument should have the capability 

to indicate each respondent's position on both dimensions. Thus, as a quantitative 

measure appears desirable in the interests of brevity, ease and potential anonymity, an 
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attitude scale appears the most suitable instrument for data collection from the entire 

research population. Thurstone scales enable respondents to register positive, or 

negative, responses to individual items, but do not reflect differences in the strength of 

agreement/disagreement. Likert scales, however, possess a range of alternative 

responses to each item which allow respondents to provide a more precise indication of 

their attitude, and the most discriminating items can be relatively easily discerned by 

means of item analysis. Thomas (1978) suggested that Likert scales are, thus, more 

reliable than Thurstone scales containing an equivalent number of items. Whereas items 

within a Thurstone scale must relate directly to the construct concerned, Likert scale 

items may be more subtle and, therefore, less likely to engender bias. A further 

advantage of Likert scales is that their construction is less time consuming, as the scale 

value of discrete items does not have to be rated by several judges whose responses may 

contain subjective bias, or fail to coincide with those of the targeted respondents. 

Frequently cited disadvantages of Likert scales are: 

  that they often include a neutral response category which may result in data 
ambiguity; 

  the ordinal nature of summated rating scales results in the scores obtained being 
meaningful only in relation to the distribution of those received by other 
respondents; 

  summation of responses tends to produce data obscurity, as respondents could 
obtain identical total scores although giving very different responses to individual 
items. 

These difficulties may be minimised within the current investigation. The variables under 

scrutiny are such that a neutral response category appears largely redundant. Cognitively 

competent adults, which teachers are assumed to be, should know whether or not they 
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enjoy a good relationship with their pupils, for example. Consequently, they are unlikely 

to rely heavily upon ̀ undecided' responses. The problems imposed by the ordinal nature 

of scores may be reduced as the research aims to involve the entire population of class 

teachers in Grade Levels 3 to 5. Thus, data should be relatively free of sampling error and 

prove truly representative. Furthermore, as the research questions relate to overall and 

facet job satisfaction, response patterns will be perused carefully, in addition to total 

scores. This should assist in reducing data obscurity. 

Krippendorf (1980) indicated that it is essential to use stringent procedures to justify the 

selection of statements for use in scaling measures, but from where are these to be 

drawn? Scrutiny of existing research designs reveals that many investigators ̀borrow' 

a relevant, already constructed measure possessing acceptable levels of validity and 

reliability. In some instances, only certain items are extracted and combined with other 

material (cf. Kloep and Tarifa, 1994), while in others an existing scale is used in its 

entirety. It is argued that unless the target population is that for which the original 

measure was designed, or closely replicates it, such strategies are suspect. Warwick and 

Osherson (1983), Morton et al. (1997), and others, adapted some scale items to render 

these more appropriate for `local' conditions, in an attempt to reduce the impact of 

linguistic, conceptual and/or semantic differences between the research samples. 

However, it is debatable whether it is not preferable to construct a totally new scale from 

an item pool generated within the research setting. 

A counter argument is that if an instrument provides acceptable levels of reliability and 

validity in the current research setting, its use should not be questioned. However, it 
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cannot be assumed that social perceptions and cognitions pertaining to key issues 

relating to the topic under investigation are unaffected by cultural variations. Thus, as 

Crossley and Vulliamy (1997) indicated, international transfer of research instruments, 

strategies or findings is not necessarily desirable or appropriate. Broadfoot and Osborn 

(1991) suggested that it is unwise to use survey instruments designed within a different 

environmental context without carefully checking their meaning in the local setting. 

Even seemingly unambiguous concepts may bear varying culturally determined 

connotations and meanings which could undermine the comparability of findings and 

accurate data interpretation. Their conclusion that `the cross-cultural component is 

seldom treated as problematic' (Broadfoot and Osborn, 1991: 69) echoed that of Davies 

(1984), who claimed that survey data frequently fail to reflect variations in conceptual 

definitions both between individuals and across social contexts. 

Sherrard (1997: 161) contended that social perceptions are likely to contain more 

similarities `within social groups than across them', as the cognitive inferencing 

influencing these is experientially derived. This suggests that perceived, job-related 

satisfiers and dissatisfiers affecting teachers within one environment may differ 

considerably from those occurring in another cultural setting. Furthermore, `imported' 

scales may lack ecological validity (Bracht and Glass, 1968). As Vulliamy et at (1990) 

indicated, meaningful, useful data are those revealing what is considered to be of 

greatest importance and relevance within the research context. Consequently, a scale 

constructed in another country might yield data of dubious value if used on St. Helena, 

even if its results appeared valid and reliable in the local setting, as it could fail to reflect 

equally -or possibly more - important domains relating to local teacher job satisfaction. 
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As Finch (1986) stressed, if such possibilities are ignored, the resulting data may prove 

counterproductive as a basis for policy making. It is, therefore, contended that a totally 

purpose-made scale emanating from local constructions of reality should be designed for 

the current investigation, 

Generating an item pool from which to construct an attitude scale 

If the research instrument is to be meaningful and elicit genuine responses from those for 

whom it is intended, it is desirable that the item pool be drawn from individuals 

resembling the targeted research population as closely as possible. As the population of 

class teachers on St. Helena is very small, it is undesirable to deplete its numbers further 

by excluding some because they contributed to the item pool. However, it is equally 

inappropriate to include individuals who have been involved in discussions and 

procedures during the preliminary phases when administering the final instrument, as 

their initial exposure might contaminate their responses. 

Therefore, it was decided that former class teachers and trainee teachers who left the 

Education Department during the last decade should be involved in item generation. 

They would tend to possess similar academic and experiential backgrounds to those of 

the target population and, following appropriate sampling procedures, represent a cross- 

section of school sectors and number of years in teaching. The involvement of former 

class teachers was also desirable as they are likely to be more open in their responses as 

they have less at stake (Ball, 1994). Purposive judgement sampling techniques were used 

to select thirty-five such persons (50% of those who have resigned during the period in 

question) whose participation was sought. Of these, nineteen had been teaching in the 
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secondary sector; eleven in Middle Schools and five in First Schools. Nine males and 

twenty-six females were included. The apparent gender imbalance reflects that existing 

within the local teaching profession as a whole. Length of teaching experience (including 

two years' initial training) held by sample members ranged from one to twelve years. 

The next consideration was to determine the most appropriate means of obtaining the 

necessary information. As sample members are no longer within teaching, the 

alternatives were restricted to interview or questionnaire methods. However, the 

excessive cost of long-distance telephone calls precluded the former in respect of the 

majority who are working offshore. Therefore, it became apparent that a questionnaire 

would be the most practical way of eliciting their responses, but what form should this 

take and what approach would be most desirable for use with those still on St. Helena? 

Crossley and Vulliamy (1997: 14) suggested that qualitative strategies may successfully 

supplement quantitative methods by providing a foundation upon which to base 

investigations, `adding depth to breadth'. Directive, tightly focused, quantitative 

methods of questioning may fail to get beneath the surface (Davies, 1997), and also limit 

the range of possible responses. As Vulliamy et al. (1990) indicated, it is important to 

enable informants to raise their own concerns as well as respond to issues raised by the 

researcher. Furthermore, a quantitative questionnaire would need to be specifically 

constructed in order to meet criteria of culture fairness and equivalence, so another item 

pool would have to be generated from which to draw items for inclusion in this 

preliminary instrument. It was, therefore, concluded that qualitative approaches to the 

formulation of the item pool were preferable. It was decided to use a questionnaire 
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containing open-ended items (Appendix 6) or depth interviews. Oppenheim (1992: 76) 

contended that the latter `can often lead directly to ... the building of pilot instruments. ' 

Foreshadowed areas identified for inclusion in the questionnaire and as an interview 
, 

guide were generated from the research questions in order to ensure that these related 

to the central issues under investigation. These concerned: 

  degree of job satisfaction experienced when teaching; 

  most, and least, satisfying aspects of the teaching role; 

  suggestions regarding how job satisfaction of class teachers might be increased; 

  main reason for resigning from teaching; 

  willingness to return to teaching. 

Factual information relating to informants' number of years in teaching and school sector 

was also requested. Those completing the questionnaire had the option of maintaining 

anonymity, but none did so. 

The questionnaire was posted, with a covering letter (Appendix 7) and return envelope, 

to twenty-five potential informants working overseas. Five completed instruments were 

returned, and two recipients stated that they would rather be interviewed while on home 

leave, which was carried out. Therefore, responses were received from 28 per cent of 

the offshore sample. Although it had been hoped to interview the portion of the sample 

on St. Helena, only two individuals were willing to give up the time required. The 

remainder stated that they would complete a questionnaire. To avoid alienating potential 

informants, their wishes were upheld and they were issued identical instruments to those 

sent overseas. Seven out of the eight- distributed were completed. The overall response 
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rate obtained was 46% (N = 16). 

Data handling and interpretation 

The interviews were conducted as informally as possible, with each interviewee being 

given freedom to choose a convenient time and venue. At the start of each interview, it 

was explained that comments made would only provide data from which to draw survey 

items to be administered to existing teachers and not be included in the final research 

findings, except in the context of the broad domains and concepts relating to job 

satisfaction and commitment identified. Strict confidentiality was emphasised, both to 

put informants at ease and to discourage them from discussing the interview amongst 

themselves or with other teachers, which might pre-empt later stages of the research 

process. 

As interviewees did not wish to be tape recorded, the first task was to write up the notes 

taken whilst discussions were still `fresh' in the researcher's mind. Some key statements 

were written verbatim during the interviews. All foreshadowed areas were covered in 

three interviews, but the fourth informant declined to discuss `satisfiers' and 

`dissatisfiers' because of a stated grudge against the Education Department. The 

statements made were closely scrutinised and categorised under broad headings 

reflecting the differing aspects of teaching roles to which they pertain. The researcher 

identified seven categories (Table 3). In addition, informants' reported overall level of 

satisfaction derived from their teaching role was recorded (Table 4), as were their 

reasons for leaving (Table 5) and feelings regarding returning to teaching on St. Helena. 

The latter two areas were considered likely to reveal informants' degree of commitment. 

76 



Completed questionnaires were analysed in a similar manner. Responses were sorted and 

placed within the appropriate category, together with those of the interviewees. The 

frequency with which each facet was identified was recorded to establish the overall 

pattern of responses. Such information was required in order to ensure inclusion in the 

pilot survey measure of all the frequently occurring facets. Details pertaining to the 

informants' and interviewees' length of teaching experience and school sector were also 

collated (Tables 6 and 7). 

In order to check data quality prior to constructing the scale items, copies of informants' 

responses (rendered totally anonymous) were circulated to other sample members for 

comment. No anomalies were identified, and informants commented upon the degree of 

consensus evident. In addition, statements regarding terms and conditions of service 

were examined in the light of official documents, such as Public Service Orders and 

Education Department circulars, to establish trustworthiness and credibility. 

Furthermore, the researcher invited two educational middle managers to independently 

verify/dispute her allocation of statements to the various response sub-domains 

identified. This was intended to reduce possible contamination resulting from researcher 

bias, and to enhance the content validity of the resulting scales. 

Interestingly, all informants indicated willingness to return to teaching on St. Helena if 

circumstances become more favourable. Two informants are currently teaching offshore 

and a further two stated that they would like to do so. One informant has resumed 

teaching on St. Helena in a supply capacity. Such responses, together with the 

comparatively high levels of self-reported job satisfaction, suggest that many former 
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class teachers still possess interest in teaching and found their `within school' 

experiences largely satisfying but resigned despite this. However, it is possible that the 

most uncommitted and dissatisfied are those who chose not to participate in the 

exploratory research. 

Constructing and piloting the scale measures 

After generating the item pool, it was decided to construct two alternative scales in 

order for the pilot sample to determine which was found most suitable, and to indicate 

any modifications considered desirable. It was thought that respondents might be freer 

in their criticism if presented with options, whereas social desirability bias could 

constrain them to accept a single measure even if this were not to their liking. As Bray 

(1991) indicated, small island states tend to possess highly personalized societies. 

Therefore in St Helena's confined community, there is understandable reluctance to do 

anything that might cause offence. It was intended that providing a choice would make 

respondents feel less threatened, and encourage them to give honest and objective 

feedback. 

Furthermore, the opinion of the researcher was that some aspects of job satisfaction do 

not readily lend themselves to `Agree - Disagree' response categories, unless the 

descriptors ̀ satisfying' and ̀ dissatisfying' are used heavily within the item statements. 

However, constant use of these terms appears repetitious and stilted. Agreement with 

the statement ̀I am pleased with the effective teamwork within the school', for example, 

does not necessarily infer satisfaction, as the respondent may not consider being 

`pleased' and `satisfied' to be synonymous. An individual might think him/herself 

78 



satisfied but not pleased, and thus give an erroneously negative response. Such semantic 

ambiguity is largely overcome by the response categories in Scale 2, but it is arguably 

inappropriate to place facets such as stress levels on a `Satisfied - Dissatisfied' 

continuum. It was hoped that presentation of both scales would encourage the pilot 

sample to comment freely on such issues, thus contributing to an end product possessing 

greater validity. 

Scale 1 contained forty-five attitude statements based upon satisfiers and dissatisfiers 

identified within the exploratory research phase. In addition, five items relating to 

commitment were included. These were drawn from informants' comments regarding 

their reasons for ceasing teaching and feelings about re-entering the profession. The pilot 

sample were asked to indicate their level of agreement with each statement on a four 

point scale: Strongly agree, Agree, Disagree, Strongly disagree (Appendix 8). An equal 

number of positive and negative statements were presented in random order to reduce 

the possibility of contamination resulting from response acquiescence set. Scale 2 

included forty-eight items relating to facets of job satisfaction and commitment. The 

same respondents were invited to rate their feelings toward each facet by ticking the 

appropriate point on a five-point continuum: Highly satisfying, Satisfying, Neither 

satisfying nor dissatisfying, Dissatisfying, Highly dissatisfying (Appendix 9). 

Where possible, the actual wording used by informants when generating the item-pool 

was retained in both scales to minimise the possibility of researcher bias. In order to 

construct a reasonably balanced pilot instrument, care was taken to ensure that the most 

heavily weighted items within each sub-area were included, and that individual but 
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distinctively different responses were also incorporated. Respondents were requested to 

indicate which scale they considered most suitable, and to comment upon the inclusion 

of a neutral scale point. The measures were sent to respondents with a covering letter 

(Appendix 10) seeking critical feedback regarding any aspect of individual items or the 

scales in general. Ideally, the pilot sample would have completed the scales under group 

conditions, so that administration procedures would be the same as for the final version, 

but time constraints prevented this. 

In order to replicate the conditions of the central fieldwork as closely as possible, the 

pilot sample should have involved serving teachers, but those within the targeted main 

research population had to be excluded for the same reasons as pertained to their non- 

involvement in the exploratory research phase. Thus, it was considered appropriate to 

involve full time supply teachers; educational middle managers still having substantial 

teaching commitments and a few persons who have recently left teaching but did not 

participate in the exploratory investigation. Twenty-eight persons within these 

categories, spanning all three school sectors, were chosen at random. Their length of 

classroom experience ranged from forty years to six months. 

Analysis of data and interpretation of results during the piloting phase 

The data obtained during the piloting phase were analysed and interpreted to investigate 

the reliability and validity of the scales, and so that the results obtained could underpin 

the construction of the final central research instrument. These processes are described 

at Appendix 11. 
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Refining the research instrument 

After the items considered by the majority of the pilot sample to be better suited to the 

response categories in Scale 1, or adequately covered elsewhere in Scale 2, had been 

deleted from Scale 2, thirty two items remained. This scale forms the first part of the 

main research instrument, and is termed Scale A. Thirteen items from Scale 1 which 

relate to aspects of teacher job satisfaction not contained in Scale A were identified, and 

included as Scale B. Both scales were found to possess a satisfactory degree of internal 

consistency reliability. Details of the statistical analysis used to determine this are 

given at Appendix 12. 

Two open-ended questions were included to enable respondents to focus their 

perceptions more precisely: 

1 (a). Which aspect of your teaching role do you find MOST satisfying? 
(b) Briefly state the main reason for your choice. 

2 (a). What is the LEAST satisfying aspect of your teaching role? 
(b). Briefly state the main reason for your choice. 

This more qualitative section within an otherwise quantitative instrument was designed 

to reveal whether any key facets not identified by informants during the exploratory 

phase are important to the research population, and also to `force' respondents to 

highlight what, for them, is the key satisfier and dissatisfier. This might help reduce data 

obscurity resulting from largely neutral responses or those consistently falling toward 

one end of a `satisfied - dissatisfied' continuum. Responses obtained could also yield 

useful starting points for exploration in the qualitative third phase of the research design. 

Ideally, the entire instrument should have been trialed, but the pool of suitable samples 
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had been exhausted. However, in order to determine the time required for completion 

and to obtain feedback regarding layout and presentation, it was administered to two 

educational middle managers, who were asked to respond as if they were still in 

classroom teaching. The instrument was completed in less than thirty minutes, and no 

suggestions for improvement were made. Consequently, forty-five minute slots were 

sought on a staff development day, in which to administer the instrument to class 

teachers within each of the three school sectors. Such timing would allow instructions 

to be given, points for clarification to be raised and the instrument to be completed 

without hurry, but also avoid too much time being available for `correction' of 

responses, which could undermine their honesty. 

Administering the central research instrument 

The researcher, in a group setting, administered the central research instrument to class 

teachers in Grade Levels 3 to 5 on a staff development day. These included nursery 

teachers who are also required to teach in the First Schools and full-time supply teachers 

filling current vacancies. For organizational reasons, the researcher met with those from 

each sector separately. However, the instructions given and administration procedures 

were closely replicated. In total, seventy-five teachers were present. The five absentees 

were subsequently sent a copy of the survey instrument and asked to complete it within 

a week. Therefore, the total population of teachers within the Grade Levels 

targeted was involved in the survey. Four recently appointed supply teachers yielded 

incomplete data, stating that they lacked the necessary understanding of their role, or of 

the school in which they work, to respond to some items. Seventy-six respondents 

completed all items in the quantitative sections of the survey instrument, but five of these 
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failed to complete one, or both, of the open-ended questions. 

All respondents were informed that the purpose of the survey was to ascertain how 

teachers genuinely perceive their role and to identify what aspects of this they find most 

and least satisfying. It was stated that this information will assist in identifying training 

needs and enable the Training sector to plan relevant in-service courses; provide senior 

managers within education with a clearer understanding of how teachers feel about their 

work and contribute towards the researcher's Doctoral studies. It was stressed that there 

are no right or wrong responses to the items within the instrument. 

It was emphasised that respondents did not have to identify themselves on the instrument 

unless they wished to do so, but they were urged to indicate their school sector and 

length of teaching experience for comparative purposes. The strict confidentiality with 

which all data would be handled was stressed. Reactions from some respondents 

suggested apprehension that data might reach, and possibly offend, their superior 

officers, but reassurance was given that all data would be aggregated and not presented 

in a form attributable to any individual. Despite this, most respondents did not reveal 

their names - thus potentially complicating the identification of `outliers' in the final 

phase of the research process. 

Forty-five minutes were allowed for completion of the survey. Respondents were urged 

to give their immediate, honest response to each item and to check that all items were 

completed before returning their forms. These were piled on a desk near the door in 

order to preserve anonymity, and collected by the researcher when all respondents had 
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left the room. Respondents were also requested to use the neutral response column only 

as a last resort, and to query the meaning of any items found ambiguous or difficult to 

answer. No queries were raised regarding question wording, but some respondents 

stated that they. had not encountered some of the situations covered. For example, one 

teacher only teaches pupils of higher ability and never deals with those having learning 

difficulties. In such cases, respondents were advised to mark the neutral response point. 

Apart from expressing anxiety about confidentiality, most respondents reacted positively 

to completing the instrument. However, a few clearly felt that it was an unnecessary 

imposition on their time. This was particularly discernible in one school, where the staff 

appeared rather cynical and resentful until the purpose of the exercise had been 

explained. The differences in attitude may be attributable to variations in the way in 

which Sector Heads and Head Teachers had informed staff of the research initiative, and 

to the undesirability of revealing too much detail about this in advance. 

Checking data credibility and gathering contextual evidence. 

In order to provide a reality check upon the data obtained from the central research 

instrument and gain deeper insight into the classroom contexts, it was desirable that the 

researcher should observe a cross-section of class teachers, involving approximately one- 

third of the research population, actually delivering lessons. She saw twenty-two 

respondents (29%) teaching. This was undertaken as part of her role in monitoring the 

introduction of `Literacy Hour' and providing support to newly trained teachers, but also 

enabled information to be gleaned regarding aspects of class teachers' roles relating in 

particular to the following scale items: Scale A. 5,6,11,17,18,19,20,25,26,30 and 
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31; Scale B. 1,7,9,10,11 and 13 (Appendix 13). The observations were mostly of one 

and a half hours' duration, and took place within all schools in each sector during the 

term in which the central research instrument was administered. The decision as to which 

class teachers were to be observed was largely arbitrary, as they had to be those 

delivering an appropriate lesson when the researcher was available. 

As Frankfort-Nachmias (1992: 198) indicated, observation has the advantage of being 

direct and enables first hand information to be obtained. Furthermore, data collected are 

derived from phenomena occurring in their natural setting. Therefore an objective 

observer may gain insight into the behaviour and interaction of informants in context. 

If there is a contradiction between what is observed and the informant's responses to 

survey items, this could suggest that the latter are contaminated as a result of social 

desirability bias, response set or even deliberate untruthfulness. Such unreliable and 

invalid data should be discarded to avoid distortion of the research findings. 

However, before discarding data it is essential to establish which source is the most 

trustworthy and to recognise that some degree of reactivity inevitably accompanies any 

overt form of observation (Hammersley and Atkinson, 1993). As the researcher was not 

normally present in the classrooms in question, it is possible that her presence would 

influence the nature of teacher- pupil behaviour and interaction, although she intended 

to be unobtrusive to reduce the likelihood of observer effect (Douglas, 1976) and was 

a frequent visitor to all schools. The researcher's familiarity with the research setting, 

although advantageous in this respect, might foster subjective biases on her part that 

could undermine the credibility of her findings. 
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Consequently, in an attempt to determine which data source is the most credible should 

discrepancies arise, the researcher decided to compare her findings with those of at least 

two other tutors carrying out parallel observations of the teachers in question. This was 

relatively easy to organise as tutors fill in observation sheets relating to all lessons seen, 

and it was the researcher's task to collate these. Although such reports are less detailed 

than field notes, the sections within them relate to the key areas under investigation, such 

as pupil discipline, teacher-pupil relationships and quality of learning experiences. In 

addition, it was intended that the researcher would explore any serious mismatches by 

undertaking a further observation and interviewing the teacher in question in order to 

provide triangulation. Ideally, in order to establish internal reliability, two observers 

should make simultaneous field notes, but it was felt that the presence of two researchers 

within the small and confined classrooms of St. Helenian schools would prove too 

intrusive, thus undermining data validity. 

To provide a safeguard against the researcher's knowledge of teachers' responses to the 

scale items and open-ended questions colouring her interpretation of what was observed, 

all observations were conducted before the data obtained from the central research 

instrument were scrutinised. During each observation, field notes were made pertaining 

to the scale items previously identified in order to transmit ̀ as much as possible to paper, 

within the parameters of the project's research goals' (Bogdan and Biklen, 1992: 119). 

The field notes were coded to match the relevant scale items, which provided a notional 

observation schedule, before comparing the teachers' written responses with the 

researcher's descriptions. 
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The final aspect of the qualitative third phase of the research design pertains to `outliers' 

identified following analysis of responses to the central research instrument. As Kirk 

(1990: 140) stated, data obtained from `outliers' should only be discarded if it is 

determined that it is inaccurate. Therefore, after ensuring that outlying scores do not 

result from computational errors, it is advisable to interview the respondents concerned 

in order to check the veracity of responses and probe the reasons for which these differ 

markedly from those of the remainder of the sample. It was decided that this was best 

approached by means of loosely structured, depth interviews which allow for informal 

discussion and maintain spontaneity (Oppenheim, 1992). King (1994: 14) stated that such 

interviews are appropriate to `validate particular measures or to clarify and illustrate the 

meaning of the findings. ' Both functions are relevant to the investigation of `outliers'. 

Conclusion 

This chapter has discussed the considerations underpinning the formulation of the 

research design and explained the reasons for combining qualitative and quantitative 

approaches within this. It also described what took place during the exploratory first 

phase of the research process, and how the central research instrument was constructed 

and administered. 
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CHAPTER 6: PRESENTATION AND ANALYSIS OF DATA. 

This chapter presents the data obtained by means of the central research instrument, and 

describes how the quantitative and qualitative aspects of these were analysed. The 

qualitative data emanating from the third phase of the research process are then 

discussed. The results obtained are placed in the context of the initial research questions 

and brief comments made about key findings. 

Quantitative data - Scales A and B. 

Dispersion and central tendency of scores 

For the purpose of data analysis and presentation, Scales A and B are treated as a single 

measure which was analysed in respect of the seventy-six completed surveys. For 

convenience, the items in Scale B were re-numbered from 33 to 45. Each response was 

scored on a scale from 1 to 5, and the discrete scores were then summed to yield the 

total score of each respondent (N =76), and that for each of the forty-five items (Table 

A). From these totals, measures of central tendency (mean, median and mode) were 

calculated. The range, revealing the distance between the smallest and largest scores, 

was established for the entire sample to give a preliminary indication of dispersion, thus 

providing insight into the spread of scores obtained (Table A). 

A stem and leaf display was plotted to reveal the distribution of total scores (Table B). 

This has an advantage over a histogram as it preserves the value of individual scores. As 

the `distribution should have 10 to 20 class intervals unless the number of scores is very 

small' (Kirk, 1990: 34), a class interval size of 5 was chosen. The configuration of the 

display, together with the fact that the mean (150.53) and median (150.5) values of the 
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total scores obtained by the sample virtually coincide, suggested that the data 

approximate to a normal distribution and, consequently, the use of parametric methods 

of statistical analysis appeared justified. Given the small size of the research population 

(N = 76), a perfect normal distribution could not be expected. 

The standard deviation, (S = 15.91), was then computed as the distribution was found 

to be relatively symmetrical. This value is affected by that of every score in the 

distribution, and indicates the distance by which scores deviate from the mean. Thus, it 

would be expected that 68.27% of the scores would lie within the interval 150.53 + 

15.91 and 150.53 - 15.91 if the research data possess a normal distribution. In fact, 

72.37% of scores occur within the given interval, which suggests some skewness. In 

order to verify the extent and type of skewness present, this was computed. The value 

obtained (Sk = 0.011) confirmed that the data are slightly positively skewed. However, 

Kirk (1990) indicated that the standard deviation only becomes an inappropriate measure 

of dispersion if data are very skewed or qualitative in nature. Thus, it was considered 

permissible to use the standard deviation to identify which scores might be considered 

as ̀ outliers'. 

The formula X± 2.5S was used to compute the range of scores that deviates excessively 

from the mean. The results indicated that scores exceeding 190.31 or falling below 

110.76 could be considered ̀outliers'. Scrutiny revealed that one total score lies beyond 

these parameters. As `outlying' scores can reflect data contamination, the survey 

instrument in question was double-checked. No scoring errors were detected. As 

indicated in Chapter 5, outliers would be given a qualitative interview to provide further 
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indications of data trustworthiness. 

Facets of self-reported job satisfaction 

The data were then analysed in the context of the initial research questions (p. 4). First, 
, 

the item means (N = 45) were ranked from the lowest to the highest, to indicate the 

relative extent to which each facet was found to be dissatisfying or satisfying (Table C). 

Then the pattern of responses to each item was analysed to reveal how the total item 

scores were arrived at (Table D). This was necessary as a composite score may be 

misleading, because the same total can be derived in a number of ways. For example, a 

`neutral' total score might indicate that a respondent used the neutral response category 

heavily, or that he/she produced polarised responses. Each scenario would hold utterly 

different implications for accurate data interpretation. 

As the central research instrument was designed to reveal what levels of satisfaction 

classroom teachers actually feel they are getting from their job, low scoring items are 

considered to relate to dissatisfiers, while items obtaining high scores are assumed to be 

perceived as satisfiers. Thus, items rated extremely negatively are taken to indicate the 

sources of greatest dissatisfaction. Similarly, items achieving extremely positive 

responses are thought to reflect what class teachers find most satisfying about their role. 

The items eliciting an extremely negative response from more than 10 per cent of 

respondents (N =76) pertained to: - 

  terms and conditions of service 30.26 % 
  having to provide cover for classes 26.32 % 
  preparation time available during the school day 17.11 % 

90 



  remaining in teaching for the remainder of one's working life 
  the amount of stress experienced 
  the thought of choosing a career in teaching again 
  the amount of recognition teachers receive for their work. 

14.47% 
11.84% 
11.84% 
10.53 % 

More than 10 per cent of the sample responded extremely positively to items relating 

to the following: 

  teacher-pupil communication 23.68 % 
  level of support given by colleagues 22.36 % 
  passing on own skills to pupils 22.36 % 
  degree of appreciation shown by pupils 19.74 % 
  personal feelings about being a teacher 18.42 % 
  school management 18.42 % 
  extending pupils' knowledge and skills 15.79 % 
  pupils' enjoyment of their lessons 14.47 % 
  teacher-parent relationships 13.16 % 
  internal school communications 13.16 % 
  extent of effective teamwork in school 13.16 % 
  class size 10.53 % 
  getting involved in extra curricular events. 10.53 % 

The items that reflected negative perceptions, obtaining `Very dissatisfied' or 

'Dissatisfied' responses from more than half the research population (N = 76) were: 

  terms and conditions of service 78.94 % 
  amount of preparation time available during the school day 72.37 % 
  having to provide cover for classes 63.16 % 
  amount of stress experienced 60.53 % 
  level of local public support for education 59.21 % 
  attitudes of the general public towards teachers 52.63 % 
  amount of recognition teachers receive for their work. 51.32 % 

All other items were viewed favourably by at least half the respondents, apart 

from: 

  the extent to which teaching is tiring 
  the thought of teaching for the remainder of one's working life 
  the quantity of recent changes in education 
  teaching pupils with learning difficulties 
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  the extent of teachers' workloads 
  the number of professional commitments outside school hours. 

Scrutiny of the data, thus, indicates that some facets relating to job satisfaction and 

commitment of St. Helenian class teachers aroused similar reactions within the majority 

of the sample, while others attracted a polarised response. Possible explanations for 

these findings will be discussed in Chapter 7. 

Self-reported job satisfaction and commitment 

In order to reveal any significant variation in the self-reported job satisfaction and 

commitment reported by teachers whose length of service differs, total scores were 

categorised in relation to respondents' length of teaching experience, including initial 

teacher training where applicable. As length of service ranged from 0 to 45 years, it was 

decided to place the scores into nine groups, each reflecting five years' teaching 

experience (Table E). To investigate whether the job satisfaction and commitment of 

teachers varies significantly with length of teaching experience, a Kruskal-Wallis one- 

way analysis of variance by ranks test was applied to the total scores. This was chosen 

in preference to an ANOVA as only two groups possessed fifteen, or more, scores and 

it is generally held that this is the minimum group size for which ANOVA is appropriate. 

The Kruskal-Wallis test is considered the most robust non-parametric statistical test for 

k independent samples. 

It was predetermined that in order to conclude that there were not significant differences 

between the total scores of class teachers having varying lengths of professional 

experience, the value of H should be significant at the . 05 level. ̀A probability of . 05 is 
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by convention the largest risk an experimenter' should take upon which to reject a null 

hypothesis (Kirk. 1990: 321). Because of the number of tied ranks (17), the value of H 

(22.6249) had to be corrected accordingly. The final value obtained was H= 22.65, 

which is significant at the . 01 level for a two-tailed test. This result indicated that the 

previously set level of significance was not met. Consequently, it is safe to claim that 

significant differences exist between the scores of class teachers whose length of 

teaching experience varies. 

Scrutiny of group means (Table F) reveals considerable disparity between these. The 

lowest mean relates to teachers within the first five years of their career, but there does 

not appear to be a consistent relationship between job satisfaction and 

commitment and length of teaching experience as the means fluctuate instead of 

conforming to an incremental trend. This irregularity suggests that the differences 

in mean possibly relate more to other variables that affect respondents' levels of 

job satisfaction and commitment than to their length of service. For example, no 

immediate explanation presents itself as to why teachers with twenty-one to twenty- five 

years' teaching experience should emerge as considerably more satisfied and committed 

than their colleagues having sixteen to twenty, or twenty-six to thirty, years of service. 

The next step was to investigate whether self-reported levels of job satisfaction and 

commitment vary significantly across class teachers from the three different school 

sectors. The survey instruments were sorted according to sector, and total scores 

obtained by the relevant class teachers listed discretely (Table G). A one way analysis 

of variance (ANOVA) was used to investigate whether significant differences exist 
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among the population means of class teachers in each school sector. The statistics are 

reported at Table 12. An F test was then applied to ascertain whether the null hypothesis 

that the mean scores are not significantly different across the three sectors should be 

rejected. The ratio of the between groups mean square and residual mean square was 

6.06. This exceeds the critical . 01 value of F for the required degrees of freedom. 

Consequently, the null hypothesis should be replaced by the alternative hypothesis that 

there are differences in sectoral mean scores too great to be attributed largely to chance. 

This indicates that the levels of job satisfaction and commitment of class teachers in 

each of the three school sectors cannot be assumed to be uniform. The responses 

were further disaggregated (Table H) to indicate which facets of their work role were 

found most and least satisfying by class teachers within each school sector. 

The data were then analysed to determine the extent of overall dissatisfaction or 

satisfaction reported by each respondent (N = 76) (Table I). For the purpose of the 

initial analysis it was assumed that a positive relationship exists between commitment 

and job satisfaction. Thus, for example, a negative response to items relating to 

commitment was considered indicative of job dissatisfaction. On scrutinising the data 

presented, it was evident that respondents returning the lowest total scores were not 

always those yielding the most negative responses. For example, Respondent 4 viewed 

28 items negatively and obtained a score of 125, while Respondent 1 only found 22 

items very dissatisfying/dissatisfying but scored 113. If it is accepted that the most valid 

and reliable measure of an individual's self-reported level of job satisfaction is his/her 

total response to the instrument, then Respondent I was experiencing the least job 

satisfaction. However, it must not be assumed that she found the greatest number of 
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facets dissatisfying. Similar caution should be applied when interpreting all data 

pertaining to the response patterns of the sample. 

Ten respondents (13.16% of the research population) obtained scores yielding means 

below 3 (neutral), and may be considered to be experiencing little job satisfaction, 

although all means were in excess of 2. Only two members of the sample (2.56%) 

achieved means of 4 or higher. These may be described as having a high level of job 

satisfaction. The mean scores of the remainder of the respondents (84.21%) all fell 

between 3 and 4. The data, thus, suggest that the majority of teachers within Grade 

Levels 3 to 5 on St. Helena experience a reasonable level of job satisfaction. This is 

surprising given the rate of attrition, and might reveal that job satisfaction and 

commitment are not positively associated. 

In light of the above, the scores for scale items pertaining to commitment were 

disaggregated and summed separately for each respondent (N = 76), before being 

subtracted from the total score of each individual to yield a total `job satisfaction' score 

(Table J). The nature of the linear relationship between respondents' total scores on each 

variable was then investigated by means of calculating the Pearson's product-moment 

correlation coefficient. The value obtained (r = 0.29) is significant at the 0.02 level for 

a two tailed test. This result verifies that a positive relationship between 

commitment and job satisfaction existed within the research population. 

In order to investigate the strength of this relationship further, the coefficient of 

determination (0.0836) was calculated. This finding indicates that the correlation 
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between job satisfaction and commitment only accounts for 8 per cent of the variance, 

and other variables must be considered to account for the remainder. Therefore, a high 

proportion of the variation among the job satisfaction scores cannot be explained 

by variation among the commitment scores, which suggests that the relationship 

between these variables, although significant, is weak. 

Four respondents who obtained comparatively low scores on the total scale reported a 

high level of commitment. 28 per cent of the sample obtained mean scores of 4, or 

higher, on the scale items relating to commitment, while only 11 per cent had mean 

scores not exceeding 2. The overall results suggest that most respondents were 

moderately committed to their teaching role. 

Desire to leave teaching, and relevant facets of class teachers' roles 

To ascertain the proportion of class teachers in Grade Levels 3 to 5 not wishing to 

continue teaching, responses to scale items 4 and 12 were scrutinised. These items relate 

to willingness to remain in teaching and, thus, most directly reflect the definition of 

commitment upon which this study is predicated. Respondents having scores below 3 

on both items were assumed to be likely to change their profession should the chance 

arise. 25 per cent (N =19) of the sample gave negative responses to both items, 

suggesting that an alarming number of teachers may cease teaching in the 

immediate future. Indeed, thirteen have already done so, and two more established 

class teachers are actively seeking alternative employment. 

The response patterns of the 19 least committed class teachers were then analysed to 
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ascertain which scale items aroused negative responses from the majority of these. It is 

arguable that such facets may be associated with lack of commitment, although the 

direction of causation cannot be determined simply by inspection. 15 items in addition 

to Items 4 and 12 elicited responses reflecting dissatisfaction from more than 50 per cent 

of this sub-sample (Table K). These mainly related to extrinsic facets, including public 

attitudes and support; conflict with family time and responsibilities; shortage of 

preparation and teaching time; terms and conditions of service; the extent to which 

teaching is stressful and tiring; amount of pupil respect received; lack of support staff; 

teaching pupils with learning difficulties and providing cover. 

To investigate whether the perceptions of committed class teachers reveal the same 

pattern, the percentage of such persons expressing negative responses to each of the 17 

items in question was calculated (Table K). It was found that large differences (over 

20%) exist between the ratings given by each sub-sample on Items 4,12,13,15,16,32, 

34,39,42 and 44, while broadly similar responses pertained to the remaining seven 

items. 

The plethora of facets evoking markedly different ratings from each sub-sample 

suggests that the least committed class teachers feel overloaded and that they 

receive insufficient compensation for their efforts. It appears that their coping 

strategies may be underdeveloped, resulting in exhaustion and stress. However, 

it is not clear whether the individuals in question always lacked commitment and were, 

consequently, less amenable to the pressures placed upon them, or were formerly 

dedicated but have changed their attitudes in response to the erosive power of low 
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morale and increasing job dissatisfaction. 

The commitment scores of the thirteen respondents who have ceased teaching since the 

survey was conducted were scrutinised to obtain an indication of the predictive validity 

of the relevant items. Eight of the scores obtained were low (below 15), and only two 

exceeded 20, one of which related to a supply teacher whose period of engagement 

expired. Although some obtaining lower totals remain in teaching, the pattern of 

responses largely conformed to expectations. 

The length of service of respondents revealing a high level of commitment was 

identified, and once again indications of scale validity emerged. Of the 21 teachers 

concerned, 13 (61%) had more than ten years' teaching experience. When the identity 

of these teachers was explored as fully as the absence of some names would allow, it 

was discovered that they include four persons known to have refused alternative 

employment opportunities. Such findings suggest that the items relating to 

commitment do indeed reflect respondents' willingness to remain in teaching, and 

thus possess construct validity in the context of the definition of commitment upon 

which this investigation is predicated. 

'Within school' factors and `personal fulfilment' facets 

In recognition of the fact that `within school factors' and `personal fulfilment' facets 

failed to inter-correlate significantly with the remainder of Scale A at the piloting stage, 

the respondents' scores on these items were also extracted and totalled separately 

(Tables L and M). This was done to explore their relationship to the rest of the scale and 
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shed light upon the extent to which job satisfaction may be considered unidimensional. 

If the results replicated those obtained during the pilot phase, this would suggest that job 

satisfaction should be viewed as a complex, heterogeneous construct. 

The coefficient of correlation between respondents' total scores pertaining to `within 

school' factors and the remaining scale items was computed (Pearson's r=0.48). This 

result indicates that this cluster of items appears significantly related to the entire scale, 

at a level exceeding 0.001 for a two-tailed test. This finding conflicts with that obtained 

at the pilot stage. Possible reasons for this disparity might relate to the extremely small 

size of the pilot sample, and/or to the fact that middle managers (who made up the 

majority of the pilot sample) view factors relating to the internal organization of their 

school differently to how these are perceived by class teachers. This suggests that 

greater dissonance may exist between middle managers' general job satisfaction and 

perception of `within school' facets than is experienced by class teachers. Therefore, job 

satisfaction may appear more unidimensional at certain career levels than at 

others. The thesis that particular facets of job satisfaction carry varying weightings at 

different points in an individual's career path is one that falls beyond of the scope of this 

study, but seems worthy of further research. 

As school sector is likely to have an impact upon `within school' factors, Table L also 

records from what sector each respondent (N = 76) came. Mean scores were calculated 

for each of the three school sectors. Results revealed that middle school class teachers 

(N = 26) appeared largely satisfied with ̀ within school' factors (X = 23.85). First school 

class teachers (N = 26) obtained a mean of 22.62, but a mean of only 17.75 was 
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achieved by secondary school class teachers (N = 24). This finding suggests that 

`within school' factors tend to be dissatisfiers within the secondary sector. 

Although likely to be partially attributable to the marked difference in school size, such 

a result indicates a cluster of facets that warrant attention if job satisfaction of secondary 

sector class teachers is to increase. Clearly, there are also likely to be differences in 

perception from school to school and faculty to faculty, but the demographic data 

obtained did not contain this level of detail in order to help preserve anonymity, so 

further disaggregation and analysis are precluded. 

Scores obtained relating to the ̀ personal fulfilment' cluster were found to be positively 

related to those pertaining to the entire scale at the 0.01 level of significance ( Pearson's 

r=0.31). Once again, these findings run contrary to those obtained in the pilot study, 

and may possibly be subject to similar explanations. However, the fact that the results 

yielded by the research population of classroom teachers appear more homogeneous 

than those of the pilot sample of middle managers and ex-teachers does not necessarily 

imply that job satisfaction is a unidimensional construct. In order to investigate the 

relationship between facet and overall job satisfaction further, factor analysis would be 

required. 

Coding and interpretation of the qualitative items 

The responses elicited by the open-ended questions that concluded the central research 

instrument were coded under the following headings: 

  Pupil-related facets 

  Peer-related facets 
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  Pedagogical facets 

  Material/physical facets 

Question 1- Aspect of teaching role found most satisfying, and reason for choice. 

Although one informant did not complete the first part of this, three stated that they 

found all aspects of teaching most satisfying, and a further six ranked two aspects as 

equally satisfying in response to Question 1. A breakdown of responses to all open- 

ended questions within the central research instrument is given at Table N. 49 per cent 

of the satisfiers identified related to pupils, which suggests that St. Helenian class 

teachers are very pupil-centred in their values. 7 informants cited peer-related satisfiers, 

while 36 indicated that their main source of satisfaction stems from pedagogical facets 

of their role. Only 3 class teachers implied that they derive much satisfaction from 

material/physical facets of their work. Such findings point to the conclusion that 

intrinsic aspects of their role provided informants with the greatest job 

satisfaction. 

The reasons given by informants for choosing the facets identified as being most 

satisfying reinforce the importance of intrinsic rewards in the context of job satisfaction 

as 43 per cent of the sample stated that they value seeing their pupils succeed. The other 

most heavily weighted reasons related to the response obtained from pupils; meeting 

pupils' needs; passing on one's knowledge and skills and pupils' enjoyment of lessons. 

Question 2- Aspect of teaching role found least satisfying, and reason for choice. 

In addition to the three informants who stated they find all aspects of their role most 
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satisfying, four did not complete Question 2. The most dissatisfying aspects of class 

teachers' roles reported mainly centred upon material/physical facets (44% of 

responses). 22 informants stated that they found pedagogical aspects of their role to be 

most dissatisfying. Pupil-related facets ranked as the next most commonly dissatisfying, 

being cited by 14 informants. Only 4 of the sample identified peer-related facets as 

causing greatest dissatisfaction. Such answers suggest that extrinsic factors tend to be 

most frequently associated with dissatisfaction, but that this is also attributed to 

intrinsic aspects of some class teachers' roles. 

Explanations given for the answers submitted indicated that some class teachers felt 

frustrated by what they perceive as an increasing inability to deliver the curriculum 

effectively given the constraints and additional demands facing them. Resentment 

regarding having to carry out `non-teaching' duties was also apparent, and concern 

regarding the conduct and negative attitudes of certain pupils. Lack of confidence and 

stress also emerged as important. 

Overall, answers to Questions 1 and 2 reveal that the facets cited as being most 

satisfying and most dissatisfying were largely covered by the scale items. Two additional 

aspects raised relate to pastoral duties and teachers' professional confidence (sense of 

efficacy). These were not identified by the pilot sample, but are clearly relevant and 

should, perhaps, have been included within the main instrument. However, it is argued 

that those within the research population holding strong feelings pertaining to these 

facets had the opportunity to reveal these in their responses to the open-ended questions. 
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Qualitative follow-up. 

Classroom observations undertaken by the researcher confirmed that class teachers' 

extremely positive responses to scale items relating to class size, pupils' enjoyment of 

their lessons and appreciation shown by pupils appeared justified. The average number 

of pupils in the lessons observed was sixteen, and most seemed engrossed in their tasks 

and clearly liked their teacher. However, the researcher noted that although most 

respondents expressed satisfaction with teacher-pupil communication and passing on 

skills to pupils, these areas could have been improved in almost all lessons observed. 

This suggests that some class teachers may be complacent, or that their expectations are 

lower than might be desirable. Informal, follow-up discussions with seven teachers 

revealed a tendency to equate getting on well with pupils with effective communication. 

Clearly the two are closely related, but it is argued that such an interpretation is 

simplistic as a distinction exists between successful social interaction and that required 

for intellectual stimulation and productive learning. 

With regard to discipline, pupil commitment, respect for teachers and general behaviour, 

observations indicated that teachers' responses tended to be surprisingly positive, even 

given that they were requested to give their initial, `overall' reaction to each of the scale 

items. A minority of pupils in each class observed were displaying inappropriate and, in 

several instances, challenging behaviour. This included talking out of turn, refusing to 

do as instructed, picking on other pupils, unnecessary movement around the class and 

being offensive to the teacher. 

As many responses were anonymous, it was impossible to match the completed survey 

103 



instruments with all the teachers observed. However, eight class teachers who had 

revealed their names and given positive or neutral responses to the relevant items were 

seen to be having difficulties with class control, which they appeared to find quite 

stressful. When the researcher subsequently questioned these teachers about their 

feelings regarding pupil behaviour, their answers were in keeping with their survey 

responses. Statements such as, `He is always unsettled after PE, but is not a real 

problem, ' or `Those pupils are always fidgety when the weather is hot' were common. 

These suggested that the teachers in question were fully aware that the conduct of 

certain pupils was inappropriate, but were unwilling to state (or did not consider) that 

this was a cause for concern. 

However, all eight teachers concerned recorded stress as a dissatisfier. Interestingly, 

these were mainly in mid-career, with one exception who was newly trained. This finding 

suggests that there may be conscious, or unconscious, reluctance for some teachers to 

admit that they are experiencing problems relating to pupil conduct. Most less 

experienced teachers encountering such difficulties openly stated this to be a cause of 

dissatisfaction, possibly because they were trained by, or worked closely with, the 

researcher and the resulting bond made them unafraid to respond honestly. An 

alternative explanation might be that professional pride develops across time and with 

it, fear of `losing face. ' 

Both classroom observations and responses to relevant scale items suggested that most 

class teachers do not find teaching pupils with learning difficulties satisfying. This may 

result partly from the fact that fully inclusive educational provision for those with severe 
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learning difficulties has been comparatively recently introduced, and because 

differentiating the curriculum effectively is extremely time consuming. The latter possibly 

also accounts for dissatisfaction expressed by some teachers regarding mixed ability 

teaching and the extent to which pupils achieve success in their studies. Although the 

overall quality of learning experiences observed tended to be good, there was evidence 

in terms of pupil output and response that the needs of certain pupils were not being 

fully addressed. In some instances slower learners were left largely to their own devices 

or observed struggling with tasks beyond their capability. Other teachers tended to 

neglect their most able pupils, who had frequently completed the tasks set, in order to 

give attention to the remainder of the class. It is likely that recognition of such situations 

is what prompted a relatively high proportion of negative or neutral responses to the 

items in question. 

All class teachers observed had opportunity to use their subject strengths, so it is 

unsurprising that this was mainly cited as a satisfier, but what appeared contradictory 

was that more positive responses were not received regarding the level of teaching 

resources. Visiting British consultants and ex-patriate contract teachers confirm that 

St. Helenian schools are better resourced than many in the United Kingdom, and the 

researcher shares this opinion. It is possible that class teachers lack the knowledge or 

confidence to utilise fully what is available. However, in all lessons observed, the 

teachers were making varied and appropriate use of resources. Therefore, after analysing 

responses to the scale items, the researcher questioned six of the teachers concerned as 

to why they were not satisfied by the resources available. Answers revealed a lack of 

familiarity with certain resources and, more worryingly, ignorance of the availability of 
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some within their own school. This pointed to poor internal communications and 

exposed reluctance for some middle managers to release certain costly resources, 

particularly to inexperienced staff members, for fear of loss or damage. 

i 

The researcher had access to class teachers' timetables, preparation and records during 

her visits. These revealed that teachers on St Helena are currently expected to carry a 

heavy workload, and have very little preparation time during the school day unless 

working in the secondary sector. Staff meetings and in-service training sessions 

frequently take place during their lunch hour, and they also undertake playground duties. 

The standards of preparation and record keeping indicated, without exception, the input 

of considerable teacher time and effort, much of which had been expended out of 

working hours. Therefore, it was not surprising that the majority of teachers observed 

looked tired, and showed symptoms of stress. The latter, which included flushing, pacing 

about, confusion and irritation, were likely to have been exacerbated by the observer's 

presence, however. 

Thus, the information obtained during classroom observations indicated that most 

data relating to the relevant scale items appeared trustworthy. The only cause for 

concern centres upon a possible bias to `fake good' regarding issues associated 

with pupil conduct. This should be explored further by means of longitudinal 

qualitative research, but this falls beyond the scope of the present study. Consequently, 

the extent of class teacher dissatisfaction regarding the relevant facets may in reality be 

greater than that indicated by some responses, and this should be borne in mind when 

interpreting the data yielded. 
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To ensure that the researcher was not taking a jaundiced view of pupil behaviour, this 

topic was discussed with five other members of the Education Department management 

team who had observed the same classes, although on different occasions. There was 

unanimous agreement that the disruptive conduct of certain pupils was far from 

desirable. 

Comparison of the researcher's field notes with observation reports compiled by the 

other tutors did not reveal any obvious mismatches. However, the reports strongly 

reinforced the impression that delivering a differentiated curriculum is found by many 

teachers to be extremely demanding and difficult. Feedback obtained from the tutors 

indicated that time constraints were cited by teachers as a key issue in this regard. There 

was evidence within some of the lessons observed that class teachers' time management 

skills require developing, and the dissatisfaction they expressed regarding shortage of 

time in which to fulfil their roles adequately tends to support this. 

The classroom observation carried out by the researcher proved to be a valuable aid in 

data triangulation, and provided reassurance that the responses given to the central 

research instrument were largely in keeping with the realities of being a class teacher on 

St Helena. Had all respondents been willing to disclose their identity on the central 

research instrument, further comparison between what was self-reported and actually 

observed would have been possible. 

Investigation of the `outlying' score on the central research instrument 

As the informant who obtained the only `outlying' score had identified herself, an 
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informal interview was arranged to discuss her responses to the central research 

instrument. Her total score suggested considerably higher levels of job satisfaction and 

commitment than those of the remainder of the research population. It was made clear 

that the interview was a routine matter and not being requested because the data 

provided had been unacceptable. Instead of examining the class teacher's responses item 

by item, the focus of the discussion was upon her overall attitude towards her role. This 

enabled the researcher to identify any mismatches between the extremely positive 

responses given to the scale items and what emerged during the discussion. Considerable 

consistency was apparent, which was particularly notable as the discussion did not take 

place until some three months after the completion of the scale. The few facets which 

emerged at interview as causing dissatisfaction reflected those obtaining negative 

responses in the central research instrument. 

It could only be concluded that the data originally yielded by the informant were 

trustworthy. However, this failed to explain why her responses were more positive than 

those of her colleagues. The difference may be attributable to her personal 

circumstances. She had recently returned from overseas training, which she had found 

stimulating and had also provided a break from classroom duties, so she felt refreshed 

and enthusiastic about resuming her teaching role. Furthermore, although she expressed 

some dissatisfaction regarding what she perceived as lack of recognition for what she 

had achieved, her successful studies had boosted her self-confidence and sense of 

efficacy. She stated that she had found it very comforting to discover that schools in 

Britain face many of the same problems as those on St Helena, and are not necessarily 

better at dealing with them. This indicated that she might have been experiencing feelings 
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of inadequacy before she gained first-hand knowledge of teaching in the United 

Kingdom. 

The informant revealed that she has a strong sense of vocation, believing that it is her 

duty to meet the needs of her pupils. This appears to be associated with strong religious 

convictions that enable her to derive considerable satisfaction from fulfilling her role. 

Whereas a 'service. ethic' was not articulated by any of the other class teachers 

interviewed during the phase of qualitative follow-up, the `outlier' stressed this 

dimension of her work. This suggests that she would tend to be less influenced by the 

extrinsic rewards associated with teaching (or lack of these). Although she ranked terms 

and conditions of service as extremely dissatisfying, she also considered the thought of 

remaining in teaching to be extremely satisfying. 

Investigation of the outlying response, thus, confirmed the credibility of the data, but 

also emphasised the importance of the impact of personal independent variables in 

determining how an individual perceives his/her role and the amount of job satisfaction 

and commitment that is experienced. 

Summarising the main findings 

Data analysis revealed that whilst the average level of job satisfaction and commitment 

reported by class teachers on St Helena is slightly positive, different facets of their role 

are perceived very differently. Those facets found to be dissatisfying by the majority of 

the research population mainly relate to extrinsic factors, while intrinsic factors evoke 

most satisfaction. However, the findings indicate that there is not a clear dichotomy 
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between satisfiers and dissatisfiers, as certain items were found to be satisfying by some 

respondents but dissatisfying by others. It was also revealed that a quarter of the 

research population showed little commitment to their teaching career. 

Although the scores of class teachers possessing differences in length of teaching 

experience are significantly different, detailed scrutiny of relevant data suggested that 

such variations do not appear to be attributable to length of teaching experience alone. 

It seemed likely that a number of demographic and personal variables may be equally, 

or possibly more, influential. 

With regard to levels of job satisfaction and commitment reported by class teachers from 

each of the three school sectors, it was found that the mean scores obtained differed too 

much to result from chance. Therefore, the data indicate that school sector may play a 

part in determining how class teachers' perceive their role. 

Investigation of the relationship between job satisfaction and commitment confirmed the 

existence of a positive relationship between these variables, which, although significant, 

is weak. This suggests that there may be considerable discrepancy between the responses 

obtained from members of the research population concerning each of these constructs. 

Furthermore, it reveals that job satisfaction and commitment should not be viewed as 

synonymous. Therefore, it should not be assumed that individuals experiencing high 

levels of job satisfaction will necessarily remain in teaching, or that those who are 

dissatisfied with their role will leave. However, it appears justified to postulate that the 

former are more likely to continue than the latter given that all conditions are 
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comparable. 

Further investigation of the responses of class teachers reporting little commitment 

showed that they all complained of excessive workloads and inadequate reward for 

carrying these. The perceived lack of reward relates both to tangible benefits, such as 

salary, and public and professional recognition of their efforts. These individuals also 

tended to report stress. However, the data did not reveal the causative structure 

underpinning such responses, so it cannot be concluded whether initial lack of 

commitment makes individuals more intolerant of the `down side' of teaching, or 

unfortunate work-related experiences have soured their perceptions and destroyed their 

dedication. A longitudinal study over a period of at least five years would be necessary 

to shed light on this. 

Comments made during informal discussions immediately following the observation 

sessions suggested that some teachers have become alienated from their roles, primarily 

as a result of the amount of change to which they have been subjected. One teacher with 

over thirty years teaching experience remarked, ̀I feel that I have had enough. I only 

wish that I could take early retirement. ' Another, less experienced, teacher stated, ̀ If I 

had known all that teaching entails, I would have chosen a different job. ' Such 

sentiments bear out the validity of the responses to the survey instrument that indicate 

many respondents would no longer choose a teaching career. 

The response patterns obtained relating to scale items concerning commitment, suggest 

that these possess both construct and predictive validity. This indicates that the data 
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obtained were of high quality and may be used as the basis for making informed 

comments regarding the commitment of class teachers on St Helena. 

The findings revealed that respondents' scores on items relating to `within school' facets 

and general job satisfaction were considerably more alike than those obtained from 

middle managers during the pilot survey. Similarly, class teachers' responses to the scale 

items pertaining to personal fulfilment and overall job satisfaction possessed greater 

homogeneity than those of the pilot sample. This points to the possibility that the 

multidimensionality of job satisfaction may vary at different career levels. There may 

tend to be greater ̀compartmentalization' as an individual makes his/her way up the 

hierarchy, which causes him/her to respond very differently to discrete aspects of his/her 

role. This might be attributable to the existence of increased role clarity and definition 

at management level. Interestingly, it was found that, for class teachers, ̀within school' 

factors tended to be dissatisfiers within the secondary sector only. 

Analysis of the open-ended items within the central research instrument revealed that 

almost half the facets of the class teachers' role that were identified as providing 

satisfaction were pupil-related. Although subsequent classroom observation suggested 

that perhaps some teachers are not as effective in their interaction with pupils as they 

report, such responses indicate that the philosophy of the majority of class teachers is 

extremely child centred as opposed to task oriented. What is slightly contradictory is that 

the findings also point to the presence of materialistic values. The dissatisfiers identified 

by the highest proportion of the research population relate to physical or material aspects 

of their role. The overall impression that emerges is that many St. Helenian class teachers 
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find themselves torn between their genuine involvement with their pupils and a 

perception that they are ̀ losing out' personally by remaining in teaching. 

The classroom observations undertaken by the researcher largely confirmed that data 

yielded in response to the central research instrument were trustworthy. However, there 

appeared to be a tendency for class teachers to understate the existence of problems 

relating to pupil behaviour. It should be borne in mind that there may be some data 

contamination relating to the relevant scale items, although it is equally possible that the 

class teachers concerned genuinely believe that the conduct of their pupils is not a source 

of dissatisfaction with their job. This is an area that is worthy of further exploration, but 

lies beyond the scope of the present study. 

After a follow-up interview with the only `outlier, ' it was decided not to discard the data 

she yielded, as it appeared consistent with her true feelings. The interview also served 

to indicate the importance of personal variables in determining the extent to which an 

individual experiences job satisfaction and displays commitment to his/her role. 

Conclusion 

Within this chapter, the data were analysed and the preliminary findings that emerged 

from data obtained using both quantitative and qualitative methods of inquiry were 

presented. These are discussed and interpreted further in the subsequent pages. 
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CHAPTER 7: INTERPRETATION AND DISCUSSION OF RESULTS 

In this chapter, the St. Helenian findings relating to each research question are discussed 

in the context of those emanating from international research, in order to indicate 

whether they largely replicate, or are distinct from, those obtained in other cultural 

settings. A model pertaining to job satisfaction and commitment on St Helena is then 

postulated, following an attempt to `test' tentatively relevant theories in the local 

context. 

Levels of job satisfaction experienced by class teachers, across all sectors. 

The failure of the mean total scores of most St. Helenian class teachers to reach a value 

of 4 (satisfied) indicates that the feelings of many regarding their work role are, at best, 

neutral. This suggests that such teachers are not receiving the fulfilment and pleasure 

from their occupation necessary to make it rewarding and stimulating. Smithers (1990) 

concluded that teaching was an unhappy, unsettled profession in Britain, and the current 

results indicate that this is also the case on St Helena. Rowan (1990) associated job 

satisfaction with quality of professional life, which he believed contributes to better 

output. Evers and Kremer-Hayon (1999: 55) stated: 

Teachers who enjoy their work are likely to teach better and encourage 
student achievement. 

Perry et al (1995) reached similar conclusions from their study in Botswana, although 

they found deeply satisfied and committed teachers tended to be the most resistant to 

change. The current findings, therefore, not only illuminate a likely concomitant of 

attrition, but also intimate that many St. Helenian class teachers may be under- 

... who ultimately performing. As O'Neill (1994: 199) contended, it is teachers ' 
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determine the quality of education offered. ' Therefore, there is clearly no room for 

complacency if local educational standards are to improve. 

Class teachers within the secondary sector reported least job satisfaction, while those 

working in first schools were most satisfied. This finding supports the contention that 

job satisfaction is a determinant of voluntary turnover, as class teacher resignations in 

the past decade were greatest in the secondary sector and least within first schools. 

However, it also raises questions regarding precisely what disparities between school 

sectors account for the significant differences in job satisfaction reported. For example, 

what parts do school size and ethos play in influencing job satisfaction? How does pupil 

age affect class teachers' satisfaction? Do those opting to teach in each of the school 

sectors possess different needs, values and expectations? Are there dissimilarities in the 

personality of those electing to teach in each different sector? 

It appears that both contextual and personal variables influence the level of job 

satisfaction reported by class teachers working in different school sectors. Much 

international literature is sector specific, but McCormick and Solman (1992) concluded 

that dissatisfaction with school culture was significantly higher among secondary school 

teachers than those in the primary/infant sectors. The St. Helenian findings reflect a 

similar trend. It is likely that variables such as school size, management style and 

organizational structure may be of importance in this context, and it is suggested that 

further research be undertaken to investigate the relationship between these and job 

satisfaction. 
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Cattell et al (1984) opined that the personality factors associated with elementary and 

high school teachers in the United States varied considerably, while Evans and Tribble 

(1986) detected differences in the level of efficacy reported by pre-service elementary 

and high school teachers that suggest personal differences influence the age range which 

an individual selects to teach. Limited support is thus given to the contentions of 

vocational choice theory, as it appears that there are indeed distinct variations in the 

psychology of those teaching in different school sectors. However, if it is accepted that 

it is likely that a high proportion of those attracted to teaching in the secondary sector 

have the prerequisite personality factors, the St. Helenian findings (and those from other 

cultural settings) indicate that the realities of teaching at secondary level are such that 

even those innately suited to this task fail to derive satisfaction from it in many instances. 

This conclusion gives rise to concern as it suggests that many secondary schools fail to 

meet the needs of their teachers. 

On St Helena, more applications are received from individuals wishing to teach in the 

secondary sector than in any other which, given the high attrition rate of secondary 

school class teachers, further suggests that a mismatch exists between expectations and 

realities. In view of the island's small size and the consequent high visibility of 

resignations it is surprising that, despite the `drop-out' rate, interest in teaching in the 

secondary sector is not declining. Class teachers at the secondary school work one hour 

longer per day than their colleagues for which they receive an additional £40.00 per 

month. There are no other differences in their terms and conditions of service that might 

account for the comparative attraction of secondary school teaching. However, this may 

relate to expectations of greater occupational status and esteem. Although some light 
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is thrown on such issues when the facets of job satisfaction are investigated, there 

appears scope for further local research to explore this possibility. 

The St. Helenian results indicate the absence of a consistent relationship between self- , 

reported level of job satisfaction and length of teaching experience. However, in so far 

as any trend is discernible, it runs contrary to the findings of Riseborough and Poppleton 

(1991: 331) who concluded that experienced teachers in Britain possessed lower levels 

of job satisfaction than those recently entering the profession. Commitment levels were 

also found to be inversely associated with length of service by the authors, who claimed 

that conflict existed between `old oppositional' and `new aspirational' teacher 

ideologies. They found many experienced teachers to be demotivated, unco-operative 

and disillusioned, while those starting their careers were largely innovative role 

embracers. On St Helena, it is those within the first five years of their teaching career 

who reported greatest alienation, and it is during this period that voluntary turnover is 

highest. 

This contrast may be attributable to the fact that the majority of long serving St. Helenian 

class teachers are `survivors' who have learned, in the words of a traditional local 

saying, to `take it as the cook serves it out. ' Adaptability, uncomplaining acceptance of 

one's lot and resourcefulness are key elements of local culture that are being visibly 

undermined by the more materialistic aspirations and values of the younger generations. 

It is these ambitious, better-qualified and more adventurous young persons who enter 

teaching and then apparently become disillusioned. It is interesting to note that the 

American findings of Chapman and Hutcheson (1982) were similar to those obtained on 
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St Helena. 

Payne and Furnham (1987) attributed the dissatisfaction experienced by young teachers 

in Barbados to increased stress levels related to lack of confidence and competence. 

Although their conclusion initially seems contradictory to the St. Helenian situation, it 

is possible that a potentially stressful discrepancy exists between neonate teachers' high 

expectations of themselves and their pupils and ability to cope with their first encounters 

with full-time teaching responsibilities. Many newly trained teachers express concerns 

about pupil behaviour and the extent of their own workload, which suggests that they 

do experience a reality shock. Watson et al (1991: 71) found that negative pupil 

attitudes reduced job satisfaction of newly trained teachers in Australia and the current 

findings indicate that this holds true on St Helena also. This clearly has implications for 

the organization and management of newly trained class teachers' probationary periods, 

which are discussed in Chapter 8. 

The grand means of the T-scores relating to overall job satisfaction and teacher age that 

were obtained by Evers and Kremer-Hayon (1999) in their comparative, international 

study indicate that these variables are positively associated. From this it could be inferred 

that the longest serving teachers tend to be the most satisfied. However, the researchers 

found that significant differences in the relationship between these variables existed in 

different countries. In Japan and the USSR, the younger teachers expressed least job 

satisfaction, as was the case on St Helena. Such disparities appear to support the 

importance of personal factors and socio-cultural issues in determining to what extent 

an individual derives satisfaction from his/her work. 
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Aspects of class teachers' professional role and the extent to which these are found 

satisfying on St Helena. 

Facets reported as satisfying by a high proportion of teachers in each sector 

All respondents stated that they derive satisfaction from passing on their skills to 

pupils. McLaughlin et al (1986: 420) concluded that: 

the dominant motivation and source of reward for teachers lies in 
promoting students' growth and development. 

The St. Helenian research findings indicate that this assertion is as true in a small island 

setting as McLaughlin et al found it to be in the United States. Most respondents 

reported satisfaction regarding their communication with pupils, extending pupils' 

knowledge and skills, pupils' enjoyment of lessons and the degree of appreciation 

shown to them by pupils. Holdaway (1978) found relationships with students to be 

the greatest source of satisfaction for Canadian teachers, while Kloep and Tarifa (1994) 

noted that those in Albania considered their pupils to be responsive, so relevant research 

confirms the international primacy of pupil-related facets in the context of teachers' 

feelings about their work role. 

Bredeson et al (1983: 54) contended that teachers' relationships with pupils have the 

capacity to bring about psychic reward or debilitation. The St. Helenian findings tend to 

support this claim, as although the majority of class teachers expressed satisfaction 

regarding the pupil-related facets of their role, certain individuals clearly found these 

dissatisfying. Interestingly, such dissatisfaction emerged more frequently in response to 

open-ended questions than scale items. Galloway et al (1985) found this to be the case 

in New Zealand also. Thus, it appears that a lack of pupil-derived rewards can serve as 
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a key source of dissatisfaction. Such a conclusion runs contrary to the premises of 

Herzberg's (1959) two-factor theory, and also points to the possible importance of 

personal factors as a determinant of job satisfaction. It appears difficult to cite contextual 

variables that would explain why a particular individual does not receive satisfaction 

from pupil-related facets of his/her role if all the other class teachers in his/her school are 

doing so. 

Lortie (1975) indicated that pupil-derived rewards are key sources of satisfaction for 

many teachers, but noted that such rewards are unpredictable and irregular. Therefore 

even skilled and competent class teachers are likely to experience periods of 

disappointment and disillusionment when pupil outcomes or responses fall short of 

expectations. During such periods, job satisfaction appears likely to decline. The 

St. Helenian results suggest that most local class teachers have successfully adapted to 

the uncertainties of teacher-pupil interaction. It is also possible that the closely-knit 

structure of local society encourages more positive classroom interaction than is readily 

established within more impersonal and culturally diverse communities. Thus, 

St. Helenian teachers may be privileged to receive more regular pupil-derived rewards 

than do those working in some other countries. Anecdotal supporting evidence is 

derived from the comments of ex-patriate contract teachers who frequently remark that 

they find teaching more rewarding on St Helena than in Britain. 

It should not be overlooked, however, that 29.2 per cent of class teachers at the 

secondary school did not report satisfaction with the extent to which pupils achieve 

success in their studies. This finding appears to reflect some awareness of the relatively 
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high proportion of pupils who underachieve in standardised tests and external 

examinations. However, given the comparatively disappointing results obtained 

particularly at GCSE, it is somewhat surprising that greater dissatisfaction was not 

reported. Some responses may have been influenced by low expectations, as it is fairly 

common to hear teachers remark, "The pupils did well considering they are on St 

Helena" or even "We cannot expect our children to do as well as British pupils. " Such 

comments possibly stem from thinking prevalent at policymaking level until some twenty 

years ago. When the first GCE `A' Level course was introduced in 1979 there was 

scepticism regarding whether St. Helenians had the intellectual capacity to make it viable 

and the dead hand of colonialism still manifests itself in the paternalistic and patronising 

attitudes of some ex-patriate advisors and ̀experts'. Such attitudes arouse resentment 

but also self-doubt within local practitioners. 

An identical proportion of secondary school class teachers did not express satisfaction 

with the degree of appreciation pupils show them. This is possibly attributable to the 

negative attitudes that some secondary pupils have towards their school and education 

in general. Essex (1994) found considerable evidence of alienation from the responses 

yielded by pupils regarding their perceptions of their secondary school. However, 

virtually all class teachers in each sector were satisfied with the general behaviour of 

their pupils. This finding is in-keeping with the high levels of satisfaction relating to 

other pupil-derived rewards but, as indicated in Chapter 6, tends not to reflect the extent 

of inappropriate behaviour displayed in some classrooms albeit by a minority of pupils. 

As Oshagbemi (1999) noted, individuals may attempt to rationalise problems that arouse 

dissatisfaction, but with which they have to put up, with the result that they report higher 
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levels of satisfaction than are really justifiable. Such psychological defence mechanisms 

may play a part in accounting for the local findings. 

Almost all class teachers on St Helena reported satisfaction regarding the level of 

support they receive from colleagues. As Gold and Roth (1993: 69) recognised, `The 

need for interaction and support from other colleagues' is important in teachers' 

professional lives. The local findings suggest the existence of friendly professional 

interaction with peers within the work context. Yee (1990) and Darling-Hammond and 

Goodwin (1993) concluded that this contributes considerably to job satisfaction. Watson 

et al (1991: 68) found that staff support appeared to be ̀ a crucial factor in adjustment' 

to a first appointment in Australia. 

Support from Education Department senior staff was also ranked highly, although 

only 50 per cent of secondary school teachers expressed satisfaction with this facet. This 

disparity is likely to be associated with the perceived weaknesses in internal 

communications and school management already discussed, which may make it difficult 

for class teachers to be fully cognizant of the extent of support they receive from senior 

management outside their own school. As Chapman and Lowther (1982: 246) indicated, 

recognition by administrators may be particularly important as a source of teacher job 

satisfaction as ̀ salary and other external rewards are largely fixed in teaching. ' Goodlad 

(1983) concluded that teachers experience more job satisfaction in schools having 

collegial relationships between administrators and teachers than in those where these are 

lacking. The St. Helenian results tend to support this view, as self- reported satisfaction 

regarding this facet, and overall, was lowest at the secondary school. 
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The St. Helenian results contrast with those of Bredeson et al (1983) who found that 

American teachers seldom cited administrative support positively. It is possible that 

educational administrators on St Helena tend to be more aware of the professional 

support needed by teachers because of the small size of the educational system. 

Furthermore, issues relating to resources regarding which the American sample 

intimated that they required further support are largely uncontentious on St Helena, 

where the majority of class teachers in all sectors reported that they are satisfied with the 

availability of suitable resources for teaching. However, as mentioned earlier, some 

class teachers appeared unaware of the range of resources at their disposal. This 

suggests a need to improve communications within certain schools and a possible lack 

of initiative on the part of some class teachers. 

Other contextual facets such as opportunities for class teachers to use their subject 

strengths, undertake professional training and get involved in school events of an 

extra-curricula nature were cited as a source of satisfaction by most St. Helenian class 

teachers. This suggests that their needs for personal and professional growth are being 

largely met. As Bredeson et al (1983) indicated, serving others can become a source of 

frustration if it is not accompanied by scope for personal growth. Thus, a potential 

intrinsic reward may become a dissatisfier. Once again, the `motivator'/ `hygiene' 

dichotomy (Herzberg, 1959) was unsupported. Instead, it appears that any given facet 

relating to class teachers' work role may arouse either satisfaction or dissatisfaction 

within each individual. Oshagbemi (1997) reached similar conclusions in his study of the 

job satisfaction of those working in higher education in Britain. He suggested that 

personal differences in interest and attitude may mediate whether a facet is viewed 
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positively or negatively. It is argued that the values and needs of the individual are also 

likely to be influential. Personal and professional growth appears related to the fulfilment 

of higher order needs contributing to self-actualisation (Maslow, 1943). 

Class size was reported to be a satisfier by virtually all St. Helenian class teachers. This 

was unsurprising, as teacher-pupil ratios are generous. Comparison of this finding with 

those from other countries indicates that local teachers have much for which to be 

thankful in this regard (Driscoll and Shirey, 1985; Payne and Furnharn, 1987; Webb and 

Ashton, 1987). With a steadily falling resident population that will decrease still further 

when British Citizenship is restored and a concomitant decline in the birth-rate, pupil 

numbers on St Helena are likely to dwindle further. However, attempts to achieve cost 

effectiveness by means of `doubling up' classes or closing small primary schools should 

be approached with caution. Although questions regarding curriculum delivery and 

financial viability (Vulliamy et al, 1997) are already being asked, hasty action could turn 

a satisfier into a bone of contention. It is arguable that a satisfied teacher working in a 

supportive, small school ethos is likely to teach more effectively than one faced with 

thirty pupils of differing ability within a larger institution. This is not to suggest that 

educational provision should not respond to demographics, but that care is needed in this 

process. 

Most St. Helenian class teachers reported satisfaction with the quality of learning 

experiences provided within their school. This suggests that they experience a sense of 

success regarding the teaching- learning processes taking place within their work 

environment. Therefore, it appears that they are largely confident that pupils within their 
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school have an opportunity to progress and achieve their potential. This conclusion 

appears somewhat at variance with the results many pupils obtain in tests of attainment. 

Either many class teachers over-estimate the quality of learning experiences available, 

or pupils are failing to take advantage of this. As the findings indicate that most teachers 

are satisfied with pupil-related facets of their role, it seems likely that some complacency 

about quality exists among teachers. Thus, teachers may be experiencing greater 

satisfaction regarding this variable than is fully justified when more stringent, objective 

measures of quality are applied. A key question emerges that falls beyond the remit of 

this investigation, but is not unrelated. To what extent is the level of pupil 

underachievement attributable to systemic and teacher-related factors, or to the attitudes 

and values of St. Helenian society and the pupils themselves? 

Facets reported as dissatisfying by a high proportion of teachers in each sector. 

The facet of class teachers' roles on St Helena eliciting greatest dissatisfaction was that 

relating to pay and other conditions of service. Only 16 per cent of all respondents 

indicated satisfaction with this. This result largely echoes that of the majority of relevant 

international research (Bredeson et al, 1983; Coladarci, 1992). Poppleton and 

Riseborough (1988) reported that only 7 per cent of their sample of teachers in the north 

of England were satisfied with their salary. Chapman and Hutcheson (1982) contended 

that those leaving teaching tended to view salary as a benchmark of success, and so 

sought another career when it was perceived as insufficient, while Rowsey and Ley 

(1986) suggested that dissatisfaction with pay and other conditions of service may 

detract from teachers' ability to derive satisfaction from other aspects of their role. 

Kyriacou and Sutcliffe (1979: 95) found that inadequate salary was a stressor, and also 
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associated with job dissatisfaction and desire to leave teaching. However, researchers 

such as Wellington (1986) concluded that providing additional remuneration may not 

reduce ̀ dropout', and Weaver (1977) found that salary and job satisfaction appeared 

unrelated. 

Despite such conflicting findings, it is arguable that salary is a key tangible reward likely 

to prove particularly influential within a fragile economy such as that of St Helena, in 

which there are considerable pressures to `better oneself, ' and notable increases in 

ownership of vehicles, household appliances and luxury items (Statistics Office, 1998) 

provide evidence of materialistic values. Those seeking to construct or purchase even 

a modest home would struggle to do so on a class teachers' salary, as the cost equates 

to between seven and ten years' total earnings. In such a scenario, perceived mis- 

matches between effort and reward tend to be felt sharply. 

Inadequate preparation time evoked the highest number of negative responses from 

class teachers in the first and middle sectors and was also found to be a dissatisfier by 

half those in the secondary sector. Although workload was only identified as a 

dissatisfier by 50 per cent of those in first schools, responses from other sectors 

suggested that it was only viewed marginally more favourably within these. As Claxton 

(1989: 29) indicated, when teachers have insufficient time `to do the job that they feel 

they ought to do and want to do, ' they experience guilt that militates against job 

satisfaction. It is arguable that they may also face frustration, as their higher order needs 

will be unfulfilled due to their inability to achieve their desires. Nias (1996: 297) 

contended that professional efficacy and self-esteem are closely linked. Consequently, 
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it is likely that teachers who feel they are failing their pupils because they lack the time 

to meet their needs will experience feelings of professional failure. 

Interestingly, the majority of class teachers in each school sector reported that they were 

satisfied by the amount of time they have in which to do justice to their pupils. This 

appears contradictory at first glance, but possibly indicates that they perceive their 

contact time to be adequate. Therefore, responses to this item may not reflect the 

amount of compensatory additional time that teachers spend out of working hours on 

preparation, marking, record keeping and allied tasks in order to meet the needs of their 

pupils. Such time is, arguably, likely to be associated with stress, tiredness and overload. 

Stress was the other facet reported to be a dissatisfier by more than 50 per cent of class 

teachers in each sector. However, discussions held in Education Department senior 

management meetings at which the researcher was present largely failed to reflect 

sensitive awareness of the reality of this situation. Comments such as ̀ Teachers are 

seeking medical assistance because they say they are stressed, but I don't see why they 

should feel this way' or `Some teachers are making an unnecessary fuss about 

introducing the Literacy Hour. After all they have had intensive in-service training 

relating to this' were more prevalent than statements of understanding and support. 

These may have been attributable to the fact that senior managers no longer carry 

teaching roles and are consequently distanced from the day-to-day pressures of 

classroom practice, despite frequent visits to schools. It is also possible that those 

attaining management positions on St Helena are those with the `capacity to absorb 

external demands' as McCormick and Solman (1992) noted in Australia. 
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Such managerial attitudes largely echo those discerned by Casey (1992) in Britain, which 

she considered incompatible with a broader focus on teachers' life and work. It is argued 

that such a focus is desirable for effective human resource management and policy 

formulation likely to foster goal achievement but, as Crossley and Vulliamy (1997: 14) 
, 

noted, `a systems perspective' still tends to dominate policy making in many developing 

countries. This overlooks the dynamic role of individuals within any organization that 

was emphasised by Riches and Morgan (1989: 1) who stated: 

The attaining of targets for the organization is in their hands and it is the 
way people are managed so that maximum performance is matched as 
closely as possible with satisfaction for the individuals doing the 
performing, which is at the heart of HRM and optimum management. 

Kyriacou and Sutcliffe (1979: 89) found that ̀ self-reported teacher stress was negatively 

associated with job satisfaction and positively associated with intention to leave 

teaching. ' They opined that both the experience of stress and the circumstances that 

create the stress are influential, and suggested that it is the conditions rather than the 

nature of the work that provide the key stressors. The St. Helenian findings largely 

support such conclusions as the majority of dissatisfiers relate to work conditions, and 

it appears extremely unlikely that satisfiers would act as stressors. It is pertinent to note 

that although only 23.4 per cent of Kyriacou and Sutcliffe's (1979) sample rated their 

work as very stressful or extremely stressful, 60.5 per cent of St Helenian class teachers 

reported their work related stress levels to be very dissatisfying or dissatisfying. This 

suggests that local stress levels are high in relation to international comparators. 

Teaching pupils with learning difficulties elicited unfavourable responses from 50 per 
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cent of middle school class teachers, but the proportion of those in the other sectors 

reporting dissatisfaction with this facet was not much lower. It is possible that this 

finding reflects the fact that differentiation strategies require detailed preparation and 

demand considerable expertise in classroom management, and are thus seen as 

contributing to increased workloads. The researcher's classroom observations indicated 

that certain teachers lacked confidence in delivering a differentiated curriculum and did 

not display full ownership for the learning of pupils with learning difficulties. These 

tended to be seen as the sole responsibility of the Special Educational Needs sector. As 

McLaughlin et al (1986: 422) noted, meeting the needs of `learning-disabled students 

who have been assigned to... courses for administrative reasons' can prove difficult and 

result in the class teacher experiencing feelings of failure. Interestingly, most class 

teachers in first and middle schools reported satisfaction with undertaking mixed 

ability teaching. This suggests that with further training it is likely that teachers will rise 

to the challenge of coping with pupils having learning difficulties. It should not be 

forgotten that fully inclusive education of such pupils is a relatively new concept on St 

Helena. 

Facets obtaining polarised responses from class teachers in different sectors. 

Public and parental attitudes and support were reported to become increasingly 

dissatisfying as pupil age increases. This finding is supported by the fact that local 

parental involvement reduces substantially as pupils progress through the school system, 

as is evident from declining numbers attending parents' evenings, workshops and Parent- 

Teacher Association activities, and also providing voluntary classroom assistance. 

Although almost all class teachers in the first and middle schools cited their teacher- 
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parent relationships as a satisfier, only 29 per cent of those at the secondary school did 

so. This suggests that urgent measures are required to boost parental interest and build 

a constructive home-school partnership at the secondary level. Chase (1985) in his 

extensive study relating to American teachers concluded that they also desired greater 

parental involvement, so lack of such support is clearly not peculiar to St Helena. 

McClelland and Varma (1996) identified public support as a key professional need of 

teachers, while McLaughlin et al (1986: 424) opined that `being valued by the society is 

one of the psychic rewards' that attracts many into teaching. However disillusionment 

tends to manifest itself `when recognition and respect are not forthcoming. ' It is 

possible that lack of recognition and public support undermines class teachers' esteem 

needs also. As Nias (1996) indicated, professional and personal identity may be closely 

intertwined. In Britain, during the 1980's, Her Majesty's Inspectorate noted that many 

teachers felt that teachers and teaching were misjudged and undervalued (Sayer, 1996). 

The extent to which class teachers on St Helena feel that their efforts are recognised 

also appears negatively related to pupil age. Holmes et al (1988) found that lack of 

parental and community support were cited as important influences upon resignation 

decisions, as were lack of status and respect. The current results indicate that these 

facets may also prove influential determinants of job satisfaction on St Helena. Such a 

contention gains support from the conclusions of Weaver (1977), Holdaway (1978), 

Galloway et al (1985), Chase (1985) and Webb and Ashton (1987) which were reached 

in different cultural settings. McManus (1996) noted that teachers are seldom held in 

high regard in any society, while Medved (1982) concluded that lack of recognition may 
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result in considerable dissatisfaction. As their self-esteem tends to mirror the extent of 

professional esteem they receive, unfavourable public perceptions of teachers appear 

likely to spur attrition. Consequently, it is argued that enhancing the professional esteem 

of teachers might have a positive impact upon retention. 

Dissatisfaction relating to pupil discipline, respect for teachers and commitment to 

their studies also increased with pupil age. Over three times as many first school class 

teachers reported satisfaction regarding these facets than did those in the secondary 

school. McManus (1996) suggested that inappropriate pupil behaviour militates against 

teachers' ability to cope with lack of public esteem, while McLaughlin et al (1986) noted 

that having to devote time to controlling disinterested pupils can be frustrating even to 

experienced teachers. The current findings tend to support these contentions. 

Secondary and middle school class teachers expressed greatest dissatisfaction regarding 

having to provide cover in addition to normal teaching duties. Most of those in first 

schools did not view this unfavourably. These results may reflect that, as the first school 

sector is least affected by attrition to date, its teachers have not faced excessive demands 

for cover. Furthermore, the increasing amount of specialised teaching within middle and 

secondary schools places additional pressures upon those providing cover who may lack 

knowledge of the subject in question. Consequently, the cover teacher may only be able 

to act as a childminder, which tends to damage his/her professional esteem. 

As Mercer and Evans (1991: 294) indicated, a `mis-match between training and 

responsibility is a source of tension' that may promote dissatisfaction. A further 
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potential source of pressure is that older pupils are more likely to challenge the authority 

and expertise of a different teacher than are those within first schools. Claxton (1989) 

noted that providing cover was a contentious issue in British schools, also. 

Those in the secondary sector reported widespread dissatisfaction regarding the ̀ within 

school' factors of internal communications and effective teamwork. These were 

viewed favourably by virtually all class teachers in middle and first schools, as was 

school management. The latter only satisfied 25 per cent of class teachers at the 

secondary school. This indicates that it is within this sector that serious weaknesses 

pertaining to communications and culture appear to exist. Vulliamy et al (1997) noted 

the ̀ family style' cohesiveness and effective communications existing within their sample 

of small primary schools, and it is argued that these are also discernible in first and 

middle schools on St Helena, all of which now have less than a hundred pupils on roll. 

Vulliamy et al (1997: 113) also suggested tentatively that small schools may possess an 

ethos that facilitates the preservation of teachers' ̀prior value systems'. This would tend 

to reduce dissonance between organizational and personal goals and, consequently, 

foster job satisfaction. 

A reverse trend was evident regarding conflicting demands between professional and 

family responsibilities. These were cited as dissatisfying by a high proportion of class 

teachers in the first and middle sectors, but not at the secondary level. This is possibly 

attributable to the fact that generous non-contact time is provided to those working at 

the secondary school, but is virtually non-existent in first schools. However, the majority 

of class teachers within first schools were satisfied with the number of commitments 
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outside school hours. Varlaam et al (1992) concluded that the intrusion of professional 

duties and commitments into teachers' ̀private' time was a demotivator, and McClelland 

and Varma (1996) found this to be particularly true of young teachers. The level of 

dissatisfaction expressed relating to these facets on St Helena suggests that many St. 

Helenian class teachers are experiencing role overload. 

The extent to which teaching is tiring was highlighted most strongly by those in the 

middle school sector, but also dissatisfied many first school class teachers. Again this 

finding possibly relates to lack of non-contact time during the school day. It was first 

school class teachers who reported greatest dissatisfaction regarding the number of 

support staff. This, in the light of the findings already discussed, confirms that many feel 

overloaded. Interestingly, it was within the first and middle school sectors that over 50 

per cent of class teachers reported that the thought of remaining in teaching for the 

rest of their working life is dissatisfying. It appears likely that these facets are closely 

interrelated. Dunham (1980) and Litt and Turk (1985) both associated role overload 

with stress and job dissatisfaction. 

Although anecdotal evidence attributes much of St. Helenian class teachers' low morale 

to the pace and extent of change faced during this decade, it was only within the first 

school sector that as many as half the class teachers cited this as a dissatisfier. The total 

responses indicate that, for the majority, the quantity of recent changes within education 

is not viewed unfavourably. This finding runs contrary to much relevant literature 

generated in Britain and the United States that focuses upon the negative impact of 

change (Claxton, 1989; Hofkins, 1990; Hargreaves, 1994), and reveals that change per 
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se is not necessarily antithetical to job satisfaction. Support is given to this contention 

by Kloep and Tarifa (1994) who found Albanian teachers experienced high levels of job 

satisfaction and provided effective classroom practices within a climate in which 

education was rapidly expanding. 

A key variable affecting whether the impact of change upon job satisfaction and 

commitment is likely to be positive or negative appears to be the manner in which it is 

implemented (Fullan, 1993). If mandated change is imposed arbitrarily it may undermine 

professional self-esteem and appear threatening whether or not class teachers are 

experiencing job satisfaction. As Perry eta! (1995) indicated, satisfied teachers may not 

be more open to change than their colleagues. Thus, it emerges that the relationship 

between job satisfaction and change is a complex one that renders simplistic assumptions 

inappropriate. Policy makers on St Helena should, therefore, not cite recent change 

initiatives as an excuse to explain away the discernible lack of class teacher job 

satisfaction and commitment, but instead focus upon means of reducing the possible 

negative impact of future innovations. Relevant recommendations are made in the 

following chapter. 

Recognition should be given to the genuine feelings of stress and insecurity antithetical 

to job satisfaction and commitment that may accompany change. These are well- 

documented in international literature (Webb and Ashton, 1987; Broadfoot et al, 1988) 

and reflected in the St. Helenian findings. Although the direction of causality cannot be 

assumed, virtually all respondents reacting negatively to change also reported 

undesirable stress levels. 
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As Oshagbemi (1996) found in his study involving UK academics, although it is 

frequently claimed that change breeds job dissatisfaction, its impact may not be reflected 

in extremely low levels of satisfaction. Most class teachers on St Helena still reported 

moderate levels of job satisfaction despite the multiple innovations recently involving 
, 

them. However, the results indicate that change elicits mixed responses and requires 

sensitive handling in order to reduce its potential as a trigger to attrition. Current levels 

of job satisfaction and commitment might be higher were it not for recent change 

initiatives, but no empirical evidence is available to test this. A `before and after' study 

of class teachers' perceptions should be undertaken in 2000 to investigate this 

hypothesis, as two further changes are scheduled - raising the school leaving age to 

sixteen, and lowering the age of transfer between sectors by one year. 

Job satisfaction and commitment. 

Proportion of teachers in Grade Levels 3 to 5 wishing to leave teaching if given the 

opportunity. 

Thirty four per cent of St. Helenian class teachers stated that they would not now choose 

to be a teacher, while 47 per cent did not relish the thought of remaining in teaching for 

the rest of their working life. However, low morale and commitment is not peculiar to 

St Helena. Twenty-seven per cent of American teachers surveyed (Metropolitan Life 

Insurance Company, 1985: 26) stated that they were unlikely to remain in teaching, and 

cited low pay, long hours and stress as dissatisfiers. The St. Helenian findings are similar 

as these reflect dissatisfaction with the same facets and indicate that a quarter of the 

class teachers possesses very little commitment to their teaching career. This does not 

guarantee that all those will abandon teaching, as deferred turnover may occur if certain 
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individuals cannot find suitable alternative employment. Furthermore, on St Helena, 

pension rights of those leaving the public service are only frozen if six month's warning 

of resignation is given. This deters those having a considerable number of years of 

government service from leaving, as few new jobs can be held open for six months. 

Some long-serving teachers have avoided this difficulty by transferring to other 

Government departments. Interestingly, low pay, stress and long hours were cited as 

dissatisfiers both by the American and St. Helenian samples. 

Seifert (1996) noted that, in Britain, almost 10 per cent of teachers resigned within a 

year, but of these less than 1 per cent took up employment unrelated to education. The 

St. Helenian situation is more serious in that not only is the turnover rate higher, but most 

of those resigning go into totally different fields of work, some of which may deskill the 

individuals concerned. For example, working as cleaners and labourers offshore. 

It is note-worthy that the least committed class teachers were those with not more than 

eight years teaching experience (N = 11, including two supply teachers), or those who 

had been teaching over twenty years (N = 7). This supports the importance of 

appropriate, supportive induction for those near the start of their career, and also 

suggests the possibility of `burnout' in the case of experienced teachers who appear to 

no longer feel confident that they are capable of fulfilling their role. 

The relationship between job satisfaction and commitment to remain in teaching. and 

aspects of class teachers' roles viewed negatively by those wishing to leave. 

The self-reports indicated that virtually all St. Helenian class teachers are satisfied with 
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key aspects of their role, such as those relating to pupils and colleagues, which have 

been less favourably perceived in many other international studies. For example, 

Coladarci (1992) indicated that commitment tended to be higher among teachers having 

relatively small classes and supportive, effective leadership. McLaughlin et al (1986) 

and Rosenholtz (1989) reached similar conclusions. However, St. Helenian class teachers 

revealing little commitment still viewed these facets fairly favourably. It is possible that 

their commitment would have been further reduced were this not the case, but the data 

suggest that it is not such facets that underpin their reluctance to continue teaching. 

Thus, data interpretation relating to specific facets of job satisfaction supports the 

finding that only a weak relationship exists between overall job satisfaction and 

commitment on St Helena. Job satisfaction, thus, does not appear to have more than a 

mediating influence upon the commitment of St. Helenian class teachers. This conclusion 

largely echoes that of Heyns (1988: 29) who found that teacher attrition in the United 

States tended to ` be inversely related to the characteristics of schools alleged to enhance 

teacher satisfaction. ' 

The St. Helenian findings also support Argyris' (1972) claim that a few sources of 

dissatisfaction, if powerful enough, may prompt turnover. It thus appears that enhancing 

aspects of teachers' roles already providing satisfaction may not assist in reducing 

attrition. It is rather the facets that are perceived unfavourably by those expressing a 

wish to cease teaching that should be focused upon. As Heyns (1988) noted school 

reform may not result in reduced attrition. Salary, cited by Chapman and Hutcheson 

(1982) as associated with commitment, was reported not to be viewed much more 

unfavourably by uncommitted class teachers on St Helena than by those expressing 
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willingness to continue teaching. This suggests that merely providing St. Helenian 

teachers with a more attractive remuneration package may do little to increase 

commitment. Having to provide cover was viewed similarly unfavourably by the most 

and least committed, as were public attitudes towards teachers. It, thus, emerged that 

the facets most frequently reported as dissatisfiers failed to discriminate between those 

desiring to cease teaching and those still committed to their work role. Consequently, 

it may be the aspects obtaining largely different responses from each group that are most 

worthy of attention if retention is to be improved. 

Scrutiny of the facets in question suggests that they may represent symptoms, rather than 

determinants, of low commitment. It seems probable that a relatively uncommitted 

individual is more likely to resent professional commitments outside school hours 

than would a more dedicated colleague. Similarly, tiredness and stress may tend to be 

experienced more sharply by a teacher whose heart is not in his/her job than one with a 

well-developed sense of vocation. Effective time management may be particularly 

difficult for individuals who are demotivated and disorganized. However, to extend the 

medical metaphor, if the symptoms are not treated, the condition is unlikely to improve 

and may deteriorate further. It is arguable that if these facets are addressed, job 

satisfaction may increase as a result of greater congruence between expectations and 

efforts (Vroom, 1964) and enhanced need fulfilment (Maslow, 1943). This should 

ultimately have a positive influence upon commitment, except perhaps in the case of 

`terminal cases' totally alienated from their work role. Coladarci (1992: 334) opined 

that promotion of teachers' sense of efficacy tends to increase their commitment. If it 

is desired to reduce attrition and enhance the quality of teacher output, policy makers 

138 



and educational managers on St Helena need to devise strategies to address the 

following key issues: 

  The extent to which teaching is found to be tiring and stressful. 

  The number of professional commitments outside school hours and conflict 
between professional and family responsibilities. 

  The amount of practical support available to teachers within schools. 

  The degree of respect that pupils show to teachers. 

  The amount of time teachers have in which to do justice to their pupils. 

These factors relate to intrinsic and extrinsic facets of class teachers' work role, 

suggesting that both are salient in the context of class teacher commitment on St Helena. 

A tentative model pertaining to job satisfaction and commitment of St. Helenian 

class teachers 

Figure 6 outlines a possible model of influences affecting job satisfaction and 

commitment and their relationship with career decisions, that is drawn from relevant 

theories and interpretation of the locally obtained data. The model is grounded upon 

interrelated, theoretical premises summarized below, which appear largely supported by 

the St. Helenian findings: 

  Individuals' constructions of reality are influenced by innate and socio-culturally 
derived factors. This phenomenological perspective is predicated on the 
contention `that there are no fixed ways for construing the social world around 
us. ' (Greenfield, 1975: 75) Thus, the same work conditions may contribute to job 
satisfaction and commitment of some class teachers, but not of others. 

  Need fulfilment is a key source of human motivation. When an individual 
perceives that his/her needs are failing to be met, it is likely that he/she will 
experience reduced levels of satisfaction and commitment. 

  The work role contains both intrinsic and extrinsic facets, each of which brings 
its own potential rewards. When these rewards are perceived as inadequate 
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either as a result of comparison with those obtainable elsewhere or because they 
fail to match expectations, dissatisfaction is likely to arise. 

  Job- person ̀ fit' may be influential in determining how easily an individual adapts 
to a particular work role, and hence impact upon the levels of commitment and 
satisfaction sustained. Related to this, is the desirability for synergy between 
personal and organizational goals. 

  Class teachers possessing the confidence, knowledge and skills to perform 
effectively are more likely to remain satisfied and committed, provided that they 
perceive congruence between inputs and outputs. 

The model does not take into account causes of attrition beyond the control of the 

individual, such as retirement or dismissal. It suggests that job satisfaction and 

commitment are influenced by 1) genetic and personal demographic factors and 2) 

personal constructs developed in response to the socio-cultural context, both of which 

initially have a bearing upon career choice. These then mediate responses to the work 

role and have a direct bearing upon the extent to which an individual experiences 

commitment and/or job satisfaction; 3) pre-service training, and the professional skills 

and attitudes inculcated during this period; 4) the intrinsic and extrinsic facets of the 

class teachers' work role itself; 5) the individuals' responses to these facets which will 

continue to be mediated by 1,2 and 3; and 6) external factors that are largely divorced 

from the work role itself, but may impact upon how this is perceived. It is postulated 

that 5 and 6 may also have a bearing upon aspects of the work role. For example, those 

having better coping strategies are more likely to be effective teachers and thus obtain 

greater intrinsic rewards for their efforts, while a glut of better paid jobs elsewhere might 

lead to a decision to increase teacher salaries. Similarly, the extent to which an individual 

is experiencing job satisfaction or commitment appears likely to impact upon his/her 

future responses to his/her work role. The St. Helenian results confirm the existence of 
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a positive, but weak, relationship between job satisfaction and commitment. 

Each pod contains a brief indication of some variables postulated to be of relevance. 

These lists are not intended to be exhaustive, but to give those considering the model a 

deeper insight into possible interrelationships between the variables concerned. For 

example, personality factors may influence an individual's initial commitment to 

teaching, but also his/her responses to the pre-service training programme and the way 

in which intrinsic and extrinsic aspects of the work role are perceived. Both the skills and 

attitudes inculcated during initial training and the characteristics of the work role are 

then likely to impact upon the individual's responses to his/her work experiences. These 

responses will either maintain, or alter, his/her degree of commitment and affect the level 

of job satisfaction received. They may also feedback into the intrinsic aspects of the 

work role itself, as a dissatisfied teacher - for instance -may become irritable with pupils 

with the result that the quality of his/her teacher-pupil relationships suffers. 

The proposed model should not be viewed as a path diagram delineating formal causal 

links, instead it is intended to provide a longitudinal map of possible interrelationships 

between relevant variables. Further research is required to investigate relative weights 

of the independent variables and also to establish causality. It would prove interesting 

to test the model's validity in several cultural settings and undertake a comparative study 

of the results, which would enable the model to be refined and used to inform policy 

formulation at both strategic and operational levels. 
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Conclusion 

This chapter has discussed the data obtained on St Helena in relation to that from other 

cultural settings, and both similarities and differences have emerged. These have been 

further explored and possible interpretations provided in the context of extant theories 

relating to job satisfaction and commitment. A model of the influences upon these 

constructs and career decisions was presented, drawing upon the St. Helenian findings 

and the possible interrelationships between key variables that these suggest. 
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CHAPTER 8: IMPLICATIONS FOR FUTURE POLICY AND PRACTICE. 

This chapter makes recommendations regarding ways in which job satisfaction and 

commitment of class teachers on St Helena might be enhanced in order to encourage 

retention, despite the island's financial constraints that limit practical options. Three key 

areas are focused upon, which it is postulated may foster positive feelings within 

teachers toward their work role and hence reduce attrition. Possible difficulties relating 

to implementation of the proposals are discussed, and suggestions made regarding how 

these might be addressed. 

Occupational esteem 

The St Helenian findings indicate that most class teachers feel undervalued and that lack 

of respect from pupils was sharply sensed by teachers possessing little commitment. It 

is arguable that uncommitted teachers do not win pupil respect as they tend to be 

ineffective in the classroom, but it is equally true that insolent, disobedient pupils are 

likely to cause dissatisfaction even to very dedicated pedagogues whose confidence in 

their professional competence may consequently decline (Miller, 1994). Kremer and 

Hofuran (1985) suggested that loss of identity and professional self-esteem predisposes 

teacher burnout. Therefore, it appears desirable to improve public and pupil perceptions 

of teachers and teaching, in order to increase the extrinsic and intrinsic rewards obtained 

by those remaining in the profession and meet their higher order needs. As Halford 

(1992) asserted, morale tends to improve when teachers are aware that they are 

respected. 

Hoyle (1996) defined occupational esteem as: 
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The regard in which an occupation is held arising from the nature of the 
work undertaken and perceptions of members' commitment. 

This definition indicates a dual focus within the concept. Both what is done and the way 

in which practitioners approach their tasks appear of central importance in determining 

the degree of esteem accorded to an occupation. Thus, a negative cycle may be 

established in which teacher performance and commitment suffer as a result of low 

occupational esteem, with the result that the regard in which teaching is held declines 

further and attrition is exacerbated. It is suggested that this is the current situation on St 

Helena. Consequently, more positive public perceptions of teachers and teaching should 

be inculcated, within an environment that enables greater value to be attributed to 

education. If the importance of the nature of teachers' work fails to be appreciated, their 

commitment or performance is unlikely to be recognised. This results in a mismatch 

between inputs and outputs that process theorists contend would be demotivating, thus 

fuelling the self-defeating cycle further. 

It is, therefore, recommended that a key policy aim on St Helena should be to raise the 

public Profile of teachers and their work. It is accepted that ingrained attitudes are 

difficult to modify and therefore enhancement of teachers' occupational esteem is likely 

to be a lengthy and arduous process. Furthermore, subtlety will be required when 

translating policy into practice. ̀ Ear-bashing' the public about the demanding nature of 

teaching and its responsibilities could prove counter-productive, and trying to force 

increased parental involvement might only foster greater resistance. How, then, might 

public awareness of the importance of education and of the role of teachers in delivering 

this be effectively heightened? 
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Although many aspects of the current ̀ market place' trend within educational reform in 

Britain militate against occupational esteem, the emphasis upon proactive marketing 

could do much to influence public perceptions. Those holding negative attitudes cannot 

be expected to modify these in a vacuum, or when only in possession of biased and/or 

incomplete information. A carefully structured ̀drip feed' of material in the local media 

regarding schools' activities and successes could help to arouse interest, especially if 

complemented by more personal approaches such as parental newsletters. Some of the 

latter might get ̀ binned' without a glance, but not all would suffer this fate, particularly 

if attractively designed. ̀Packaging' has cost implications in terms of time and money, 

but also a positive psychological impact that can be argued to offset these. 

Parents who neither attend parents' evenings nor meet teachers in the context of their 

work role, are likely to base their views of teachers and teaching upon three potentially 

negative sources: feedback from pupils; rumour and their own hazy recollections of 

schooling. The wider public tends to be even further distanced from the realities of what 

happens within schools. Therefore, attempts should be made to `reach out' to parents 

and the community as a whole. Recent workshops relating to specific curricular areas 

are a welcome step in this direction, but school climates still tend to be formal and 

traditionalistic on St Helena, while senior management styles remain ̀top down' and 

ultimately dictatorial, although lip service is paid to consultative processes. 

Investigation of St. Helenian secondary school pupils' school perceptions (Essex, 

1994: 88) revealed that negative views appeared associated with: 

a disadvantaged home background; characterised by educationally 
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deprived parents, having semi-skilled and unskilled occupations. 

Such parents form the majority of the population, but are those for whom formal 

education holds least relevance and meaning. They tend to resist increased participation 

(Wedge and Prosser, 1973) and to reject the norms and values promulgated by teachers, 
, 

possibly as a result of their own negative experiences of education. 

As pupils from such backgrounds are likely to share the attitudes of their parents, they 

may underachieve and conflicts with teachers can develop that foster further alienation. 

It is this section of the community that most needs to be targeted if teachers' 

occupational esteem is to increase. It is suggested that in addition to developing a more 

informal and ̀public friendly' climate within the entire educational system, public events 

such as sports days, concerts and fetes should be encouraged as they present contexts 

in which less academically oriented parents may find it easier to relate to teachers and 

appreciate their work. 

Some educational managers and class teachers tend to see such activities as deflecting 

teachers from the ̀ more important' goal of improved pupil attainment, but it is argued 

that these are not incompatible. If teachers' occupational esteem is to be enhanced, what 

they do must be seen as worthwhile and relevant to the perceived needs of all 

stakeholders so that they can identify with and ̀ buy into' what the schools are offering. 

This concept needs to be sold to those responsible for implementing educational policy 

and better understood by local educators. It is recommended that both initial and in- 

service teacher-training courses on St Helena should focus upon the development of 

interpersonal skills, attitude formation and change, the importance of community 
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involvement and strategies for promoting this. 

It is arguable that promoting the role of teachers within the community could create 

further pressures for class teachers, possibly increasing role overload and dissatisfaction. 

However, if the promotion is carried out in a gentle, incremental manner largely linked 

to on-going curricular and extra-curricular activities, it is likely that the rewards received 

as a result of greater public recognition and parental involvement would compensate for 

any additional time and effort invested. Furthermore, teachers should be made fully 

aware of the purpose of the initiative from the outset and closely involved in the planning 

process so that a sense of ownership is developed. Failure to get teachers `on side' could 

impact negatively both on the achievement of the aim and teacher commitment 

(Poppleton et al, 1987). 

In order to raise the professional esteem of teachers, it is also necessary to demonstrate 

that the outputs of education are important. Because of the confined nature of 

St. Helenian society in which family ties are very pronounced, there are instances of 

nepotism and favouritism. It is widely held that ` it is not what you know, but whom you 

know' that is the key to success. Consequently, it is essential that formal qualifications 

are increasingly recognised on the job market and that structured careers guidance - 

which is currently sadly lacking - is provided to make pupils more aware of job 

requirements. Although it is does not appear readily achievable with the current 

pressures being applied by the Department for International Development to reduce 

budgetary aid, it is recommended that greater financial rewards should be given to those 

gaining qualifications at Degree level. This would demonstrate that employers attach 
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value to such attainments. 

Human resource management 

The dissatisfaction expressed by virtually all class teachers on St Helena regarding key 

facets of their work role, together with the extent to which many reported stress, 

tiredness and reluctance to continue teaching, suggests weaknesses in human resource 

management. Critics could attempt to refute this assertion, as most respondents were 

satisfied with the support they receive from senior managers and colleagues, but it is 

submitted that support is only one aspect of effective management. It is, therefore, 

recommended that the Education Department should formulate and implement a 

clearly articulated human resource management (HRM) policy that is endorsed by 

the Education Committee and all key stakeholders. 

Such a policy, as West-Burnham (1990: 67), indicated should be enabling and concerned 

with: 

providing people with the resources, targets and opportunities to 
contribute to the growth of the organization whilst enhancing 
themselves. 

The final words of this statement emphasise that effective HRM does not treat 

employees as inanimate materials used for the benefit of the organization, but focuses 

upon their personal and professional development. This appears vital if job satisfaction 

and commitment are to exist. However, current preoccupations with narrowly 

conceived, objectively verifiable indicators - such as examination results and school 

attendance rates - by which to evaluate the outputs of education tend to ignore the 

importance of teacher outcomes. 
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It is recommended that a key element within the Departmental HRM policy should relate 

to the formulation and implementation of strategies facilitating the development of a 

collaborative culture (Hargreaves, 1994). Drucker (1988) concluded that truly effective 

organizations strive to bring out the best in all their members, and it is contended that 

employee involvement is a precondition for achieving this goal. Levin (1988) indicated 

that non-participative management structures may be depersonalizing and stunt the 

development of initiative and willingness to assume responsibility. As Caldwell and 

Spinks (1992: 75) stated, it is important to provide: 

... all in the school community with an opportunity to influence decisions 
and contribute to day to day activities in the school, according to their 
interest, expertise or stake in the outcome. 

This recognises that disparities in the degree to which individuals seek involvement are 

likely, but emphasises that they should be provided with the chance to attain the level of 

input they desire. It is postulated that at least some of the stress, frustration and role 

conflict articulated by St. Helenian class teachers was influenced by a lack of 

`grassroots' involvement in decision making and the formulation of educational policies. 

Recent pressures for greater transparency and accountability have caused St Helena 

Government to encourage increased stakeholder participation, but within the Education 

Department there has been a tendency to translate this into pseudo-consultation in which 

teachers' views are sought with no intention of these influencing outcomes because the 

`real' decisions have already been taken (sometimes virtually unilaterally) at senior 

management level, or made by the Education Committee. The best result is likely to be 

`contrived collegiality' (Hargreaves, 1994), and the worst, further erosion of class 

teachers' sense of efficacy and self-esteem. As Evans (1983) indicated, if participants 
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believe that their contributions are ignored they tend to lose faith in consultation 

processes. They may withdraw from further involvement or react with hostility and 

resentment. Either reaction is likely to foster dissatisfaction and reduce commitment. 

It is postulated that development of a collaborative culture could decrease the role 

conflict and perceived work overload reported by the least committed St. Helenian class 

teachers. As Hargreaves (1994: 245) indicated, collaboration helps to share the burdens 

of rapid change and increasing work demands, and also promotes ̀ shared and realistic 

expectations about timelines for change and implementation. ' Furthermore, it fosters 

professional learning which may bring concomitant gains in the self-confidence and self- 

esteem of teachers, thus boosting their coping strategies. In such a setting, change tends 

to appear less threatening and there is more likelihood that mandated innovations will 

be better understood and translated into sustainable practices to which teachers are 

committed. 

A key argument against collaboration is that it is usually time consuming. This is 

undeniable, but it is contended that it need not involve greater investment in time than 

does the `contrived collegiality' and co-optation already practised on St Helena. 

Furthermore, if the resultant quality of the decisions reached and their degree of 

acceptance by teachers is enhanced, positive outcomes should outweigh practical 

disadvantages. As Keith and Girling (1990) suggested, participation tends to reduce 

conflict and resistance to change and may save time by enabling decision making and 

problem solving to be addressed concurrently. 
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A further recommendation is that the HRM policy should contain a scheme of service 

providing clearly defined job descriptions for class teachers within each faculty or 

school, which also delineate to whom they are directly responsible; giving an outline of 

internal grievance procedures and a transparent statement of the key expectations that 

the Education Department has of its teachers. Although the latter is addressed within the 

context of staff appraisal, a more `user friendly' version would be likely to be better 

understood. Such documentation is clearly most relevant to new entrants to teaching, 

but would also serve as a useful reference point for the more experienced and provide 

a safeguard against exploitation. As Capel (1989) suggested, role ambiguity may 

contribute to stress and burnout, and the findings indicate that a high proportion of 

St. Helenian class teachers experience work-related stress and feel unable to cope with 

the conflicting pressures facing them. It is probable that hazy conceptions of the 

boundaries of their work role and lack of clarity regarding precisely what is expected of 

them exacerbate this situation. 

Other areas that it is recommended that the scheme of service should touch upon include 

the number of hours of directed time that teachers should work each week in term time; 

the level of practical support to be provided to teachers both within the classroom and 

as clerical `back-up'; teachers' entitlement to `day release' in order to attend in-service 

courses or pursue distance learning, and provision for structured succession planning. 

These issues are currently handled in a highly discretionary and ad hoc manner that is 

essentially reactive. It is argued that this increases the insecurity and anxiety of class 

teachers, undermining commitment and job satisfaction. The St. Helenian findings 

support this thesis as these reveal dissatisfaction with preparation time, lack of support 
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staff, terms and conditions of service and workload. 

It is accepted that the implementation of policy guidelines relating to the suggested 

issues would have budget implications. However, falling school rolls provide an ideal 

opportunity for teachers to be given more favourable work conditions that are relatively 

cost neutral. It is recommended that policy makers should respond to demographics not 

with the aim of identifying substantial cost savings, but with the needs of class teachers 

in mind. Failure to do so is likely to result in greater expenditure in the long term. The 

additional costs involved in `importing' teachers to cover subjects where teacher 

shortages are greatest prove the truth of this assertion. 

Induction of newly trained teachers 

Chapman (1983: 45) concluded: 

Early frustration may act to discourage teachers from pursuing their careers, 
both as it leads to direct job dissatisfaction and as it shapes beginning 
teachers' professional and social patterns that affect retention in more subtle 
ways. One might expect that a positive first teaching experience would be 
positively related to retention. 

As the St. Helenian findings indicate that class teacher turnover is greatest within the first 

five years of teaching while job satisfaction and commitment tend to be low, it appears 

that insufficient attention is being paid to the issues raised in the statement above. It is, 

therefore, recommended that the current policy and procedures relating to the 

induction of newly trained teachers should be reviewed and revised. 

Many neonate teachers face dissonance between their preconceptions of what teaching 

is like and the realities of classroom practice (Esteve, 1989), which Veenman (1984) 
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termed praxis shock. As Abraham (1985) indicated, this promotes contrasting reactions 

in different individuals, including fluctuations in behaviour; evasion and concomitant 

reduction of involvement; increasing anxiety as the teacher attempts to compensate for 

his/her perceived failure, and constructive acceptance. It is argued that whether an 

individual's reaction is positive or negative is likely to be influenced by his/her 

confidence, competence and degree of support, all of which may be boosted by an 

effective mentor. 

Furthermore, successful mentoring may facilitate `soft' learning, involving values, 

attitudes, emotions and experience, which Jones and Hendry (1994: 159) claimed 

supplies ̀a framework for greater organizational and individual learning capability. ' Such 

learning is likely to foster newly trained teachers' personal and professional development 

and also that of mentors. In addition, as the authors indicated, it may assist the process 

of organizational change and goal attainment. 

A mentoring system is in place on St Helena, but Plato (1998) identified a number of 

weaknesses in its operation. Key difficulties relate to: 

" Lack of time in which to perform the role of mentor adequately. This is exacerbated 
by high staff turnover that increases the timetable commitments of both mentor and 
mentee. 

" The fact there are few specialist teachers in certain subjects, so they have no choice 
but to act as mentors to neonate and trainee teachers in their curriculum area. This 
tends to breed resentment and a perception that they are never ̀ free' from the burden 
of supporting someone else. 

" Mentors' lack of confidence and frequent reluctance to assume this additional role. 
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To address these problems, it is recommended that mentors and mentees should have 

considerably reduced timetables (not more than 75% contact time), even if this results 

in staff redeployment and the engagement of supply teachers. As a maximum of eight 

class teachers commence probation each year and their subject areas and sector 

preferences are confirmed before the start of their final year of training, it should be 

possible to build timetables around their requirements. This would provide opportunities 

for mentors and mentees to observe each other's lessons, discuss planning and classroom 

management issues and share some ̀quality' time in which personal and professional 

bonds may be forged. As Osborn et al. (in press) noted, such collaboration is most 

important to those recently embarked upon a teaching career. 

It is also suggested that additional workloads of mentors should be formally rewarded. 

This could be in the form of an extra duty allowance, or bonus, and also linked to the 

incremental credit scheme for progression through Grade Levels 3 to 5. Class teachers 

holding posts of responsibility for a curricular area for a temporary period gain 

additional remuneration and a credit point for the successful completion of their extra 

duties. It is argued that rewarding mentors similarly would not only make teachers more 

willing to fulfil such roles, but also provide an incentive for better performance in order 

to obtain a credit point. The effectiveness of mentors could be continuously assessed by 

Training sector staff, school management and mentees. The additional financial costs 

would not prove prohibitive due to the small number involved, and could be met from 

savings in the personal emolument budget resulting from natural wastage accompanied 

by falling pupil rolls. 
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It is also important that all mentors develop confidence in this role and are encouraged 

to reflect critically upon their own practice. Maynard and Furlong (1993) opined that 

teachers' analyses of classroom processes tend to be superficial and aimed at maintaining 

a safe status quo rather than striving for quality improvement, while Haggarty (1995) 

claimed that some teachers are reluctant to pass on craft knowledge. Plato (1998) found 

that particularly effective St. Helenian trainee teachers tended to arouse professional 

jealousy on the part of some mentors. It is argued that providing structured training for 

mentors might help to reduce such problems as a deeper understanding of the symbiotic 

role of mentor and mentee would be developed. 

Mentor training is also desirable as competent teachers may not be successful teacher 

educators (Taylor, 1994). Communicating subject knowledge to young people requires 

different skills to those involved in analysing one's own practices and articulating craft 

knowledge in order that these become accessible to others (Furlong et al., 1988). 

Therefore, to be effective, mentors may need to develop new skills and approaches. 

Newly trained teachers require more than pastoral care - they need to be `stretched' in 

a supportive and non judgmental climate in which they are exposed to good practice. 

Undertaking training is unlikely to be viewed favourably by all mentors, and is largely 

unrealistic in the current situation because of time constraints and lack of incentives. 

However, if the recommendations made earlier in this chapter are implemented, it might 

meet with less resistance. Such training should take place both `on the job' and on a day 

release basis so that it does not arouse resentment because it impinges on teachers' 

`personal' time. Mentors are less likely to find their role stressful and dissatisfying if they 
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are thoroughly prepared for it. Consequently, they should ultimately realise the benefits 

of training. 

Conclusion 

This chapter has outlined three areas in which change appears both feasible and desirable 

if class teacher turnover is to reduce on St Helena. As Broadfoot et aL(1988: 284) 

contended: 

Any attempt to understand teachers' professional motivation must address 
the interaction between the influence of the teaching situation itself... and 
those nationally specific influences involving traditions and ideology which 
are mediated by the day to day manipulations of policy makers and 
administrators. 

Therefore, it appears that merely improving discrete facets of class teachers' roles at 

school level is unlikely to stem attrition unless this is accompanied by fundamental 

reforms at the strategic level. Consequently, modest recommendations were made 

regarding both policy and operational issues which should prove beneficial and 

sustainable in the St Helenian context. 
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CHAPTER 9: CONCLUDING OBSERVATIONS 

The strengths and limitations of the current investigation are briefly considered, before 

recommendations are made for further research that could have a bearing upon the 

reduction of class teacher attrition on St Helena. Finally, the key conclusions reached are 

summarized. 

Strengths and limitations of the research. 

A major strength of the investigation is that it involved the entire population of class 

teachers on St Helena, thus overcoming problems associated with sampling error. 

However, the small sample size prevented the data being amenable to all statistical 

procedures normally required to establish the generalisability of findings. Positivists 

might claim that this reduces the reliability of the conclusions. However, it is argued that 

this limitation is offset by the degree of ecological validity preserved by constructing the 

central research instrument from `grassroots' and using triangulation to check data 

trustworthiness. The latter also helps to address criticisms that the research was mainly 

conducted by a single ̀ insider' investigator, and could lack `systematic rigour and an 

important degree of detachment' (Crossley and Vulliamy, 1997: 3). 

It is contended that the combination of both qualitative and quantitative methods of 

enquiry strengthened the investigation, as data from the former were used to inform the 

construction of the central research instrument and also ̀ deepen' the findings received 

from this. As Crossley and Vulliamy (1997: 14) indicated, qualitative approaches are 

valuable when investigating: 

the chalk face realities of teaching... supplementing quantitative 
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research ... 
by acting as a preliminary to the design of large-scale 

surveys and by interpreting the patterns found in correlational research. 

Positivistic purists might challenge the universal repeatability of the investigation, 

claiming that this was undermined by combination of research methods drawn from 

different paradigms. However, as Sherrard (1997: 162) stated, ̀ social perceptions are 

cognitive inferences' that cannot be made universally repeatable without `threatening 

their validity. ' Furthermore, Bassey (1990) noted that some research findings that meet 

the criteria of repeatability prove unrelatable to the realities of different cultural settings, 

with the result that generalisations drawn from them cease to be meaningful or useful. 

A more serious limitation is that the full range of personal demographic details likely to 

impinge upon job satisfaction and commitment could not be investigated as a result of 

preserving respondent anonymity. Thus, variables such as age, gender, marital status 

and family circumstances were not considered. However, unwillingness of most 

respondents to reveal their names indicated that many might have refused to participate, 

or would have possibly yielded incomplete or contaminated data had their responses 

been identifiable. On balance, it appears preferable to obtain reliable data regarding a few 

variables than wider ranging dubious responses, or an even more restricted subject pool. 

As no previous local research in the relevant areas had been undertaken, there are no 

directly comparable findings with which to match the results. Therefore, where 

discrepancies exist between the conclusions and those derived in other cultural settings, 

it is difficult to establish conclusively whether these result from differences in cultural 

context and are likely to be replicated in future similar investigations, or might reflect 
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defects in the research design or validity of data obtained. 

The fact that the item-pool was locally generated and that the central research instrument 

allowed respondents to contribute their views, both in response to scale items and 

open-ended questions, enabled the researcher to gather valuable information regarding 

facets of their work role found to be satisfying and dissatisfying by St Helenian class 

teachers. It is arguable that involvement in the investigation is likely to have conveyed 

to teachers that their views are desired and valued. As Molander and Winterton (1994) 

indicated, conducting a survey of employee attitudes may act as a safety valve and boost 

morale. Therefore, it is contended that a strength of the research exercise is that it 

provided proof that senior educational managers are interested in class teachers and 

recognise that they have diverse needs and perceptions. This is particularly important in 

a political climate of arbitrary decisions and little meaningful consultation. However, if 

nothing is done to address the issues emerging from the data, expectations will be 

dashed and further cynicism fanned. 

A limitation of the research is that some additional statistical analyses and further 

investigation that might have thrown greater light on certain of the findings could not 

be undertaken due to time constraints and the word limit imposed upon Doctor of 

Education dissertations which necessitates their focus being narrower than that of a 

thesis. Although such work can be carried out at a future date, the passing of time will 

render it increasingly inappropriate to re-scrutinise data obtained during this 

investigation in the light of new evidence. Instead it may prove necessary to collect 

totally fresh data. However, the fact that the individual undertaking that research will 
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have a purpose-made instrument possessing acceptable reliability and validity in the St 

Helenian setting can be cited as a strength. 

Recommendations for further research 

Some suggestions for further analysis of the current data and for additional 

investigations have been made in earlier chapters. However, if policy makers are to fully 

understand the processes influencing class teacher attrition on St Helena and the context 

in which these occur, it is recommended that research should also be carried out in the 

following areas: 

" The aetiology and implications of work-related stress. Given the high proportion 

of St Helenian class teachers reporting undesirable stress levels, it is apparent that 

attempts to identify their root causes are required. Currently, there is little local data 

pertaining to the effects of stress on performance; the boundary between stress and 

distress and how the latter is manifested, or the extent of class teachers' coping 

mechanisms. Without such information, well-intentioned strategies to reduce attrition 

could prove counter-productive by exacerbating existing stressors or providing new 

ones. 

" The actual, perceived and desired levels of autonomy and participation in 

educational decision-making of class teachers. The current investigation only 

touched upon these issues obliquely. It is argued that more detailed information is 

required in order to facilitate creation of an effective, collaborative culture. Changes 

in work style and conditions must be sensitive to the needs and desires of those 

involved if these are to prove successful and sustainable, if not the result may be 
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`fractured and fragmented identities' (Menter et al., 1997: 115). Consequently, 

considerable data are necessary upon which to base informed decisions. 

" Differences in the perception of class teachers working in different schools and 

faculties regarding their role and school. Although exploring this is likely to 

encounter difficulty because of respondents' desire for anonymity, it appears that 

greater knowledge is required regarding the largely context specific operational and 

process variables that may influence career decisions. The current investigation did not 

provide enough ̀micro-level' information for policy makers and managers to fine-tune 

proposals to meet the distinctive needs of particular schools or faculties. 

" The relationship between work centrality, job satisfaction and commitment. The 

current investigation focused upon discrete facets of class teachers' work role, but did 

not consider deeply the degree of importance they attach to teaching in the context 

of their other life roles. As Poppleton (1989) and Garrett (1999) indicated, work 

centrality is likely to be an important mediating variable influencing how teachers 

respond to their job. Thus, it is argued that it is important to ascertain what level of 

priority class teachers assign to their work if their career decisions are to be 

understood and appropriate changes made to their work situation. 

" Public views regarding the value and relevance of teachers and teaching. 

Although there is considerable evidence regarding how class teachers perceive their 

role to be viewed by the public, to date this is one-sided. Therefore, it is advisable for 

policy-makers to obtain first-hand articulations from an extensive cross-section of the 
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public, both to provide a reality check relating to the teachers' perceptions and to gain 

insight into the thoughts and feelings of St Helenian society relating to education. 

Such studies would serve to complement the current findings, and provide policy-makers 

and educational managers with a substantial bank of data to inform decisions regarding 

how the extent of class teacher attrition may be most appropriately reduced. 

Final conclusions 

The current investigation established that although most class teachers on St Helena are 

moderately satisfied with their jobs and committed to these, all find some facets of their 

work role dissatisfying and a significant proportion do not wish to remain in teaching. 

In general, intrinsic facets of the work role were cited as satisfiers, while extrinsic facets 

appeared as dissatisfiers. However, the findings did not support Herzberg's (1959) 

contention that these are mutually exclusive. Instead it was concluded that any given 

facet could be either a source of satisfaction or dissatisfaction. This is in keeping with 

the contentions of Quarstein et al. (1992) which Oshagbemi (1997) supported, but the 

local results also indicated the possible impact of personal factors upon how an 

individual perceives his/her work role and the career decisions that follow from this. 

It was found that job satisfaction and commitment are significantly associated on St 

Helena, as these constructs share a weak, positive relationship. This suggests that 

commitment may increase if job satisfaction does so, and in particular if outstanding 

dissatisfiers are removed. The results revealed that it tended to be relatively 

inexperienced teachers and those who have been teaching over twenty years who 
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reported least commitment. This indicates points in their career paths at which local class 

teachers may be particularly vulnerable and at risk of attrition. 

The facets found to discriminate between the committed and uncommitted indicated that 

the latter experience considerable work-related stress and tiredness and feel they lack the 

time and practical support to do justice to their roles. They also reported conflict 

between professional and family responsibilities and lack of pupil respect. Thus, some 

of both the lower and higher order needs of these individuals remain unmet. Such results 

do not support the contention of Maslow (1943) regarding the hierarchical structure of 

human needs, as in some instances respondents reported more satisfaction regarding 

higher order needs than those of a lower order. However, need fulfilment emerged as 

a potentially important influence upon class teacher retention. 

Significant differences existed between the responses of class teachers within different 

school sectors and also those having disparate lengths of teaching experience. These 

appeared to be influenced by contextual and personal demographic factors. The 

contrasts between the perceptions of those working in distinct sectors tended to support 

the premises of vocational choice theory (Holland, 1973) and the related concept of 

`job-person fit'. Furthermore, the findings demonstrated the inadvisability of treating 

teachers as a homogeneous body requiring ̀ blanket' measures to address their problems. 

Analysis of the data yielded enabled a tentative model to be formulated that suggests key 

influences upon the job satisfaction and commitment of St Helenian class teachers. 

Scrutiny of this reveals that these do not differ greatly from those postulated in other 
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cultural settings. Similarities between the challenges and constraints facing local class 

teachers and those both in the developed world and other developing world states also 

surfaced strongly. However, it is argued that such findings should not be used as 

justifications for importing policies and strategies tried and tested elsewhere. While it 

may be true, for example, that public support for teachers tends to be lacking in the 

United States and St Helena, the reasons for this may be very different. Although factors 

relating to local levels of socio-economic development and cultural attitudes were not 

specifically explored in the current investigation, these emerged as potentially important. 

Oshagbemi (1999: 400) claimed that multiple item job satisfaction measures generate 

information that can: 

provide managers with data with which to initiate action aimed at 
improving the overall job satisfaction of their workers (and) inform 
managers on aspects of their operations which workers enjoy and which 
should be sustained... 

The current investigation revealed that job satisfaction and commitment are multi- 

faceted, complex constructs, but also established precisely which facets of their work 

role were found most satisfying or dissatisfying by class teachers on St Helena. Such 

knowledge should provide educational managers with an enhanced understanding of 

`where to tap' (Claxton, 1989) in order to attempt to improve retention, boost morale 

and have a happier staff. 

However, as Rist (1994: 548) indicated, the prerequisites for successful policy 

formulation include ̀ understanding of the policy issue at hand' and clear definition of the 

problem for which a response has to be developed, while Cheng (1997: 76) opined: 
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... solutions must often vary and problem identification should not stop 
at the discovery of discrepancies. It is essential to understand the 
processes by which such discrepancies are formed and the contexts or 
environments in which such processes take place. 

It is contended that only when all the suggested research initiatives have been completed 

will policy-makers have sufficient information upon which to make far-reaching ' 

decisions regarding the policy tools and implementation strategies most likely to reduce 

class teacher attrition. The current study can act as a starting point for modest action, 

but should be viewed as only one strand in a much larger study of St. Helenian class 

teachers' work situation and the variables possibly impinging upon their career decisions. 
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APPENDIX ONE 

TEACHER TRAINEES' DEFINITIONS OF `SATISFACTION' 

" Feeling pleased about an outcome 

" Being contented or happy when you have finished a task 

"A feeling of contentment because of personal/professional achievements 

"A sense of achievement and enjoyment; feeling motivated 

" Pleasurable, meaningful, rewarding feelings 

" Feeling good about what you did/received 

" Feeling pleased with something or someone; feeling good about something 
you have said or done 

" Being pleased with something 

" Feeling pleased with what has been done; feeling happy with work. 

I 
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APPENDIX TWO. 

The physical and economic context 

St. Helena is one of the world's most difficult destinations to reach. It has no airfield and 

no modern docking facilities. Although an airfield is located on Ascension Island, 700 

miles North, this military installation cannot be exploited commercially. Consequently, 

the Island is largely dependent upon a cargo-passenger vessel - the R. M. S. St Helena- 

which sails from Britain every three months, and from South Africa ten times per year. 

Telecommunications are also limited, as although international direct dialling is available, 

St Helena is virtually inaccessible via the Internet. 

Approximately one fifth of the Island's total population is in offshore employment, on 

Ascension Island or in the Falklands. Local unemployment approaches 20% - an increase 

of some 15% during the last decade. Any contraction in overseas labour markets would 

spell financial ruin, but social problems, including child neglect and marital breakdown, 

have increased as roughly one in three persons of working age is away from home. 

Falling birthrates are possibly attributable to the number of sexually active St. Helenians 

working offshore in unaccompanied capacities, or in jobs that do not provide 

accommodation for children. 

St. Helena receives British budgetary aid annually (£3.68m in 1995/6), although some 

two-thirds of the Island's recurrent budget funding is generated locally. There is a small 

Development Aid budget of approximately Limper annum, and a further Lim required 

annually to subsidise the operation of the R. M. S. St. Helena. Technical cooperation 

support is also necessary within this small and fragile economy, Thus, total annual 
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British Aid amounts to between eight and nine million pounds. This figure represents a 

significant reduction in real terms. A decline of some twenty per cent occurred between 

1992/3 and 1994/5. Domestic inflation during the same period averaged almost six per 

cent. The reduction in aid has contributed to a considerable contraction in the local 

economy and a concomitant decline in living standards. 

Attempts to identify other sources of overseas aid have proved largely unsuccessful. As 

a Dependent Territory, St. Helena cannot tap into a number of funds available to assist 

Commonwealth or independent countries. It also falls outside the parameters of most 

donor agencies which only target the `poorest of the poor. ' Furthermore, it cannot 

benefit from the majority of the European Community structural funds as it is not a 

member state. With the exceptions of the European Development Fund and United 

Nations Development Programme, St. Helena appears ineligible for overseas aid. 

St. Helena's financial dependence largely results from its physical isolation (Map 1) and 

paucity of natural resources. The Island's people are arguably its most valuable 

resources, as remittances from overseas workers form the single largest contribution to 

the Gross National Product (GNP). Britain's recent political climate and attendant drive 

to reduce public expenditure has placed constraints on the bilateral aid budget with the 

result that St. Helena is under considerable pressure to encourage private enterprise and 

cut public expenditure. Due to historic factors, including the encouragement of 

successive British Governments, there is a disproportionate number of the local work 

force in the public sector - currently approximately seventy per cent. However, private 

sector development is seriously hampered by the lack of a commercial bank, the tiny, 
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quickly saturated local market and the fact that St. Helena lacks a competitive edge in 

world markets. Potential exports, such as local handicrafts and wool, can be obtained 

more cheaply and easily from other sources. Small quantities of fish are exported 

regularly, and some revenue is derived from the sale of fishing licences to foreign 

vessels. Agriculture is an important industry, but production cannot meet local demand 

for milk, meat, vegetables and fruit. Small amounts of coffee and honey are successfully 

exported. However, the majority of the Island's needs are imported, and a massive 

annual trade deficit exists. 

The Socio-political scene 

St. Helena has an elected, Legislative Council comprising twelve members, five of whom 

are nominated by their colleagues to form an Executive Council which theoretically has 

considerable policy making powers and advises the Governor -a Foreign and 

Commonwealth Office diplomat - on most matters pertaining to the government of the 

Island. Certain areas, such as shipping and internal security, fall within the special 

responsibilities of the Governor. In practice, St. Helena's financial dependence upon 

Britain and the strict conditions imposed upon the continuance of aid, severely constrain 

the role of Councillors as decision makers. Furthermore, if Councillors do not endorse 

legislation which Britain wishes passed, the Secretary of State may order the Governor 

to overrule Legislative Council, as happened in 1985, when Councillors unanimously 

refused to pass enabling legislation relating to the removal of St. Helenians' British 

citizenship. 

Understandably, public perceptions tend to be that elected representatives have little 
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power to determine the future of their Island, but are mere figureheads (or scapegoats) 

used to `rubber stamp' externally imposed decisions. Thus, there is little faith in the 

democratic process, which was evident during the 1997 General Election as less than 

one third of the electorate voted in some constituencies. Frustration, disillusion and 

even despair flourish within a community which feels that its needs and wishes may be 

ignored if these fail to coincide with those of the British paymasters. Social distress and 

unrest inevitably follow. 

Two key issues involve the loss of British citizenship which virtually precludes St. 

Helenians from working in Britain except on limited, short term training or work 

experience placements, and the local public sector reform initiative which resulted in job 

shedding, and an increase in temporary rather than permanent employment. The aim of 

the reform is to ensure that St. Helena Government only does what it needs to do and 

obtains efficiency and value for money in these remaining activities. However, although 

St. Helena Government is endeavouring to create an enabling environment for private 

sector expansion, this is failing to keep pace with the impact of reform. For example, all 

sixteen to eighteen year olds who did not enter post-compulsory education were, until 

1997, guaranteed employment under a youth training scheme. With the cessation of this 

arrangement, there are a number of young persons who achieved reasonable success at 

GCSE now relying on social security payments. 
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APPENDIX THREE 

The structural context 

Prior to massive local reorganisation of education in the last decade, which was funded 

by British Development Aid in excess of £5 million, the educational system comprised 

seven primary schools, three secondary modern schools and one grammar school. No 

external examinations were available within the secondary modern schools, but a local 

school leaving test was given in all subjects. This was similar to the English Certificate 

of Secondary Education, although more limited in scope and less rigorous in 

administration. Internationally recognised external qualifications could be gained at the 

grammar school, but a choice of five subjects at GCE `0' Level only came on offer in 

the mid 1970's, with the first GCE `A' Level course being introduced in 1979. As the 

small capacity of the grammar school only permitted an annual intake of less than twenty 

per cent of each cohort, some pupils passing the entrance examinations at 11+ were 

inevitably precluded from following external examination courses, although top 

performers in the school leaving examinations could transfer to fill any vacant places in 

the Fifth and Sixth Forms. 

The serious lack of equity became increasingly apparent as the range of GCE courses 

and associated resources available at the grammar school developed further and entrants' 

results improved, while standards within the other secondary schools did not follow a 

similar trend. These had no Science facilities, lacked adequate library resources and 

tended to have few highly qualified teachers as they were posted to the grammar school. 

Those attending secondary modern schools became increasingly disadvantaged because, 

as more grammar school pupils achieved good GCE passes, employers started to give 
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weight to applicants' academic qualifications. Consequently, it became the strongly held 

view of local educationalists and politicians that selection should be abolished, to enable 

ALL pupils to enjoy equal access to similar educational opportunities. The drive for 

equitable, inclusive education extended to those having severe learning difficulties and/or 

physical disabilities, who had previously been excluded from mainstream schooling. 

Considerable pressure was applied to obtain Development Aid funding for the 

construction of a purpose-built comprehensive school, and British educational advisers 

were asked to recommend the most beneficial and cost-effective approaches to 

restructuring the local educational system. 

The conclusions reached favoured a three-tier structure, with former primary schools 

serving as First Schools and the secondary modem schools being converted into Middle 

Schools, following the addition of Science laboratories and considerable upgrading of 

resources. Three rural primary schools subsequently closed as their pupil numbers 

dropped to educationally undesirable levels. 
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APPENDIX FOUR 

Teacher Training 

Local initial teacher training is for a period of two years, except in the case of graduate 

entrants or those holding high level qualifications within a specialist subject area. Such 

persons are expected to satisfactorily complete a one year course in teaching 

methodology and classroom management. Entry requirements for initial teacher training 

are normally a minimum of four GCSE grades at C, or better, although mature 

applicants who possess lower academic qualifications are considered provided that they 

pass an entrance test and undertake GCSE studies during their training period. Initial 

training involves: 

  professional studies in Theory of Education and allied areas; 
  subject methodology applicable to the trainees' chosen age range and subject 

specialisms; 
  school practicums, involving a serial and a block practice within each year of 

training. 

Trainees' performance is subject to continuous assessment and, in addition, examinations 

are set at the end of each academic year to assess their knowledge and understanding of 

the modules studied. Those meeting the necessary standards are recommended to begin 

a two-year probationary period, as newly trained teachers, on completion of their 

training period. 

In-service teacher training (INSET) is mainly delivered by means of courses offered at 

the Teacher Education Centre. These are based largely upon training needs identified by 

the teachers themselves, but also target areas of professional development considered 

essential by the senior management of the Education Department. Some courses are 
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offered on a day release basis, while others run after school hours or during vacation 

periods. In addition, some school-based staff development is also carried out. The 

majority of courses are optional, although certain training, such as that in administering 

and marking standardized tests, is compulsory for those teachers directly involved. 

Opportunities for overseas training are available for up to six teachers each year. The 

duration and type of training vary from short school attachments to degree courses. 
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, PPENDIX FIVE 
ORGANOGRAM SHOWING ORGANISATIONAL STRUCTURE OF ESTABLISHED PROFESSIONAL STAFF. I 
1999 

CHIEF EDUCATION OFFICER 

Level 9 

Head Teacher Education Officer 
(Secondary) (Midcle) 

Level 8 

12 Deputies 3 Head Teachers 

Level 7 
5 Faculty Heads 3 Deputy Heads 
Head ofLeammg Support 
2 Pastoral Heads 
Head of Post Schooling 

Education Officer Education Officer 
(First) (Training, SEN & 

Resources) 

7 Head Teachers Asst. EO Asst. EO 
(Training) (SEID) 

4 Deputy Heads Head of 
Learning Support 

(mazy) 

Level 6 

Class Teachers. Class Teachers 

Levels 2 -5 

Class Teachers 3 Teachers 

8 Teacher 
Trainees 
(Level 2) 

I 
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APPENDIX SIX. 

Name: ----------------------------------------- Sector------------------------------ 

Length of teaching experience --------------------------------- 

------------------------------------------------------------------------------------------------------ 
1. Looking back on your time as a classroom teacher, did you find it a satisfying or 
dissatisfying experience? 

2. What aspects of your teaching role did you find most satisfying? (Please try to list at least 
three points, starting with the aspect which you found gave you the most satisfaction). 

3. What aspects of your teaching role did you find least satisfying? (Please try to list at least 
three points, starting with the aspect which caused you most dissatisfaction). 

4. In an ideal world with unlimited resources, what are the key improvements which you feel 
could be made to increase classroom teachers' job satisfaction on St. Helena? 
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5. What was your main reason for giving up your role as a teacher? 

6. Under what circumstances might you consider coming back into the teaching profession? 

192 



APPENDIX SEVEN. 

Jamestown 
St. Helena Island. 

26.9.1997. 

Dear 

I hope that all is well with you, and that you are enjoying life. I am very pleased to be 
home again, but am working hard to improve/develop the teacher training available here. 
It is in this connection that I am writing to ask for your kind assistance in completing and 
returning the attached questionnaire. 

As you will be aware, the rapid turn-over of teaching staff is one of the most worrying 
problems that the Education Department is facing. I am carrying out research to try to 
determine what key factors appear responsible for the difficulty regarding retaining 
teachers. My investigations will contribute to my Doctoral studies, but - more 
importantly - enable me to make recommendations which might help to alleviate the 
problem. Most of my research will involve the perceptions of current classroom 
teachers, but in order for me to draw up suitable survey instruments I need to have some 
background information from those who have already left teaching. This is why I am 
seeking your help and co-operation. 

All answers will be kept strictly confidential, and will only be used to provide an item 
pool from which to draw points to be covered in a survey of the views of existing 
teachers. If you do not wish to fill in your name and length of teaching experience, those 
details can be omitted. Similarly, you can miss out any questionnaire items which you 
feel you would prefer not to answer. It is, however, important to indicate in which sector 
you were working, and to answer as many questions as you feel you can. Your 
responses will be of invaluable help to me and, hopefully, to the future of the teaching 
profession on St. Helena. 

Please return your questionnaire by mid January, as I need to able to work on 
constructing the survey instruments over the Christmas holiday period and want to 
complete this stage of the research by the end of January. 

With grateful thanks for your assistance in this matter, 
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APPENDIX EIGHT. 
NAME .............................................. SCHOOL SECTOR................................. 

NUMBER OF YEARS TEACHING EXPERIENCE (including training) .................... 
SCALE 1. 
GIVE YOUR RESPONSE TO EACH OF THE FOLLOWING ITEMS BY PLACING A TICK IN THE APPROPRIATE 
coLUMN, PLEASE 

Strongly Strongly 

Agree Agree Disagree Disagree 

1. I am satisfied with the availability of suitable resources for teaching 

2. Conflict between professional and family responsibilities is a source 
of dissatisfaction to me 

3. I am content with the way my school is managed 

4. My school's internal communications need to be improved 

5. I am displeased with the level of support given by colleagues 

6. I am not happy with standards of pupil discipline 

7. I am pleased with the effective team work within the school 

8. I am satisfied that I have good relationships with my pupils 

9. The recognition that teachers receive for their work is satisfying 

10. I am not pleased with the level of support I receive from 
pupils' parents 

11. My pupils' level of commitment to their studies is not what 
I would wish 

12. I am satisfied with my pupils' enjoyment of their lessons 

13. I am dissatisfied by the general behaviour of pupils I teach 

14.1 am satisfied with the opportunities I have to use my 
subject strengths 

15. I do not experience a sense of achievement when pupils succeed 

16. I would give up teaching if I had the opportunity to do so 

17. I feel fulfilled when pupils extend their knowledge and skills 

18. I regret becoming a teacher 

19. I am happy with the size of my class(es) 

20. It is personally satisfying when I pass my skills on to pupils 

21. Local public support for education falls short of what I would wish 

22.1 am satisfied that my teacher-parent relationships are good 
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23. I am content that my pupils and I communicate effectively 
with each other 

24. The level of support given to teachers by Education Department senior 
staff is not satisfying 

25. I am dissatisfied by having to teach pupils of mixed ability 

26. There is adequate time available for all aspects of the curriculum 

27. Teachers' terms and conditions of service are not what I would wish 

28. I am satisfied with the opportunities provided for professional training 

29. I am displeased with the workload I have to carry 

30. I do not consider that the school has sufficient support staff 

31. I hope to remain in teaching for the rest of my working life 

32. I am satisfied that I have adequate preparation time during the 

school day 

33. I am not happy with the quantity of recent changes introduced 

within education 

34. I am satisfied with the level of teachers' salaries 

35. Having to provide cover for other classes is a source of 
dissatisfaction to me 

36. I am dissatisfied by the amount of stress teaching gives me 

37. I would like to receive more respect from my pupils 

38. Teaching is normally not exhausting 

39. I am satisfied with the attitudes of the general public towards 
teachers 

40. I gain satisfaction from getting involved in productions and other 
school events 

41. The number of professional commitments outside school hours 
dissatisfies me 

42. I find the act of teaching satisfying 

43. I am displeased that some curricular areas seem regarded as less 
important than others 

44. I get satisfaction from knowing that I have time to do justice 
to my pupils 

45. I find it satisfying teaching pupils with learning difficulties 

46. My teaching role leaves insufficient time to spend with my family 

47. I am dissatisfied with the quality of learning experiences provided 
in my school 

48. The degree of appreciation I am shown by my pupils is pleasing 

49. I would recommend teaching as a career 

50. If I could re-live my life, I would not choose to be a teacher. 
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APPENDIX NINE. 
SCALE 2 

PLEASE INDICATE YOUR LEVEL OF SATISFACTION REGARDING EACH OF 
THE FOLLOWING ITEMS BY PLACING A TICK IN THE APPROPRIATE COLUMN. 

Very Neither Satisfying Very 
Satisfying Satisfying nor Dissatisfying Dissastisfying Dissatisfying 

1. The availability of suitable resources for teaching 

2. The extent to which I can fulfil both professional 
and family responsibilities 

3. The management of my school 

4. The internal communications within my school 

5. The level of support given by colleagues 

6. Standards of pupil discipline in my school 

7. The extent of effective teamwork in my school 

8. My relationships with my pupils 

9. The amount of recognition that teachers receive 
for their work 

10. The level of support I receive from my 
pupils' parents 

11. My pupils' level of commitment to their studies 

12. My pupils' enjoyment of their lessons 

13. The general behaviour of my pupils 

14. My pupils achieving success in their studies/school 
activities 

15. The opportunities I have to use my subject strengths 

16. The ability to extend the knowledge and skills of 
my pupils 

17. The size of the class(es) I teach 

18. Passing my skills on to pupils 

19. The level of local public support for education 

20. My teacher-parent relationships 
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21. The communication which exists between my 
pupils and myself 

22. The level of support given teachers by Education 
Department senior staff 

23. Undertaking mixed ability teaching 

24. The amount of time available for all aspects of 
the curriculum 

25. Teachers' terms and conditions of service 

26. The opportunities provided for professional training 

27. The workload I am expected to carry 

28. The number of support staff at my school 

29. The amount of preparation time I have during the 
school day 

30. The quantity of recent changes introduced within 
education 

31. The level of teachers' salaries 

32. Having to provide cover for other classes 

33. The degree to which I find teaching stressful 

34. The amount of respect shown to me by pupils 

35. The extent to which I find teaching tiring 

36. Attitudes of the general public towards teachers 

37. Getting personally involved in productions and other 
school events 

38. The number of professional commitments outside 
school hours 

39. The act of teaching 

40. Some curricular areas seeming to be regarded as less 
important than others 

41. The amount of time I have in which to do justice to my pupils 

42. Teaching pupils with learning difficulties 

43. The amount of time my teaching role leaves me to spend 
with my family 

44. The quality of learning experiences provided for pupils at 
my school 
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45. The degree of appreciation that I am shown by my pupils 

46. Teaching as a long term career 

47. My personal feelings about being a teacher 

48. The thought of remaining in teaching for the rest of my 
working life. 

PLEASE CIRCLE THE SCALE WHICH YOU CONSIDER WAS THE MOST SUITABLE: SCALE 1 
SCALE 2. 

DO YOU CONSIDER THAT THE NEUTRAL RESPONSE POINT -Neither Satisfying nor Dissatisfying 

- IS NEEDED IN SCALE 2? 
PLEASE CIRCLE YES or NO 

DO YOU CONSIDER A NEUTRAL RESPONSE POINT SHOULD BE INCLUDED IN SCALE I? 
PLEASE CIRCLE YES or NO 

THANK YOU VERY MUCH FOR COMPLETING THE PILOT SURVEY. 
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APPENDIX TEN. 

Jamestown. 

10 June, 1998. 

Dear 

As you are probably aware, I am conducting research into the job satisfaction of class 
teachers. The main reason for doing so is that the information I receive will hopefully help 
the decision makers become more aware of the reasons why so many teachers are leaving 
the profession, and what steps might help to reverse this trend. The investigation is also 
forming the basis of my Doctoral dissertation. 

Before a scale measure is administered to the real research subjects, who will be teachers 
in Levels 3 -5, it has to be piloted. I would, therefore, be most grateful if you would kindly 
assist in this process by completing the enclosed drafts and returning them to me by not 
later than 30 June. If you do not wish to fill it in, or feel that you will not have time, 
please return it to me immediately so that I can send it to someone else, as a minimum of 
20 persons need to participate in the piloting process. 

If you are prepared to assist, please give your immediate response to each item, and work 
through the scales as quickly as possible. However, do not omit any items. If you find any 
of the items difficult to answer, or to interpret, please note this on the paper. Similarly, if 
there are items which you think are inappropriate or require re-wording, please state this. 
The whole purpose of piloting is to choose and refine the better scale, so feel free to be 
as critical as possible regarding all aspects of the scales. 

Please do not show the scales to, or discuss their contents with, any teachers in Levels 3 
to 5, as this would prepare them for the final version and, thus, undermine the whole 
investigation. The scales should be kept strictly confidential. Similarly, I will treat all 
responses as confidential. 

With very many thanks for your kind co-operation which should do much to help the 
Education Department and myself. 

Corinda Essex 
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APPENDIX ELEVEN 

Analysis and interpretation of pilot data 

Twenty-six members of the pilot sample returned responses to both scales. However, 

only twenty-one yielded complete data. Of these, one gave neutral responses to the 

majority of items as she felt her experience was too limited to answer more precisely. 

This respondent's data were discarded as atypical. Fifteen respondents stated that 

they found Scale 2 preferable to Scale 1, while nine favoured the latter. Two 

respondents were undecided. The majority of the sample indicated that a neutral 

scale-point was desirable in both scales, as only nine persons concluded that no 

neutral scale-point was required in Scale 1, and five expressed a similar opinion with 

respect to Scale 2. Those favouring Scale 2 were approached to ascertain whether 

they would have viewed Scale 1 more approvingly had it contained a neutral scale- 

point. Most respondents reported that this might have affected their choice as they 

considered it `useful for grey areas', but that their preference for Scale 2 mainly 

related to the wording of the items and response categories which seemed 

unambiguous and more stimulating than the commoner ̀ agree/disagree' categories. It 

was the majority view, however, that the latter were more appropriate for certain 

items, such as conflict between personal and professional responsibilities and terms 

and conditions of service. Those favouring Scale 1 stated that their choice would 

remain unaltered were a neutral point included. 

With regard to the content of the final instrument, the pilot sample's consensus view 

was that most items should be drawn from Scale 2, with some included from Scale 1. 

Consequently, it was decided to have a five point scale for all items, but to sub-divide 
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these into two blocks each having different response categories. Comments regarding 

the precise wording of individual items were elicited. Modifications to some items 

within both scales were proposed. When similar amendments were suggested by 

more than two respondents, the wording of the item in question was altered after 

consultation with those concerned. The modified statement was then re- presented to 

ascertain whether it would elicit a different response. Scores were altered 

accordingly. Seven items from Scale 2 were amended and four from Scale 1. A 

neutral response point was included in Scale 1, which was piloted again. This resulted 

in some adjustments to scores. Each respondent's score on each item in Scale 1 was 

then recorded and totalled. Total scores were also computed for the individual items 

within the scale. The same procedures were followed pertaining to Scale 2. 

Spearman's rank correlations were then computed for alternate items within both the 

entire scales to obtain an indication of their split-half reliability. Scale 1 possessed a 

coefficient of 0.82 (67% of variance explained). Scale 2 was marginally superior, 

having a coefficient of 0.88 (77% of variance explained). These results exceeded the 

0.01 level of significance for a two-tailed test, but fell short of the accepted target 

value of at least 0.9 for an internally reliable measure. Scrutiny of the response 

patterns to individual items suggested a reason for this, as responses relating to the 

`Personal fulfilment' facet were unanimously positive and, thus, did not replicate the 

general trend of each respondent's answers. These items were not evenly distributed 

between odd and even positions in either scale, or between the first and second 

halves of the instruments. Similarly, a cluster of other items relating to working 

conditions was consistently negative. To investigate the reliability of the scales 
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further, respondents' total scores on both instruments were inter-correlated, using 

Spearman's rank order correlation. The coefficient of equivalence obtained was 0.93, 

which suggests that the scales were indeed yielding similar results and possessed an 

acceptable degree of reliability as they share a common variance of 87 per cent. 

Mean scores were calculated for individual items within each scale, and for the total 

scales (Tables 8 and 9). Means below 3.0 were considered to reflect negative 

perceptions (dissatisfiers), while those exceeding this value were viewed as positive 

(satisfiers). Item means for Scale 2 ranged from 1.7 to 4.5, giving an overall mean of 

3.14 for the entire scale. Galloway et al. (1985: 50) suggested that `if a single 

measure of satisfaction is to be used, it should be the mean rating of all items in a 

questionnaire', so it appears that the pilot sample was marginally positive in its self- 

reported level of job satisfaction. However, there was considerable disparity 

regarding the manner in which different aspects of the class teacher's role and its 

concomitants were viewed. As might be expected, the range of means for items in 

Scale 1 was very similar, being from 1.8 to 4.5, and the overall mean for this scale 

was 3.16. As the two measures could be viewed as equivalent forms, because their 

items related to the same aspects of job satisfaction, the near replication of means 

suggests that respondents were quite consistent in their overall pattern of response to 

both scales. 

There were, however, interesting variations between answers to ' parallel' items 

across scales. For example, the mean obtained for `The internal communications 

within my school' was slightly positive (3.35), but that for `the school's internal 

I 
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communications need to be improved' was slightly negative (2.8). This change in 

direction may give substance to concerns regarding ambiguity expressed earlier. On 

questioning those whose responses to these items varied most, it was revealed that 

they found the communications to be satisfying, but still in need of further 

improvement - hence the ̀ change' in response depending upon the precise wording of 

the statement. `The workload I am expected to carry' elicited a slightly negative 

mean of 2.9, while responses to `I am displeased with the workload I am expected to 

carry' obtained a marginally positive mean of 3.25. In discussion of this difference, 

respondents stated that they considered the word `displeased' to be stronger than 

`dissatisfying' and did not wish to appear disgruntled as this would not reflect their 

true feelings. Some contamination resulting from social desirability bias may have 

been present, but this was a consensus view. A similar trend was discernible 

regarding professional commitments outside school hours. Responses to the relevant 

item in Scale 2 gave a negative mean of 2.8, but those for the parallel item in Scale 1 

obtained an average of 3.05. Such findings give weight to the respondents' view that 

some items are more suited to the response categories within one scale, than those of 

the other. 
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APPENDIX TWELVE. 

Establishing the reliability of the refined scale 

In order to ascertain the internal consistency reliability of this shortened version of 

Scale 2, the formula for Cronbach's alpha was used to provide an estimation. The result 

(o( = 0.8957) indicates that ninety per cent of the variance of the total scores yielded by 

the scale is systematic variance. Consequently, the refined scale may be considered to 

have an acceptable level of reliability. However, it is recognised that " alpha can be high 

even when no general factor underlies the relations among the items, " (Pedhazur and 

Schmelkin, 1991: 102). Therefore, given the relatively high number of items within the 

scale, the value of alpha obtained should not be taken as evidence of the homogeneity 

of the measure, and it would be inappropriate to draw conclusions relating to its validity. 

Consequently, intercorrelations between items were calculated, and it appeared that 

three discrete clusters of closely intercorrelated items exist. Items relating to school 

management, internal communications, team work, discipline, class size and quantity of 

support staff did not correlate significantly with the rest of the scale, but did so with each 

other. This cluster is termed ̀ within-school factors'. Similarly, teachers' feelings 

regarding pupil achievement, extending the skills and knowledge of pupils, participating 

in school events and passing on skills to pupils emerged as a discrete cluster, referred to 

as `personal fulfilment' The remaining items achieved significant levels of 

intercorrelation. The coefficients obtained are given at Table 10. Thus, although Scale 

A is not set out in three sections, the researcher is aware that it contains three sub scales, 

and cannot be assumed to be unidimensional. As job satisfaction is not necessarily a 

homogeneous construct, it is argued that the data indicate the possibility of multi 
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dimensionality rather than a flawed research instrument. If the data proved to be 

parametric in nature and a much larger sample was involved, this issue could be explored 

further by factor analytic techniques. 

The internal consistency reliability possessed by the items in Scale B was also 

estimated, using Cronbach's alpha. The value obtained (at = . 7992) reveals that slightly 

less of the variance is reliable. However, as eighty per cent of the variance is systematic, 

the scale can be considered to have an acceptable degree of reliability, particularly when 

the small size of the pilot sample is considered. Furthermore, this scale has fewer items 

than Scale A so it is likely to possess a lower alpha value. Therefore, the scale was 

retained and is included as Scale B in the research instrument. Item intercorrelations 

were calculated, as for Scale A, and it was found that the coefficients obtained were 

significant for all items (Table 11). 
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APPENDIX THIRTEEN. 
NAME .......... _... »»............ »...... �...... »..... ».. ».. »..... _... SCHOOL SECTOR ... » .................................................... 

LENGTH OF TEACHING EXPERIENCE (INCLUDING TRAINING) ........................................... 

SCALE A. 
PLEASE INDICATE YOUR LEVEL OF SATISFACTION REGARDING EACH OF THE 
FOLLOWING ITEMS BY PLACING A TICK IN THE APPROPRIATE COLUMN. 

Very Neither satisfying Very 
Satisfying Satisfying nor dissatisfying Dissatisfying Dissatisfying 

1. The level of support given by colleagues 

2. The amount of recognition that teachers receive for 
their work 

3. The level of support I receive from my pupils' parents 

4. Teaching as a long term career 

5. My pupils' enjoyment of their lessons 

6. The general behaviour of my pupils 

7. The level of local public support for education 

8. My teacher-parent relationships 

9. The amount of time my teaching role allows me to have 

with my family 

10. The support given to teachers by Education Department 

senior staff 

11. Undertaking mixed ability teaching 

12. The thought of remaining in teaching for the rest of my 
working life 

13. The extent to which I find teaching tiring 

14. Attitudes of the general public towards teachers 

15. The number of professional commitments outside 
school hours 

16. The amount of time I have in which to do justice to 
my pupils 

17. Teaching pupils with learning difficulties 

18. The communication which exists between my pupils 
and myself 

19. The degree of appreciation that I am shown by my 
pupils 

20. My pupils' level of commitment to their studies 

21. My personal feelings about being a teacher 

22 The opportunities provided for professional training 
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23. Extending my pupils' knowledge and skills 

24. Getting personally involved in school events, such as 
productions 

25. Passing my own skills on to pupils 

26. The extent to which my pupils achieve success in their 
studies 

27. The way in which my school is managed 

28. The internal communications within my school 

29. The extent of effective teamwork in my school 

30. Standards of pupil discipline in my school 

31. The size of the class(es) I teach 

32. The number of support staff at my school 

SCALE B. 
PLEASE GIVE YOUR RESPONSE TO EACH OF THE FOLLOWING ITEMS BY PLACING A 
TICK IN THE APPROPRIATE COLUMN. 

Strongly Neither Strongly 
Agree Agree Agree nor Disagree Disagree 

Disagree 

1.1 am satisfied with the availability of suitable resources for teaching 

2. Conflict between professional and family responsibilities causes 
me dissatisfaction 

3. Teachers' terms and conditions of service are not what I would wish 

4. I am satisfied that I have adequate preparation time during the 
school day 

5.1 am happy with the quantity of recent changes introduced within 
education 

6. Having to provide cover for other classes is a source of dissatisfaction 
to me 

7. I am dissatisfied by the amount of stress teaching gives me 

8. I would recommend teaching as a career 

9. I am displeased with the workload I have to carry 

10. I would like to receive more respect from my pupils 

11. I am satisfied with the opportunities I have to use my subject 
strengths 

12. If I could re-live my life, I would not choose to be a teacher 

13. I am satisfied with the quality of learning experiences provided in 
my school 
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PLEASE COMPLETE THE FOLLOWING ITEMS : 

1(a). Which aspect of your teaching role do you find MOST satisfying? 

(b) Briefly state the main reason for your choice. 

2 (a). What is the LEAST satisfying aspect of your teaching role? 

(b) Briefly state the main reason for your choice. 

PLEASE GO BACK TO PAGE ONE AND CHECK THAT YOU HAVE COMPLETED ALL ITEMS 
IN THIS SURVEY. 

THANK YOU VERY MUCH FOR YOUR ASSISTANCE AND CO-OPERATION. 
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TABLE 1. 

Grade Level 1 2 3 4 5 

Storekeeper Clerk Agricultural Foreman Senior Forestry 
Assistant Mechanic Assistant 

Clerk Accounts Clerk Senior Clerk Executive Communication 
Officer Officer 

Constable Police Sergeant 

Trainee Nurse Nurse Staff Nurse Senior Staff 
Nurse 

Audit Assistant Audit Examiner 

Cook (Elderly Assistant Matron 
care) Matron 

Dental Surgery Dental Assistant Dental Dental 
Assistant Hygienist Technician Technician 

Postman Postal Clerk Executive 
Officer 

Assistant Clerk/Librarian Librarian 
Librarian 

COMPARATIVE TABLE OF POSTS AND 
GRADE LEVELS WITHIN ST HELENA 
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TABLE 2. 

PHASE 1I PHASE 2I PHASE 3 

QUALITATIVE IN I QUANTITATIVE I QUALITATIVE 
FOCUS 

Exploratory interviews Construction and piloting of 
with a sample of former a job satisfaction and 
class teachers to generate commitment scale for use in 
an item pool from which the central research 
to construct the central instrument 
research instument. 

Compilation and use of Testing reliabilty and validity 
open-ended of this scale 
questionnaires for use 
with those of the above 
sample inaccessible for 
interview. 

Data collection and 
interpretation. 

Scale administration 

Statistical analysis and 
Scrutiny of relevant interpretation of data. 
documentary evidence in 
order to check data 
trustworthiness. 

Coding and interpretation of 
`open ended' items 
contained within central 
research instrument. 

Follow-up interviews with a 
cross section of 
respondents, if possible, 
`outliers'. 

Non-participant observation 
within classrooms to 
provide reality checks. 

Data triangulation. 
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TABLE 3 
CATEGORIES AND FACETS RELATING TO JOB SATISFACTION WHICH 
HAVE EMERGED FROM INTERVIEWS/QUESTIONNAIRES, AND FREQUENCY 
OF CITING. 

1. ORGANISATIONAL CLIMATE. 

Satisfiers. 
Good quality resources -1 
Effective teaching programmes -1 
Good standards set and modelled by Head 
Teacher- 1 

Dissatisfiers 
Lack of suitable resources -5 
Poor school leadership -1 
Bad management -1 
Poor internal communications -2 
Ineffective discipline -5 
Apparently low regard for creative subjects -1 

2. STAFF RELATIONS. 

Satisfiers. 
Good team work -3 
Support from Faculty -2 

Dissatisfiers 
Teachers being too immersed in own subject 1 
Lack of support for school productions -1 
Lack of support from colleagues -3 
Lack of support from senior officers -2 

3. PUPIL RELATIONS 

Satisfiers. 
Enjoyable working relationships -3 
Effective communications with pupils -7 
Respect from pupils -4 
Appreciation from pupils -1 
Pupils' enjoyment of lessons -2 
Helping disabled pupils -I 

Dissatisfiers 
Disruptive pupils -2 
Lack of pupil commitment -3 
Negative pupil attitudes toward homework -2 

4. PERSONAL FULFILMENT. 

Satisfiers. 
Passing on skills -4 
Learning through teaching -1 
Growth in pupils' skills and knowledge - 10 
Seeing pupils' work displayed -1 
Students gaining qualifications -1 
The act, or role, of teaching -1 
Sense of achievement when pupils succeed -2 
Introducing a new curricular area -I 
Assisting with school productions -1 
Helping colleagues/ pupils to enjoy learning - 
Influencing young minds in a positive way -1 

Dissatisfiers. 
Frustration resulting from distance learning 
courses promised failing to come on line -1 
No opportunity to utilise personal subject 
strengths -2 
Lack of recognition -2 

5. EXTERNAL SUPPORT. 

Satisfiers. 
Good relationships with parents -3 

Dissatisfiers. 
Lack of parental support -3 
Lack of communications with parents -1 
Negative public attitudes towards teachers -2 
Lack of public support for education -3 
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6, WORKING CONDITIONS. 

Satisfiers. 
Variety of activities -1 

7. IMPACT UPON PERSONAL LIFE 

Satisfiers 
None identified 

Dissatisfiers 
Insufficient opportunities for training -2 
Insufficient time to do justice to pupils -1 
Unsatisfactory terms and conditions of service- 
3 

Insufficient support staff -2 
Insufficient time to prepare for, and deliver, 
practical subjects -2 
Having to teach across the ability range -2 
Having pupils removed from lessons -1 
Low pay deals -6 
Large classes -5 
Insufficient non-contact time -2 
Heavy workloads -5 
Having to cover lessons with little knowledge of 
the subject -1 
Innovation overload -2 
Being the only teacher delivering a certain 
subject -I 
Having to take school assemblies -1 

Dissatisfiers 
Exhaustion/ stress -4 
Insufficient time with family/Conflict with family 
responsibilites -5 
Too many professional commitments outside 
school hours -1 
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TABLE 4. 

SELF-REPORTED LEVELS OF JOB SATISFACTION EXPERIENCED BY 
FORMER CLASS TEACHERS AND THEIR FREQUENCY 

LEVEL OF SATISFACTION FREQUENCY 

VERY SATISFYING 2 

SATISFYING 7 

MOSTLY SATISFYING 1 

QUITE SATISFYING 4 

EQUALLY SATISFYING AND DISSATISFYING 2 
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TABLE 5. 

SELF-REPORTED REASONS FOR RESIGNATION FROM TEACHING, AND 
THEIR FREQUENCY. 

REASONS FOR RESIGNATION FREQUENCY 

INADEQUATE SALARY 6 

INSUFFICIENT PERSONAL TIME WITH 5 
FAMILY 

TOO MANY PROFESSIONAL 1 
COMMITMENTS IN SCHOOL 
HOLIDAYS 

JOINING/ACCOMPANYING FAMILY 2 
MEMBERS OVERSEAS 

FED UP I 

DESIRE TO WORK/ TRAVEL 3 
OVERSEAS 

LACK OF MOTIVATION FOR 1 
PROBATIONARY ASSIGNMENT 

TO FURTHER PERSONAL 1 
KNOWLEDGE/EDUCATION IN OTHER 
FIELDS 

TO HAVE A BREAK 3 

FINDING WORK DEMANDS TOO 5 
STRESSFUL 

LARGE CLASS SIZE 2 

LACK OF PROGRESS WITHIN LOCAL 1 
GOVERNMENT 

FEELINGS OF GUILT/FRUSTRATION 3 
RESULTING FROM INABILITY TO 
MEET NEEDS OF ALL PUPILS 

DIFFICULTY OF ADJUSTING WHEN 1 
POSTED TO A DIFFERENT SCHOOL 

TO MEET THE NEED FOR A NEW 1 
CHALLENGE 
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TABLE 6 

LENGTH OF TEACHING EXPERIENCE OF CONTRIBUTORS TO ITEM POOL 

NUMBER OF YEARS FREQUENCY 

12 1 

10 3 

9 1 

6 2 

5 1 

4 2 

3 4 

2 1 

1 1 

TABLE 7 

FORMER SCHOOL SECTOR OF CONTRIBUTORS TO ITEM POOL 

SCHOOL SECTOR FREQUENCY 

SECONDARY 7 

SECONDARY AND MIDDLE 1 

MIDDLE 4 

FIRST 4 
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TABLE 12: ANALYSIS OF VARIANCE OF SCORES OF RESPONDENTS IN 
DIFFERENT SCHOOL SECTORS. 

Source of variation Sum of squares Degrees of freedom Mean square 
Between groups 2699.81 2 1349.91 

Residual 16273.14 73 222.92 
1i 

18972.95 75 252.97 

F=6.0555. This value exceeds 4.98 and is therefore significant at the 0.01 level. 
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TABLE E 
70-5yrs 6 -10 11 -15 16 - 20 21 - 25 26 - 30 31 - 35 36 - 40 41-45 

137 140 144 126 162 125 157 146 166 
148 148 159 157 172 136 141 149 138 
161 154 156 165 162 156 137 176 
177 158 157 138 159 150 
113 172 175 148 159 160 
115 194 151 160 
125 142 166 
127 148 137 
128 157 
130 164 
136 138 
138 147 
126 149 
141 152 
141 155 
143 157 
156 157 
163 169 
136 
141 
142 
170 
172 

Mean Scores 
152 

ANALYSIS OF RESPONDENTS' SCORES BY LENGTH OF TEACHING EXPERIENCE 

TABLE F 

RELATIONSHIP BETWEEN MEAN TOTAL 
SCORE AND LENGTH OF TEACHII'IG 
EXPERIENCE 

Mean Years 
Score Teaching 

142 0-5 
147.5 16 - 20 

149 31 - 35 
149.75 26 - 30 

152 41-45 
155.6111 6-10 

157 36 - 40 
158.2 11 - 15 

165.3333 21 - 25 

238 



TABLE G 
113 125 136 
115 126 137 
125 133 137 
126 136 138 
127 137 138 
128 140 141 
130 146 142 
136 148 147 
138 148 148 
138 154 149 mid. ran e 40 
141 156 149 first range 69 
141 157 150 sec ran e 53 
141 157 151 
142 158 152 
143 159 155 
144 159 156 
148 160 157 
156 161 157 
157 162 157 
159 166 160 
163 170 162 
164 172 169 
165 172 170 
166 177 172 

180 175 
194 176 

141.9167 155.8846 153.1154 150.3056 means item mea 'sec 3.153 
sec first middle first 3.464 

3406 4053 3981 11440 totals mid 3.40 

6.038612 std 
ANALYSIS OF RESPONDENTS' SCORES BY SCHOOL SECTO R 

23 9 



TABLE H 
item sec mid first sec mid first 

1 1 0 0 22 24 26 
2 18 14 7 3 7 18 
3 15 6 2 5 16 22 
4 3 9 7 11 15 13 
5 0 0 0 21 25 26 
6 0 0 2 21 25 23 
7 17 18 10 2 5 11 
8 10 2 2 7 22 24 
9 6 12 13 15 10 11 

10 5 1 4 12 22 21 
11 7 3 6 10 19 14 
12 9 13 14 8 9 5 
13 8 16 12 5 7 8 
14 21 13 6 1 10 15 
15 6 13 10 11 11 14 
16 5 9 8 14 13 14 
17 11 13 10 10 11 8 
18 0 0 0 24 26 23 
19 1 0 1 17 26 24 
20 12 5 2 9 17 22 
21 1 4 4 19 19 20 
22 4 7 2 13 16 19 
23 0 0 2 21 26 23 
24 2 3 3 14 21 23 
25 0 0 0 24 26 26 
26 2 2 3 17 23 21 
27 10 1 3 6 24 21 
28 15 1 3 6 23 22 
29 14 0 2 4 25 22 
30 15 1 3 3 24 20 
31 1 2 1 21 24 24 
32 6 5 14 15 19 9 
33 6 10 6 15 14 20 
34 3 7 14 16 15 10 
35 . 22 19 19 1 4 7 
36 12 23 20 9 3 5 
37 4 9 13 8 12 8 
38 22 17 9 1 5 12 
39 15 16 15 5 4 7 
40 2 6 9 18 14 12 
41 11 10 13 10 10 10 
42 15 6 4 6 15 20 
43 2 5 3 20 20 20 
44 4 12 10 17 9 12 
45 6 3 4 13 20 22 

349 316 295 530 735 757 

ITEMS CITED AS DISSATISFIERS 
CLASSIFIED BY SCHOOL SECTOR 

ITEMS CITED AS SATISFIERS 
CLASSIFIED BY! SCHOOL SECTOR 

I 

240 
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13.671053 
3.552632 
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1 27 
28 
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301 
249 

item 27 
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3 
AI 

mid mid first first mid sec sec sec sec first mid first mid I first mid first 
61 62 63, 64 65, 66 67 68, 69 701 71; 72,73J 74! 75 76 1 1 

147 149 156 154 138, 142' 146 142 144 145. 144 
I 

1451 1401 1471 149 165 total score 
i 

on remainin items 

l 
0.4749241 Pearson'sl r exceeds 0.001 leve of sig nificance 

for two-tailed test 

avg. first = 22.62 
avg. mid = 23.85 
avq. sec = 17.75 ~ý 
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TABLE N. 
ANALYSIS OF ANSWERS TO QUESTION 1. - WHAT IS CONSIDERED MOST 
SATISFYING. 

Number of responses 

ALL ASPECTS OF TEACHING 3 
(These responses are added to each facet group) 

PUPIL - RELATED FACETS 
Teacher-pupil contact and interaction 
Building relationships with pupils 
Pupils' performance and achievement 
Pupils' response 
Appreciation shown by pupils 
Pupils' enjoyment of lessons 
Preparing nursery pupils for First School 
Meeting pupils' expectations 
Developing pupils' skills 
Working with pupils of low ability 

PEER-RELATED FACETS 
Relationship with colleagues 

PEDAGOGICAL FACETS 
Passing on subject knowledge/skills 
The act of teaching 
Implementation of National Curriculum 
Teaching a particular subject 
Practical work 
Pastoral care and activities 
Marking 
Involvement in assemblies/plays 

MATERIAUPHYSICAL FACETS 

7 

11 
i 
8 
2 
2 

i 
i 

33 

TOTAL: 33 +3= 36 

TOTAL: 3 
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4 
13 
2 

17 
2 
2 
1 
1 
1 
1 
1 

41 

TOTAL: 41 +3 = 44 

4 

TOTAL: 4+3 =7 

i 



REASONS CITED FOR FACETS FOUND MOST SATISFYING 

Number of responses 
PUPIL - RELATED FACETS 
Teacher-pupil contact and interaction 4 
Building relationships with pupils 3 
Pupils' performance and achievement 4 
Pupils' involvement and response 7 
Understanding and meeting pupil needs 5 
Reward of seeing pupils succeed 33 
Helping pupils 2 
Appreciation shown by pupils 1 
Pupils' enjoyment of lessons 5 
Pupils' respect and confidence in teacher 1 
Working with young children 2 
Finding out children's thoughts and views I 
Developing pupils' skills 2 
Enjoyment of working with pupils 2 

TOTAL: 72 

PEER - RELATED FACETS 
Relationship with colleagues 1 
Support from colleagues 2 

TOTAL: 3 

PEDAGOGICAL FACETS 
Being fully occupied 1 
Having structured teaching programmes 1 
Teaching a subject with confidence 2 
Own enjoyment of a particular subject 4 
Enjoying the challenge of teaching 1 
Interest in teaching 1 

TOTAL: 10 

MATERIAL/PHYSICAL FACETS 0 
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ANALYSIS OF ANSWERS TO QUESTION 2. - WHAT IS FOUND 
MOST DISSATISFYING. 

Number of responses 

NO FACETS FOUND MOST DISSATISFYING TOTAL: 3 

PUPIL - RELATED FACETS 
Pupils' finding it hard to learn 5 
Pupils' attitudes and behaviour 9 

TOTAL: 14 

PEER - RELATED FACETS 
Lack of recognition 2 
Not feeling valued as a teacher 2 

TOTAL: 4 

PEDAGOGICAL FACETS 
Carrying additional teaching responsibilities 2 
Teaching a disliked subject 5 
Taking assemblies 1 
Rushing into curricular change 2 
Lesson planning 2 
Teaching lower year groups 1 
Amount of commitment required 1 
Providing cover for other lessons 5 
Amount of written work 1 
National Curriculum demands 1 
Increasing workload 1 

TOTAL: 22 

MATERIAL/PHYSICAL FACETS 
Lack of time to deliver aspects of curriculum 5 
Workload beyond classroom duties 6 
Lack of time for SENCO duties 1 
Inadequate remuneration 6 
Working in break/lunch periods 3 
Insufficient non-contact time 3 
Conflict with family responsibilities 2 
Lack of resources 1 
Stress/exhaustion 2 
Inconsistent discipline policies 1 
Conditions of service 2 

TOTAL: 32 
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