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CHAPTER 1: THE STATUS OF TEACHERS AND THE TEACHING
PROFESSION: THE EVIDENCE BASE

Chapter Overview

This chapter

* introduces the Teacher Status Project and the case for research on teacher status

* considers briefly the meaning of ‘status’ with particular regard to the status of teachers
and teaching

* summarises recent government policy which is potentially relevant to teacher status

* outlines the research design and timeline.

* links the three main aims of the project to the methods used to fulfil these aims

Introduction

This report forms the evidence base of the Teacher Status Project, a nationwide study of the
status of teachers and the teaching profession in England. The research was carried out at
the University of Cambridge Faculty of Education and the Department of Media and
Communication', University of Leicester. It ran from September 2002 to December 2006,
and was instigated and funded by the DfES. The project had three main aims, and the ways
in which these were addressed is detailed below:

1. to establish a baseline and monitor changes in perceptions of the status of teachers
and their profession, among teachers, associated groups and the general public,
between 2003 and 2006

2. to understand the factors that might influence perceptions of status and teachers'
attitudes

3. to identify how perceptions of teacher status can be improved.

The instigation of the project followed a period of national and international concern about
the recruitment and retention of teachers (Hoyle, 2001; Ingersoll, 2001; Menter et al., 2002;
Smithers and Robinson, 2003, 2004; OECD, 2005), and interest in the status of the
teaching profession (Delors et al., 1996; OECD, ibid; Cameron, 2003). Historically, the
status of teachers was of concern in 1966, when the United Nations Educational, Scientific
and Cultural Organisation’s (UNESCO) Special Inter-governmental Conference on the
Status of Teachers (UNESCO, 1966) drew up an extensive list of recommendations
designed to improve the status of the teaching profession. In England, teacher status was
fundamental to the inauguration of the (then) National Union of Elementary Teachers” in
1870. Thus, concern about the status of teachers in England has a longstanding and far-
reaching background, and the case for government action aimed at raising the status of the
teaching profession could be seen as necessary and overdue.

! Originally the Centre for Mass Communications Research
* Soon to become the National Union of Teachers (NUT)



The Labour government, elected in 1997, expressed a commitment to raise the status of
teachers and the teaching profession. Prime Minister Blair’ referred to the government’s
programme of far-reaching reform and investment in terms of

the need for a step change in the reputation, rewards and image of teaching, raising
it to the status of other professions such as medicine and law, which are natural
choices for our most able and ambitious graduates. Teaching has this status in many
other countries. There is no good reason why it shouldn't have it here too (Prime
Minister’s Speeches, 1999, p, 1446) .

These reforms, set out in the Green Paper, Teachers: Meeting the Challenge of Change
(DfEE, 1998), included the introduction of performance related pay, investment in
buildings and educational technology, proposals for workforce reform, the introduction of
national standards for Qualified Teacher Status, the implementation of national strategies
for the teaching of literacy and numeracy in primary schools, and the establishment of a
General Teaching Council for England (GTC). On the re-election of a Labour government
in 2001, Estelle Morris, then Secretary of State for Education, elaborated the call to raise
the status of teachers. Her speech to the Social Market Foundation, entitled
‘Professionalism and trust: the future of the teaching profession’, set out the government’s
notion of a new professionalism for teachers, saying that, ‘we have a golden opportunity to
secure major improvements in teachers’ self-confidence and status’ (DfES, 2001a
Foreword). Speaking at the end of 2001, she envisaged the teaching profession as a source
of national pride, becoming a top profession in ten years’ time. Morris’s proposals (DfES,
2001a: 19) defined a teacher professionalism for the modern world which her predecessor,
David Blunkett, had forecast as ‘...a new vision of the profession which offers better
rewards and support in return for higher standards’ (DfEE, 1998).

Having set down the immediate context of the Teacher Status Project, we look briefly at
the concept of status itself before listing the reforms with particular relevance for teacher
status. These topics are treated at greater length in the Teacher Status Project Interim
Report (Hargreaves et al., 2006) and the Summary Report which accompanies this
Evidence Base.

The concept of ‘status’

A primary task of the Teacher Status Project has been to consider the concept of status
itself. The project took an empirical approach to discovering how teachers and those
associated with teachers would define a high status profession, and subsequently how these
groups perceived the status of the teaching profession against this definition. Part I of this
report presents these definitions. This approach recognised the multifaceted nature of the
concept of status that is intertwined with a number of related concerns around esteem,
prestige, respect, autonomy, authority, confidence, professionalism and professionalisation,
and enabled us to take into account a wide range of potentially influential factors, such as
region, for example, as well as practical contexts such as pupil and teacher characteristics,
and the working conditions and quotidian tasks expected of teachers.

3 In speeches at Moulsham School, Chelmsford, Prime Minister’s Speeches, 1998, p. 1192;
January 1999 National Association of Head Teachers Conference , Prime Minister’s Speeches, 1999,
p, 1446



For practical purposes, two existing definitions have been particularly helpful. Carol
Adams, as Chief Executive of the GTC, provided the following working definition at a one
day conference on the status of teachers in 2002:

Having the respect of clients and the public at large, being trusted to act
in clients’ best interests with in a framework of accountability, (and)

experiencing appropriate reward for a complex and demanding role
(Adams, 2002).

Eric Hoyle’s (2001) definition of status and his analysis of factors affecting teachers’ status
has afforded us a useful conceptual framework, which we elaborate in the Summary
Report. Briefly, he suggests that status is comprised of three related facets: prestige,
esteem and status. Occupational prestige is defined as the public perception of the relative
position of an occupation in a hierarchy of occupations. Occupational status is the category
(that is as a profession or not) to which knowledgeable groups, such as civil servants,
politicians and social scientists, allocate a particular occupation. Occupational esteem is the
regard in which an occupation is held by the general public by virtue of the personal, rather
than technical, qualities, such as care, competence, conscientiousness, that practitioners
bring to their work. According to Hoyle, teachers’ prestige is comparable to semi-
professions such as social work, rather than the major professions such as law or medicine.
Teachers’ occupational status, despite having achieved official professional status in the
2001 census classification of occupations, is limited by the image that people hold of
teachers, principally because of the nature of the work that they do, with children.
Teachers’ occupational esteem, Hoyle suggests, is shaped by the public’s own experiences
at school, but is the only aspect of their status that teachers can influence themselves,
through their practice.

We turn now to note the recent policies which have implications for teacher
professionalism and status.

Recent policies relevant to teacher status

A host of government policies over the past few decades have the potential to influence the
ways in which teachers and others, inside and outside the teaching profession perceive the
status of teaching. A little more information is provided in our Summary Report, but the
main relevant policies are simply listed here, along with signposts to some of the places in
this report where the relevant evidence is discussed.

Structural changes, including the establishment of different categories of schools such as

* Beacon schools (phased out in 2005)

* Leading Edge Partnership Schools, and Primary Strategy Learning Networks (from
2004)

* Training schools (to be replaced by Specialist schools)

* Specialist schools

* Academies (previously City Academies)

* School Federations



School classification: a threefold classification of poorly performing schools established by
The Office for Standards in Education (OfSTED) (In effect whilst the present data were
being collected in 2003-5.)

* schools with serious weaknesses which had not necessarily failed an OfSTED
inspection but were weak in certain areas and could be given targets to meet prior to the
next inspection.

* schools in special measures were failing to maintain an acceptable standard and
considered to have serious problems which, if not rectified, may result in the
replacement of the school management, budgets and ultimately closure of the school.

* schools causing concern were those in which local authorities could intervene where
mutual agreement with the school management was not achieved, in order to prevent
schools falling into either of the first two categories.

Teachers’ perceptions of the impact of these and other structural changes on their status and
the status of the teaching profession are included in Part III of this report.

Other major policy initiatives included:

* FEvery Child Matters (DfES, 2004): the seamless provision of child support services, on
school sites, with teachers as member of multi-professional teams to support children
and their families. Schools will participate in the development of community structures
and reach out to offer a range of services on school sites to local communities

*  Reform of the school workforce (DfES, 2002): a three—year, phased, policy allowing
teachers non-contact time for planning, preparation, and assessment (PPA) and release
from a range of clerical and ‘non-teaching’ tasks. Higher Level Teaching Assistants
(HLTAs), qualified through additional training, would work closely with teachers, and
be involved in teaching and learning activities, taking small groups and whole classes in
the teachers’ absence.

* Diversification of the career paths for teachers such as the post of Advanced Skills
Teacher (AST), set up to recognise and reward exceptional teaching skills, and to secure
ASTs’ cooperation as part of a network of specialist consultants, who would spend 80
per cent of their time in their own schools and the remainder disseminating their best
practices to teachers in other local schools.

* Pedagogy and curriculum related policies including the Key Stage 3 Strategy, the
Primary National Strategy (DfES, 2003), which supplanted the National Literacy
(DfEE, 1998b) and Numeracy (DfEE, 1999) Strategies (NLNS), and emphasise
excellence and enjoyment within the pedagogical arrangements prescribed in the
NLNS. The Strategy encouraged primary schools, in partnership with local authorities
and communities, to take ownership and develop a more innovative curriculum tailored
to local needs but also to ensure that the following targets* were met:

. 85 per cent of 11 year olds achieve level 4 or above in English and mathematics
. 35 per cent of 11 year olds achieve level 5 or above in English and mathematics
. 85 per cent of all primary pupils attain level 4 at Key Stage 2.

The effects of these policies on teachers’ work and sense of status are explored in the
school based case studies reported in Part II of this report.

* These are targets set for 2006



The Teacher Status Project: research design

The Teacher Status Project design consisted at its simplest of national surveys conducted in
the first and final years of the project, with a programme of case studies, and a longitudinal
survey in the intervening years. The media study followed similar pattern with surveys for
comparative purposes conducted in 2003 and 2005, and interviews and a retrospective
survey in 2004. The strategies used to respond to each of the three overarching research
questions were as follows.

Question 1 : What was the ‘baseline’ level of perceived status of teachers in 2003 and how
did this change, if at all, by 2006?

This question was addressed by means of surveys which would provide quantitative data
enabling us to ascertain change over time in perceptions of teacher status. The survey
findings are reported in Part I of this report.

* Public opinion was surveyed in 2003 and 2006. A Module on teachers and teaching
was inserted in the Office for National Statistics (ONS) Omnibus surveys of March
2003, and February 2006.

* Media coverage of teachers, teaching and education was collected in rolling week
surveys conducted between March and September of 2003 and 2005. Archive press
coverage was surveyed dating back to 1991. Interviews were conducted with education
correspondents about how their professional practices and views might affect the
presentation of news concerning teachers and educational issues. This strand of the
project was carried out by the (then) Centre for Mass Communications Research
(CMCR) at the University of Leicester.

* Teachers’ perceptions of their status were surveyed in 2003 and 2006. National cross-
sectional questionnaire surveys were conducted in 2003 and 2006, and a sub-sample of
the 2003 participants completed a longitudinal survey in 2004 and 2006.

* Teachers’, associated groups’(including teaching assistants, parents and governors)
perceptions of teacher status were surveyed by questionnaire in 2003 and 2006.

* Trainee teachers’ views were surveyed in 2003, 2004 and 2005, with a longitudinal
sample of the 2003 participants continuing in their first two years as teachers.

* Local Authority recruitment managers were surveyed by email in 2004 on how status
might affect recruitment and retention in their areas. This survey is reported in the
Interim Report (Hargreaves et al., 20006)

Question 2: What are the factors that teachers and others think influence their status, and
why?

This question was addressed principally by means of a national programme of school based
case studies and focus groups with specific groups of teachers.

* (ase studies of 15 primary and 9 secondary phase schools, drawn from schools which
responded to the 2003 survey according to a set of selection principles including region,
school type, size and achievement level, and ultimately according to a school’s
willingness to participate. Interviews were conducted with senior managers, teachers,
teaching assistants, governors, parents and children. The case studies were conducted in
2004 and 2005. Return visits were made to a selection of eight schools in the next
school year to ascertain whether views had changed, and how policy implementation
was progressing. These ‘Type I’ case studies are reported in Part II of this report.



(The findings of the group interviews with children are reported in Chapter 20, Part
V)

* C(Case studies of 11 secondary and 5 primary or infant schools, selected for their
particular status were conducted to explore the potential effects of the new structural
changes in school provision on teacher status. They included beacon, training, specialist
schools and academies, as well as schools causing concern or in, or just emerged from,
special measures. These ‘Type II” case studies are reported in Part I1I of the report.

* A third form of ‘case study’ was included. These were based on focus groups of
teachers whose perceptions of their status within the profession might shed light on
factors which teachers think influence their status. The groups were :

* minority ethnic teachers

* teachers involved in Continuing Professional Development (CPD) and/or research
* teachers working in Pupil Referral Units

* supply teachers

* carly years teachers

* special educational needs (SEN) teachers and co-ordinators.

These ‘Type 3’ case studies form Part IV of this Report.

* Finally, group interviews with children carried out in the ‘Type I’ case study schools
have been treated as ‘focus group’ studies and form the final chapter, or ‘last word’ of
this Evidence Base.

Question 3: How can perceptions of the status of teachers and the teaching profession be
improved?

This question was explored in our surveys and case studies, and has been addressed
through examination of all sources of evidence. It underpins the Implications of the project
which are reported in the accompanying Summary Report, but is addressed also in the
survey findings and the participants’ words which are presented throughout the evidence
presented here.



The timing of the various strands of the project is shown in Table 1.1 below.

Table 1.1 The Teacher Status Project research activities

Date Research activity
September 2002 Design, piloting and preparation of questionnaires for surveys of
- February 2003 public opinion, teachers and associated groups (parents,
governors and teaching assistants) and sample construction
March - Public Opinion survey |
September 2003 Teacher survey |
Associated groups survey |
1% trainee survey
Media project ‘Rolling week’ survey |
October 2003 — Analysis of surveys (ongoing)
January 2004 Development and piloting of case studies programmes and

February - July
2004

procedures

‘Type I’ school case studies: schools selected according to
school phase, size, region and achievement level from those
which participated in the surveys

2" trainee survey

Recruitment Managers email survey

September 2004 Longitudinal survey of teachers
—July 2005 Type 1 school-based case studies re-visits
Type 2 school-based case studies: schools selected for their
particular status
Type 3 case studies: focus groups of teachers working in e.g.
PRUs, in CPD and research, and minority ethnic teachers
March — Media Rolling week survey
September 2005 3" trainee survey (June)
Analysis of case study data (ongoing)
October 2005- Preparation for 2" round of surveys
February 2006
March — May Public Opinion Survey Il
2006 Teacher Survey |l

June — December
2006

Associated groups survey Il

Continued analysis and writing

Structure and contents of this report

The structure of this report follows the main strands of the project as follows:

Part I presents the findings of the surveys of public opinion, teachers, associated groups
and the media research, Chapter 2 reports the findings of the public opinion surveys,
Chapter 3 the Media survey and Chapter 4 the findings of the individual teachers surveys.
Chapter 5 presents the findings of the surveys of teachers’ associated groups including the
trainees, parents, governors and teaching assistants.



Part II presents the case studies based in schools drawn from the survey, within four main
themes that have underpinned our understanding of status and professionalism and are
paralleled by recent policy initiatives. After an initial chapter introducing the case studies
and their methodology (Chapter 6), Chapter 7 concerns teachers’ personal sense of status
and identity. Chapter 8 reports on the relationship between internal school relations,
notably the effects of workforce reform, and teachers’ sense of status. Chapter 9 deals with
teaching and learning issues, central to teachers’ professionalism and autonomy. The
findings related to external relations in response to the extending participation agenda are
in Chapter 10.

Part III presents the case studies of schools selected for their particular status, whether
representing success or difficulties. Case studies of schools with specialist, beacon,
training or academy status are reported in Chapter 12 whilst case studies of poorly
performing schools are reported in Chapter 13.

Finally in Part IV, the teacher focused case studies, and the pupil interviews are reported.
Focus group studies of particular groups of teachers, and interviews with groups of pupils
were conducted and each separate group of participants is reported in a separate chapter.
Minority ethnic teachers (Chapter 14); early years teachers (Chapter 15), SEN teachers
(Chapter 16), teachers working in Pupil Referral Units (Chapter 17) , supply teachers
(Chapter 18) and teachers engaged in CPD and research ( Chapter 19). Last but not least
are the pupils’ views. Chapter 20 is a compilation of the pupils’ views collected in
meetings with small groups of the oldest and youngest students in the case study schools.



PART ONE: THE SURVEYS: PUBLIC OPINION, MEDIA, TEACHERS AND
ASSOCIATED GROUPS IN 2003 AND 2006

Part T of the report includes the surveys conducted in 2003 and 2006 together with
longitudinal surveys in the intervening years. These comprise the Public Opinion Survey,
the Media Study, the Teacher Surveys, Trainees Surveys and Surveys of Associated
Groups.



CHAPTER 2: THE PUBLIC OPINION SURVEY

OVERVIEW AND MAIN FINDINGS

This chapter reports the findings of the surveys of public opinion on teachers, teaching
and teacher status conducted in 2003 and 2006, as part of the response to the first
overall research aim, which was to establish a baseline, and monitor change in
perceptions of teacher status over this three year period. The aim of the public opinion
surveys in 2003 and 2006 was to find out how, or whether, public opinion on the status
of teachers changed during this period. The surveys were conducted by the Office for
National Statistics. They addressed the following questions:

What are public attitudes to the attractiveness of a teaching career, and why
are these attitudes held?

Which occupations do people consider most similar in social status to teachers
and headteachers, and why?

What do people think of when asked about the activity of teaching?

Face to face interviews were conducted with adults in national random stratified
samples of 1815 people in 2003, and 1252 people in 2006, from initial samples of 3000
and 2000 households respectively.

The main findings were:

Public opinion was almost evenly divided on whether teaching was an
attractive career. In 2006, 47 per cent agreed that teaching is an attractive
career, compared with 49 per cent in 2003.

Men over 55, graduates, parents of school-age children and people in the East
Midlands were more likely than their respective counterparts to say that
teaching is an attractive career.

Pay, seen as an unattractive feature of a teaching career in 2003, was seen
more often as a positive feature of teaching in 2006. Having to control a
class was the most common reason for thinking that a teaching career is
unattractive, in both 2003 and 2006.

Primary and secondary teachers were considered most similar in social status
to social workers by 40 per cent of the participants in 2003, and 35 per cent in
2006, largely because they work with children or young people. Primary and
Secondary headteachers were likened most often in social status to
management consultants, because of the level of responsibility associated
with the job, and headteachers’ authority to make decisions at work.

The activity of teaching was thought of as educating by 30 per cent, and
responsibility for children and controlling a class by at least 20 per cent of
those with positive and with negative views of a teaching career in 2003 and
2006. In 2006, however, dealing with difficult behaviour had become a
salient image of teaching for 26 per cent in 2006, compared with 18 per cent
in 2003, of those who found a teaching career unattractive.

As part of a four-year study of the status of teachers and the teaching profession being
conducted by a team of researchers from Cambridge University, sets of questions were
inserted into broader public opinion surveys undertaken by the ONS in 2003 and 2006.
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These surveys were carried out by means of face-to-face interviews with 1815 people
aged 16 and over in March 2003 (821 men; 993 women; 1 gender not given) and with
1252 people in February 2006 (542 men; 710 women)’. The randomly selected samples
were stratified by region and socio-economic factors. Respondents were presented with
questions which required them to compare the status of teaching with that of other
occupations, explored their general perceptions of teaching and asked whether they
regarded teaching as an attractive career.

Is Teaching an Attractive Career?

It seems reasonable to assume that people’s opinions of the status of teachers are likely
to be related to their overall attitude to teaching. This factor was explored by asking
respondents to say to what extent they agreed or disagreed with the statement, ‘teaching
is an attractive career’. In both 2003 and 2006 the sample divided more or less equally
between those who agreed with the statement (49% in 2003 and 47% in 2006) and those
who disagreed. Although this difference is small, together with the corresponding rise
(from 49% in 2003 to 50% in 2006) in the proportion disagreeing, the overall picture is
of a statistically significant fall in the attractiveness of teaching as a career (chi-sq; p<
0.01; small effect size®).

In 2003 significant differences were seen when the figures were broken down by age-
range. In 2003, older people were more likely to respond positively than were younger
people when asked whether teaching is an attractive career. This was in line with the
results of other studies, in which children and young people appeared to have more
negative opinions of teaching than adults (MORI 2000, MORI Schools Survey 2001b).
By 2006, however, taking the sample as a whole, this age-related difference seemed to
have disappeared with all three groups less likely to express a positive opinion. The
oldest age group’s opinion has dropped sharply from 53 per cent positive views in 2003,
to 48 per cent in 2006. The only consistent age effect across the two surveys was
among people aged 45 to 64 (not shown in Fig. 2.1) where a significantly higher
proportion of respondents rated teaching as unattractive. Thus, in 2003, 54 per cent of
this age group responded negatively, and in 2006, 58 per cent did so (chi-sq; p < 0.01 in
2003; p < 0.05 in 2006)

When men’s and women’s opinions about the attractiveness of a teaching career were
compared in 2003, we found that men aged 55 and over were significantly more likely
to be positive about a teaching career than women of that age (chi-sq; p<0.01) . This
gender difference was maintained in 2006, although fewer people in both sexes gave
positive views (chi-sq; p<0.05) (Figure 2.1).

> The reduced sample size is due to changes made by ONS in April 2005 to their Omnibus survey such
that surveys are conducted in 12 rather than 8 months of the year but the number of addresses contacted is
reduced from 3000 to 2000 .

% In a survey with a large sample, statistical significance is frequently achieved. Effect sizes, however,
which are not dependent on sample size, indicate the extent to which an effect would be noticeable in the
general population. Up to 0.2 is considered a small effect size, 0.5 to 0.8 is medium and over 0.5 is large
(see Cohen, 1988)
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Figure 2.1: Older men's and women's views of teaching as an attractive career
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In 2003, very few differences emerged when the data were analysed by various
demographic factors, but in 2006 some interesting differences were found. One of the few
differences in 2003 was that employment status was significant. Of those involved in
higher managerial or professional occupations 47 per cent were positive about teaching
compared with 54 per cent of those involved in routine occupations (chi-sq; p<0.01, small
effect size). In 2006, this significant difference had disappeared, with just 50 per cent of
those in routine occupations finding teaching an attractive career. The proportion of those
in professional and managerial positions with positive views (48 per cent in 2006) had
hardly changed.

A potentially important change emerged when the data were broken down in terms of
educational qualifications, ranging from degrees to no formal qualifications. In 2003
there were no significant variations but in 2006 significantly more graduates were
expressing a positive view with 56 per cent of the graduates viewing teaching as attractive
compared with 47 per cent of non-graduates (chi-sq; p < 0.05; small effect size). This is a
notable development and is at odds with the findings of previous studies which reported
that graduates and those with higher qualifications tend to have more negative opinions of
teaching (MORI 2001a, Johnson and Hallgarten 2002).

In 2003 we noted an ‘active parent effect’ in some sections of the survey, but not in
relation to the overall attractiveness of a teaching career. In 2006, 54 per cent of
respondents who were parents (or partners of parents) of children up to the age of 16
years, viewed teaching as an attractive career, compared with 46 per cent of the non-
parents, a significant difference (chi-sq; p< 0.05; small effect size) .

Analysis by Government Office Region in 2006 revealed that people in the East Midlands
were more likely to give positive views (chi-sq; p<0.01, small effect size), whereas those
in the South West and North East (both chi-sq; p<0.05, small effect sizes) were more
likely to see teaching as unattractive. The only significant swing in opinion since 2003,
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however, was from positive to negative views in the North East. In 2003, 42 per cent held
negative views, but in 2006 this proportion was 66 per cent (chi-sq; p<0.01; medium
effect size).

Reasons for seeing teaching as an attractive or unattractive career

Respondents were then asked why they had responded as they had. No prompts were
offered but the reasons given were, where possible, coded against a list based on the
classification of the open ended answers obtained in the 2003 survey. Table 2.1a sets out
the four most frequently cited reasons given in 2003 and 2006 by those who viewed
teaching positively and Table 2.1b, the four most frequently cited reasons given in 2003
and 2006 by those who viewed teaching negatively. As can be seen from the tables, the
first three reasons given by those viewing teaching positively relate to altruistic and
vocational factors, in contrast to reasons given by those seeing teaching as an unattractive
career, who seem to base their perceptions on working conditions. The reasons appearing
in these lists are almost unchanged from the top four reasons given in 2003. The only
difference is that in the top four reasons given by those who viewed teaching negatively,
lack of discipline or authority has replaced status of teaching (cited by 14% in 2003, but
only by 10 per cent in 2006). Although not among the top four reasons, two new,
overwhelmingly negative, reasons for people’s opinions appeared in the 2006 survey.
Each was offered by 4 per cent of the whole sample. These were government
interference/ and targets and a perception of teaching as a difficult, hard job today’

Table 2.1a: Reasons given for viewing teaching positively

2003 2006
% %
Interesting work 26 26
Influencing children 23 26
Working with children 24 26
Pay 18 20
Total Respondents 888 582

Table 2.1b: Reasons given for viewing teaching negatively

2003 2006
% %
Workload 18 16
Lack of discipline or authority 11 12
Pay 21 12
Total Respondents 882 625

The percentages citing each reason are given for both 2006 and 2003 and there is one
very interesting shift. In both 2003 and 2006, pay was amongst the top four reasons given
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by both groups. There has, however, been a dramatic change. In 2003, pay was cited by
more of those who saw teaching as unattractive (21%) than those who saw it as attractive
(18%). 1In 2006, this situation had reversed with 20 per cent seeing pay as a positive
reason for teaching and only 12 per cent seeing it as a negative reason, as shown in Figure
2.2.

Figure 2.2: Pay as a reason for opinion about the attractiveness of a teaching career
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In 2003, when pay was seen as a negative aspect of a teaching career, this was due to
men’s attitudes. In 2006, this bias had disappeared.

There were some interesting and consistent patterns when the two sets of data were
broken down by age range (see Figures 2.3a and 2.3b). The 2006 sample of 16-24 year
olds was very small (N=90) but amongst those viewing teaching positively, 16-24 year
olds were more likely to cite (26% in 2003 and 30% in 2006) and working with children
(28% in 2003 and 35% in 2006). 16-24 year olds were also more likely to cite pay as a
reason amongst those viewing teaching negatively (39% in 2003 and 21% in 2006).
Indeed, it is noticeable that, irrespective of whether teaching is viewed positively or
negatively, the importance of pay declined quite markedly by age group, and was never
cited by more than 15 per cent of those aged 55 and over. In both surveys an
exceptionally small proportion of 16-24 year olds mentioned lack of discipline (1% in
2003 and none at all in 2006). It is possible that this arises from the fact that this group
has recent experience of life in the classroom while older people are more likely to be
dependent on impressions drawn from second-hand, or media reports. On the other hand,
among the 16-24 year olds who saw teaching negatively, 25 per cent mentioned
children’s attitudes/behaviour and 23 per cent mentioned having to control a class as
negative reasons in 2006, in common with their older counterparts. Thus it may be that
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the youngest group do not perceive a lack of discipline, but they are aware of children’s
attitudes and having to control a class as challenges for teachers.

Figure 2.3a: Reasons for seeing teaching as an attractive career, by age group
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Figure 2.3b : Reasons for seeing teaching as an unattractive career, by age-group
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The status and image of teaching as reasons for attitudes to teaching as a career

In 2006, as in 2003, just 10 per cent of the sample referred to the status of teaching as a
reason for their attitude to teaching, and the overall difference between those with
positive or negative views was not significant. In 2003, however, status was seen as a
negative aspect of teaching by significantly more of the 55+ age group. There was no
difference of opinion in the younger age bands in 2003. In 2006, the difference among
the 55+ age group had disappeared. The status was no longer a significant negative
feature for any age group of participants. The media image of teaching was again
mentioned by relatively few people, (and by only one person in the 16 to 24 age group)
but when it was mentioned, in the two older age bands, media was seen overwhelmingly
as a negative feature, just as in 2003.

Strength of feeling about teaching as a career based on reasons given

Altogether, 37 different reasons were given for seeing a teaching career positively or
negatively, 29 of these were given significantly more often as either positive (13) or
negative (16) reasons. Among the 13 positive reasons four were given by 20 per cent of
the respondents or more and six were given by 10 per cent or less. Among the 16
negative reasons only one was given by over 20 per cent (34% referred to having to
control a class), the next highest frequency was 16 per cent (workload) and 11 were given
by 10 per cent or less (7 of these were under 5%). In other words, these distributions
differed greatly and suggested a greater weight of highly salient positive reasons
compared with a single dominant negative reason and a large number of much less salient
reasons. Therefore, in order to obtain a composite view, taking account of all of the
positive and all of the negative reasons, we calculated an overall ‘strength of feeling’
score which takes into account the proportion of respondents who used each reason to
support a positive or a negative view. This was converted to a percentage of the total
number of reasons given. This ‘strength of feeling’ value discriminates better between
the different subgroups in the sample, than the differences based on single reasons. As
shown in Table 2.2, the overall strength/intensity of negative feelings has reduced
significantly. Furthermore, although the gain in positive scores is not significant, the
strength of the positive feelings is significantly higher in both survey years.

Table 2.2: Changes in strengths of feeling from 2003 to 2006

Survey % strength of positive % strength of negative Total respondents
year reasons reasons
2003 6.12 4.96 ** 1815
2006 7.08 4.46 ** 1252

(** p<0.01, Mann Whitney, small effect size)
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Thus whilst there was an overall decrease in the proportion of respondents who agreed
that teaching is an attractive career, the intensity of this negative feeling as expressed
through a variety of reasons was significantly reduced, and the strength of positive
feeling in terms of reasons given, outweighs the strength of negative feeling. In other
words, overall, reasons for being positive about teaching gained more support than
reasons for being negative.

On the basis of these strength of feeling scores, there was no difference between men and
women. Analysis by age groups, however, revealed significantly more positive strength
of feeling in the under 55s in 2006 (p< 0.01: Kruskal-Wallis; small effect size).

Figure 2.4: Strength of feeling about the attractiveness of a teaching career, by age
group
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Comparisons of the status of teachers with other occupational groups

The surveys sought to explore how teachers were viewed in comparison with other
occupational groups and in many ways the general findings replicate those of other
studies. Teaching was perceived as a middle ranking profession, with very few
respondents drawing comparisons with the law and medicine. Given that primary teachers
have typically been awarded lower status than secondary teachers (e.g Hoyle 2001), it
was surprising that the primary and secondary teachers were linked to the same
occupational group.
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Primary and Secondary Teachers

Half the respondents were shown the following list of occupations and asked which of the
occupations in the list was most similar in social status to that of a primary teacher, and
half were asked the question in relation to a secondary school teacher.

accountant, barrister, doctor, librarian, management consultant, nurse,
police officer, social worker, solicitor, surgeon, vet, web designer

Table 2.3 shows the four most commonly selected responses which are the same for both
a primary and a secondary teacher.

Table 2.3: Occupations most similar in status to teaching

Primary teacher Occupation of similar Secondary teacher
Status

2003 2006 2003 2006

% % % %

41 35 Social Worker 40 35

17 17 Librarian 12 12

19 21 Nurse 11 9

6 5 Police Officer 10 11

910 625 Total Respondents 903 623

In both 2003 and 2006, social worker was by far the most commonly selected occupation
for both primary and secondary teachers. After social worker, nurse, librarian and police
officer were selected most often, as most similar in status to both primary and secondary
teachers, regardless of whether respondents viewed teaching positively or negatively.

In 2003, women were more likely to match both primary and secondary teachers with
social workers, while the social worker comparison for secondary teachers weakens with
age group. In 2006, there were no gender differences, but people aged 55 or above
elevated the rating of librarian above that of nurse for the primary teacher.

Respondents were then asked why they thought their chosen occupation was most similar
in status to that of a teacher. They were shown a list of possible factors as a guide and
asked to identify up to three reasons. Table 2.4 shows the most common reasons given
for selecting a social worker as being most similar in status to a teacher.
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Table 2.4: Reasons given for selecting a social worker as most similar in status to a
teacher

Reason for choice Primary Teacher Secondary Teacher
2003 2006 2003 2006
% % % %
Working with children/young people 72 72 69 69
Level of responsibility 31 40 31 39
Nature of Work 30 39 32 40
Total respondents 371 220 363 218

The same reasons appeared in the top three for both those comparing social workers
with primary teachers and those comparing them with secondary teachers.
Furthermore, the increase in the numbers choosing level of responsibility, and nature of
work are almost identical working with children/young people topped the list for both
groups with around 70 per cent consistently citing it. The other two reasons were each
cited by around 30 per cent of respondents in 2003 and by approximately 40 per cent in
2006.

In the case of primary teachers, significant numbers of respondents had chosen nurses
and librarians as being most similar in status. For those comparing primary teachers
with librarians, working with children/young people (cited by 43% of respondents in
2003 and 47% in 2006) was again the most popular response. For those comparing
primary teachers with nurses, working with children/young people dropped to second
place (35% citing it, both in 2003 and 2006); in 2003 the most popular response was
level of public trust (38%) and in 2006 it was level of responsibility (36%).

In 2003 we did not ask our sample to make a direct comparison between primary and
secondary teachers, and were surprised that the comparison of these teachers with other
occupations produced the same results for teachers in both phases. As noted above,
both were compared in status, with identical proportions, to social workers. In 2006
respondents were asked directly whether they thought that there was any difference in
the status of primary and secondary teachers. Table 2.5 shows the responses. Men
were significantly more likely to rate secondary teachers as being of higher status while
women were more likely to report no difference (chi-sq;.p<0.05; small effect size)
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Table 2.5: Primary and secondary status compared: gender difference

Men Women Total
% % %

Yes, primary teachers have a higher
status than secondary teachers 8 6 7
Yes, secondary teachers have a higher
status than primary teachers 51 45 48
No, there is no difference 41 48 45
Total respondents 529 699 1228

Overall, very few respondents (just 7%) deemed primary teachers of higher status but
when the data were broken down in various ways a number of groups emerged who were
significantly more likely to elevate their status: specifically respondents with no formal
educational qualifications (10%); those with routine and manual occupations (9%); those
from Scotland (16%); and those describing themselves as Black African/Caribbean
British (28%) were likely to do this, although this last group were very small in number
(just 18) (all p<0.05, chi-sq; small effect sizes) .

Respondents were then asked the reasons for their answers and Table 2.6 shows the

reasons where frequency of response differed significantly depending on whether primary
or secondary teachers were seen as having higher status.

Table 2.6: Primary and secondary status compared: reasons for answer

Reason Primary higher Secondary higher

status status

% %

Influencing children’s lives 44 23
Qualifications/knowledge required 12 24 *
Workload 9 21 *
Salary 5 17 **
Total respondents 85 588

(* p<0.05; ** p<0..01;chi-sq; small effect sizes)

As can be seen from the table, primary status is attributable to the influence on children’s
lives, while secondary status derives from the level of qualifications/knowledge required,
workload and salary.
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These perceived differences between primary and secondary teachers are worthy of note
because they may indicate lack of public awareness that the same qualifications are
required to be either a primary or a secondary teacher, and of primary teachers’
equivalent workloads and salaries.

Headteachers

Respondents were also asked to compare the status of headteachers with that of the other
occupations on the list given at the beginning of the last section. Again, half the sample
was asked which of the occupations in the list was most similar in status to a primary
school headteacher and half were asked the question in relation to a secondary school
headteacher. Table 2.7 shows the six most common responses.

Table 2.7: Occupation most similar in status to headteacher

Primary headteacher  Occupation of similar status Secondary headteacher

2003 2006 2003 2006
% % % %

31 29 management consultant 34 31

14 13 social worker 9 8

10 10 doctor 12 11

11 10 accountant 9 8

8 8 police officer 6 9

7 6 solicitor 10 9

903 625 Total respondents 911 623

The lists are again similar for both groups with management consultant clearly the most
common match. In 2003, 16-24 year olds were significantly less likely than other age
groups to match management consultants with primary headteachers (18% compared with
31% overall) but in 2006 this difference, still in the same direction was no longer
significant (22% compared with 29%). In both 2003 and 2006, librarian, surgeon, nurse,
vet and web designer were selected by under 5 per cent of the overall sample, but 5 per
cent of the 2003 sample likened secondary headteachers to barristers in social status and
in 2006 this proportion had risen slightly, but not significantly, to 6 per cent.

Respondents were then again shown the list of possible factors and asked why they
thought their chosen occupation was most similar in status to a headteacher. Table 2.8
shows the most common reasons given for selecting a management consultant as being
most similar in status to a headteacher.
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Table 2.8: Reasons for selecting management consultant as most similar in status to
headteacher

Reason for choice Primary Head Secondary Head
2003 2006 2003 2006
% % % %
Level of responsibility 62 54 60 62
Authority to make decisions
at work 52 45 48 51
Qualifications required 18 27 17 17
Nature of work 20 26 18 30
Public recognition and respect 16 15 18 20
Total respondents 282 180 317 191

Those comparing management consultants with primary headteachers and those
comparing them with secondary headteachers came up with very similar lists. In both
2003 and 2006 level of responsibility topped both lists with authority to make decisions at
work in second place.

As regards secondary headteachers, in the 2006 survey there was very little change in the
proportions of people giving each reason. The only reason for choice of management
consultant that was given by significantly more people in 2006 than 2003 was ‘nature of
work’ (30% compared with just 18% in 2003: a significant rise (p<0.05)). The reasons
for choice of management consultant as similar in status to a primary headteacher showed
greater variation however. There was a potential reduction in recognition of the primary
headteacher’s level of responsibility and authority to make decisions at work, but more
people selected qualifications required and nature of the work than in 2003. Whether
these changes in perceptions owe anything to respondents’ knowledge of primary
headteachers’ work, or to that of management consultants, we cannot know, of course.

Perceptions of the activity of teaching

As shown above, about 40 per cent of respondents selected nature of the work as a prime
reason for comparing teachers with social workers in 2006, and over a quarter cited it as
a reason to compare headteachers with management consultants. In order to explore
general perceptions of the nature of the work that teaching involves, respondents were
asked to name the three things that first came to mind when they thought about the
activity of teaching. Again, no prompts were given but where possible the responses
were coded against a pre-constructed list. Table 2.9 sets out the five most common
responses. The table shows the percentage of respondents who mentioned each of these
aspects and the data are broken down according to whether or not respondents viewed
teaching as an attractive career.
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Table 2.9: Activities associated with teaching

2003 2006

Activity Negative  Positive Negative  Positive

Y% Y% % Y%
Educating 27 30 31 32
Responsibility for children 20 22 20 22
Controlling a class 21 22 20 18
Inspiring children 15 19 17 17
Dealing with difficult behaviour 18 14 26 17
Total respondents 882 888 625 582

Interestingly, in both 2003 and 2006 the same five activities were suggested most often
by those who viewed teaching as an attractive career and those who did not. Overall
there is little change between 2003 and 2006 apart from the fact that, in 2006, a higher
proportion of respondents cited dealing with difficult behaviour. This particular activity
was cited by significantly more of those viewing teaching negatively in both 2003 and
2006 (p<0.01; chi-sq; small effect size), and moved up from fifth to second in the rank
order of activities most commonly suggested. According to Hoyle (2001), if a common
public image of teaching is that of dealing with difficult behaviour, this is a barrier to
improvement in teachers’ occupational status. Respondents with a negative view of
teaching were also significantly more likely to mention notions of stress, large workloads
and bureaucracy, government control and imposed changes (not shown in table). When
the data were analysed across the three main age bands few consistent patterns were
found when comparing 2006 with 2003. In 2003, activities concerned with managing
pupil behaviour and controlling a class were mentioned less often by the 16 — 24 year
olds but became increasingly salient in the middle and oldest age-bands. We found then
that the 16 — 24 years were more likely to mention more directly educational issues such
as inspiring children, planning lessons’ and preparing children for their future careers.
In 2006, the activity of dealing with difficult behaviour was now the second most
commonly mentioned activity by the 16 — 24 year olds as well as the older age groups,
being third in the middle age band and second among the 55 plus age group. That said,
controlling a class was second and third respectively in the middle and oldest age groups
in 2006, but only fifth for the 16 — 24 year olds, coming after inspiring children and
responsibility for children. This continues, therefore to provide some support for the
notion that the 16 — 24 age group, who have the most recent experience of school, also
have a more realistic, or perhaps more varied perception of teachers’ work. To test this,
further analysis of the 54 activities that were mentioned was conducted. This revealed
that, overall, significantly more of the youngest age group (17%) mentioned activities
related to teachers as professional educators (that is, educating, marking work, preparing
lessons, organising activities and teaching methodology) than the 55 plus age group
(12%) (p<0.05; Mann Whitney; small effect size).
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These data were analysed to explore whether people with school-age children, and hence
perhaps, more contact with and interest in schools, also have distinctive views. In 2003
what might be called an 'active parent' effect was found. People with dependent children
were more likely than non-parents to cite responsibility for children and preparing
children for future careers and were less likely to cite controlling a class. In 2006,
however, ‘responsibility for children’ was the only activity for which there was a
significant difference, with those with dependent children again more likely to cite it.
Nevertheless this active parent effect combined with the younger people’s perceptions of
the activity of teaching offers a little support for the idea that those who are more likely to
be directly in touch with teachers have a more positive overall impression of teaching.
Their views seem more likely to be mediated by personal experience and be less
dependent on reports which might highlight dealing with difficult behaviour. This,
according to Hoyle (2001) would have a positive effect on teachers’ occupational esteem.

Finally, another interesting change was that, in 2006, the 16 — 24 year-olds had reversed
their position on pay. In 2003 the notion that teaching was not well paid was in the ten
most common perceptions of teaching for this age group, whereas in 2006, not well paid
had dropped out of their top ten, and the perception that teaching was well paid just
entered it. This change parallels the positive swing referred to earlier in people’s reasons
for seeing teaching as attractive or not.

Summary

The report has presented the key findings from the survey of public opinion on teachers
and the teaching profession conducted in February 2006 by the Office for National
Statistics in their Omnibus survey. It has compared the responses of over 1200 adults in
England with those of a larger sample of people (1815) who answered the same questions
in March 2003. To sum up a complex set of findings, it would seem that in the three years
between 2003 and 2006, the general public is slightly less positive about the possibility of
a career in teaching. On the other hand, when asked to give reasons for their answers, the
overall strength of the various reasons for a positive view of teaching outweighed the
negative ones, and there was a reduction in the negative strength of feeling. Another
important change is that teachers’ pay is now more likely to be perceived as a positive
aspect of teaching, but lack of discipline and dealing with difficult behaviour has become
more prominent in people’s perceptions of the job. By 2006, the status of teaching was no
longer seen as a negative feature of the profession, even by people in the 55 plus age
group. Overall, younger people, and parents of school-age children, although aware of
teaching as having to deal with difficult behaviour, were more likely to perceive teaching
as the work of professional educators, educating, marking work and preparing lessons,
whereas their older counterparts focused more often on teaching as dealing with difficult
behaviour and controlling a class. This could reflect a difference in perceptions between
recent first-hand experience of teachers’ work, and perhaps impressions gained from
second-hand accounts and media reports. It is to the media reports that we turn in the next
chapter.

N



CHAPTER 3: THE MEDIA SURVEY
Introduction and Overview

Objectives

The media strand examines the extent and nature of news coverage of education, teachers
and the status of teachers in the national and Regional press, with a view to establishing
how news coverage of teachers, teacher status and the teaching profession has changed
over the lifetime of the project (ref. Project Objective 1) as well as over the much longer
period from the early 1990s to the present. Recognising that education correspondents
and editors play a key role in shaping the nature of news coverage and, by extension, the
public image of teachers and education, the media strand further explores the
professional practices and beliefs of education journalists vis a vis media coverage of
education, teachers and teacher-status (ref. Project Objective 2).

Method and data

The media study combines a systematic analysis of news coverage with an interview-
based analysis of education correspondents and editors, and comprises four analytical
foci: 1) Two surveys of national and Regional newspaper coverage of teachers and
education during 2003 and 2005; 2) A retrospective analysis of news coverage from the
start of 1991 till the end of 2002; 3) An analysis focusing specifically on the
representation of teachers over the full period from 1991 till 2005; and 4) An interview-
based study of leading education correspondents and editors.

Key findings

1. The increasing political priority given to education since the election of the
Labour government in 1997 was reflected in an increase in overall amount of
coverage as well as in evidence that the education beat — on both national and
Regional newspapers — has grown in prestige and editorial importance and now
ranks among the top three or four areas of news coverage. News coverage
focusing specifically on teachers became relatively more prominent between the
early 1990s and the present.

2. While a prominent strand of reporting overall focused on the negative image
associated with teachers in court cases for sexual and other misconduct, a large
portion of such headlines were about teachers as victims, reported in a way which
often conveyed sympathy with teachers. The sympathetic outlook manifested
itself in the form of reporting on an increasingly diverse range of problems,
increasingly articulated by the teachers themselves, and portrayed by the
newspapers as legitimate claims or as unreasonable pressures.

3. There was much explicitly positive or supportive reporting of teachers,
increasingly so towards the latter end of the 1990s and through 2005, and not
infrequently casting teachers as ‘heroically’ fighting against extraordinary outside
pressures on them, the education system and on students. The identifier ‘teacher’
itself was shown to carry powerful positive connotations. While much coverage
focused on confrontation between teacher unions and government or government-
related institutions, there was markedly less emphasis on confrontation — and
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concomitantly more emphasis on support and help to teachers — in the most recent
period.

The misconduct of individual ‘bad’ teachers was highly newsworthy and
consequently figured prominently in the headlines, but it was extremely rare to
find headlines which showed teachers — as a body of professionals — as anything
other than dedicated and committed professionals struggling against a broad
range of serious problems and pressures. Earlier news coverage of the ‘teacher
bashing’ mould has given way to a more supportive and less confrontational style
of reporting, which gives teachers a prominent ‘voice’ and recognises, as genuine,
the problems and pressures faced by teachers.

A key indication of the credibility and status accorded teachers in news coverage
was the finding that teachers, headteachers and teacher trade unions, along with
government and higher education sources, were among the most prominent
‘voices’, the most prominent sources directly quoted in the news. While
government sources were the single most prominent directly quoted sources in
the national newspapers, this place was taken by headteachers in the Regional
newspapers. The teaching profession, then, enjoys remarkably high visibility as a
key voice in public debate, with the authority, credibility and status, which in
itself contributes to the public image of teachers.

The interviews with education correspondents and editors indicated that the
prominent position of government, teachers, teacher-trade unions etc. as key
voices in media coverage of education issues was itself a result of an increasingly
active and increasingly professionalised media publicity strategy on the part of
these sources. Teachers/headteachers in particular were described as having
become much more ‘media-savvy’.

The image of teachers and the teaching profession has improved considerably
between the early 1990s and the present. While there is a great deal of emphasis
(particularly in the Popular newspapers) on ‘bad’ individual teachers in sexual
and other misconduct cases, teachers — as a professional body — are generally
portrayed in a way which implies respectability and esteem, which affords
recognition to their claims, and which recognises their plight and (sometimes)
beleaguered situation as a genuine problem requiring political action.
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I. National and Regional newspaper coverage: 2003 and 2005

The sample of newspaper coverage comprises all coverage of teachers and education in
17 national daily and Sunday newspapers and 5 Regional newspapers’,® sampled as 2x24

sampling days selected on a ‘rolling week’” basis from 14 March — 15 September in 2003
and again in 2005.

All newspaper articles were sampled from the electronic full-text database Lexis/Nexis.
Articles were selected for the sample if they included one or more variations on the
word-stem ‘teach’ or the word-stem ‘educat’ in either the headline or the first paragraph
of the article.

This sampling definition produced a total of 2898 newspaper articles (1356 for 2003 and
1542 articles for 2005), of which 1717 articles (59.2 per cent, Table 3.1) were found to
be actually about or relevant to ‘education and teachers’. Of the 1717 relevant articles, 39
per cent were specifically about teachers and 61 per cent were about education more
generally (Table 3.2). The 40.8 per cent non-relevant articles were articles where the
search-keywords appeared only in a passing context or were used metaphorically in a
non-teacher/education context (e.g. ‘teach a lesson’ in a non-educational context, and
‘convent-educated’ or ‘university-educated’ when profiling an individual).

The Quality newspapers had by far the most coverage of teachers and education,
yielding approximately twice as many teacher/education relevant articles as the Popular
newspapers. Of the 1717 articles relevant to education and teachers, 52 per cent came
from the Quality newspapers, 26.5 per cent from the Popular newspapers and 21.5 per
cent from the Regional newspapers (Table 3.1).

The Popular newspapers differed from the two other groups in that they placed a
stronger emphasis on ‘teacher-relevant’ coverage. Approximately two-thirds (Table 3.2)
of the relevant coverage in the Quality and Regional papers was about education
generally, with approximately one-third being specifically about teachers. By contrast,
just over half of the Popular papers’ coverage was about teachers and just under half
about education more generally.

7 National Quality newspapers: The Guardian and The Observer, The Times and The Sunday Times, The
Independent and The Independent on Sunday, The Daily Telegraph and The Sunday Telegraph, The
Financial Times. National popular Newspapers: The Sun and the News of the World, The Mirror and The
Sunday Mirror, The Express and The Sunday Express, The Daily Mail and The Mail on Sunday. regional
newspapers: The Birmingham Evening Mail (West Midlands), The Leicester Mercury (East Midlands),
The Newcastle Evening Chronicle (North East), The Yorkshire Evening Post (Yorkshire & Humber), The
London Evening Standard (London).

¥ The principal criterion for the selection of regional newspapers was for these to coincide with the larger
Teacher Status Project’s case study areas. Additional selection criteria were: circulation, the nature and
content of titles (i.e. ‘paid for’ or ‘free’; whether a ‘newspaper’ or a dedicated ‘advertising sheet’) and
electronic availability.

9 ‘Rolling week’-sampling: Monday of one week, Tuesday of the next week, Wednesday of the next, etc.
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Table 3.1: Teacher/education relevance by newspaper type

Quality Popular  Regional Total
Papers Papers Papers

Articles relevant to | Count &93 455 369 1717
education &
teachers
Row % 52.0 26.5 21.5 100.0
Col % 54.8 66.3 63.5 59.2
Articles NOT Count 738 231 212 1181
relevant
Col % 452 33.7 36.5 40.8
Total Count 1631 686 581 2898
Col % 100.0 100.0 100.0 100.0

Table 3.2: Teacher or education relevance by newspaper type

Quality Popular  Regional Total
Papers Papers Papers

Teacher-relevant Count 306 245 119 670
Col % 343 53.8 32.2 39.0

Education-relevant Count 587 210 250 1047
Col % 65.7 46.2 67.8 61.0

Total Count 893 455 369 1717
Col % 100.0 100.0 100.0 100.0

Types of Newspaper Articles

The analysis sought to establish the prominence of teacher/education coverage within
each of the three groups of newspaper, as well as to establish the particular article types
or formats predominantly used for such coverage. Three key findings emerge from this
analysis: 1) teacher/education issues are a prominent news issue, but 2) not often front-
page news, and 3) teacher/education issues are a matter of considerable public interest or
concern (this latter conclusion is based on the prominence of Letters to the Editor -
especially in the Quality newspapers - and of Comment/Review articles, see table 4).
Overall, teachers and education made the front pages only twenty-eight times (1.6 per
cent) during the two sample periods, and very infrequently in the Popular newspapers
(0.9 per cent). The Regional newspapers were more likely than the national newspapers
to feature teacher/education news on the front page (2.2 per cent of Regional news items
about teachers/education appeared on the front page compared with 1.8 per cent and 0.9
per cent in the Quality and Popular papers). Despite the infrequent appearance of
teacher/education stories on the front page, the finding that 58.8 per cent of the articles
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on teachers or education appeared as ‘news reports’ is nevertheless a clear indication of
the prominence of teacher/education issues on the news agenda.

Table 3.3: Article type by newspaper type

Quality Popular Regional Total

Papers Papers Papers

Col % Col % Col % Col %
News report 423 74.7 78.9 58.8
Feature / profile 19.9 4.0 8.9 13.3
Letter to the editor 17.9 8.8 43 12.6
Comment / review 15.3 5.7 43 10.4
Front page news 1.8 9 2.2 1.6
Editorial / leader 1.0 4.0 .0 1.6
Survey / Investigation 1.3 1.5 1.4 1.4
Other 3 4 .0 3
Total 100.0 100.0 100.0 100.0

The ‘news report’ format was particularly pronounced in both Popular and Regional
newspapers, where this particular format accounted for some three quarters of the
coverage of teachers and education. Teacher/education issues were the subject of
editorial or leader comment in only 1.6 per cent of articles overall (1 per cent in the
Quality newspapers and 4 per cent of Popular newspaper articles).

Feature/Profile articles, Comment and Review articles, and Letters to the Editor were
relatively prominent at between 10.4 and 13.3 per cent of articles overall. These three
formats were much more prominent in the Quality papers than in the two other categories
of newspaper. It is especially noteworthy that Letters to the Editor were particularly
prominent in the Quality papers, and least prominent in the Regional newspapers. It
would have been reasonable to expect Letters to the Editor to be prominent in the
Regional papers, which in many other respects seem to cultivate a much closer ‘dialogue’
with their readers than the big national newspapers.

While the overall number of teacher/education relevant articles was remarkably similar
in the two sampling periods (865 in 2003 compared with 852 in 2005), Table 3.3 below
indicates that teacher/education issues became slightly more prominent on the news
agenda in 2005, with 2.2 per cent of articles appearing on the front page compared with
only one per cent in 2003. Other indicators, indicating that teacher/education issues
became politically more ‘important’ in the second phase, come from the increases —
albeit relatively small — in Feature/profile articles, Letters to the Editor and
Editorial/leader articles (Table 3.3).
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Table 3.4: Article type by year

2003 2005 Total

Col % Col % Col %
News report 59.1 58.5 58.8
Feature / profile 12.8 13.8 13.3
Letter to the editor 11.3 13.8 12.6
Comment / review 11.4 9.4 10.4
Front page news 1.0 2.2 1.6
Editorial / leader 1.2 2.0 1.6
Survey / Investigation 2.7 1 1.4
Other 5 1 3
Total 100.0 100.0 100.0

Themes/Issues

All newspaper articles were analysed and coded in terms of their main thematic focus, in
order to establish which issues and topics make up the news agenda on teachers and
education. Initial coding resulted in some 202 topics, the majority of which appeared
relatively infrequently. The longer list of topics was then regrouped under a smaller set
of seventeen thematic headings (and an additional ‘other’ category), and it is these that
are presented here.

The single most prominent thematic focus (Table 3.5) is government targets/new
schemes for schools, accounting for 13 per cent of cases, and particularly prominent in
the Regional newspapers, where nearly a fifth of the coverage focuses on this theme. The
second most prominent thematic focus, surprisingly, is teachers in civil or criminal cases
(including cases concerning inappropriate sexual relationships between teachers and
pupils, sexual and other abuse, financial misconduct, etc). The prominence of this theme
stems largely from its unique prominence in the Popular papers, where just over a quarter
(27.7 per cent) of all coverage revolves around teachers in legal cases. The
preoccupation, in the Popular papers, with this particular issue-domain or aspect of
education is, as implied by the label ‘Popular papers’, closely related to the core mass-
market news-values of ‘controversy’, ‘human interest’ and ‘crime’.

In this context, it is perhaps only surprising that the Regional newspapers — which could
reasonably be expected to pursue a similar broad popular appeal as the national tabloid
papers — seem much more akin to the Quality newspapers in their degree of coverage of
teachers in civil or criminal cases. The third most prominent thematic focus is teachers’
employment and pay issues. This focus enjoys remarkably similar prominence across the
three newspaper types, indicating a degree of consensus across the newspapers that these
dimensions, which are in themselves closely related to ‘status’, are seen as a key and
relevant focus for public debate about teachers and the education system.
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Table 3.4: Main thematic focus by newspaper type

Quality Popular  Regional Total
Papers  Papers Papers
Col % Col % Col % Col %
Govt. targets & new schemes for 12.5 9.5 18.4 13.0
schools
Teachers in civil & criminal cases 5.8 27.7 6.8 11.8
Teachers employment & pay issues 13.0 10.1 10.3 11.6
Social issues & their impact on 7.4 4.8 6.5 6.5
schools
Teaching of certain subjects in 9.1 3.7 3.3 6.4
schools
Issues facing pupils after leaving 59 3.7 4.9 5.1
school
Examinations reform 4.6 4.8 6.8 5.1
Bullying & disruption against 3.7 7.0 6.0 5.1
pupils & teachers
Funding shortages in schools and 4.8 3.7 6.5 4.9
higher education
Teaching awards/tributes to 5.2 1.1 7.3 4.5
teachers
Other issues specifically involving 3.7 33 4.3 3.7
students
Media coverage & portrayals of 34 3.5 2.7 33
schools & teachers
Profiles of unusual or outstanding 4.0 2.0 1.9 3.0
educational institutions
State versus private education 3.1 1.8 1.6 2.4
Teachers lives outside school 1.5 4.2 1.1 2.1
Other issues specifically involving 1.2 1.1 1.4 1.2
parents
Govt.statements on 1.2 2 0 i
teachers/ministers views on
education
Other issues 9.9 7.7 10.3 9.4
100.0 100.0 100.0 100.0

The ‘status of teachers’ is interestingly rarely commented on in a vocabulary that
includes the word ‘status’ itself. Although the word ‘status’ appeared 164 times in the
corpus of newspaper articles (the same number of times, 82, in both sampling periods),
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only four times was it used to refer directly to the recognition and general ‘standing’ of
teaching (implied: compared with other professions), and two of these four occurrences
appeared in the same Guardian article.

Class strugglers: New thinking needed on failing schools

(...) What is needed now is more recognition of the crucial job teachers in these
schools are undertaking. They need more resources, smaller classes, better
vocational courses and, most important of all, higher for tackling the toughest
challenge. (The Guardian, Leader page, 21 August 2003, p.27, box added)

Why teachers need trainers: People are flooding into teaching. Now we have to
improve their career development, Ralph Tabberer tells Rebecca Smithers

"If T got on a train five years ago the chat was always about someone leaving
teaching because of the workload, the behaviour of the kids, whatever. Now it is

always 'l know someone who has just gone into teaching'," says Ralph Tabberer.

"That itself is such a mark - people have in the past wrung their hands about the
lstatus of teaching. But it has improved in probably the most important way you can
possibly measure it - people actually prepared to make a career and life choice. The
combination of making a difference - doing a job that makes a difference to
people's lives - and doing a job in which there is self-fulfilment, that is a very
powerful cocktail in the modern career choice." (The Guardian, Education pages, 6
September 2005, p.2, box added)

CLASS ACTS: Those who can, do. Those who can't, teach? The familiar
mantra is being overthrown by a controversial new project in which high-
flying graduates, after just six weeks' training, are being parachuted into
tough inner-city schools

(...) Some teachers, though, still have doubts. 'It's a great shame that the only way
to boost the status of teaching is to attract high-fliers on the basis they don't really
have to commit,’ one London teacher told me. 'It suggests experience isn't
important, which is simply not true. Surely the best way to attract more and better
teachers would be to improve the of the ones we've already got?'

(..)

Some Teach Firsters will be effective, no doubt, and some, much less so; that's how
it is with teachers, even at the best-run schools. On their side, they have youth,
energy, enthusiasm, determination and an awareness that they have a limited time
to achieve. Their involvement will help boost the |status of teaching], a process
already underway through a variety of changing circumstances, if only for shallow
reasons. (The Observer, Review Pages, 26 June, 2005, p. 4, boxes added)

The most common uses of the word status were the collocations ‘university status’ (see
the list below) and the standard expression ‘status quo’. Other common uses referred to
school categorisations: ‘charity/charitable/beacon/specialist/training/star (school) status’
or to teacher training/career progression: ‘qualified/senior (teacher) status’. The
collocation ‘foundation status’, which appeared four times, referred to hospitals, not
schools.
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Table 3.6 Common collocations of 'status'

Number of occurrences Status collocation

15 university status
12 status quo
11 charity/charitable status

beacon (school) status
(qualified/senior) teacher status
specialist (school) status
foundation status

training (school) status

star status

Cinderella status

equal status

international status

legal status

N DN NN D W R BN

mutual status

While the word ‘status’ is thus rarely used to refer to the ‘status of teachers’, many of the
themes listed here do, however, have a direct or indirect bearing on the media and public
definition of teachers’ status. This is particularly so in the case of the themes feachers’
employment and pay issues (which may be generally ‘supportive’ of teacher status issues,
if only in terms of highlighting for political and public debate the plight of teachers) and
teachers in civil or criminal cases, which would tend to have a distinctly negative effect
on the public image — and status — of teachers, by drawing attention in particular to
misconduct, to ‘bad apples’, to unprofessional conduct or criminal individuals.

By contrast, the theme feaching awards/tributes to teachers, which occurs in 4.5 per cent
per cent of all coverage, makes a distinctly positive contribution to the public image of
teachers’ status and the teaching profession, and is possibly quite unique — at least in
terms of sheer relative prominence — to news coverage of this particular profession
compared to news coverage of other professions, such as the police, social workers,
nurses or doctors. This category is also noteworthy for the considerable differences
across the three newspaper categories, being rather more prominent in the Regional
newspapers (7.3 per cent of coverage) and much less prominent in the Popular
newspapers (1.1 per cent of coverage).

The fourth most prominent thematic focus, social issues and their impact on schools (6.5
per cent overall, slightly higher in the Quality press and slightly lower in the Popular
press), covers a broad range of specific topics which include concerns about children’s
transport to and from schools, concerns about the impact of gender, social class, ethnicity
and religion on schooling and academic achievement, social deprivation and surrounding
drug cultures and their impact on/challenges to schooling and academic achievement, etc.
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Three issue clusters share fifth place in the overall prominence ranking: issues facing
pupils after leaving school, examinations reform (a comparatively more prominent
concern in the Regional newspapers) and bullying and disruption against pupils and
teachers (a comparatively more prominent cluster in the Popular and Regional
newspapers than in the Quality newspapers).

A further, but much more indirect, indication of how various thematic categories may
have a bearing on the public image of teacher status stems partly from the theme
teachers’ lives outside school (2.1 per cent of coverage overall) and partly from the
finding that the professional identifier — teacher — is frequently used in news stories
which are not specifically about either teaching or education. In both cases, the fact that
the person described in the news story happens to be a former or current teacher, may be
of little significance to the key issue or focus of the story; yet, the identification of the
person as a ‘teacher’ is clearly used as a convenient news-shorthand for conveying a
particular connotation or identity.

As indicated previously, the ‘status of teachers’ is rarely referred to in news coverage
through the direct or explicit use of the word ‘status’, but it is clear from the identifier-
labelling of people as ‘teachers’ in news stories, which are not about teaching or
education, that being a teacher is seen as an important characterisation, and one which
‘means’ something to the public and is easily recognised. The analysis presented in the
next two sections will pursue this line of investigation further to establish, inter alia,
whether the values and status associated with the label ‘teacher’ are relatively uniform,
variable across types of media, and/or changing over the time-span covered by this
research.

A sense of serious ‘funding and resources’ problems in the education sector is conveyed
through the prominence of both teachers’ employment and pay issues and, more directly,
through funding shortages in schools and higher education, which, at 4.9 per cent,
appears in 6" place in the overall ranking, but is relatively more prominent in the
Regional newspapers (6.5 per cent).

The discourses under these thematic clusters (including also the theme bullying and
disruption against pupils and teachers) contribute to a prominent sense of ‘a profession
under siege’: of (mostly) decent, hardworking, professional, committed teachers under
attack from, inter alia, funding crises, resources cuts, a deteriorating infrastructure,
frequent changes in education policy, a deterioration in the value of pensions, job-related
stress, a decline in social values, a rise in violence and discipline-problems, and increased
government interference. The sense of a ‘profession under siege’ is also projected in a
prominent strand of coverage (under the most prominent thematic cluster teachers’
employment and pay issues) concerned with professional status, and more particularly
with hierarchy and differentiation within the profession (e.g. head/senior teachers versus
teachers/junior teachers; old versus young; qualified teachers versus teaching assistants)
and concerns about de-professionalisation.

There are very considerable variations in thematic emphasis across the Regional
newspapers (Table 3.7), reflecting, in some cases, genuine regional differences in the
kinds of issues, challenges and problems facing schools and teachers in a particular
region, but reflecting also possible differences in editorial policy/priorities and
journalistic/news-gathering practices.

The two north eastern newspapers, the Yorkshire Evening Post and the Newcastle
Evening Chronicle, give particularly high emphasis to government targets & new
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schemes and a higher than average emphasis (together with the London Evening
Standard) to bullying and disruption against pupils and teachers. The Newcastle Evening
Chronicle further distinguishes itself from the other Regional newspapers with a much
lower emphasis on examinations reform, and a higher than average emphasis on funding
shortages (also particularly emphasised in the Leicester Mercury ), on issues facing
pupils after leaving school and on other issues specifically involving students. The
Yorkshire Evening Post, in addition to the difference noted above, gives comparatively
little emphasis to teaching awards/tributes to teachers, to teachers in civil and criminal
cases and to funding shortages (which also receives comparatively little coverage in the
London Evening Standard ) and a higher than average emphasis to teaching of certain
subjects in schools.

The two major metropolitan newspapers, the London Evening Standard and the
Birmingham Evening Mail, give comparatively more prominence (like the national
Popular papers) to teachers in civil and criminal cases, while the Birmingham Evening
Mail distinguishes itself from the other Regional newspapers by its uniquely high
emphasis on social issues and their impact on schools (14.6 per cent of articles compared
with the Regional paper average of 6.5 per cent). The Birmingham Evening Mail and the
Leicester Mercury also give a higher than average emphasis to teaching awards/tributes
to teachers (13.4 per cent and 10.4 per cent of articles, compared with the Regional
newspaper average of 7.3 per cent). Finally, teachers’ employment and pay issues receive
comparatively much more prominence in The London Evening Standard and the
Leicester Mercury than in other Regional newspapers.
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Table 3.7: Thematic focus by Regional newspapers

The The The The The Total
Evening  Birmingham  Yorkshire @ Newcastle Leicester
Standard Evening Evening Evening Mercury
Mail Post Chronicle

Col % Col % Col % Col % Col % Col %
Govt. targets & new 18.3 12.2 31.6 222 14.3 18.4
schemes for schools
Teachers employment & 22.0 4.9 7.9 5.6 10.4 10.3
pay issues
Teaching 3.7 13.4 2.6 4.4 10.4 7.3
awards/tributes to
teachers
Teachers in civil & 8.5 8.5 2.6 5.6 6.5 6.8
criminal cases
Examinations reform 9.8 9.8 7.9 1.1 6.5 6.8
Funding shortages in 1.2 7.3 2.6 10.0 9.1 6.5
schools and higher
education
Social issues & their 1.2 14.6 53 6.7 3.9 6.5
impact on schools
Bullying & disruption 11.0 4.9 7.9 6.7 0 6.0
against pupils &
teachers
Issues facing pupils 3.7 3.7 2.6 8.9 3.9 4.9
after leaving school
Other issues specifically 1.2 2.4 2.6 6.7 7.8 4.3
involving students
Teaching of certain 4.9 1.2 7.9 22 2.6 33
subjects in schools
Media coverage & 3.7 2.4 0 33 2.6 2.7
portrayals of schools &
teachers
Profiles of unusual or 1.2 1.2 53 1.1 2.6 1.9
outstanding educational
institutions
State versus private 2.4 2.4 0 1.1 1.3 1.6
education
Other issues specifically 0 1.2 53 1.1 1.3 1.4
involving parents
Teachers lives outside 0 0 2.6 33 0 1.1
school
Other issues 7.3 9.8 53 10.0 16.9 10.3

100.0 100.0 100.0 100.0 100.0 100.0
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Table 3.8: Main thematic focus by 2003 and 2006

2003 2005 Total
Col % Col % Col %
Govt. targets & new schemes for schools 11.7 14.3 13.0
Teachers in civil & criminal cases 11.9 11.7 11.8
Teachers employment & pay issues 9.8 13.5 11.6
Social issues & their impact on schools 4.7 8.3 6.5
Teaching of certain subjects in schools 5.8 7.0 6.4
Issues facing pupils after leaving school 6.0 4.2 5.1
Examinations reform 6.8 34 5.1
Bullying & disruption against pupils & 4.2 6.0 5.1
teachers
Funding shortages in schools and higher 6.4 34 4.9
education
Teaching awards/tributes to teachers 5.2 3.9 4.5
Other issues specifically involving students 4.0 3.4 3.7
Media coverage & portrayals of schools & 3.7 2.8 33
teachers
Profiles of unusual or outstanding 3.1 2.9 3.0
educational institutions
State versus private education 3.2 1.6 24
Teachers lives outside school 2.9 1.3 2.1
Other issues specifically involving parents 1.3 1.2 1.2
Govt.statements on teachers/ministers views 1.3 1 7
on education
Other issues 8.0 10.8 9.4
100.0 100.0 100.0

As indicated in Table 3.6a above there was relatively little change between the two
sampling periods, 2003 and 2005, in the prominence of most of the main thematic foci.
This was the case with most of the least prominent thematic foci, but also applied to one
of the top ranking topic clusters, namely teachers in civil and criminal cases. Four of the
top ranking issue clusters became more prominent in 2005 than in 2003: government
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targets and new schemes for schools, teachers’ employment and pay issues, social issues
and their impact on schools and bullying and disruption against pupils and teachers.
Another four of the more prominent issues became less prominent in 2005 compared
with 2003: issues facing pupils after leaving school, examinations reform, funding
shortages in schools and higher education and teaching awards/tributes to teachers.

Key definers of teachers and education issues

The analysis of ‘actors’ (people/institutions/organisations) is important for understanding
who is identified by the news media as the key people or agencies — stakeholders — in the
education discourse, and, more particularly, to understand who, in the public forum of
the news media, define what teaching and education issues are about, and who is
responsible for dealing with and resolving the education issues of the day. This analysis
examines the range of actors, who — by being quoted directly by the newspapers —
become the key voices in the education debate and the key definers of this debate.

In the national newspapers, the education debate is very predominantly defined by the
government (quoted directly in nearly a fifth, 19.9 per cent, of all articles), teachers (17.2
per cent), higher education sources (14.8 per cent) and teacher trade unions (13.8 per
cent) (Table 3.9). Other relatively prominent actors quoted directly in between 6-9 per
cent of the national newspaper articles are headteachers, police/law enforcement/the legal
profession, campaign/pressure groups, the political opposition parties, quangos and
parents.

The main differences between Quality and Popular papers (Table 3.9) concern their
quoting of school teachers, higher education sources, QUANGOs and police/law
enforcement/legal professionals. The Popular papers are more likely to quote teachers
(who are the single most prominent directly quoted source in the Populars), while the
Quality papers are almost three times as likely as the Popular papers to quote higher
education sources (19.3 per cent of Quality paper articles compared with 7 per cent in the
Popular newspapers).

The Quality papers are also more likely than the Populars to quote quango sources (8.3
per cent compared with 4 per cent) and published media reports (4.9 per cent compared
with 1.5 per cent), while the Popular papers (reflecting their thematic emphasis on news
stories about civil or criminal cases involving teachers — see above under the analysis of
Themes) give particular prominence to the direct quoting of police/law enforcement/legal
professionals (16.5 per cent of articles compared with 3.8 per cent of Quality paper
articles).
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Table 3.9: Actors quoted directly by newspaper type

Quality Popular  All National  Regional All Papers
Papers Papers Papers Papers Total
Column % Column % Column %  Column % Column %

Government 18.7 22.0 19.9 14.0 18.5
School teachers 13.0 24.5 17.2 17.5 17.3
Higher education 19.3 7.0 14.8 12.2 14.2
sources
Teacher trade unions 13.2 15.0 13.8 13.5 13.8
Headteachers 9.3 7.7 8.7 223 11.9
Parents 5.5 7.7 6.3 11.4 7.5
Police/law 3.8 16.5 8.5 3.5 7.3
enforcement & legal
profession
Quangos 8.3 4.0 6.7 7.4 6.9
Campaign/pressure 6.8 9.5 7.8 3.1 6.7
groups
Pupils/school students 53 4.4 5.0 9.2 6.0
Opposition 7.0 7.3 7.1 4 55
Local government .8 33 1.7 11.4 4.0
Education experts 53 3.7 4.7 4 3.7
Published media 4.9 1.5 3.6 4 2.9
reports
Local Education 1.1 i 9 5.2 2.0
Authorities
Other sources 20.4 24.5 21.9 19.7 21.4

Column percentages do not add up to 100 as up to three separate actor-categories could be coded for each
article.

The percentage figures denote the percentage of articles in each newspaper category making reference to a
particular type of actor.

The Regional papers differ considerably from the national papers in terms of the rank
order of directly quoted sources (Table 3.9). The government, campaign/pressure groups,
police and legal professionals and education experts are rarely quoted and the political
opposition parties are hardly quoted at all (0.4 per cent) in the sampled Regional
newspapers. Headteachers are the single most prominent directly quoted source in the
Regional newspapers, appearing in over a fifth (22.3 per cent) of articles.

Teachers are also a prominent source of direct quotations (17.5 per cent), as are pupils
and students (9.2 per cent). The particular prominence of directly-quoted pupils/students
in the Regional press is interesting and reflects the different style of ‘reader-address’,
which characterises the Regional press when compared with the national Quality press in
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particular, namely a much stronger emphasis on a direct engagement (through the
featuring of selections of quotes — and often photographs of readers in the local
community) with their community of readers. The more direct engagement with and
featuring of stakeholders from the local region of the newspaper are also reflected in the
relatively much higher prominence given to Parents (11.4 per cent), Local Government
sources (11.4 per cent) and Local Education Authorities (5.2 per cent) in the Regional
Papers compared with the national newspapers.

Table 3.10: Actors quoted directly by year

2003 2005 Total
Column % Column % Column %

Government 15.9 20.5 18.5
School teachers 18.0 16.7 17.3
Higher education sources 8.8 18.3 14.2
Teacher trade unions 10.4 16.3 13.8
Headteachers 12.3 11.6 11.9
Parents 6.4 8.3 7.5
Police/law enforcement & legal 3.8 10.0 7.3
profession

QUANGOs 5.5 8.0 6.9
Campaign/pressure groups 8.1 5.6 6.7
Pupils/school students 5.5 6.4 6.0
Opposition 4.7 6.2 5.5
Local government 3.1 4.7 4.0
Education experts 59 2.0 3.7
Published media reports 1.7 3.8 2.9
Local Education Authorities 2.1 1.8 2.0
Other sources 10.2 29.9 21.4

Column percentages do not add up to 100 as up to three separate actor-categories could be coded for
each article.

The percentage figures denote the percentage of articles in each newspaper category making reference
to a particular type of actor.

While the rank order of key actor groups changed relatively little between the two
sampling years, 2003 and 2005, in the sense that the actors who were most prominent in
2003 generally remained so in 2005, there were some differences in relative prominence
(Table 3.10). Higher education sources were quoted directly more than twice as often in
2005 (18.3 per cent of articles) as in 2003 (8.8 per cent of articles), as were police/law
enforcement/the legal profession (10% in 2005 compared with 3.8 per cent in 2003).
While school teachers and headteachers dropped were slightly less frequently quoted
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directly in 2005 than in 2003, they nevertheless remained firmly amongst the top five
definers of issues relevant to teaching and education.

Both the government and the political opposition parties were more frequently quoted
directly in 2005 compared with 2003, but while the government became the single most
prominent definer of education issues in 2005 (quoted directly in a fifth, 20.5 per cent, of
all articles), the political opposition parties remained at the lower end of the overall rank
order and were quoted directly in only 6.2 per cent of all articles. Teacher trade unions,
quango sources and parents all achieved more direct quotation in 2005 than in 2003, and
a similar, but less pronounced, pattern held true for pupils/school students and local
government. By contrast, campaign/pressure groups, education experts and LEAs were
relatively less frequently quoted in 2005 than in 2003.

I1. Newspaper coverage of teachers and education 1991-2002

Introduction

In addition to tracking the changes in media reporting during the project period (the
Phase 1 and Phase II analysis), a longer-term retrospective analysis of newspaper
coverage of teachers/education over approximately a decade from 1991 to 2002 was
carried out. The aim of this analysis was to map the key changes in the amount and
nature of press coverage of teachers and education, and particularly to examine what
changes took place in media coverage from the early 1990s to the present, in terms of
the relative prominence of different education-related themes and issues, and in terms of
who principally set the public and media agenda on education issues.

Sample

Given the sheer volume of coverage during the extended period from 1991 to 2002, the
initial task was to establish a manageable sample, sufficiently representative to facilitate
the tracking and mapping of changes in media reporting of teachers and education.
Following consideration of a number of sampling strategies — including the possibility of
sampling from every year during the retrospective period — a sampling strategy was
arrived at which combines the purposive sampling of three year-clusters (positioned
around the last three General Elections) with systematic random sampling (using a
sampling interval of 15 days; in other words, a ‘rolling fortnight’ interval) within the
three year-clusters.

The three year-clusters are: 1991-93 (3 years), 1996-98 (3 years) and 2001-02 (2 years).
The systematic rolling fortnight sampling from the selected eight years produced one
hundred and ninety four sampling dates, from which a total of 6359 newspaper articles
were retrieved, using the same keyword selection criteria as applied in the Phase I/Phase
II media analysis. The percentage of articles found to be relevant (i.e. specifically about
teachers and/or education) was very consistent with that found in the Phase I/II analysis;
thus, 58.2 per cent (3702 three articles) of the 6359 articles were found to be about
teachers and/or education (59.2 per cent in the Phase I/Il sample), while the remaining
41.8 per cent mentioned the key search-words only in a context which was incidental or
peripheral to teachers and education.

Newspaper articles were sampled from each of the project’s 17 national daily and
Sunday newspapers using the full-text electronic newspaper data-base Lexis/Nexis.
However, not all of the 17 newspapers were available on Lexis/Nexis for the entire
sampling period. Thus, the Telegraph newspapers were available only for the most
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recent year-cluster, and from the Popular papers, the Mail newspapers were available
from 1992 onwards, the Mirror only for the two most recent year-clusters, the Sun and
the Express newspapers only for the most recent year-cluster.

While all the retrieved newspaper articles have been content analysis coded, using the
same content analysis frame as for the Phase I/Il analysis, the analysis presented here
focuses only on those newspapers for which coverage was available throughout the
period from 1991-2002. These are all the national Quality daily and Sunday newspapers,
except the Daily Telegraph and Sunday Telegraph. The analysis presented here then
comprises the following Quality newspapers: The Financial Times, The Guardian, The
Observer, The Independent, The Independent on Sunday, The Times and The Sunday
Times.

Teacher/education-relevant coverage

The total number of articles retrieved from the seven selected Quality newspapers for
the three year-clusters was 4874, of which 57.1 per cent (2784 articles) were specifically
about or relevant to teachers and/or education. As shown in Table 3.11, the overall
volume (number of articles) of teacher/education-relevant coverage rose considerably
during the period. This is particularly evident, when taking into consideration that the
894 articles for the most recent year-cluster, 2001-02, were derived from just two years
compared with 884 and 1006 articles for each of the earlier 3-year clusters.

Table 3.11: Teacher/education relevance by year-cluster

1991-93 1996-98 2001-02 Total

Articles Count 884 1006 894 2784
relevant to
education &
teachers

Col % 60.7 52.7 59.2 57.1
Articles NOT Count 572 902 616 2090
relevant

Col % 39.3 47.3 40.8 42.9
Total Count 1456 1908 1510 4874

Col % 100.0 100.0 100.0 100.0

The overall percentage of coverage specifically about teachers or teacher-issues was
25.5 per cent (Table 3.12), compared with 74.5 per cent of coverage about education
issues generally. Teacher-relevant coverage was relatively less prominent at only 22.2
per cent of coverage in the middle year cluster, and relatively more prominent at 29.2
per cent in the third and most recent year-cluster. When comparing with the 39 per cent
of coverage specifically about teachers in the Phase I/II analyses from the period 2003-
2005, then there is a clear trend of ‘teachers/teacher-issues’ becoming increasingly
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prominent in media coverage in the period from the second half of the 1990s to the
present. This trend is also - as will be seen below - confirmed by the analysis of changes
in the thematic emphases in media coverage.
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Table 3.12 Teacher or education relevance by year - cluster

1991-93  1996-98 2001-02 Total
Teacher-relevant Count 226 223 261 710
Col % 25.6 222 29.2 25.5

Education-relevant | Count 658 783 633 2074
Col % 74.4 77.8 70.8 74.5

Total Count 884 1006 894 2784

Col % 100.0 100.0 100.0 100.0

Types of newspaper articles

The analysis above indicates that teacher/education coverage increased in sheer volume
during the period from the early 1990s to the early 2000s. This trend is further underlined
by an increased prominence/importance within the newspapers analysed as indicated by
the distribution of education coverage across different types of news article. The same
general pattern found in the Phase I/II analysis holds true with regard to the three year-
clusters (Table 3.13): 1) teacher/education issues are a prominent news issue, but 2) not
often front-page news, and 3) teacher/education issues are a matter of considerable public
interest or concern (as indicated by the prominence of Letters to the Editor (12.6 per cent
of articles) and of Comment/Review articles (4.8 per cent)).

Overall, articles about teachers/education were front page news in 1.9 per cent of cases,
but interestingly it seems that teacher/education news advanced considerable on the news
agenda in the two later periods, where the percentage of front page articles more than
doubled, at 2.5 per cent and 2.2 per cent, compared with only 1 per cent of articles in the
first year-cluster. Feature articles also increased in prominence in the two later periods,
indicating a move towards more in-depth analysis, while straight news articles — the
single most prominent category - declined slightly in relative prominence from 51.5 per
cent in the first year cluster to 44.6 per cent in the most recent period. Editorials were
surprisingly infrequent in the two earlier year-clusters, but came to considerable
prominence in 2001-02 where they were 3 per cent of articles.

The increased front-page presence of education news, and perhaps particularly the
increased prominence of editorials and feature articles, signal an overall rise in the
prestige and prominence of education coverage (resonating with the evidence from
interviews with education correspondents and editors), as well as giving an indirect
indication of an increased public/political significance (see particularly the rise in
editorial comment) of education issues.
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Table 3.13: Article type by year cluster

1991-93 1996-98 2001-02 Total
(n=884) (n=1006) (n=894) (n=2784)
Col % Col % Col % Col %

News report 51.5 49.9 44.6 48.7
Feature / profile 25.5 31.5 31.7 29.6
Letter to the editor 13.6 13.8 10.4 12.6
Comment / review 7.2 9 6.7 4.8
Front page news 1.0 2.5 2.2 1.9
Editorial / leader i 2 3.0 1.3
Survey / Investigation 2 2 2 2
Other 3 1.0 1.1 .8
Total 100.0 100.0 100.0 100.0

Themes/issues and ‘status’

One of the key objectives of the retrospective analysis was to examine which themes or
issues make up the media discourse on teachers and education, and to examine how the
relative prominence of key themes may have changed over the 12-year period examined,
from the start of 1991 till the end of 2002. All the retrieved and relevant newspaper
articles were coded on two key dimensions: 1) their relevance to questions about the
status of teachers, and 2) their main thematic/topic focus. In addition, all uses of the word
‘status’ were examined in order to identify those that referred specifically to the ‘status of
teachers’ (in the sense used in this project), and these were then analysed in terms of
what the newspapers commented on in relation to the status of teachers.

‘Status’ in media coverage

All newspaper articles were classified in terms of whether their content had a direct
bearing on ‘teacher status’, as understood in the sense used in the Teacher Status Project.
This analysis showed that overall 10 per cent of the 2784 articles in the retrospective
analysis discussed issues of direct relevance to teacher status, but the more interesting
finding is perhaps the steady, if relatively small, rise in articles relevant to a teacher
status context over the period examined, from 8.9 per cent in 1991-93 (n=884), through
9.6 per cent in 1996-98 (n=1006), to 11.5% in 2001-02 (n=894). While there was thus a
significant amount of coverage relevant to or about the status of teachers throughout the
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period, it is also clear that these concerns became more pronounced and prominent
during the period.

Table 3.14: 'Status' and relevant uses of 'Status' by year-cluster

1991-93 1996-98 2001-02 Total
N % N % N % N %
‘Status’ 163 11.2 167 8.8 109 7.2 439 9
occurrences
Relevant uses 7 0.5 21 1.1 12 0.8 40 0.8
of ‘status’

Total articles 1456 100 1908 100 1510 100 4874 100
retrieved

All occurrences of the word ‘status’ were analysed in order to determine the number of
times ‘status’ was used to refer to the standing of teachers. As the analysis of Phases /I
showed, the word ‘status’ is rarely used in this sense: of 439 occurrences of ‘status’
across the three year-clusters, less than a tenth (40) referred to the standing of teachers in
the sense of the Teacher Status Project. Interestingly, however, while the overall
prominence of the word ‘status’ decreased slightly between 1991-93 and 2001-02, as
shown in table 15, the relative prominence of ‘status’ referring to the ‘standing of
teachers’ more than doubled between 1991-93 and 1996-98 and although falling again in
2001-02 still remained slightly more prominent than at the start of the period examined
here.

The particular prominence of status, as referring to the standing of teachers, during the
middle year-cluster of 1996-98 was caused to a large extent by a single act of ‘claims-
making’, namely that of the widow of headmaster Philip Lawrence, stabbed to death in
December 1995 outside his school in West London. Mrs Frances Lawrence’s ‘manifesto’
called for, inter alia, “A higher status in society for teachers and the police” (The
Guardian, 22 October 1996), and this or equivalent phrases received extensive coverage:

THOUSANDS BACK WIDOW'S CALL FOR GOOD CITIZENSHIP

(...) The group also called for more government support for some of Mrs
Lawrence's other aspirations, such as raising the of police and teachers. Mrs
Morrissey added: "Successive Secretaries of State and ministers have criticised, and
still do criticise, our teachers. It may not be their intention to lower the teachers'
standing in the eyes of the public, but that is what happens. Sadly, it will take more
years to rebuild the status of our professional people than it took the Government to
smash it." (The Times, 22 Oct 1996, box added)

TRAGIC EVENTS THAT CAN SPARK CHANGE
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(...) Less precisely, she also calls for the raising in of teachers and police, as
key contact points for young people. (The Independent, 22 Oct 1996, box added)

Although the use of status to refer to the standing of teachers was much less prominent in
the first year-cluster, 1991-93, it is also noteworthy that the general ingredients of the
‘status-discourse’ were present right from the start of the period examined here. Thus, the
notion that high morale and status were important for teaching, and particularly for
solving some of the key problems in the education system, was present throughout.

RALLYING CRY OF THE STANDARDS BEARERS: CONSERVATIVE
Stephen Bates speaks to Kenneth Clarke

"It is high time the morale and [status of teachers| was genuinely revived. We will do
that by restoring public confidence in the state education system, giving teachers
the leadership, the sense of satisfaction from change effectively put into place. As
they get familiar with the changes there will be a change of culture and people will
derive considerable pleasure from working in a better directed system. The purpose
is to get the 20 per cent of schools that are underperforming to accept the need to
adopt the good practice of the best." (The Guardian, 17 March 1992, box added)

So too was the idea that status is closely linked to pay and performance, that both must
be improved if status is to be improved, and the notion that status is closely linked to pay
as well as to the values of the profession.

THE HARD SCHOOLING OF WARNOCK

(...) But she delivered a ringing plea for the reform of teacher training (in her
Dimbleby lecture, and on many other platforms) suggesting a teaching council on
the lines of the BMA, and "teaching schools" on the lines of teaching hospitals.
Teachers are an important resource, and must be paid accordingly. As for their
morale: "It is not something that can be artificially raised, by bringing in Vera
Lynn," she says. "It arises from high ." (The Times, 6 July 1991, box added)

Leading Article: TEACHERS' PAY IS THE FIRST LESSON

(...) Perhaps the Department for Education should take a little advice from Adair
Turner, the director-general of the CBI, who yesterday stressed that businesses had
to invest in staff and pay them well. Successful schools, just like successful
businesses, need a culture that encourages and rewards performance. The only way
to turn teaching into the , well-respected profession that schoolchildren
and parents need is to increase the rewards for good teachers and to remove those
who prove unable to do the job. (The Independent, 26 Jan 1996, box added)

Leader: MORE FROM MORRIS: BUT TEACHERS ARE STILL UNDERPAID
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(...) Thirty years of under investment in public services cannot be achieved
overnight. It will take a decade, but it needs to start now if Labour is to restore the
lstatus of teachers| - and the respect for education in the land. (The Guardian, 24 Jan
2002, box added)

Leading Article: THE BEST WAY TO IMPROVE SCHOOL STANDARDS IS
TO EMPLOY MORE TEACHERS

Old-fashioned though it sounds, that problem can only be solved with money - lots
of it. The steady drain of teachers away from the profession - around 400,000 in
recent years - is for a mixture of reasons. Teachers leave because they are paid too
little - especially in the south-east, where the cost of living is so high. The shortages
pile the pressure on those that remain, adding to the stress and pushing morale
down further. The [status of teachers in society remains too low. (...) No amount of
"distinct identity" (to quote Mr Blair's buzzword yesterday) or of advertising
campaigns can reverse that trend. (The Independent, 13 Feb 2001, box added)

While the status discourse, from the outset, was linked closely to questions about
standards in teacher training, one dimension of the status discourse which emerged only
in the most recent period, was controversy about the recommendations of the General
Teaching Council, particularly with regard to the introduction of ancillary teaching posts.

TEACHERS TOLD TO BOYCOTT RULING BODY'S £23 FEE

The unions campaigned for decades for a General Teaching Council to be set up,
arguing that it would give teaching the of professions such as law and
medicine. But since it was established the two sides have been at loggerheads. (The
Independent, 14 May 2001, box added)

REPORT REJECTS TEACHERS' CALL FOR 35-HOUR WEEK

The unions claim that the use of untrained assistants merely adds to the strain on
teachers and risks diluting the of the profession. (The Times, 9 May 2002,
box added)

CHALK AND TALK

It is incredible when the unions are hostile to the introduction of classroom
assistants who can relieve teachers of a range of tiresome burdens. There can be no
other example of a profession where the offer of a personal assistant would be
taken as degrading the of the manager concerned. (The Times, 9 May 2002,
box added)
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Thematic focus

The analysis of major thematic foci gives an overview of the relative prominence of the
themes and issues which make up the media agenda on education. Table 3.15 further
enables a comparison of the three year-clusters, showing the relative movement of the
major thematic foci over the 12-year period from the beginning of 1991 to the end of
2002.

First, it is worth noting that the overall rank order of themes for this period matches the
rank order of themes found in the Phase I/Il analysis quite well, with one major
difference: the theme teachers in civil and criminal cases. This was the second most
prominent theme in the Phase I/II sample, due largely to its extraordinary prominence in
the Popular newspapers. The retrospective sample analysed here includes only the
Quality newspapers, and this particular theme has thus moved down to 10" place,
occurring in 3.8 per cent of the articles overall for the retrospective sample.

The single most prominent thematic focus (Table 3.156) is government targets/new
schemes for schools, accounting for 15.3 per cent of cases, and particularly prominent in
the middle year-cluster, 1996-1998, at 18.6 per cent of articles. The second most
prominent thematic focus, confirming the indication from the above analysis of status
references, is teachers’ employment and pay issues. This is especially noteworthy for its
increased prominence in the two most recent year-clusters, and particularly so in the most
recent year-cluster, 2001-2002, where at 14.1 per cent of articles this theme became the
single most prominent theme in newspaper coverage of education. The rise in
prominence of this particular theme confirms the indications from the above analysis of
status relevant articles — also shown to increase during the period examined — and from
the above analysis of issues mentioned in the context of explicit references to the ‘status
of teachers’.

The theme teaching of certain subjects in schools is at 9.1 per cent of articles the third
most prominent thematic focus. This theme includes a broad range of topics from
proposals for reform of the national curriculum to home schooling, the teaching of
Scottish history and native minority languages, and from ICT, music, PE and sex/drugs
education to concerns about the private provision of instruction in subjects discontinued
in the school curriculum. Despite receding slightly in prominence in the middle year-
cluster, this theme rose in prominence overall from 8.7% of articles in 1991-93 to 12.1
per cent of articles in 2001-2002.

The fourth most prominent thematic focus, social issues and their impact on schools is
present in 8.2 per cent of articles overall, with relatively little change across the three
year-clusters. This theme includes concerns about children’s transport to and from
schools, concerns about the impact of gender, social class, ethnicity and religion on
schooling and academic achievement, social deprivation and surrounding drug cultures
and their impact on/challenges to schooling and academic achievement, etc.

The fifth most prominent theme, issues facing pupils after leaving school, present in 6.5
per cent of articles overall, is noteworthy for its rise in prominence from 5.1 per cent in
1991-93 to 8.7 per cent in 2001-02, where it shares fourth place with social issues and
their impact on schools. The rise in prominence of this theme reflects increased debate
and concern about vocational training and about the impact of changes to higher
education fees and student finance. Also noteworthy for its increased prominence across
the three year-clusters is the seventh most prominent theme, examinations reform, which
is present in 5.2 per cent of articles overall, but more than doubled its prominence from
3.2 per cent in the middle year-cluster, 1996-98, to 7.2 per cent in 2001-02.
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Particularly noteworthy for their declining prominence on the news agenda are the three
themes: funding shortages in schools and higher education (5.2 per cent overall), profiles
of unusual or outstanding educational institutions (4.6 per cent overall) and teaching
awards/tributes to teachers. Funding issues (4.4 per cent overall), as a central news
focus, declined from 6.9 per cent in 1991-93 to a mere 3.8 per cent of articles in 2001-02,
but it is worth bearing in mind that funding bounced back to prominence in 2003 (6.4 per
cent, as seen in the Phase I media analysis) and then receded again in 2005 (to a lower
level, 3.4 per cent, than that of 2001-02). This overall trend regarding funding issues was
also echoed in the interviews with education correspondents and editors, who felt that
funding — and associated concerns about teacher-recruitment and retention - was no
longer (in 2004-05 when they were interviewed) a key issue on the education news
agenda.

The decline in prominence, from over five percent of articles in 1991-93 to less than four
percent in 2001-2002, of the themes profiles of unusual or outstanding educational
institutions and teaching awards/tributes to teachers is noteworthy because both of these
themes contribute to meanings about the status of teachers. This is explicitly the case
with regard to teaching awards and tributes to teachers, which, as a theme, makes a
distinctly positive contribution to the public image of teachers and the teaching
profession.

Two further themes distinguish themselves by their change in prominence during the
period examined: bullying and disruption against pupils and teachers, and teachers’ lives
outside school. Bullying and disruption against pupils and teachers more than doubled in
prominence from 1.5 per cent in 1991-93 to 3.6 per cent in 2001-02. This trend needs to
be seen in relation to the findings from the analysis of news coverage in 2003-2005,
which showed a further considerable increase in prominence, namely to 4.2 per cent in
2003 and to 6 per cent in 2005. Concerns about discipline, violence, security, attendance
and truancy in schools have thus moved from a very low position on the news agenda of
the early 1990s to being the sixth most prominent news theme in 2005.

By contrast, teachers’ lives outside school — a theme which, as argued in the Phase I/II
analysis, indirectly contributes positively to the ‘status of teachers’ — declined as a main
thematic focus from 2.5 per cent in 1991-93 to a mere 0.3 per cent in 2001-02.
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Table 3.15: Main thematic focus by year-cluster

1991-93 1996-98 2001-02 Total
(n=884) (n=1006) (n=894) (n=2784)
Col % Col % Col % Col %

Govt targets & new schemes for schools 14.6 18.6 12.4 15.3
Teachers’ employment & pay issues 8.3 9.8 14.1 10.7
Teaching of certain subjects in schools 8.7 6.7 12.1 9.1
Social issues & their impact on schools 9.2 6.9 8.7 8.2
Issues facing pupils after leaving school 5.1 5.7 8.7 6.5
Funding shortages in schools and higher 6.9 5.0 3.8 5.2
education
Examinations reform 5.5 3.2 7.2 52
Profiles of unusual or outstanding 53 5.1 3.2 4.6
educational institutions
Teaching awards/tributes to teachers 5.8 4.0 3.6 4.4
Teachers in civil & criminal cases 33 4.7 3.5 3.8
Other issues specifically involving students 23 52 3.9 3.8
Bullying & disruption against pupils & 1.5 4.3 3.6 3.2
teachers
State versus private education 4.0 2.1 3.1 3.0
Media coverage & portrayals of schools & 2.5 3.3 2.8 2.9
teachers
Other issues specifically involving parents 8 2.2 2.0 1.7
Teachers’ lives outside school 2.5 1.2 3 1.3
Govt statements on teachers and ministers 5 4 1 3
views on education
Other issues 13.5 11.9 6.8 10.8
Total 100.0 100.0 100.0 100.0
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Overall, the analysis thus shows that while the key components of the teacher-status
discourse were present throughout the period examined here, news coverage about or
relevant to discussions about the status of teachers and the teaching profession became
more prominent between 1991 and 2002. This was further underlined by the high and
increasing prominence of teachers’ employment and pay issues, which rose from fourth
place in 1991-93 to become the single most prominent thematic focus in the coverage of
2001-02. When considered together with the increasing thematic prominence of
curriculum and assessment change/reform (teaching of certain subject in schools and
examinations reform) and of issues related to discipline, violence and disruption in the
education system, then the thematic changes point to a discourse of a system — and a
profession — under considerable stress. This is further underlined by the relative
prominence — increasing during the period examined — of concerns about the issues
facing pupils after leaving school, including controversy and uncertainty about the
adequacy of training, changes in vocational training, entry into further and higher
education, etc.

Key definers of teachers and education issues

The aim of this analysis was to establish who the key definers of teachers and education
issues were and changes in their relative prominence over the 12-year period from the
start of 1991 to the end of 2002.

Corresponding with the findings from the Phase I/II analysis of Quality newspapers, the
most prominent definers were, in this order, higher education sources (who were quoted
in 30.9 per cent of all articles), government (25.5 per cent) and teacher trade unions (16.2
per cent) — see Table 17. Quangos (13.5 per cent), school teachers (11.7 per cent) and
head teachers (11 per cent) also figured prominently, quoted directly in between 11 and
14 percent of articles, as did the opposition political parties at 9.9 per cent of articles.
Lower down the list, but still relatively prominent, were pupils/students and parents,
quoted in respectively 6.8 per cent and 5.8 per cent of articles. Campaign/pressure groups
and police/law enforcement/the legal profession were each quoted directly in 4 per cent
of articles, while local government, education experts and LEAs exerted little definitional
power with direct quotes in each case in less than 4 per cent of the articles analysed.

As indicated above, the rank order of definers listed in Table 3.16 corresponds closely to
the rank order found in the Phase I/Il analysis, with one or two exceptions. Thus,
Quangos were in 6" place in the Quality papers of 2003/2005, but in 4t place overall in
the retrospective period analysed here. By contrast, campaign/pressure groups, in only
joint 11" place in the retrospective sample shown in table 3.16 below, were in 8" place in
the Quality papers of 2003/2005. Interestingly, the higher ranking of campaign/pressure
groups in the 2003/2005 sample corresponds to a considerable resurgence in prominence
in the third year-cluster of the retrospective sample, i.e. campaign/pressure groups rose
from being quoted directly in 4.7 per cent of articles in 1991-93 to 7.1 per cent of articles
in 2001-02.
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Table 3.16: Actors quoted directly by year cluster

N 1991-93 1996-98 2001-02 Total
(n=884)  (n=1006)  (n=894) (n=2784)
Column % Column % Column %  Column %
Higher education 446 21.1 37.0 31.7 30.9
sources
Government 367 25.6 20.7 33.2 25.5
Teacher trade unions 234 12.4 16.0 20.8 16.2
Quangos 195 9.9 16.5 12.7 13.5
School teachers 168 10.3 12.2 12.1 11.7
Headteachers 158 10.6 10.2 12.7 11.0
Opposition 143 12.7 10.2 6.3 9.9
Pupils/school students 98 3.8 7.4 9.2 6.8
Published media reports 94 8.5 6.4 4.5 6.5
Parents 83 4.5 7.5 4.2 5.8
Campaign/pressure 58 4.7 1.7 7.1 4.0
groups
Police/law enforcement 58 4.7 4.2 2.9 4.0
& legal profession
Local government 47 33 3.6 2.6 33
Education experts 34 3.8 24 8 24
Local Education 25 1.4 2.0 1.6 1.7
Authorities
Other sources 328 18.3 29.2 16.9 22.7

Column percentages do not add up to 100 as up to three separate actor-categories could be coded for

each article.

Parents were prominently quoted (7.5 per cent of articles) in the middle year-cluster,
1996-98, but otherwise remained relatively unchanged, while pupils/students became
considerably and progressively more prominent, from being quoted directly in 3.8 per
cent of articles in 1991-93 to 9.2 per cent of articles in 2001-02. There was relatively
little change over the three year-clusters in the extent to which teachers and head teachers
were quoted directly in news coverage. Teachers were thus quoted in 10.3% of news
articles in 1991-93 and in 12.1 per cent of articles in 2001-02, while head teachers were
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quoted in 10.6 per cent of articles in the earlier period and in 12.7 per cent of articles in
2001-02.

The declining prominence of published media reports — i.e. the direct quoting in news
articles of reports, often research reports, published in journals, as single publications, or
in extract in other (mass) media — from 8.5 per cent in 1991-92 to 4.5 per cent in 2001-02
is likely related to changing news gathering routines and to changing journalistic
practices, although this requires further investigation for a full explanation to emerge.

The most notable and interesting changes were undoubtedly in the top three groups of
primary definers and, associated with these, in the changes in prominence of opposition
political parties. Higher education sources became particularly prominent primary
definers in the middle year-cluster, 1996-98, where they were quoted in over one third of
all articles (37 per cent), and, although dropping into second place behind government
sources in 2001-02, they remained considerably more prominent in 2001-02 (31.7 per
cent) than in 1991-93 (21.1 per cent). Teacher trade unions were the third most
prominently quoted sources throughout the retrospective period analysed here, as indeed
they were in the more recent 2003/05 analysis, increasing considerably in prominence
from being quoted directly in 12.4 per cent of articles in 1991-93 to 20.8 per cent of
articles in 2001-02.

The government was the single most prominent definer of education issues in 1991-93
(under the Conservative Party) and again in 2001-02 (under the Labour Party), but the
percentage changes are particularly noteworthy here, particularly when compared with
the figures for the opposition political parties. Thus, the Conservative Government was
quoted directly in just over a quarter (25.6 per cent) of all news articles in 1991-93, while
the Labour Government was quoted directly in a third (33.2 per cent) of all news articles
in 2001-02. By contrast, the Labour, Liberal and other opposition parties were quoted
directly in 12.7 per cent of articles in 1991-93 compared with the Conservative, Liberal
and other opposition parties commanding a much less prominent position in 2001-02
(and in 2003/05, as shown in the Phase I/II analysis) where they were quoted in only 6.3
per cent of articles, half as prominent as the Labour/Liberal opposition of 1991-93. There
is then a clear indication from these results, that the government has become increasingly
more prominent as a primary definer of education issues in the national Quality press,
while the opposition political parties have become increasingly less prominent. The
findings also indicate that the three dominant actors defining the education news debate
in the national Quality press are government, higher education sources and the teacher
trade unions (although, interestingly, the education correspondents and editors
interviewed for this study, felt that the teacher unions had become much less ‘important’
in the last 10-15 years).
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ITII. THE IMAGE OF TEACHERS IN NEWSPAPER HEADLINES, 1991-
2003/2005

The retrospective analysis of press coverage and the analysis of education correspondents
and editors have both indicated considerable changes in the coverage of education and
teachers over the last fifteen years or so. Some of these changes can now be examined in
more detail, and with specific reference to the way in which both individual teachers and
teachers as a profession are portrayed in newspaper headlines.

The first thing to note is confirmation of what has already been indicated in the
retrospective analysis and in interviews with media professionals, that the coverage of
education and teachers has risen considerably on the media agenda and in terms of sheer
quantity and prominence over the period looked at here. Thus, the number of headlines
containing either the singular or plural form of the word ‘teacher’ rose from 71 in 1991-
93 to 133 in 1996-98 and to 122 in 2001-02, which, if extrapolating to a comparable 3-
year period, would correspond to 183 headlines. Table 3.17 further shows that the
number of headline references to teacher(s) also rose relative to the overall number of
teacher/education-relevant articles across the three retrospective year-clusters analysed:
in the early 1990s ‘teacher(s)-headlines’ were 8.1 per cent of headlines; this figure rose
considerably to 13.2 per cent in 1996-98 and remained high at 13.7 per cent of all
headlines in 2001-02.

Table 3.17: 'Teacher(s)' - headlines by year-cluster (1991-2002) and by type of
newspaper (2003/5)

Quality papers Popular papers Regional papers

N n % N n % N n %

1991-93 | 884 71 8.1

1996-98 | 1006 133 13.2

2001-02 | 894 122 13.7

2003 408 49 12 252 52 20.6 205 27 13.2

2005 485 55 11.3 203 53 26.1 164 29 17.7

2003/05 | 893 104 11.6 455 105 23.1 369 56 15.2

N: number of teacher/education relevant headlines
n: number of headlines referencing ‘teacher’ or ‘teachers’

As shown in the bottom half of Table 3.17, the percentage of ‘teacher(s)’-headlines
remained at a higher level than for the early 1990s in 2003 and 2005, although ‘teachers’
were not quite as prominent as in 2001-02. The bottom half of Table 3.17 demonstrates
quite clearly that the Popular newspapers, in particular, and the Regional newspapers are
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considerably more likely to mention teacher(s) in their headlines than the Quality
newspapers (confirming the finding from the phases I and II analysis that coverage
specifically about or relevant to teachers (as opposed to education generally) is relatively
more prominent in these two categories of newspaper compared with the Quality
newspapers). Thus, 23.1 per cent of the Popular newspaper headlines and 17.7 per cent of
the Regional newspaper headlines mention teacher(s) compared with 11.6 per cent in the
Quality newspapers during 2003/2005.

Teacher/Teachers collocates 1991-2003/2005.

An indication of the overall ‘image’ of teachers, as they are represented or portrayed in
newspaper headlines, comes from a collocation-analysis, that is, an analysis of the words
most closely associated with or most frequently occurring together with the two key-
words ‘teacher’ and ‘teachers’. Table 3.18 below shows the top most frequently
occurring (significant or meaning-carrying) words appearing within two words either
side (to the left or the right) of the word ‘teacher’ or the word ‘teachers’ across all
headlines (Quality newspaper headlines from the year-clusters 1991-93, 1996-98 and
2001-02, and Quality, Popular and Regional newspaper headlines for 2003 and 2005).
The table only lists significant or meaning-carrying collocates of ‘teacher(s)’; it excludes
the most common (non-meaning-carrying) articles (a, an, the), numbers, prepositions and
verbs (is, are, etc.).

The very considerable emphasis (as seen in the thematic analysis, this is especially
pronounced in the Popular newspapers) on teachers involved in court cases and/or as
victims or perpetrators of misconduct — often of a sexual nature — and violence is clearly
signalled through the extraordinarily frequent collocates °‘jail/jailed’, ‘air-gun/gun’,
‘rape/raped’ and ‘sex’, and the further prominence of the collocates ‘murder/murdered’,
‘seduced’, ‘attack/attacked/attacks’, ‘killed’ and ‘porn’. As simple word-associations,
these collocates, together with a further generally negative, challenging or gloomy set
comprising ‘sacked/sacking’, ‘loses’, ‘appeal’, ‘fears’, ‘charge/charged’, ‘face/facing’
(i.e. it is rare for the verb ‘face/facing’ to be used in conjunction with something
positive), ‘crisis’, ‘driven’ and ‘row, convey an image of teachers in trouble (because of
their conduct) or ‘under siege’ (in terms of the violence committed against them or the
pressures on them). However, it is important to put these simple word-associations into
their context to see what is actually said about teachers, as we shall do in the more
detailed analysis of headlines offered below.

Positive collocations include the prominent headline-occurrence of the phrase ‘My
favourite teacher’, which stems from a series run by The Guardian in 1997, where
various celebrities praised their favourite teacher. Teacher-training, the second most
prominent co-occurrence, is not by itself either necessarily negative or positive, but
nevertheless indicates the prominent political and news-interest in reform and
enhancement of the training of teachers.
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Table 3.18: Collocations of TEACHER and TEACHERS in all headlines (significant

words within 2 words either side of Teacher or Teachers)

TEACHER collocates N  TEACHERS collocates N
Jail (12), jailed, 15 27  Head 9
Training (14) trainee (1) 14 Pay 9
Air-gun (8), gun (2) 10 Union (6), unions (3) 9
Head 9 School (1) schools (7) 8
Rape (6), raped (2) 8 Strike (7), striking (1) 8
Union (1), Unions (6) Superunion (1) 8 Call (5), calls (2) 7
Favourite 7 Train (2), trained (1), trainee 7

Sex 7 New 6
Dance (4), danced (1), dancer (1) 6 Conference (2), conferences (3) 5
Murder (5) murdered (1) 6 Demand 5
Sacked (5), sacking (1) 6 Need (4), needed (1) 5
Seduced 6 Some 5
Appeal 5 Vote 5
Face (1), faces (2), facing (2) 5 Accuse (1), accused (3) 4
Job 5 Action 4
Loses 5 Attack (1), attacks (3) 4
PE 5 Class (3) classroom (1) 4
Attack (1), attacked (1), attacks (2) 4 Cut (3), cuts (1) 4
Boy (3), boys (1) 4 Do 4
Fears 4 Doctors 4
Justice 4 English 4
Killed 4 Fear (1) fears (3) 4
Pet 4 Get (3) gets (1) 4
Case 3 Give (2) given (2) 4
Charge (1), charged (2) 3 Inner-city 4
Crisis 3 Pupil (2) pupils (2) 4
Drive (1, verb), driven (2) 3 Reject (3) rejects (1) 4
Education 3 Threaten (3) threatens (1) 4
Held 3 Time 4
Mathematics (1), maths (2) 3 Want 4
Porn 3 Blame (2) blamed (1) 3
Pupil (2) pupils (1) 3 Go 3
Row 3 Hour (1) hours (2) 3
Shortage (2) shortages (1) 3 Just 3
Spill 3 Leader 3
Talk (2), talks (1) 3 Oppose 3
Top (‘top 1500’ and ‘top school’) 3 Rise (2) rises (1) 3

Should 3

(1), trainers (2), training (2)

* Frequent collocates like BRIEF, LETTER and EDUCATION are not included as they generally appear
as type-of-article identifiers only.

While these word-associations are the most prominent associations created by the news-
headline referencing of teachers, it also needs to be borne in mind that this kind of
analysis is easily skewed by a few prominently reported specific cases: thus the frequent
collocation ‘airgun teacher’ relates to a single, but much covered, story. ‘Dance teacher’
likewise relates to the reporting of a single story concerning a female dance teacher who
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had a sexual relationship with one of her under-age pupils. The collocation ‘favourite
teacher’ falls into a similar category, prominent through, in this case, a single newspaper
using this phrase in a celebrity-focused series.

The most frequent collocates of the plural form ‘teachers’ are notable for the general
image which they convey of teachers as a union-organised body (with particular
unions/associations for ‘headteachers’), making claims regarding pay and conditions (e.g.
‘hours’) and threatening strike action. The headlines focus on organised confrontation, on
head teachers’ and other teachers’ union-related ‘strike’/ ‘pay’-‘action’ and ‘calls’,
threats, ‘demands’, rejection, ‘votes’ — at union ‘conferences’.

The relative frequency of ‘doctors’ within close proximity to ‘teachers’ gives an
interesting first indication of which professions teachers are compared to or discussed
together with in the news. This was pursued further through a simple enumeration of the
number of times selected other professions were referenced in the full corpus of
teacher/education-related newspaper articles. Table 3.19 then gives a general indication
of the kinds of other professions mentioned (albeit not necessarily by way of comparison
with teachers as a profession) in news articles about teachers and education. It is
particularly interesting that ‘social workers’, who have often been regarded as
comparable to teachers as a profession, are the least frequently mentioned profession.
Doctors and nurses, by contrast, are mentioned considerably more frequently than any of
the other selected professions, in these articles about teachers and education.

Table 3.16: Number of full-text references to selected professions in the
retrospective sample (1991-93, 1996-98 and 2001-02)

Teachers 1669
Doctors 152
Nurses 97
Lawyers 42
Civil servants 40
Accountants 36
Journalists 31
Solicitors 27
Policemen 13
Social workers 11

Changing images of teachers, 1991-93 to 2003/05

The portrayal of teachers in the Quality newspaper headlines changed considerably
between 1991-93 and 2001-02. The most noticeable change between the headlines of the
early 1990s (1991-93) and those of 1996-98 is a change from an almost exclusive
position as object/target of government and other actions to a much more active position
as the subject/agent of various actions.

In the 1991-93 headlines education secretary Patten ‘defies’ teachers and ‘threatens’

teachers, a teacher is found ‘guilty’, a teacher is ‘told’, a council offers ‘local pay rates to
teachers’ or ‘retains teachers’, the ‘Minister tries to head off teachers dispute’, teachers
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are taught a lesson (‘The lesson that the Tories have taught teachers’), ‘Teachers at fee-
paying schools [are] hit by job losses’ or ‘Teachers [are] blocked in effort to offer range
of subjects’, ‘Teachers put to test’, ‘Extremist teachers [are] curbed’, ‘Patten proposes
one-year college courses to train mature students as infant teachers’, ‘Schools to train
teachers’. Amidst all these teachers-as-object references there are only a few references
where teachers are portrayed in the subject/agency role of doing something: ‘Teachers
hold to defiant line’, ‘Teachers oppose ...[truancy tables/training proposal]’” and ‘Teacher
won’t be dismissed’.

By 1996-1998, teachers are very predominantly portrayed as subjects and in an active
role: here, teachers variously ‘have grave doubts’, ‘prepare to strike’, ‘say’, ‘beat
clampdown’, ‘find it harder’, ‘savage reading report’, ‘demand’, ‘accuse Shephard’,
‘boo’, ‘threaten’, ‘object’, are ‘enraged’, ‘reject’, ‘ask’ etc. Unlike the 1991-93 headlines,
there are very few occurrences of teachers as objects/targets in the 1996-98 headlines,
although such sentence constructions do of course still occur: ‘Spoonface and pals help
teacher with the hard stuff’, ‘Boy, 12, attacks teacher’, ‘Suicide verdict on teacher’,
‘Teacher jailed for armed robbery’, ‘Shephard expels scruffy teachers from classroom’,
‘Shephard seeks to raise hurdle for new teachers’, and ‘Extra funds for teachers and
nurses’.

The ‘teacher’-headlines of the 2001-02 year-cluster are similar to those of the 1996-98
year-cluster in that teachers — both as individuals and as a group/profession — continue to
be portrayed predominantly in a subject — rather than an object — position in sentence-
structures. There is thus a clear and seemingly lasting change from the teachers-as-object
position characteristic of the headlines of the early 1990s to a teachers-as-subject/agency
representation in the latter half of the 1990s and early 2000s. This may possibly merely
reflect a general change in news-headline language, unrelated to how teachers in
particular are portrayed and possibly applicable to a range of professions and their
representation in newspapers, but it is also possible that it reflects a genuine change in
the public image and representation of teachers, from a position of less respect (and
perhaps ‘status’) in the sense that we are told what is done to/said about teachers to one
where teachers are portrayed/reported in the subject/agent position - with the added
credibility and legitimacy associated with such a position; in other words, teachers are
given a ‘voice’ and what is reported is — if not exclusively, then predominantly - what
teachers say/demand/ask for/call for/claim/do etc.

With very few exceptions the ‘teacher’ headlines of 1991-93 are, what can best be
described as, ‘problem’ or ‘confrontation’ news stories, in other words there are few
distinctly ‘good/positive’ news stories (exceptions being: ‘Classroom fit for modern
teacher’, ‘Teacher prize launched’, ‘(...) Teacher of the Year’, ‘Further education for
better teachers’). The more common headlines are headlines which highlight
conflict/disputes/disagreements, mainly between teachers/teachers’ wunions and
government (‘Names on teacher-blacklist top 1500°, ‘Teacher unions attack Clarke for
outrageous slur on profession’, ‘Teacher unions set to escalate row over testing’,
‘Teacher union ready to give Patten a lesson’, ‘Minister tries to head off teachers
dispute’, ‘Tories launch offensive to woo teachers’, ‘Tory unease as Patten defies
teachers over tests boycott’, ‘Teachers hold to defiant line’, ‘Teachers leader appeals for
truce’, ‘Patten threatens teachers on tests’, ‘Extremist teachers curbed’) and
resource/pay/job/employment-problems (‘Fears of teacher crisis justified, researchers
say’, ‘Warning of cut in teacher numbers’, ‘Reforms blamed for teacher cuts’, ‘Teacher
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redundancies warning’, ‘Teachers’ pay rises will cost jobs and materials’, ‘assault on
jobs’, ‘teachers (...) hit by job losses’, ‘insult to pupils and teachers’, ‘Head’s rule by
diktat ...,

The language used is predominantly the language of crisis, violence, conflict and combat
with words such as ‘crisis’, ‘action’, ‘strike’, ‘dispute’, ‘launch offensive’, ‘assault’,
‘blocked’, ‘rule by diktat’, ‘truce’, ‘threatens’, ‘oppose’, ‘boycott’, ‘defiant’ and ‘defies’.
While the lexicon of crisis and conflict continues to be prevalent throughout the three
retrospective year-clusters examined, the image of teachers becomes much less one-
dimensional both in the 1996-98 and in the 2001-02 year-clusters. There is a noticeable
shift in the 2001-02 headlines, particularly compared to the 1991-93 headlines, but also
to a lesser extent compared with the 1996-98 headlines, towards a more diverse range of
issues and towards an openly supportive recognition of the problems facing teachers and
the profession. Thus two Leader/editorial headlines explicitly support calls for more
teachers and better pay:

* The best way to improve school standards is to employ more teachers
* More from Morris: But teachers are still underpaid

Further headlines with implications for the public image and status of teachers are:

* Respect for teachers [which appears twice]
*  We need to value our teachers

Where the 1991-93 headlines focus mainly on problems of discipline/violence in schools,
on pay, on standards and on ‘bad’ teachers in a range of misconduct or criminal cases,
the 1996-98 headlines and particularly the 2001-02 headlines give considerable emphasis
— in addition to the court-case and misconduct reporting — to pensions, working hours
and workloads, teacher training, recruitment, teacher shortages, and ‘attractive’ features
of a teaching career. Where the 1991-93 and 1996-98 year-cluster headlines highlighted
concerns about teacher training in terms of (teachers’ and others’) concerns about
dilution of standards and de-professionalisation, the 2001-02 headlines portray ‘training’
in an almost promotional language. Thus, terms like ‘job satisfaction’, ‘incentive’,
‘attractive’, ‘attracted’, ‘accessible’, and ‘help’ (to teachers), appear in the 2001-02
headlines but less frequently, or not at all, in those of the earlier year-clusters.

While the headlines in all three year-clusters convey a prominent sense of conflict, crisis
and problems in relation to both individual teachers (appearing in the news either
because of individual misconduct or criminal behaviour, or because of being the
subject/target of attacks, abuse, violence or accusations) and in relation to the profession
as such (teacher shortages, low morale, violence and discipline problems, pay, industrial
action, lack of resources, workload and work hours), there is a pronounced change in the
overall language and tone used for describing these conditions. The change - as argued
above in relation to the grammatical analysis of teachers as objects/subjects in headline
sentences — results in a change of perspective, from what is being done to teachers, to
what teachers themselves articulate as the key issues or problems needing to be
addressed.

While there is little overtly negative or directly derogatory or disparaging comment on
teachers (with the exception of headlines about teachers jailed or sentenced for criminal
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behaviour of various sorts) in any of the year-clusters, the tone of the 2001-02 headlines
is noticeably more sympathetic to or supportive of teachers than the 1991-93 headlines.
The tone cannot be separated from the change in object/subject-position commented on
above, but it extends further than this in at least two ways: through affording ‘news
space’ to the cataloguing of a wide range of issues/problems facing the teaching
profession, and through the tone or stance of reporting which generally conveys
acknowledgement and recognition (by the newspapers) that these issues or problems are
genuine and legitimate (in contrast to coverage which would imply that teachers were
forever whinging or were militant, extremist, obstinate, regressive, unreasonable etc.).

Repeated news attention is thus given, in the 2001-02 headlines in particular, to the
(implied: unacceptable or difficult) general plight of teachers as a beleaguered
profession, reflected in the many headlines cataloguing the range of problems associated
with teaching and the teaching profession. The problems include, inter alia, teacher
shortages/recruitment/retention, pay (which is either recognised by the headlines as still
being too low per se or described as such in reports which focus on the mismatch
between teachers’ pay and the cost of housing/living in parts of the country, notably
London), workloads and hours, problems of discipline and violence, lack of appropriate
powers to exclude disruptive pupils and enforce discipline, intimidation by parents,
stress, safety and teacher liability on school outings, pension shortfalls, etc.

Not only are these issues/problems given prominence on the news agenda, but in addition
the tone of coverage is one of recognition that they are genuine problems, and one of
sympathy and support:

* (Cash: Property: A semi for teacher - problems for us all: Graham Norwood on
how local authorities are trying to force builders to cater for moderate earners

* Efforts to improve maths hit by teacher shortages

* Analysis: teacher's hours - the formula for a rise in school standards: lighter
workload = greater recruitment;

* Teacher training drive to lift results: Minister says targets will be hit next year

* Letter: The big issue: It's for the government to learn from the teachers

* Leading article: The best way to improve school standards is to employ more
teachers

* Extra Pounds 52m to fund teachers’ pay awards

* Pay package wins backing of Scots teachers

* Fast-track inquiry plan for accused teachers

* Blunkett to offer help for teachers accused of abuse

* Teachers ‘fleeing’ discipline crisis ‘drives out teachers’

* Teachers’ morale

» State teachers ‘should share in school profits’

* Thousands of teachers left off new register

* Education: schools to escape full inspections under new plans; teachers' unions
welcome proposals for a revamp by the standards watchdog but baulk at giving
parents and pupils a role in reviews

* Letter: respect for teachers

* Business: Teacher Training: Opening up the school doors: Amid the worst
shortage of teachers in 20 years, training is becoming more accessible

* Teachers hit by bad advice on pensions
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* Comment & Analysis: Leader: More from Morris: But teachers are still underpaid

*  We need to value our teachers

* Teachers' stress and long hours

* Boarding schools see first rise in pupils for 15 years. Education headteachers
delighted by positive publicity provided by Harry Potter books and films

* Report backs cut in teachers' hours

* Review body backs 7-hour cut in teachers' working week; schools government
welcomes report, although meeting proposals may be 'challenging'

* Education: middle class abandoning state schools, union warns; national
association of head teachers conference steps up calls for more resources and
demands powers to enforce discipline

* Head teachers warn over school violence

* Teaching lures 'dissatisfied' recruits from private sector; schools more than half
the people becoming teachers are over 30 as the security, hours and job
satisfaction prove increasingly attractive

* Teachers' fury as board cleared in A-level fiasco: Exam board cleared over A-
level crisis

And a small number of negative ones:
* Teachers blamed for exam crisis
* Teachers and schools blamed for failing grades
* Faster exit for bad teachers

The 2003/2005 (Phase I and Phase II) headlines mirror to a large extent those of 2001-
2002 in terms of both the range of issues associated with references to teachers and in
terms of the image and (generally supportive and sympathetic) tone conveyed in
headlines referencing teachers. Particularly interesting, when comparing with headlines
of the early 1990s, is the almost complete absence of references conveying the notion
that teachers are being ordered, told or commanded to do this or that — and associated
with this absence, an absence of headlines implying that teachers are being set
unreasonable goals by government. As noted in relation to headlines from the 1996-98
and 2001-02 year-clusters, there is also a marked predominance of ‘teachers’ in the
grammatical position as sentence subject/agent rather than in the object-position, which
was prevalent in the headlines of the early 1990s. In 2003/05 teachers variously ‘tell’,
‘demand’, ‘seek’, ‘may’, ‘need’, ‘want’, ‘vote’, ‘are’, ‘call for’, ‘threaten’, ‘attack’ etc.
The emphasis then is on articulating teachers’ voices or perspectives, with the credibility
and authority that this grammatical position affords over the grammatical object-position.

Although the lexicon of combat, crisis and conflict continues to be present, there is less
headline-reference to or linguistic emphasis on direct confrontation between teachers and
government. Where headlines of earlier year-clusters often refer to clashes/conflict
between teachers/teacher unions and government (frequently in the form of direct
reference to the Secretary of State for Education, government ministers or the
Department for Education and Skills) and occasionally to clashes/conflict between
teachers and the political opposition, there are relatively and comparatively few of these
types of ‘confrontation’-references in the 2003/2005 Quality newspaper headlines. Thus
the only headlines to directly refer to the Secretary of State for Education are generally
less confrontational compared with examples from earlier year-clusters:

AN



Clarke plan to give funds directly to headteachers (2003)

Clarke to set targets on teacher pay rises (2003)

Clarke urges pay curb for teachers (2003)

Conman Clarke prevents 20,000 teachers from receiving bonus pay (2003)
Business to be made the apple of teacher's eye: Ruth Kelly believes a shake-up of
education and skills training to be an economic imperative’ (2005)

Compared with:

Patten defies teachers ... (1993)

Patten threatens teachers ... (1993)

Shephard expels scruffy teachers (1997)

Teachers boo Shephard attack on union (1997)

Blunkett ... will announce ... and order each school in England to... (1998,
emphasis added)

Classrooms in crisis as teachers revolt: Unions set for battle with government
...amid claims that Estelle Morris has taken her eye off the ball (2002, emphasis
added).

Continuing the trend identified in the 2001-02 headlines, and to a lesser extent in the
1996-98 headlines, the headlines of 2003/05 mainly contribute to highlighting the range
of key issues and problems facing teachers, in a form which generally conveys the
perspective/view of the teachers themselves (see the above comments about
subject/object positions) and affords legitimacy and/or sympathy in relation to their
situation or plight. This comes across in two ways:

1) Overtly laudatory reports, including several obituaries, which highlight teachers’
positive contributions in various ways, including:

Class act: The teacher who inspired ... Michael Wood

Teacher's pet sounds: Producers, stylists and God often crop up on album credits,
but some pop stars have another thank-you. [the article goes on to list a
succession of pop stars who thank one or more of their school teachers]

Obituary: Nina Fonaroff: Choreographer and teacher ...

Obituary: George Rochberg: A composer and teacher...

Staff mourn the teacher who made a difference

Teachers' zeal gets results

2) Through headlines which are explicitly supportive of teachers’ claims or demands or
imply/highlight seemingly positive developments/targets/goals/policies :

Education: 'teachers at difficult schools should be paid as much as they are at
Eton'

The big issues: classroom chaos: Time for teachers to just say no

Education: Why teachers need trainers: People are flooding into teaching. Now
we have to improve their career development, Ralph Tabberer tells Rebecca
Smithers.

Education: Opinion: Creative teachers should be positively encouraged, not made
to toe the line

Leading article: The teachers are right: tests are no substitute for education

Big rise in graduates joining courses to be teachers
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As in previous year-clusters, the 2003/2005 Quality newspaper headlines contain a large
number of references to individual teachers in the context of misconduct, violence,
discipline, abuse, and sex-related cases of various sorts. While at a simple word-
association level these clearly contribute to a negative image of individual teachers, with
perhaps unavoidable extensions to the profession as such, it is important to note that such
headlines are by no means exclusively anti-teachers or negative. Thus, a large number of
the ‘violence, crime, jail’-related headlines referencing teachers in the 2003/2005
qualitative newspaper headlines point to the unreasonable pressures on teachers,
problems of discipline/lack of respect, threats and violence against teachers, inadequate
legal and other backing for teachers to enable them to defend themselves or to enable
them to enforce order and discipline in schools, etc. The perspective of these headlines is
one which is critical of the wider context and system within which teachers are forced to
operate, not of the teachers themselves. The tone of these headlines is one which supports
the ‘case’ of teachers. Numerous headlines in the 2005 sample related to a single story
regarding a teacher’s use of an airgun:

* Teacher gets six months for air pistol clash with 'vandals'
* Six months for teacher who took on 'yobbos'

* Jailed: teacher who snapped

* Teacher who fired air gun at ‘vandals’ is sent to jail

* Teacher jailed for firing air pistol is sacked from job

* Air gun teacher sacked by school

* Air-gun teacher loses job appeal

While the newspaper headlines are careful to appropriately indicate, with quotation
marks, that the labels ‘vandals’ and ‘yobbos’ are from the court evidence and not their
terms, the message that is clearly communicated is that the teacher in question reacted in
response to unacceptable taunting and pressure, and was unduly harshly punished by
both a jail-sentence and by being sacked from her job.

The headline identifier ‘teacher’, and later the nominalization ‘air-gun teacher’, is
notable for the fact that the person in question is consistently identified by her profession,
as a teacher, even though the vandalism, taunting and indeed the air-gun incident itself
took place near her home and was unrelated to her place of work or to her profession.
The consistent use of the identifier ‘teacher’ is thus an important part of the way that the
newspapers — without using language or descriptors that could be regarded as biased or
value-laden — build up a ‘frame’ and perspective to signal whether the person’s
behaviour was justified and appropriately dealt with by, in this case, the legal system.
The identifier ‘teacher’ is used to convey the normal qualities associated with this
profession, namely as someone who is respectable, reasonable and — as the text beyond
the headlines stresses in more detail (e.g. “Mrs Walker, a teacher at New Park High
School in Eccles, Salford, a special school for children with behavioural problems ...”
The Independent, 17 May 2005) — doing a valuable and caring job.

These positive associations with the label ‘teacher’ are further emphasised by the
juxtaposition with the negative labels ‘vandals’ and ‘yobbos’. We have noted in other
parts of the analysis that the label ‘teacher’ often appears as an identifier in stories
unrelated to teaching, education or the profession as such and is used essentially to
convey, in shorthand fashion, the positive cultural values and characteristics associated
with the teaching profession. There are thus no examples in this analysis of the label
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‘teacher’ ever being used — on its own — as a negative identifier. The ‘air-gun teacher’
headlines confirm this general argument in the sense that the primary headline
identification of the person involved is through her professional label as a ‘teacher’ (as
opposed to other possible identifiers that could have been used: e.g. ‘mother’, ‘47-year
old’, ‘Urmston resident’, etc.), even though the incident itself seemed unrelated to both
the place and nature of her work as a teacher. ‘Teacher’ is used as part of the
newspapers’ building of a character-profile (together with age, relationships (partner,
son, etc), place of living and place of incident) and this is further cemented through the
juxtaposition with the labels used in relation to her accusers.

While many headlines focus on teachers who have unlawful sexual relationships with
(underage) teenage pupils in their charge, and while there is certainly media coverage of
bad teachers who commit violence or other criminal offences, there is also much
coverage, particularly in the post-2000 headlines, to indicate that teachers are too easily
and often wrongfully accused, that they are victims of violence — and murder in some
cases - battling against a rising tide of indiscipline, disruptive behaviour, harassment
from pupils as well as parents etc.

The Popular newspaper headlines — referencing ‘teacher’ or ‘teachers’ — cover, not
surprisingly, many of the same stories as the Quality newspapers, but put a much greater
emphasis — and consequently a narrower focus — on stories about sex, crime and violence
against teachers or perpetrated by teachers. In the Popular newspaper headlines of
2003/2005, prominence is likewise given to the ‘air-gun teacher’ story, but where the
Quality newspapers were careful to use the labels ‘vandals’ and ‘yobs’ with quotation
marks, and never directly or explicitly articulated a stance on the jail-sentence passed on
Mrs Walker, the tabloids were more forthright:

* (all this justice? Admired teacher driven to fire air pistol at yobs is jailed
* Teacher trial yob 'is a liar'
* Youth who helped jail teacher is violent yob

Outrage is expressed by the opening rhetorical question, the ‘teacher’ is described as
‘admired’ and there are no distancing quotation marks around the label yob/yobs.

Almost all of the Popular paper headline references to the singular form ‘teacher’
concern sex, crime and violence acts either committed by teachers against pupils or
committed against teachers:

* Jailed, teacher who seduced a pupil aged 14

* Teacher’s sex shame with the girl who sent him 850 texts

* Teacher struck off for having an affair with pupil

* Teacher had sex with her pupil, 16

* Dance teacher, 25, faces jail for sex with a pupil of 16

* Man in court over teacher’s murder

* Teacher’s sex romps

* Levels of sex attacks on school staff are soaring; pupils threat to rape teacher

* Teacher is trapped by the net

* Charlotte [Church] teacher in porn probe

* Teacher jailed for two kisses
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While the headlines describing teachers accused or sentenced for inappropriate sexual
relationships clearly convey a negative image of teachers, these are to some extent
counterbalanced by the also numerous stories about teachers as victims.

Regional newspaper headlines, referencing teacher(s), from the 2003/2005 sample
comprise a mixture of violence/malpractice/sex-related court cases, tributes to teachers,
concerns about teacher shortages and strike threats. Despite the prominent reporting — as
in the national newspapers — of teachers accused of various offences, there is also a
strong emphasis on praise for teachers, on positive/promotional headlines, and on
highlighting offences committed/false charges against teachers:

Praise for teachers:
* Oscars for the teacher
* Teachers who go the extra mile
* Tributes to head teacher Fred Norris
* Teacher saluted
* Teacher is honoured for 35 years' work at same school
* 'Give teachers year's pay bonus for saving schools'

Positive/promotional headlines:

* My £ 4,000 'Golden Hello' as a maths teacher adds up to the deposit on a flat

* Novices cash in on career kick-start; A new bursary scheme offers inexperienced
teachers the chance to boost expertise

* Career change adds up; Teaching: Taking the fast track is a profitable move for
new maths teachers

* Minister praises school’s teacher training

* Extra time for teachers

Teachers as victims:

Offences/false charges against teachers:
* Teacher’s torturers jailed
* Raped teacher tells of terror
* Classroom plot to get teacher
* Teacher: Class rape has destroyed me
* Boy of 15 who raped teacher is named
* Teacher assault
* 'Protect Falsely Accused Teachers'
* Attacks on teachers must stop

Job cuts:
* 24 teachers face the axe
* Axed teachers scandal; dream of new life in Birmingham shattered
* Life on a knife edge; teacher fears she may be deported
* Air gun teacher to fight job axe
* Pistol teacher to appeal over sacking
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IV. PRODUCING EDUCATION COVERAGE - A STUDY OF EDUCATION
CORRESPONDENTS AND EDITORS IN THE NATIONAL AND REGIONAL
PRESS

Introduction

News coverage of teachers and education is the end result of complex processes of
communication and claims-making by key stakeholders in the education debate and of
the professional routines and practices of media professionals, who in turn operate within
the organizational framework and constraints (economic, regulatory, political, etc) which
govern the news media. Education correspondents and editors play a key role in
determining what is portrayed about teachers and education in the news media. They also
have a key influence on how teachers — their status and the issues of concern to teachers
— are portrayed. An insight into news professionals’ view of teachers and teacher-status
and an insight into the processes involved in the production of news coverage of teachers
and education are therefore important to understanding the news media’s contribution to
public images of teachers and more particularly to understanding how change in public
images of teachers may come about.

In order to gain a better understanding of what is portrayed about teachers and education
in the media, and to begin to understand some of the processes and working routines
which contribute to the final look of media coverage of teachers and education, the
analysis presented here focuses on the professional practices and values of the key
journalists and editors who produce the coverage of teachers and education in the
national and Regional media.

Sample and method

The detailed analysis of newspaper coverage of teachers and education during Phase 1
(2003) was used to identify the most frequently occurring media staff writing about
teacher and education issues. A total of 25 newspaper reporters and editors were selected
for interview and of these 21 were successfully interviewed (3 Popular newspaper
journalists and 1 Regional correspondent refused to be interviewed). The respondents’
media-affiliations are as follows: The Financial Times (1), The Guardian (3), The
Observer (2), The Independent (2), The Daily Telegraph (2), The Sunday Telegraph (1),
The Times (2), The Sunday Times (1), The Sun (1), The Mail on Sunday (1), The
Yorkshire Evening Post (1), The Newcastle Evening Chronicle (1), The Leicester
Mercury (1) and The London Evening Standard (2).

All but two of the respondents were designated as either ‘education reporter/
correspondent/ feature writer’ (14) or as ‘education editor’ (5). The two who did not
carry the title of education correspondent/editor were specialist correspondents whose
area included education.

All interviews were digitally recorded with the consent of the interviewees. The
respondents were assured of confidentiality and are thus identified here only by a
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number and by type of newspaper (using the following letter-codes: ‘D’ for Daily, ‘S’
for Sunday; ‘Q’, ‘P’ and ‘R’ for Quality, Popular and Regional). The interviews were on
average 40-50 minutes in length. All interviews were transcribed in full and
coded/analysed with the qualitative text-analysis software Atlas.ti.

The interviews were conducted as semi-structured conversations structured, in order to
ensure comparability, around a menu of questions or ‘issue-areas’. The framework of
questions was designed to explore working practices, news-routines, news-selection
criteria, relationship with sources, perceptions of their readership, and professional
notions of the role, function and influence of teacher/education coverage, including its
status on the news agenda, changes/developments in the nature of teacher/education
coverage and journalistic beliefs about the public role and implications of news
reporting on teachers and education.

News values/criteria and news selection routines in education coverage

Contrary perhaps to common beliefs about the randomness of news, news gathering
practices and the production of news are highly structured and highly routinised. This is
even more so in the case of education news than in some comparable areas. All the
correspondents noted the highly structured diary of events — and associated media
coverage — which characterises the school and academic year, and consequently the
education news year. This is notably so in relation to the regular teacher/education
conferences and the regular repertoire of reporting associated with key points in the
school-year: admissions, start of the school year, the Chief Inspector of Education’s
annual report, exams, exam results, league tables, etc.

(...) it [education news] follows a calendar just as school life does, or university life
does. In January there’s the north of England educational conference, which is the
first big conference of the year, usually taken by politicians, ministers as an
opportunity to say something significant to cue up the year and also to catch the
headlines. It’s literally within the first four or five days of the new year. There’s
very little going on, they know that if they say something significant it’s going to
get the public’s attention. So they take that opportunity. February we have the Chief
Inspector of Education’s annual report. March or April, depending on when Easter
is, you have the three big teacher union conferences. In the summer then you’ve got
GCSE and A Level results. In the autumn it’s the political party conferences, the
governments usually take initiative to try and set some kind of agenda there.
Independent schools have their conferences in the autumn. (15-DQ)

As shown in this quote, journalists are fully aware of the careful ways in which sources
use these fixed points in the education diary for news and publicity purposes, particularly
with regard to the timing of new policy announcements (to for example be made at points
in the news calendar where these are most likely to command the maximum degree of
attention). As shown in more detail in the discussion about sources and source-journalist
relationships below, this offers a first indication of the journalists’ clear sense of the
highly developed active news-management practices of sources. The key sources in
education coverage are thus not seen as passive sources waiting to be approached by
education correspondents for ‘a bit of news’; rather, the whole process of news coverage
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of education follows a highly structured diary, and within the main parameters of this
diary, sources take a pro-active and deliberate — and generally ‘media-savvy’ — approach
to managing what is being said, by whom, when and in which (news-)forums.

Foremost amongst the sources turned to by journalists for regular monitoring of
developments in the education field is the Department for Education and Skills (DfES),
which is regarded by the journalists as at once a valuable resource and an inevitable
active manager of the education news agenda. It is also apparent, however, from the
interviews that the DfES competes as a news source and agenda-setter with an array of
other media, news wires, organisations and individual sources. Journalists look at the
Press Association wires and they keep a close eye on their immediate competitor-
newspapers as well as major news organisation websites. The BBC education website
was specifically mentioned as a key resource by several of the interviewed journalists.
They monitor — and often contact for comment on DfES generated news — news from the
major teaching unions and from a host of teaching/education related organisations,
including OfSTED, the Teacher Training Agency (TTA), the Qualifications and
Curriculum Authority (QCA), the Exam Boards and the Commons Education Select
Committee.

Obviously I keep in contact with all the main organisations, obviously the DFES,
OfSTED, QCA, official government level, the various teacher unions and
professional associations, academics with whom I’m in touch, headteachers with
whom I’'m friendly, tip me off about things that are happening on the ground that
they think might have wider implications and obviously the political side of it as
well. (15-DQ)

Well, it’s partly driven by what the DfES themselves are saying, I mean if there’s a
new policy or the ministers are making a speech, then obviously we need to react to
that. (07-DQ)

As well as having clear routines for the monitoring of developments in key news forums,
several journalists spoke of the regular and ever-increasing mass of information and
approaches directed to or at the journalists and their news organisations, increasingly and
predominantly in the form of email, although also in the forms of post, faxes and
telephone calls.

In this regard, the journalists conveyed a clear sense of technological and temporal
changes in the nature of routine monitoring. Email has replaced the fax machine as a key
publicity instrument for sources and as a key way for journalists to routinise their
monitoring of the information environment. Likewise, and unsurprisingly (although
worth mentioning because this is a complete change that has come about in the last 10-15
years) it is clear from the interviews that online information and the websites of all the
key government departments, as well as of other institutions and organisations involved,
have become the single most important resource for journalists. Websites and online
information have changed in many respects, if not the journalists’ general notions of
newsworthiness etc., then the nature of their monitoring as well as the physical nature of
their work: what in the past might have required a telephone call or even a visit, can now
be done with a computer in the news office.
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A lot of things now come on the email, so increasingly it’s a question of sifting
through email suggestions, which is a range of things, from press releases from, for
instance NAHT, or one of the teaching unions, to a piece of research work that
might have been done by an academic at a university or by one of the think tanks.

(01-DQ)

The relationship between journalists and their sources

The journalists talk about the increasing use of PR-companies or agencies and about the
increasing attention paid by the DfES and other key departments and organisations to
active news management, coordination of news releases, and to the expansion and
maintenance of press offices/officers and associated media-liaison personnel.

I think they [journalists and sources] need each other. The media has an important
function, which is to inform the public to, if you like, be the host of a public debate,
the nation talking to itself as somebody once called it. People who want to get their
point across understand that they have to do it through the media and have a
relationship with the media. Every organisation I can think of has spent large sums
of money on PR people, marketing advisers, in house campaign teams. So they are
all aware that they have to develop their image and find ways to advance what they
want to say. As I say, I think the era in which people refrained from going out and
saying what they think has passed, because they see the benefits of being in the
public eye. (15-DQ)

The journalists are thus acutely aware of and sensitive to the game or dance which they
engage in every day in their interaction with sources. There are no illusions about the fact
that most, if not all, sources have ‘an agenda’ and that information about education or
teachers does of course not simply emerge in altruistic form or in an interest-free
vacuum. Likewise, the journalists generally express a clear sense — and again a
remarkably uniform sense across the different types and stances of the newspapers which
they represent — that their role is to provide a ‘balanced’ account and to make sense of
the issues, developments and policies affecting education, teachers and everybody
involved in education.

Symbiosis and the professionalisation of news management

If the relationship between journalists and their sources is indeed as interactive as this
implies, then a key question of interest is the classic question from studies of other
specialist areas (e.g. crime, science etc.) of who has the upper hand in this interactive
process, whether the journalists need the sources more than the sources need the
journalists, and whether the relationship between journalists and their sources is best
described as a symbiotic one. The journalists’ answers indicate a symbiotic, mutually
beneficial, relationship with sources, while at the same time pointing to a trend of
increasing professionalisation of news management.

When someone is telling you something, you often have to remember why they are

telling you this. Obviously they have their own agenda, their own views about
things. But that doesn’t necessarily undermine what they are saying. I think it’s a
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mutual thing. They will be cooperating with us for a reason, and often that reason is
obvious, sometimes it’s not. (11-DQ)

I mean, it’s a symbiotic relationship, they, they use us and we use them. (12-SQ)

It’s a bit of both actually, and you also play the relationship. At times they need and
want publicity. You try your hardest to give it to them because you know there are
times when you want them to help you on some story. (10-DQ)

Within this seemingly mutually beneficial relationship there is also, however - amongst
many if not all of the journalists interviewed - a sense that sources are becoming ever
increasingly ‘media-savvy’ (the term used by the journalists) and that the recent decade
or so has witnessed a significant increase in the professionalisation of news management
by sources. While it is generally recognised that the trend toward increasingly careful
management of publicity and news is most pronounced among government departments,
major education-related agencies and organisations, the journalists also indicate that this
trend goes much further, in some case right down to the level of individual schools or
education establishments, to headteachers and, in some instances, even to teachers and
parents.

The notion that anybody in the teaching profession is naive about manipulating
public opportunities to advance their interests is a wrong one. I think they are all
pretty well media savvy these days and they know how to catch the attention and
how to catch the eye. And they take those opportunities. They understand that the
way perhaps they didn’t ten years ago that they are the market place and the market
for public attention. And if you get public attention, you may get resources and if
you get ignored you certainly won’t. They understand that. (15-DQ)

Change over time in source-journalist relationships

While relationships with sources, as articulated by the journalists, were characterised by
a high degree of uniformity, the journalists and editors interviewed here had rather mixed
views — or no views in some cases — on whether the relationship with sources had
changed significantly in the last decade or so. Many of the journalists seemed slightly
surprised by this question, and either indicated that they had not given much thought to it
or argued that they had not been in the job (as education correspondent) long enough to
say.

Others argued that while there had undoubtedly been changes both in the ways sources
(meaning mainly organisations, Government departments, unions) operate and in the
nature and organisation of journalistic and media work, there had been no fundamental
change in the interaction between sources (actively promoting their particular version of
reality) and journalists (dealing critically and sceptically with the information before
them). There was a general sense that sources at all levels — but particularly heads and
teachers at the individual school level — had become much more accessible and much
more accommodating and willing (albeit out of a sense of necessity, in the view of the
journalists) to talk to the media.
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Head teachers are more willing to speak out, not afraid of local authorities, and
they’re better paid. They’ve got more prestige; they’re more willing to venture
information. They’re more willing to let you into their schools. They’re more open.
(06-DQ)

I think more teachers are coming round to the idea that if they make a phone call,
they can get something nice about their school in, something good that they’ve
been doing. I think as well that some of the LEAs actually run courses for head
teachers on how to deal with the media so I think that could be having a positive
effect. You can’t win everyone over because a lot of them just want to get on with
the job of teaching and see dealing with us as something they can be doing without,
which is fair enough. But I think there has been, in recent years. You get press
releases from them, which never used to happen, or it did but not as often, you get
emails, they have their own websites. [... ] not just from the LEAs about the
schools, so there is a change. I think eventually every school will be more like that.
Some of them send me their newsletters, so I can see what they’ve been up to. [...]
I think it’s quite nice that they feel confident enough to do that now. And often,
because we are the ones who decide what’s newsworthy, you can have a really
good story in there, nestling underneath we had an open day and an awards
evening. I think it’s good, I think as a nation we’re becoming more media savvy.
(21-DR)

Some of the longer-serving and more experienced journalists pointed to interesting
changes, although there was not necessarily complete agreement on the direction of such
changes. The government was seen as taking a much more active approach to news
management, as having become more ‘spin’-oriented and ‘control-freaky’ (in the words
of one, Popular newspaper, journalist), but this was not seen as necessarily always
equally successful. There was a general acceptance amongst the journalists that active
news management on the part of sources was merely a natural and expected part of the
news-game, not something to be deplored or to be incensed by: ‘it’s something that
journalists ought to learn to deal with’ as one leading Quality newspaper Education
Editor (05-DQ) expressed it. If sources had become more astute at news management and
at influencing the media then so too, it was argued, had the media ‘become much better
at recognising when it is being manipulated’ (05-DQ).

The teacher unions, by contrast, were seen as having become generally both less
influential and less effective than they were some ten years ago.

Government sources have become more adept at it, because the whole government
machinery has become more spin friendly. (02-SP)

Everyone tries to do that [i.e. influence or manipulate the media agenda], more or
less. Well, the government is much more active in putting its case (...). The unions
are not particularly effective. (04-SQ)

I think the influence of the unions is much less than it was ten years ago. I just think
that the media sees the views of the unions as much less interesting, important than
it was ten years ago. I think that is the case. I suppose as always with trade union
relations, it’s the threat of strikes and industrial action generally that focus attention
on what the union thinks. (05-DQ)
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The sense amongst journalists of increasing professionalisation in sources’ attempts at
managing and influencing the news process was articulated with reference to what was
seen as an increasing use of press offices and press officers — both within larger
organisations and, for smaller institutions or organisations, through the use of
professional PR agencies — and in the use of commissioned ‘research’ or opinion polls:

There has been a huge growth recently in the commissioning of so called opinion
polls by a range of commercial organisations. All of which are entirely self serving.
It supports the interest of whichever outfit’s commissioned the poll. [...] I suppose
that’s an example of the world outside becoming more skilled at manipulating the
media. (05-DQ)

Journalists’ perceptions of the readers/target audience for education news

All the journalists have a fairly clear — if not always readily articulated - picture of who
the readers for their particular newspaper are. Associated with this, they also indicate a
sense of general differences between their readership and the readerships of their main
competitor newspapers. The readership is often defined in relatively general terms as
being for example ‘highly literate’, ‘ABCl1s’, the ‘informed general reader’ (as opposed
to someone specifically from the education establishment) or ‘middle class parents’.

I guess we’re writing for an informed general reader. We have to remember we’re
not writing for a member of the educational establishment, we have to be careful
that we don’t get too used to the jargon and assume that people know things that the
general reader wouldn’t. But I think we’re writing for someone who is quite well
informed and interested in education. (11-DQ)

Several of the journalists see either themselves or a close family member as a good
exponent or barometer of what their readers will be interested in, i.e. along the lines that
‘if I find it interesting/relevant, then so too will my readers’

Generally speaking you write to the [name of newspaper]| readership. That’s very
ill-defined but that’s all you’ve got, really. I see myself as an actual [name of
newspaper] reader. I’ve got a pretty good idea of what I think is an interesting story
so I use that as a touchstone. I’'m very pleased if politicians read the stuff I write as
well (...). I'd be happy if academics read my stories. (12-SQ)

Well it’s got to interest me. Remember it’s a personal interested tempered by 20
years of reporting, so I reckon I know what’s important and I reckon I know what
general readers will find interesting. And I reckon I know what they ought to know
about, even if they might not find it interesting. (05-DQ)

Within these general parameters there is then often a more specific sense of who — within
the general readership — they are principally addressing or writing for, e.g. a newspaper
may be aimed at and read by principally professional people, including teachers. While
there are recognised differences of emphasis regarding the readership across the different
newspapers, the readership most often mentioned by the journalists interviewed here are
‘parents’, also now and again referred to as the ‘consumers’ (indeed, one national Quality
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newspaper Education Editor saw the defining characteristic as writing ‘from a consumer
point of view’ 15-DQ). Most of the journalists on both national and Regional newspapers
see parents as their principal audience, but the focus on parents is particularly
pronounced among the Regional newspapers.

Always aimed at the parents. It’s really easy to write stories that teachers would
find interesting, but you’ve always got to do it for the parents because they are the
people that buy the paper. (21-DR)

Parents. I mean, they - the bottom line is that they’re the readers. (19-DR)

Journalists see themselves as being at a vantage point from which they have a good
overview — not available to most parents — of what is going on, and they see it as their
principal objective to offer a simplified and intelligible overview to parents of the
developments taking place in education. They are keen to stress that ‘simplifying’ things
is not a matter of patronising or dumbing down, but rather a matter of translating the
often highly complex jargon of education-speak into a language understandable to the
majority of interested readers who are not education experts. While ‘parents’ are seen as
the primary audience, the journalists also wish to maintain the interest and respect of
both specialist education colleagues on other newspapers and of those — teachers,
researchers, policy-makers — with a professional interest in education. As one Quality
daily newspaper education correspondent put it, ‘you want to inform the parents, you
want to be discussing (...) with the teachers, and you want to be challenging the
politicians’ (16-DQ)

(...) you want to be as accurate as possible. If it was just parents, you are bound to
know more about what goes on than a parent did. But the issues are often very
complex and while you want to present it in the simplest form for a reader, you
don’t want to simplify it to the extent where a colleague who is reading it, or
someone in the education establishment is reading it, thinks that you don’t
understand the issues and the fact that things are complex. (03-SQ)

Journalists see it as a key part of their professional skill to sense or judge what it is that
the particular readership for their newspaper needs to know or is interested in. Regional
newspaper journalists in particular, but also national Popular newspaper journalists, focus
fairly clearly on ‘parents’ as their main readership. Several of the national Quality
newspaper journalists, while referring to the importance of parents as readers, also argue
that they make a conscious effort to engage politicians, teachers and other professionals
in education.

National/Regional focus and orientation of newspapers

As indicated above, journalists on national and Regional newspapers, not surprisingly,
see their primary readerships as being different, although in both cases principally
focused around ‘parents’. There are, however, very clear differences — related to the way
in which the readership is perceived or imagined — between the news-criteria used on
national and Regional newspapers. The national versus Regional division is quite simple,
according to the journalists, at the general level of news-criteria: as a national newspaper
journalist the focus must be on issues and stories with national relevance or significance:
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What you wouldn’t do on a national paper is cover something that is just of local
interest. One of the things that we get lots of calls about, ‘our school is closing can
you write an article about it?” The answer most times would be no, because it’s
purely a local thing that if a school in Hampshire is closing, the national readership
wouldn’t necessarily be interested in it. (10-DQ)

As a Regional newspaper journalist, on the other hand, the emphasis must always be on
issues which are of interest and relevance to the particular region. Where Regional
newspapers cover national stories, these must therefore, according to the Regional
journalists, be anchored or ‘localized’ with the help of a local/regional slant or example.
A rather more acute sense of their readership, of who they are aiming at and writing for,
is also characteristic of the Regional journalists when compared with the national
journalists. The Regional ‘anchoring’ of stories is not merely a matter of relating national
issues to regional concerns or offering regional examples; it also has implications for the
general news perspective or principal news value governing the writing of Regional
newspaper stories. Thus, a ‘human interest” angle is seen as of paramount importance to
any regional education story, and this in turn means quotes, not just from heads and
teachers, but from pupils and parents:

You’ve got to get people in the paper. If you just had lots of stories about what the
council’s proposing, or this that and the other. All photographs have to have a
person in them, very rarely will you just get a picture of something on its own. We
work really hard to get human interest stories in the paper, which is why if we’re
doing a story about the school, we wont just talk to the teachers, we’ll talk to the
kids as well about what they like about it, what they think about it, parents too, if
that’s applicable. (21-DR)

We’d only cover it if it had a link to the region, if we could regionalise it. (20-DR)

Quite often I pick a subject that’s hot nationally, and then localise it, go into
schools and talk about what they’re doing (...) doesn’t necessarily have to be new,
can be a bit more in depth, really. (19-DR)

The national/Regional difference is a matter both of news-criteria and, as indicated
earlier, of the particular — deliberate — mode of reader-address:

One of the big differences is that Regional newspapers write success stories.
National newspapers rarely do, because you’re writing on a national level and you
very rarely have a national success story. But on a Regional newspaper it’s often an
editorial policy to try and boost the area where you’re living and writing about.
Obviously that doesn’t happen at a national level. Also, the other big difference is
there is a more direct line between you and your readers at a Regional level, in a
way that isn’t as obvious at a national level. (03-SQ)
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The status of education news

The journalists interviewed see education news, education journalism and the education
beat within their newspaper as one of the top specialist areas of reporting, describing it as
‘important’ and worthy, if not necessarily either — in their words - ‘trendy’ or ‘sexy’.

[...] it is prestigious. As I said earlier, we have a very strong and loyal readership
amongst public services, teachers and academics. It may not be seen as a
particularly sexy subject, but it is a very important one. (08-DQ)

Education news is seen as comparable in importance, but not necessarily in overall
prominence, to other key areas such as health reporting, crime reporting and
business/finance reporting. Several journalists talk about education coverage being
roughly ‘on a par with health reporting’, but below politics and crime reporting. When
assessing the prestige of education journalism, journalists do so with reference both to
editorial policy within their newspaper and to the actual or perceived readership of the
newspaper.

Less important than politics, unless it is political. [...] On a par with health and
transport, welfare. It depends what’s happening. [...] It’s no more or less
prestigious than health, home affairs, transport, that’s my view, anyway. (06-DQ)

Nothing ranks higher than crime reporting. [...] A lot of papers do just go for
crime, crime, crime but [this newspaper] works really hard to get a balance between
light-hearted stories and the serious stuff. Probably I’d say social affairs is probably
top, which is the crime umbrella, politics is very important. The other specialisms
are health, education. (...) I’d say health and education are on an equal footing. (21-
DR)

Several journalists noted, when talking about the relative status of education reporting
within their newspaper, that having a designated Education Correspondent/Editor and a
designated Education beat were in themselves important ‘markers’ of the editorial
significance and status given to this area of news reporting, as well as being an important
professional and career incentive to the journalists themselves.

Both on the national dailies and in the Regional newspapers, the education beat is seen as
having become a more central and important beat within the last 10-20 years, with the
1988 Education Reform Act and Labour’s election win in 1997 as two turning points
propelling education news up the ladder of public and media visibility and importance.
One Popular newspaper journalist indicated that education news, having achieved
prominence with the election of the Labour Government in 1997, had then declined in
importance and prominence in his newspaper since 2002. Likewise, one of the Quality
paper journalists noted a deliberate change of editorial policy in her newspaper, which
had meant a change from broad-based coverage of general education issues to a much
narrower focus on issues specifically felt to be of relevance and interest to this particular
newspaper’s readership.

I think it ranks higher than it did 20 years ago. I think ever since the teachers’
disputes of the late 1980s education journalism has gone up the field in terms of the
amount of column inches that it gets. [...] I think, health [is] getting quite a bigger

A



share of coverage actually because of the life or death impact of the health service.
And crime comes and goes when it happens. (10-DQ)

I’ve been a specialist education reporter for approaching five years. And in that
time it’s always been very high profile. It’s always been a very politically active
patch. I’'m told, and I don’t really know this from personal experience, I wouldn’t
advance this as a cast iron view, but I’'m told that a generation ago there wasn’t the
focus that there’s been really since the 1988 Education Reform Act. And it’s just
carried on getting bigger and bigger since then. And probably there was a step
change boost round about 1997 when New Labour made education a key part of its
manifesto. So I think as education journalists we are now expected to, in straight
journalistic terms, the way journalists measure the profile of their patch might be
how many front pages they are getting. I think education journalists as a group are
expected to generate a higher proportion of front pages in a newspaper’s yearly
coverage of national life. (18-DR)

We regard all these issues as very important, but in terms of space given, to
compare it, compare it with showbiz, you don’t see anything like, you don’t see
anything like the same coverage, so, yes it’s important and the editor and the
proprietor take it very, very seriously, but you know, we just don’t get the same
space as, as celebrity, showbiz and crime. (14-DP)

Key issues on the education news agenda — and journalists’ perceptions of change over time in
the education news agenda

There was a relatively uniform overall consensus amongst the interviewed journalists
about what the key issues on the education news agenda were seen as being, although
some differences did emerge between Regional and national newspapers, differences
which were in general consistent with the national/regional divide. For the Regional
newspapers, there was a greater emphasis on pressing and immediate ‘crisis’ issues, often
associated with the particular cluster of issues associated with inner city areas: socio-
economic deprivation, ethnic-religious-cultural heterogeneity and alienation, under-
achievement, behaviour (including ‘bullying’) and discipline, special needs, etc.

The national newspaper journalists mentioned as key issues

* standards of (primary school) literacy and numeracy,

* the crisis in particular subject areas (maths, science),

* standards in education (including questions about rising/falling test performance),

* pupil attendance/absence and school discipline,

e the 14-19 education curriculum/ secondary school reforms (and the White Paper
on this),

* parental choice

* city academies/faith schools/specialist schools — and associated funding issues,

* special educational needs (this was pointed to by amongst others a Regional
journalist, who argued that reductions in the provision for special needs pupils
made parents particularly irate and therefore received a considerable amount of
coverage, not least in Regional papers which see themselves as responding to or
communicating more directly with parents, than the national newspapers)

* tuition fees and student finance in Higher Education,
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* vocational education and training,
* value for money in education.

The 14-19 education, the White Paper is the most important one. I mean higher
education, tuition fees, cost of university education, whether you’re getting enough
participation in higher education from deprived areas, whether pupils from
underperforming schools are encouraged to go on to higher education, that’s
another major issue. Those are the two main ones. And the different types of
secondary schooling that are now being created, city academies, specialist schools,
is it an end to the comprehensive system? Is it worth spending £30 million on a city
academy when the specialist schools seem to be doing reasonably well with much
less money? (10-DQ)

What to do about the secondary curriculum, obviously. Whether we are going to
have a good vocational alternative, or whether it’s going to turn out to be too
expensive. And the change to GCSE and ‘A’ Levels, that’s going to be quite
interesting. (06-DQ)

Interestingly and surprisingly, there was (with one Regional exception) relatively little
reference specifically to teachers or teacher qualifications/training. One journalist
mentioned the pensions crisis and its implications for school teachers, but otherwise there
was little or no reference to teacher recruitment and retention, or to teachers’ status, pay
or conditions of work.

While some of the journalists felt that they had not been in the job long enough to be
aware of any particular changes in the extent or nature of education coverage, others
voiced a clear sense of significant, even radical, change from the 1980s to the present in
terms of what and how education was covered by the newspapers. While several noted
the change in the political agenda, and the inevitable associated change in the media
news-agenda, on education with Labour’s election in 1997, others pointed to changes
going further back, particularly to the 1980s, where education news was thought to
revolve closely around teacher unions and pay-disputes. While there seemed to be
general consensus that education shot to the top of the political and the news agenda with
Labour’s election in 1997, there were different views of how long it remained there, or
indeed whether education was still as prominent and important on the news agenda as in
the first few years from 1997.

From about 1995 until probably about 1999, education was very high on the
agenda, because of the government’s avowed mission to make education,
education, education to be a priority of their administration. Since then, it has
fallen pretty much off the agenda. (...) Every now and gain it kind of pops up
again, but the stories are very predictable and... it’s not, it’s not high up the
journalistic agenda. (12-SQ)

The government has lost interest in, in education, though it would claim otherwise.
And... large numbers of education reforms have been pushed through, and...
there’s - in a sense the debate is over, and I think that’s reflected in, in, in the
coverage of newspapers. It’s cyclical, I mean it’s, people have just lost interest for
a while. They’ll, they’ll get interested again. (12-SQ)
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As noted above, there was little reference to teachers in the journalists’ listing of current
top-issues on the education news agenda, and, as several Quality newspaper education
editors put it, the last twenty years had witnessed a visible shift of emphasis away from
teachers/pay-disputes/strikes/battles with government to government policy, league
tables, schools and parents, and to what one Quality newspaper journalist described as
the move toward a more ‘consumerist’ orientation in education journalism.

I would say that twenty years ago the education correspondent’s job was very
similar to that of a labour correspondent. It was strikes, pay disputes, battles with
the government. And now it still is about the government but these days it’s often
more about league tables and what’s going on in schools. (09-DQ)

I think it ranks higher than it did 20 years ago. I think ever since the teachers’
disputes of the late 1980s, education journalism has gone up the field in terms of
the amount of column inches that it gets. (10-DQ)

It’s no longer a fringe subject. When I went into education reporting in 1986 it was
a fringe subject. It came to prominence with the teachers’ strike and the walk-out.
Margaret Thatcher banging her handbag on the dispatch box, and saying, you
know, decent people wouldn’t walk out on their children. And then, in ’86, it was
picked up as a political issue because of failing schools...and the war against the
trendy ‘60s, and the child-centred learning. It put it right at the centre of
newspapers, that’s how I see it. And that was a very exciting time, could easily get
the front page for that. Sort of gone backwards a bit since then, news editor seems
to think that the government’s got everything under control (...). 06-DQ)

The change in format of the Quality newspapers, from the larger ‘broadsheet’ format to
the more compact tabloid format, is also mentioned by several of the Quality newspaper
journalists as having had repercussions on both the number of education news stories and
particularly on the length and nature of education stories.

The role of education coverage — and its perceived impact on the status of teachers

The journalists hold a relatively modest view of their public role. They do not generally
think of education journalism and education news in the grand terms of a public
obligation or responsibility, or in terms of performing a significant public role

I wouldn’t consider it as noble as that. I just see it as attracting the interest of
readers and informing them. (02-SP)

I’m not gonna get too high and mighty about it. (14-DP)

They do nevertheless clearly see an important role and function for education coverage.
This role is generally defined in relation to ‘the readers’ in the sense that journalists see it
as their principal duty to inform the readers — principally parents — about what is going
on in the education world, and particularly to critically scrutinise and question the
government’s (and the opposition’s) agenda and policies on education. The journalists on
Regional newspapers put more emphasis than those on the national newspapers on the
duty to inform parents about what goes on in their children’s school, while, for the
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national newspaper journalists the emphasis is more on critically examining the political
agenda and policies on education. They do not see this role as being any different on the
Education beat than on other specialist beats (the ones which are often mentioned for
comparison are the Health beat and the Politics/Parliament beat), but it is acknowledged
that there is greater pressure on specialist correspondents than on general reporters to
perform a critical public role.

One’s primary obligation is to report to the public what is new, interesting and err,
yes reporting what the powers that be are doing that they don’t want us to know
they’re doing. That may be interpreted as a public duty but you don’t think of it as a
public duty, you just try and get stories. (12-SQ)

I think we’re here to scrutinise the education system, to question the government’s
claims on education, the opposition parties’ claims on what they would do. So I
think we’re here to ask questions all the time, and not just accept statements at face
value. (08-DQ)

I’'m telling people what’s going on in their kids’ schools, basically. I think, you
know, that’s the bottom line. (...) we’re just kind of the middle man really, we’re
passing information over to everybody else, you know, trying to make schools
accountable and open. (19-DR)

There is general consensus amongst the journalists interviewed here that the way in
which they cover teacher and education issues is important to teachers as well as to
public perceptions of teachers. The sense amongst the journalists is that the state of
affairs has improved considerably in recent years, that teachers’ status and conditions
have improved, that they are now better paid, that the recruitment and retention crisis has
passed and that teachers themselves — for the very same reasons - make much less noise
and create much less adverse publicity than they may have done in the past. The
journalists distance themselves from the hammering and ‘haranguing’ of teachers, which
may — they believe — have been a feature of media coverage in earlier times, particularly
in the 1980s. Instead, they see themselves on the whole as being, albeit within the normal
standards of journalistic impartiality and critical distance, ‘friends’ of teachers by putting
across their side of the story and by critically examining the issues, conditions and
policies affecting teachers. There is a firm belief amongst the journalists that they are not
in the business of campaigning for or against teachers, or for or against government
policies, but simply in the business of providing ‘fair’ coverage, fair to all sides in
education. The notion of fairness is mentioned repeatedly and is clearly a central value in
the journalistic professional outlook.

I think the standing of teachers in society has actually gone up during the last three
or four years. Certainly their pay has. Not necessarily for all teachers, but there is a
structure to the pay scale now so you can get higher rewards for remaining a
classroom teacher. Recruitment has actually taken off within the last few years.
Whereas, I think, the late 1990s were probably the worst period for the perceptions
of teachers in society. And the 80s ... there was a constant, probably under the
Conservative government, haranguing them for not adopting traditional teaching
methods which has been repeated by Labour I suppose as well. They were feeling
beleaguered because cuts in education spending meant they didn’t have the
resources, they were teaching in shoddy classrooms, the lot actually and therefore
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they themselves probably had a lower esteem of what they were achieving than
possibly some of them do now. (10-DQ)

It is the general view of these journalists that the media representation of teachers now is
relatively much better than ‘it used to be’, even if — as several journalists put it — teachers
themselves seem to underestimate the amount of positive coverage they receive and
instead tend to home in on the negative stories.

They largely get quite a good press and are seen by the public in a very good light.
But my understanding of what they think is they don’t see it that way, that they feel
very pushed around by the government and misrepresented in the press and
despised by the parents that they sometimes come up against. [ honestly don’t think
that’s a reflection of what I see in the papers, in that teachers are normally
represented in quite a good light. (11-DQ)

Journalists refer back to ‘the Woodhead era of abuse’ (09-DQ) and to the 1980s where
the public image of teachers was seen to be damaged as much by the strike action and the
conduct of teacher unions as by what was perceived to be a hostile government.
Journalists argue that the coverage of teachers is now much more likely to be, and to be
seen as, sympathetic; that the ‘Chris Woodhead days [of] teacher bashing’ (03-SQ) have
long since given way to coverage which shows the difficulties and challenges facing
teachers and which generates public sympathy rather than criticism.

And I think there is a certain sympathy with the school teacher in front of the
unruly class. Because most people wouldn’t want to do it. So I think there is a
certain amount of sympathy there that might not have been there in the past. During
the Chris Woodhead days there was a lot of teacher bashing, and I think there is
less of that now. (03-SQ)

It’s swings and roundabouts really. I think they’re less likely to be portrayed as
loony left, sandal-wearing, minister-baiting people. There is a bit of that in the
Daily Mail, but by and large I think they don’t get that much any more. (03-SQ)

I think it’s helpful, I think on the whole teachers get a better press than they think
they do. I think they get more exposure than many other public servants, for good
reason but I think that the cliché that media represents teachers in a bad light I think
is a bit anachronistic now. Even the Daily Mail is more tolerant of teachers. The
Woodhead era of abuse has gone. Teaching has changed too. But I do think there is
a danger. David Bell alluded to this in a really good piece he did for Media
Guardian where he said there is danger that the drip drip drip of problem stories
creates an impression that everything’s going wrong all the time when it isn’t. And
I think that is something you have to watch out for. My bosses tell me that actually
we’re pretty good at avoiding that, that we do celebrate the good as well as
condemn the bad. A problem with news generally is that it may paint society in a
more negative light than it warrants. And that plays out with education particularly.
There’s no doubt, I think, education is in a better shape than it was ten years ago. I
think that the coverage has changed accordingly (...). (09-DQ)

It is a cornerstone of the professional beliefs of these journalists that teachers — like any
other group in society — ‘get the news coverage they deserve’. Consequently, as the
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journalists indicate, if news coverage in the past has been much more negative and is
now much more positive, it is in large measure to do with — not just an objective change
in status and conditions — but an associated change in teachers’ own actions and
communication behaviour. As one Quality daily newspaper journalist put it ‘they’re
getting better coverage because they’re not threatening to go out on strike, moaning
about their long hours all the time’ (06-DQ).

The teacher unions, and particularly the annual teacher union conferences (which, it is
generally acknowledged, receive a great deal of media coverage), are seen as the key
forum for voicing teachers’ concerns and complaints. They are, however, also regarded —
implicitly if not explicitly — with a generally resigned attitude, i.e. it is implied by the
journalists that the teacher union conferences will per definition be mainly about
moaning — whether justifiably or not — about the working conditions, pay and status of
teachers. There was an element of ‘anti-union’ sentiment — sometimes quite explicit as in
the quote below - in the journalists’ accounts of the teacher unions, particularly the NUT,
and the journalists generally tended to argue that most of the adverse press that teachers
might receive was caused directly by ‘unreasonable’ union claims and calls for action.

It depends on what kind of view they’re giving at their conferences (...) an NUT
conference with lots of barmy teachers in scruffy t-shirts saying barmy things,
which doesn’t actually project a very good image of the profession. (04-SQ)

The coverage of teachers is blighted by the annual teachers conferences, in
particular the National Union of Teachers, which because it occurs over the Easter
weekend receives disproportionate amounts of publicity both in the newspapers and
most importantly on television. The people who go to conferences are a tiny
minority and completely unrepresentative of the teachers and the teaching
profession, but lay fixed in the minds of the public, an image of ranting irrational
illiterate loonies; which is terribly bad for the image of the teaching profession. (05-

DQ)

The union conferences are really important, and the union leaders are really
important. But they don’t represent the bulk of the members, and so you get this
impression, there’s militant teachers that really care more about themselves and
think that schools are run for themselves rather than for the kids, and its comes out
that the union has done in the past, and that puts the public against the teachers. But
that has changed a lot, because, politically, the government is working with the
unions and the unions, the teachers have had, and really they’ve had a lot from this
government. And they’re moaning less, so they’re getting a better press. (06-DQ)

Two Regional newspaper journalists took a slightly different view: while most of the
journalists seemed to think that the status of teachers had been restored, or at least had
significantly improved in the last five years or so, these journalists argued that teachers
were not seen as a well-respected profession. Unlike many of the colleagues at both
national and Regional newspapers, who tended to believe that ‘teachers get the press they
deserve’ (and by extension, the press that they get is very much down to the behaviour
and communication of teacher unions), these two Regional journalists felt that the poor
status of teachers was partly to do with the way in which ‘the DfES is constantly
throwing directives at them’ (21-DR) and partly reflecting a much more general decline
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within society in the last twenty years in the status and respect accorded key professions
such as doctors and teachers.
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CHAPTER 4: INDIVIDUAL TEACHERS’ PERCEPTIONS OF THEIR STATUS
AND THE STATUS OF THE TEACHING PROFESSION

OVERVIEW

This chapter presents evidence from large-scale national cross-sectional questionnaire surveys
of teachers in England, which were conducted in 2003 and 2006, to answer the research
question: what were teachers’ perceptions of their status in 2003, and how did these change, if
at all by 2006? Essentially the same questionnaire was used in both administrations to answer
research questions such as:

Has the status of teachers changed over time, since 19677

How does the teaching profession compare with a high status profession?

How do teachers compare in terms of status with other occupations?

What factors do teachers think would have an impact on their status?

How do teachers conceptualise their professionalism?
And how have these perceptions changed, if at all, since 2003?

Main findings

* The steep and rapid decline in the perceived status of teachers between 1967 and
2003 has been arrested, and was less steep and less severe according to the 2006
sample, as judged by all participants as well as those who were teaching in 1967.

* In 2003 and 2006, teachers defined a high status profession in the same way, as
highly characterised by reward and respect and, with less certainty, as subject to
some external control and regulation. In contrast, the teaching profession was seen as
characterised highly by external control and regulation in 2003 and 2006, while there
was uncertainty as to whether reward and respect were true of the teaching
profession. By 2006, however, this uncertainty had crept up very slightly from the
just negative to just positive side of ‘not sure’. Women, primary teachers, younger
teachers and recently qualified teachers, were more positive about reward and
respect for the teaching profession than were men, secondary teachers, older and the
longest serving teachers.

* Teachers’ ratings of their status compared with other occupations, including surgeon,
accountant, police officer, social worker, vet, improved significantly between 2003
and 2006.

* Teachers felt that the most positive impact on their status would be greater public
awareness of the intellectual demands, and the responsibility of their jobs, together
with more opportunities to exercise their professional judgement, in 2003, and
maintained this view in 2006. Workload reduction, time for collaboration with
colleagues, and an expanded community role were deemed likely to have a very
positive impact on status.

* Teachers’ views on their professionalism remained stable across the two cross-
sectional administrations of the survey. The two most strongly and commonly agreed
views concerned the importance of being trusted by government and the public, and
having expertise in doing a complicated job. Recent policies did not appear to have
been incorporated into teachers’ thinking about their professionalism.

* A longitudinal survey produced very similar findings and increases confidence in the
findings above.
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Introduction

The Teacher Status project set out to identify a baseline and monitor changes in teachers’
perceptions of their status and the status of the teaching profession during the life of the
project. This chapter reports the surveys of teachers conducted in 2003, 2004 and 2006 to
fulfil this aim. Questionnaire surveys were conducted on a large national sample of
teachers in 2003 and 2006. It responds to the general research question: What were
teachers’ perceptions of their status and that of their profession in 2003, and how, if at
all, have these perceptions changed by 2006? The results of the 2003 survey provide
baseline evidence and these were published in detail in the Interim Report of the Teacher
Status Project (Hargreaves et al., 2006). The 2006 survey results, to be presented here,
indicate the extent of change in the teachers’ perceptions of their status and that of their
profession. This is a long chapter which is divided into five sections. Section I deals with
the survey administration and sample. In Section II, the findings of the 2006 survey
concerning the status of teachers and the teaching profession are presented. Section III
presents our findings on the teachers’ views of how various factors might influence their
status. In Section IV we present the results of part of the survey which focused on teacher
professionalism, a phenomenon which is intimately linked to status, and was addressed
specifically in ‘Professionalism and Trust: the future of the teaching profession’, Estelle
Morris’s speech to the Social Market Foundation in November 2001 (DfES, 2001),
which set out the ways in which the government aimed to improve teacher status. Finally,
Part V, reports the longitudinal survey of teachers who completed the teachers
questionnaire in Spring 2003, Autumn 2004 and Spring 2006. It provides a longitudinal
view of how the same teachers’ perceptions might have changed over the course of these
three years. Each section begins with a brief overview.
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SECTION I: Survey administration, questionnaire structure and sample

In 2003 and 2006, postal questionnaire surveys of teachers’ views on teacher status were
conducted to provide ‘baseline’ data from the 2003 survey on teachers’ perceptions of
their status, and to see how this might have changed by 2006. Within this overall
research aim, the surveys sought answers to the following questions.
In 2003 and 2006,
*  What were individual teachers’ perceptions of their status and the
status of their profession?
* How did teachers define a high status profession?
* How did teachers judge the teaching profession in terms of this
definition?
* How did teachers rank the status of teachers and headteachers
compared with other occupations?
*  What levels of responsibility to, and respect from, various groups in
and out of school did teachers feel?
* In what ways, if any, did these perceptions change between 2003 and
20067
*  What factors do teachers think would change their occupational status?

The 2006 survey was conducted between February and May 2006, and almost all of the
questionnaire items were identical to those used in the 2003 survey. Item changes, and
some additional items, are reported in the appropriate section. The results of the 2003
survey were reported in more detail in the Interim Report (Hargreaves et al., 2006).
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Sample and administration of the 2006 survey

A sample of 12,000 teachers was drawn from the GTC database (with Crown permission)
in the proportion 1000 early years’ teachers, 5,064 primary teachers and 5,936 secondary
teachers. A further 1,192 participants were included who had taken part in the teacher or
trainee teacher surveys conducted in 2003 and had agreed to participate in a longitudinal
study. The new sample of teachers was stratified by school phase, school size, and
government office region. Questionnaires were sent by post to teachers’ home addresses
and a reminder letter and questionnaire were sent to non-responders 8 weeks after the
original delivery date. The reminders achieved an additional 31 per cent of the total
number of responses

Reactions and return rates

An overall response rate of 45.5 per cent was achieved (5,988 returns out of 13,192
questionnaires sent out). This response to this survey is in contrast to the low and slow
response rate experienced in the 2003 survey. Five per cent of the returns were
incomplete, or were returned for various reasons such as retirement, changed address, or
because the respondent had removed details needed for analysis. 113 people asked to
have their names removed from the sample, concerned that GTC had released their
details. The analysis was conducted on 5,340 respondents or 40.5 per cent of the original
sample.

It is important to record that 109 people telephoned, emailed or wrote to us because they
felt that the questionnaire items did not give them sufficient opportunity to express the
lack of respect that they perceived for teachers from various sources but notably
government. Some told us distressing stories of stress-induced illness. Others were angry
that the DfES, perceived as a source of their problems, was funding the project, one felt
that, the funds would have been better spent funding teachers’ salaries. Several noted
misprints in the questionnaire but amongst these contacts there was a minority who were
pleased to take part and felt that the issue of teacher status was important. One of these
was worried that her move to the private sector and from a very low sense of status to a
very positive one might skew the results'®.

Structure of questionnaire

The questionnaire included the following sections:

* The status of teachers over the years

* Definitive status: characteristics of a high status profession compared with
the teaching profession

*  The comparative status of teachers and other occupations

* Respect and responsibility

*  Factors that might change the status of teachers

*  Characteristics of teacher professionalism

1% We are indebted to our project secretary who became adept at counselling irate teachers, and
acknowledging these communications.
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A section entitled ‘Becoming a teacher and being a teacher’ concerning participants’
motivation to teach and to stay in teaching was omitted from the 2006 survey.

Characteristics of the respondents

The main differences between the 2003 and 2006 samples, as achieved, are the higher
percentage of primary teachers, and the lower percentage of special school teachers, in
2006 (Table 4.1).

Table 4.1: Respondents' school phases and corresponding national proportions

School phase 2006 2003 National figures
% % Jan 2006
Primary 51.4 41.7 45.3
Secondary 40.2 41.8 49.9 (including 0.4 Academies)
Special 0.9 7.8 3.3
Middle, mixed, peripatetic 3.5 3.0 1.5 (PRUs and education elsewhere)
Unknown phase 3.9 5.6 -
Total 100 100.0 100.0
N 5340 2383 437, 300

Source: Teacher Status Project — Survey of Teachers 2003 and 2006

In 2003, the questionnaires had been distributed to schools drawn from the National
Foundation for Educational Research (NFER) schools database. This enabled us to
ensure a representative proportion of special schools. It was not possible to apply this
level of specification of school type in a sample of individual teachers, however. In
many respects the achieved samples were surprisingly similar, with most sample
variations in 2006 being within 1 percent of the 2003 values. The main differences in
2006 were that fewer teachers described their schools as rural (17% in 2006; 22% in
2003), more teachers were from very small primary schools (16% in 2006; 6% in 2003),
but fewer were from primary schools in the 100-199 size band (24% in 2006; 30% in
2003).

Many more teachers omitted their age in 2006 than in 2003 (33% compared with 3%
respectively) and 20 per cent left out their gender from the 2006 surveys (4% in 2003).
The 2006 sample was very slightly older than the 2003 sample (mean age 43.2 + 10.9
years compared with 41.9 + 10.4years). The 2006 age distribution shows 11 teachers
over 65 and slightly higher frequencies in the 48 to 57 year old range. Within the 2006
sample 20 per cent omitted their gender, 63 per cent were women and 17 per cent men,
compared with 70 per cent women, 27 per cent men and just 4 per cent not responding in
2003. As in 2003, older respondents were more likely to be men. The sample, like the
teaching population, was heavily dominated by white British teachers in both surveys
(92% in 2006; 91% in 2003).

In both surveys, 43 per cent of the participants qualified to teach through a degree
followed by Post Graduate Certificate in Education (PGCE), but in 2006 more had
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qualified with degree plus Qualified Teacher Status (QTS) (30% in 2006; 20% in 2003).
In 2003 28 per cent had a Certificate of Education (Cert.Ed.), compared with 21 per cent
in 2006 '' (Table 4.2). The median year for entering teaching was 1989 in 2006 (1988 in
2003) and the range stretches from 1959' to 2006 to 2006, with slightly higher yearly
frequencies in the 1970s, 1990s and notably 2000 — 2004. In 2006, a slightly higher
proportion of teachers had come from previous occupations classified as ‘semi skilled
(15% compared with 10% in 2003), but fewer came from a skilled-technical background
(6% compared with 11% in 2003). Teachers’ subject specialisms matched the 2003
sample closely, as shown in Table 4.3. The largest single subject group was teachers of
English (language, literature and literacy) and the second group being teachers of
science, (including 5% who were chemistry, biology and physics specialists).

Table 4.2: Participants' qualifying routes

Qualifying route 2006 2003
% %
Cert. Ed 21.0 27.7
Degree & PGCE 43.6 431
Degree plus QTS 20.3 20.3
Graduate Teacher Programme (GTP) 3.1 3.6
Fast track 0.3 0.0
School Centred Initial Teacher Training (SCITT) 0.3 0.5
Other 29 0.3
Missing 1.1 3.3
Total * 92.7 98.8
Combinations of above 7.2 1.4
Total participants 5340 2383

Table 4.3: Major subject specialisms in 2006 compared with 2003

Teachers’ subject specialisms* 2006 2003
% %
English ( Language, Literature, literacy) 16.6 17.9
Science (Chemistry, Biology, Physics, Science) 14.9 16.3
Mathematics and numeracy 10.7 11.9
Art, art design, and design technology 8.8 11.8
Geography 7.2 5.7
History 6.6 7.7
ICT 6.1 6.9
PE 5.8 7.8
Music 4.8 4.9
RE 4.4 5.2
French 3.2 3.4
PSHE 1.6 2.2
Not stated 15.2 -
Total Participants 5340 2350

* Teachers were asked to give up to two specialisms. Percentages are for combined total.

Finally in this section we asked teachers whether they were planning to stay in teaching
or not in the next five years. In 2003, 74 per cent said that they would stay in teaching

' A further 5% had a Cert. Ed. plus another qualification, notably a B. Ed.
12 Apart from two far outlying dates of 1923 and 1940
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but in 2006 this had dropped to 65 per cent. On the other hand, the proportion planning to
take a career break rose from 1 per cent to 9 per cent, but is likely to include teachers
about to retire. Seventy people wrote in retire(d) but others have probably placed
themselves in the pursue a career outside teaching groups, since the latter rose from 14
per cent to 17 per cent in 2006 and teachers in the older age bracket (above the 75"
percentile i.e. aged 49 plus) were over-represented in this group. Amongst those
planning to leave teaching within the next five years there were significantly more
secondary (22%) than primary teachers (14%) (chi-sq; p <0.01; small effect size)

To sum up, the 2003 and 2006 samples were very similar. The main variations were the
relatively high proportion shy of mentioning their age or gender. The 2006 sample was
very slightly older. Women still outnumbered men considerably, and over 9 out of 10
teachers described their ethnicity as White British. More of the primary teachers were
working in smaller primary schools than in 2003, but fewer rural schools were
represented. In terms of qualifications to teach, the proportion with degree with QTS had
increased but there were fewer with Cert. Ed. alone in 2006. The teachers’ roles in
schools and subject specialisms matched the 2003 sample closely. The number planning
to leave teaching in the next five years had increased and these were more likely to be
secondary teachers. Having described the sample, we turn to consider the findings.
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SECTION II: The Status of Teachers and the Teaching Profession: Teacher status over
the years

In 2003, we found that teachers’ ratings of the status of teachers on a five point scale
from ‘very high status’ to ‘very low status’ had declined steeply and significantly
between 1967 and 2003 although the decline between 1997 and 2003 was much smaller,
than in the earlier intervals. In 2006, once again there was a steady and significant
decline, which slowed down after 1997. The 2006 mean ratings were marginally (non-
significantly) higher (Figure 4.1a) and the year 2006 was given the lowest rating of all.

Figure 4.1a: Teacher status over the years: all respondents' rating

B 2003 survey (Ns from 907 to 2295) O 2006 survey (Ns from 1996 to 5229)

5

mean rating of teacher status (1 = low,

1967 1979 1988 1997 2003 2006

Clearly not everyone in the sample was alive in 1967 and so we asked respondents to
give a rating for dates in their personal experience, but not to comment on earlier dates.
Of the group who could comment on 1967 we found a similar pattern of responses, with
slightly lower ratings for 1997, 2003 and 2006. Overall,124 teachers in the sample were
teaching in 1967. These 2006 respondents gave significantly higher ratings for more
recent times suggesting that the changing population of teachers do not see the loss of
status in such stark terms. From 1967 to 2003, the 2003 sample saw a deterioration of 2.4
standard deviations of rating while the 2006 sample saw a fall of just 1.8 standard
deviations (4.1b). Further analysis showed that primary teachers’ ratings followed the
same pattern as those of secondary teachers, but were significantly higher in 2006.
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Figure 4.1b: Decline in ratings of teacher status by all teachers compared with those
who were teaching in 1967
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These findings show that the teachers continued to detect a steady decline in their status
over the years since the 1960s and 70s. The 2006 findings, however, suggest that they
now felt more positive about their status than in 2003, a mere three years earlier. This
applied in particular to primary teachers, teachers who have been in post since the 1960s,
and to new entrants to teaching.

To what extent do teachers perceive the teaching profession to be a high status
profession?

To answer this question we must first find out how teachers define a high status
profession. Following the same procedure as in 2003, we did not provide a definition of
status for the participants but asked them to consider a list of 19 statements drawn from
the literature about ‘professions’. They were asked to rate the extent to which they
agreed, disagreed or were ‘not sure’ that each statement was ‘characteristic of a high
status profession’. In so doing they were in effect providing their own definitions, based
on our statements, of a high status profession. The full list of statements appears in the
survey of Teachers questionnaire in Appendix 1 and some examples of these statements
are below:
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* Offers an attractive lifelong career

* Enjoys high financial remuneration

* Is valued by government

* s subject to strong external controls

* s trusted by the wider community to perform a service for them

* Demonstrably maintains high levels of performance

* Has members who have the autonomy to exercise their professional judgement in
the best interests of their clientele.

First, the ratings for ‘a high status profession’ were factor analysed, and a correlated
factor solution of two main factors', virtually identical to those found in 2003, emerged.
The two factors were labelled respectively, namely:

I. Status through reward and respect
II. Status through control and regulation

The reward and respect factor was again a strong highly reliable factor with a mean
value of 4.2 +£ 0.5 (N = 4757) and contributions from 16 of the 19 items. In 2003 the
mean was 4.1 = 0.5 (N = 3273). The Control and Regulation factor also replicated the
2003 result, with a mean value of 3.5 + 0.9 (N = 5147). This was built on the two items
concerned with external control and regulation. The very close similarity of these
findings with the 2003 solution demonstrates teachers’ consistent and strongly held
views that reward and respect are definitive characteristics of a high status profession,
and their just positive view, with some dissent and uncertainty, that external control and
regulation also characterise a high status profession.

The teachers were then asked to test the status characteristics of the teaching profession
against this definition. Figure 4.2 (Tables on which figures are based appear in the
Appendix to Chapter 4) shows that teachers consider the teaching profession to differ
considerably from a high status profession, in terms of both reward and respect, and
external control and regulation (p< 0.01; large effect size). In 2006, teachers still
strongly agreed that control and regulation were true of the teaching profession. Status
though reward and respect however had moved fractionally but significantly from the
negative side of ‘not sure’ (mean 2.88 + 0.46) in 2003 to the weakly positive mean of
3.05 + 0.48) (p< 0.01, small effect size)

These ratings varied when the results were analysed according to different teacher
groups, although the overall perceptions did not differ and the directions of the
differences within groups remained the same. Therefore, just as in 2003,

* primary teachers were more positive about the reward and respect status of the
teaching profession than were secondary teachers, (p < 0.01: small effect size)
(Figure 4.3)

* women teachers were more positive about the reward and respect status of the
teaching profession than were men teachers (p < 0.01: small effect size)

" The remaining item, ‘Has high status clientele’, formed a separate very weak factor.
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* and younger teachers were more positive about the reward and respect status of the
teaching profession than were older teachers (p < 01: large effect size) (Figure 4.4).

Figure 4.2: Teachers' views of the status characteristics of the teaching profession in
2003 and 2006
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Figure 4.3: Primary and secondary teachers' ratings of the status characteristics of
the teaching profession
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Figure 4.4: Comparison of younger and older teachers' views of reward and respect
in a high status profession and the teaching profession
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Figure 4.5 shows a clear pattern which reinforces the finding that younger teachers and
those entering the profession more recently saw a smaller, though still large, gap between
teaching and a high status profession in terms of reward and respect. The gap between a
high status profession and the teaching profession as regards control and regulation, on
the other hand, was felt most strongly by teachers who entered the profession between

1989 and 2003.

Figure 4.5: Differences between a high status profession and the teaching profession
according to year of entry to the profession
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We also analysed the data according to teachers’ posts in school. These were placed in
three categories according to the way in which respondents described their jobs in
schools; (1) classroom teachers with no other stated responsibility; (2) intermediate
positions such as class teachers who also held posts of responsibility such as head of
year, subject leader or Key Stage coordinator, for example, and (3) head or deputy head
with no other stated responsibility. Whilst there was an upward progression
corresponding with this hierarchy in agreement that reward and respect were definitive
of high status, there were no differences between the opinions of these three ‘ranks’ in
relation to the teaching profession or control and regulation in a high status profession.
Finally we considered the ‘stayers’ and ‘leavers’. Those intending to leave in five years
time gave the lowest value of all groups to the reward and respect aspect of the teaching
profession and the highest value of all groups, to the control and regulation aspect.
Whilst this result might be expected it suggests that this group of teachers felt greater
discontent than those intending to remain.

In 2003, as reported in Hargreaves et al., (2006) we combined data from the teachers,
teaching assistants, parents, governors and trainees and this opened up the reward and
respect factor into three closely related components labelled:

1 status through being a respected and valued authority
2 status through the working environment
3 status through responsible high level performance

In 2003, the greatest difference between a high status profession and the teaching
profession existed in relation to status through the working environment, and the closest
match was in relation to status through responsible high level performance.
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A similar analysis of the 2006 teacher data showed a strengthening of the first factor,
concerning teaching’s status as a respected and valued authority. It increased in
reliability (Cronbach’s alpha, from 0.76 up to 0.80) and mean value, from 2.54 to 2.74,
indicating a lessening of negative opinion. It attracted three new items, all three showing
a slight shift towards a less negative or more positive rating; these were:

* enjoys high quality working conditions (2006 mean 2.12 + 0.89 ; 2003
mean 1.92 + 0.84)

* is trusted by the wider community to perform a service for them (2006
mean 3.27 + 0.98; 2003 mean 3.05 £ 1.01)

* has members who have the autonomy to exercise their professional
judgement in the interests of their clientele. (2006 mean 2.66 + 1.13; 2003
mean 2.49 + 1.12)

The movement of this highly negative item from the second factor above, and two items
from the factor labelled Status through responsible high level performance, weakened the
other two factors, rendering only the first viable. Hence the presentation provided in this
report in terms of the stronger two factor solution.

In summary, in 2006 teachers defined a high status profession exactly as they did in
2003, most of them agreeing that a high status profession was characterised by reward
and respect, and that it was also subject to external regulation and control. In
comparison with this, teachers still strongly agreed that the teaching profession is
characterised by external control, just as they did in 2003. However, whilst still
perceiving a very large difference between a high status profession and the teaching
profession as regards reward and respect, by 2006 their view of reward and respect as a
characteristic of the teaching profession has moved, significantly, from just negative to a
low positive position since 2003. In other words, whilst a high proportion of teachers
remain negative or ‘not sure’ about whether reward and respect is true for the teaching
profession, the balance of opinion has tipped marginally to the positive. Further analyses
have shown that younger teachers, women teachers, primary teachers, recently qualified
teachers and teacher intending to stay in teaching at least five years from now were more
likely to rate the reward and respect aspect true of the teaching profession.
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Teachers’ perceptions of their status compared with the status of other occupations
percep p /4

In 2003, and again in 2006, we asked survey participants to rate the status of members of
each occupation on the list below on a seven point scale for ‘the status they have’ where
7 meant high status. The occupations, in alphabetical order, were:

accountants, barristers, doctors, librarians, management consultants, nurses,
police officers, primary headteachers, primary teachers, secondary headteachers,
secondary teachers, social workers, solicitors, surgeons, vets, web designers

The 2006 survey showed that teachers’ ratings of all four teacher categories had risen
significantly since 2003 (p < 0.01, small effect size) along with the ratings of doctors,
police officers, nurses and social workers. On the other hand, the status ratings accorded
by teachers to barristers, solicitors, vets, accountants, management consultants and web
designers had fallen significantly. Furthermore, the rank order of these ratings has
shown upward movement for primary and secondary headteachers, and secondary
teachers, but the rank order of primary teachers remained the same (Table 4.4).

Table 4.4: Teachers' ratings of the status of members of various occupations in 2003
and 2006

Rank | Occupation (2006) Mean rating Occupation (2003) Mean
rating

1 Surgeons 6.6 Surgeons 6.6

2 Barristers 6.4 Barristers 6.6

3 Doctors 6.3 Doctors 6.2

4 Solicitors 5.6 Solicitors 5.8

5 Vets 5.6 Vets 5.8

6 Secondary headteachers 5.0 Accountants 5.3

7 Accountants 5.0 Management consultants 51

8 Primary headteachers 4.6 Secondary headteachers 4.9

9 Management consultants 4.5 Web designers 4.7

10 Police officers 4.5 Primary headteachers 4.5

11 Secondary teachers 4.0 Police officers 4.2

12 Nurses 3.9 Secondary teachers 3.8

13 Web designers 3.8 Nurses 3.8

14 Primary teachers 3.7 Primary teachers 3.5

15 Social workers 3.3 Social workers 3.1

16 Librarians 3.1 Librarians 3.0

When the teaching occupations ratings were pooled and compared with those for all the
other occupations together the mean rating of teaching remained significantly below that
of the other occupations. The difference between them had reduced however. The overall
status rating of the other occupations fell significantly from 5.02 + 0.61 to 4.93 + 0.66),
whilst the teachers’ mean rating rose significantly (from 4.16 + 0.93 to 4.39 + 1.05). This
difference, which had a large effect size in 2003, now had a medium effect size.
Analyses'* designed to find out whether particular groups of teachers gave more or less
extreme ratings revealed no differences by gender, school phase, school location or
region, but the younger teachers were more likely to give higher ratings than older

'* Using residual gain scores
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teachers, and those planning to leave teaching within five years gave significantly lower
rating than those staying in teaching, or planning to take a career break.

The findings of this section are important because they suggest that teachers themselves
are rating the status of their own profession more highly than they did just three years
earlier. Furthermore the resultant rank order shows positive gains for headteachers in
particular, but also for secondary teachers. In our Interim Report (Hargreaves et al.,
2006), we showed that teachers gave teaching lower status ratings in a variety of status
contexts than the other groups in our surveys. There is a view that teacher status is
unlikely to improve until teachers themselves have a more positive view of the status of
their profession. These results suggest a slight move in that direction. On the other hand,
whilst the rating of primary teachers’ status increased significantly, their rank position
did not alter. This is partly anomalous, because primary teachers were more likely than
secondary teachers to agree that reward and respect were true of the teaching profession.
Furthermore, primary teachers were more likely to be accorded a lower status rating by
secondary teachers, whilst primary teachers gave secondary teachers a relatively higher
rating than they awarded themselves, just as they did in the 1960s (CACE, 1967). On
this note we now consider teachers’ sense of responsibility and perceived respect, since
these may impinge on teachers’ sense of the esteem in which they are held by various
groups. If one’s sense of status is derived partly from the respect one perceives from
various sources, then the degree of responsibility one feels towards those groups might
enhance or diminish the personal; value of that perceived respect. In other words the
greater sense of responsibility one feels towards a group, the more that group’s respect
might enhance one’s sense of status. Further if one perceives respect from a particular
group, perhaps one feels more responsibility towards them. Thus, it could be argued that
both respect perceived and responsibility to a group are likely to affect the individual’s
sense of status. We turn now, therefore, to consider our findings on teachers’ sense of
responsibility and perceptions of respect.

Responsibility and respect in teaching

Teachers’ sense of responsibility to others

We asked whether teachers felt ‘none’, ‘a little’ or ‘a lot’ of responsibility to, or respect
from, their pupils, colleagues, school governors, local community, government, people in
other professions and the media, for example. We shall consider first their expression of
responsibility to various groups. Table 4.5 shows the mean values in descending order.
The highest by far, with barely any variation, was responsibility to ‘my pupils’. The
lowest was responsibility to the media. In 2003, we asked only about pupils, school,
parents, governors, general public and government and the rank order was the same as in
2006.
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Table 4.5: Degree of responsibility to various groups (3 point scale)

Extent of responsibility to Mean responsibility Std. N
rating on three-point Dev
scale

1 My pupils 2.99 0.08 5287
2 My school 2.93 0.27 5274
13 My own family 2.93 0.29 5264
3 Teachers at my school 2.80 0.42 5265
6 The parents of my pupils 2.78 0.44 5261
5 Support staff at my school 2.74 0.48 5255
4 Senior managers at my school 2.71 0.51 5244
10 The teaching profession 2.60 0.55 5247
14 Non-teaching friends 2.43 0.66 5234
7 My school governors 2.39 0.63 5251
8 The local community 2.33 0.58 5254
11 The Local Authority 2.18 0.64 5244
9 The general public 2.07 0.62 5241
15 People in other professions (in general) 1.91 0.64 5222
12 The Government 1.89 0.68 5232
16 The media 1.42 0.60 5255

Significant variation between groups, p<0.1%, Friedman, very large effect size

The responsibility ratings formed three factors of which the first two were conceptually
coherent and reliable'” (Table 4.6) The first and most reliable factor referred to external
bodies notably the government, the local authority and the general public. The second
reliable factor referred to within-school groups especially teaching colleagues, and senior
managers. The group ‘My pupils’ was excluded because it showed so little variation.
These two factors were highly correlated (r = 0.54, N = 5015, p < 0.01) but teachers’
sense of responsibility to their within school groups was significantly higher than that
towards external bodies (p<0.01, Wilcoxon pairs, very large effect sizes).

"> The third consisted of three items my own family, my non teaching friends, and people in other

professions. It extracted 9% of the variance but had a low reliability (o = 0.56).
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Table 4.6: Factors in teachers' sense of their responsibility to others

Correlation between item score
Extent of responsibility to and (total less item score)
External Within school Other
bodies groups individuals
(N=5093) (N=5177) (N=5182)
1 My pupils
2 My school 0.42
3 Teachers at my school 0.54
4 Senior managers at my school 0.52
5 Support staff at my school 0.44
6 The parents of my pupils 0.43
7 My school governors 0.54
8 The local community 0.55
9 The general public 0.59
10 The teaching profession 0.48
11 The Local Authority 0.65
12 The Government 0.63
13 My own family 0.27
14 Non-teaching friends 0.51
15 People in other professions (in general) 0.43
16 The media 0.43
Variance 29.4% 9.9% 9.1%
Alpha reliability 0.82 0.70 0.56

There were some differences between different groups of teachers. Men teachers,
secondary teachers and older teachers rated their responsibility levels lower than did
women teachers, primary teachers'® and younger teachers respectively to both in-school
and to external bodies (p < 0.01, Mann-Whitney, small effect size). Those intending to
leave teaching gave lower responsibility ratings than those intending to stay, but
surprisingly the leavers’ ratings were marginally higher than those of secondary teachers.
Not surprising, on the other hand, was the finding that levels of expressed responsibility,
when analysed by school post (grouped into three categories: headteachers/deputy
headteachers, intermediate managers/co-ordinators, and class teachers who state no other
responsibility), correlated positively with rank. The heads and deputies expressed
significantly higher in-school and external responsibility ratings (p< 0.01, chi-sq, small
effect size) than the other two groups, with heads’ and deputies’ mean ratings the highest
of all groups’ ratings.

' There was no gender-phase interaction for within-school responsibility, (p< 0.01, analysis of
variance, medium effect size), this was a primary teacher effect, but phase and gender were
significant (p<0.01; small effect) for responsibility to external groups.

N1



When compared with the 2003 responsibility ratings on the six items common to both
surveys, there were significant increases in responsibility ratings on five of the six
sources, with medium effect sizes in relation to my school, my school governors and the
general public. Responsibility to the government remained unchanged, however, at the
lowest level, as shown in Table 4.7.

Table 4.7: Teachers' responsibility ratings in 2003 and 2006

Extent of responsibility to 2006 Survey 2003 survey

N Mean on Std. N Mean on Std.

three-point Dev three-point Dev

scale scale

1 My pupils 5287 2.99 ** 0.08 231 2.96 ** 0.20
2 My school 5274 2.93 ** 0.27 231 2.72* 0.45
6 The parents of my pupils 5261 2.78 ** 0.44 231 2.45** 0.51
7 My school governors 5251 2.39 ** 0.63 230 210 ** 0.44
9 The general public 5241 2.07 ** 0.62 221 2.01* 0.41
12 The Government 5232 1.89 0.68 2%1 1.85 0.45

**p<1%, Mann-Whitney, items 1 and 6 small effect sizes, others medium

In other words, on this very coarse scale, teachers in general appear to have an increased
sense of responsibility to groups both inside and outside school compared with 2003.
Senior leaders appear to express the highest ratings, whilst secondary teachers and those
intending to leave the profession expressed the lowest responsibility ratings. We appear
to have an anomalous situation as regards status, respect and responsibility. Headteachers
and primary teachers expressed the higher levels of responsibility to both in-school and
external groups than did secondary teachers. Primary teachers consider that the teaching
profession has a higher level of reward and respect than do secondary teachers. Yet, in
terms of status in an occupational hierarchy primary teachers appear to be accorded less
status than secondary teachers or headteachers. With that in mind we turn to teachers’
ratings of perceived respect for the same groups of people considered in relation to
responsibility.

Teachers’ views of the respect they receive

Teachers rated the respect that they perceive they are accorded by various groups such as
my pupils, my school, the parents of my pupils, just as they did for their sense of
responsibility. The scale was a very coarse three point scale consisting of none, a little, a
lot, used in order to enable participants to respond quite quickly and easily to these
relatively sensitive issues within a long questionnaire. The results were very similar to
those obtained in 2003. In 2006 there were three new items (my school, the local
authority and the government) which strengthened the 2003 factor solution. The two
strongest and conceptually coherent factors almost matched the in-school and external
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factors found for the responsibility levels, but ratings for my pupils, my pupils’ parents
and the local community formed a third weaker factor. The groups contributing to each
factor and their mean ratings are shown in Table 4.8. In the light of recent reforms in the
workforce, it is interesting to note that support staff at my school which contributed in
2003 to a scale derived from the school factor no longer correlated strongly enough with
this scale to be included.

Table 4.8: Sources of perceived respect in 2006

Perceived respect from 2006 Survey
Mean on Std. Dev N
three-point
scale

1 My pupils 2.65 0.51 5215
2 My school 2.56 0.56 5200
3 Teachers at my school 2.74 0.46 5217
4 Senior managers at my school 2.49 0.62 5217
5 Support staff at my school 2.74 0.47 5236
6 The parents of my pupils 2.40 0.56 5182
7 My school governors 2.29 0.68 5195
8 The local community 1.95 0.58 5202
9 The general public 1.71 0.53 5218
10 The teaching profession 2.23 0.59 5189
11 The Local Authority 1.87 0.61 5206
12 The Government 1.52 0.55 5211
13 My own family 2.92 0.29 5249
14 Non-teaching friends 2.64 0.53 5228
15 People in other professions (in general) 1.98 0.55 5213
16 The media 1.34 0.49 5224
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Table 4.9: Ratings of perceived respect from composite sources

Source of perceived respect Rotated factor

School Outside Personal Pupil

bodies community

2 My school .810
3 Teachers at my school .736
4 Senior managers at my school 824
5 Support staff at my school .587
7 My school governors .672 407
9 The general public . .686 -477
10 The teaching profession .400 .595
11 The Local Authority 421 .704
12 The Government 776
16 The media .656
13 My own family .710
14 Non-teaching friends .811
15 People in other professions (in general) .506 525
1 My pupils -722
6 The parents of my pupils -.803
8 The local community .546 -.636
Unrotated factor variance 30.2% 11.4% 8.5% 6.9%
Alpha reliability for scale of marked items 0.80* 0.75 0.50 0.65

(N=5074)  (N=5041) (N=5156)  (N=5080)

As in the case of the responsibility ratings, women teachers, primary teachers and older
teachers were more likely to believe that they were respected by in-school groups and from
people within the pupils’ home environment (pupils, parents and community). Once again
the source of the primary-secondary difference was phase rather than gender based, with
primary teachers giving a significantly higher rating. The phase and age effects repeat
those found in 2003, but the gender difference for school-based respect is new in 2006.
Men and women teachers did not differ however, as regards respect from outside bodies.
As expected, those intending to leave teaching rated their perceived respect lower than did
those who intended to stay in teaching, whilst headteachers and deputies were significantly
more likely to perceive more respect from all sources than either middle managers/co-
ordinators or class teachers (all differences p< 0.01, chi-sq, small effect sizes), although
perceived respect by heads and deputies from pupils (in particular) and parents and
community, was greater (large effect size) than that perceived by class teachers. Teachers
of shortage subjects, defined as maths, physics, chemistry and general science, also felt
significantly less respect from outside groups and from the pupils, parents and community
than did other teachers (p < 0.01, Mann Whitney, small effect size). Finally, when a
comparison of the 2003 and 2006 mean respect ratings was carried out for items common
to both surveys, there was a mixed pattern of changes. There was no change in perceived
respect from support staff, parents, and the general public, but notable reductions in
respect perceived from fellow teachers and senior managers. The biggest increases were
from personal sources including teachers’ families, their non-teaching friends (small effect
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sizes) and people in other professions (very small effect). When composite sources were
compared using the 2003 scales, there was a very small decrease in respect from school
sources, and very small increase from external bodies.

To sum up this section on teachers’ ratings of the responsibility they feel and perceptions
of the respect they receive, there appeared to have been a net increase in the
responsibility teachers expressed to almost all groups except the government. As regards
respect perceived, the changes suggest a slight drop in respect perceived from school
groups, notably senior managers, and an increase in respect from family, friends and
people in other professions.
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SECTION III: The potential of events and strategies to raise the status of teachers:
Comparative analyses of responses in 2003 and 2006

The survey of teachers, conducted in 2003, presented respondents with 36 current and
potential policy initiatives and asked them to indicate the extent to which they felt
increases in each item might affect their status. For the 2006 follow-up survey, however,
a further 14 items were added to the list of issues that teachers were asked to rate. The
application of factor analysis to the 36 items, which were included in both the 2003 and
2006 surveys, resulted in the construction of four key factors (see Table 4.10). The
factors and a few of their associated items include:

I1.

I11.

IV.

Job awareness

a. Improvements to school resources and facilities

b. Public appreciation of teachers’ contribution to society
c. Public awareness of the intellectual demands of the job
Pupil focus

a. The relevance of the curriculum to pupils’ lives

b. Pupil choice of ways to represent their learning

c. Pupil involvement with school policy-making

Release of imposed constraints

a. Strategies to reduce levels of teacher workload

b. Strategies to reduce time spent on administrative tasks
c. Reduction in the amount of national testing

Teacher involvement

a. Teacher input into policy reform

b. Opportunities for leadership experience

c. Parental support for the school

Taken together, these factors accounted for 40.7 per cent of the overall variance in 2003
and 42.1 per cent in 2006.

Table 4.10: Factors formed from 36 items rated by teachers in the 2003 and 2006

surveys
Factor Variance Reliability

2003 * 2006 2003 2006

Job Awareness 235 % 258 % 0.87 0.86

Release of Imposed 7.0 % 59% 0.69 0.65

Constraints

Pupil Focus 5.6 % 6.3 % 0.65 0.71

Teacher Involvement 4.6 % 41 % 0.80 0.78
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The grouping of a number of items, via factor analysis, which are similar in nature
allowed the creation of a highly reliable factor identified as job awareness. Teachers’
responses to the 36 items included in both years 2003 and 2006, were treated in this way
and accounted for 23.5 per cent of the variance in 2003 and 25.8 per cent in 2006.
Central to this factor are items (see Table 4.11) which are concerned with generating
greater internal and external involvement in schools and knowledge of teachers’ roles.
The mean rating for all 10 of these items, making up the job awareness factor, taken
together showed that teachers were consistent in their view that greater awareness of
their roles, by people inside and outside of the profession, would have a very positive
(with mean ratings of 4.42 +0.43 in 2003 and 4.46 +0.40 in 2006) effect on their status.

Table 4.11: Items contributing to the 'job awareness' factor

Item Correlation with
(total-item)

2003 2006
(N=2279) (N=5201)

Public awareness of the intellectual demands of the 0.67 0.62
job
Opportunities for teachers to exercise professional 0.66 0.63
judgement
Public appreciation of teachers’ contribution to 0.65 0.57
society
Public understanding of teachers’ responsibility 0.64 0.65
Understanding by policy makers of the practicalities 0.58 0.50
of classroom life
Recognition of teachers’ pastoral and social work for 0.58 0.55
pupils
Entitlement to high quality Continuing Professional 0.56 0.57
Development
Time for planning and training to implement new 0.56 0.57
initiatives
Teachers driving the reform agenda 0.51 0.51
Improvements to school resources and facilities 0.50 0.45
Salary levels closer to those of comparable 0.48 0.45
professions
Alpha reliability 0.87 0.86
Mean score/item 4.42 (043) 4.46 (040)

This factor accounted for 24 and 25.8 per cent.of the variation in the sample in the years
2003 and 2006 respectively.

The remaining three factors accounted for relatively small proportions of the variance
(17.2% in 2003 and 16.3% in 2006) with the strongest of these being labelled as pupil
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focus (5.6% in 2003 and 6.3% in 2006), which increased in reliability during the period
investigated, suggesting an increase in the strength of teachers’ feelings in this area. The
six items forming this factor include issues such as the relevance of the curriculum,
pupils’ choice of ways to represent their learning and use of ICT in teaching. This factor
has attracted similar ratings for both 2003 and 2006, where mean scores (3.77 £0.46 and
3.80 £0.48 respectively) indicated teachers’ neutral, but verging towards a positive, view
of the effect of increased attention on pupil focussed issues on their own status.

Further analyses to investigate the impact of other variables such as respondent
characteristics on the factors revealed a few interesting findings. For instance, the
introduction of teachers’ ages to the analysis showed statistically significant differences
in the pupil focus factor but not in the reduction of imposed constraints factor. Whilst
both the younger and older age groups indicated attitudes which were on the positive side
of ‘neutral’ (3.88 £0.45 and 3.70 +£0.49 respectively), with regard to pupil focus, those
teachers who fell into the younger age group were significantly (p<0.01, small effect
size) more positive, in both years 2003 and 2006, about the effects of pupil focussed
changes. On the other hand, although both the younger and older age groups were
positive (4.34 £0.61 and 4.33 +£0.59 respectively) in their views about the likely impact
of the reduction of imposed constraints, the significant difference of opinion which
existed between the groups in 2003, where the older age group (1.92 +0.92) was more
negative than the younger age group (2.07 +£0.95), no longer exists in the analysis for
2006. When considering the gender of respondents, whilst women were significantly
more positive on all four factors in 2006, their attitudes three years earlier were not so
striking. In fact, in 2003, women were significantly more positive than men on just two
of the factors, job awareness and pupil focus.

Current attitudes of teachers — 2006 survey

Respondents to the 2006 follow-up survey were asked to respond to an additional 14
items which were added to the list of 36 items that teachers were asked to rate in 2003.
The five most highly rated items, in 2006, are included in 4.12 below. Teachers felt that
the prospect of salary levels approximating those received by people in similar
professions would have a positive, but almost ‘very positive’ (4.63 £0.60), effect on their
status. Even though teachers felt that attention to their salaries would have the most
positive effect, almost as important to them (4.62 +0.60) was the idea that those
responsible for education policy should have an awareness of the realities of the
classroom environment.

Table 4.12: Items rated in 2006 to have the most positive effect on teachers' status

Issues stimulating change Rating Std dey
Salary levels closer to those of comparable professions | 4.63 0.60
Understanding by policy makers of the practicalities | 4.62 0.60

of classroom life

Improvements to school resources and facilities 4.56 0.59
Public understanding of teachers’ responsibility 4.52 0.59
Public appreciation of teachers’ contribution to society | 4.51 0.60

Factor analysis of all 50 items used in the 2006 survey, created seven factors (accounting
for almost half, 45.7% of the total variance) worthy of further discussion and included in
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Table 4.13. Workload reduction, alone, represented almost a quarter (23.9%) of the total
variance and proved to be a strongly reliable factor, constructed using items such as time
for professional collaboration with colleagues and availability of classroom support.
These are items which are crucial to the fundamental tenets of the government’s
Workforce Reform initiative, which place an obligation on schools to make provisions in
such areas. The seven factors along with a couple of the contributing items are listed
below.

I. Workload reduction
a. Time for professional collaboration with colleagues
b. Strategies to reduce levels of teacher workload
I1. Pupil Partnership
a. The relevance of the curriculum to pupils’ lives
b. Pupil choice of ways to represent their learning
III.  Teachers as active reformers
a. Teacher input into policy reform
b. Teacher input into curriculum content
IV.  Re-orientation as leaders
a. Opportunities for leadership experience
b. Scope for teachers to engage in critical thinking
V. Expanded community role
a. Public appreciation of teachers’ contribution to society
b. Local community access to school facilities
VI.  Public appreciation
a. Expansion of the Extended Schools scheme
b. Public understanding of teachers’ responsibility
VII. Teachers as workers
a. Working with a range of professionals outside education
b. The management and direction of other adults in the classroom

Three of the seven factors, ‘expanded community role’ (4.48 £0.51), workload reduction
(4.44 £0.46) and ‘teachers as active reformers’ (4.24 £0.46) proved to be reliable factors
and achieved mean ratings which fell between ‘positive’ and ‘very positive’ and were
therefore considered most likely to generate positive change in the status of teachers. The
inclusion of 'expanded community role' (which includes ‘public appreciation of teachers’
contribution to society’, ‘local community access to school facilities’ and ‘opportunities
to develop partnerships with parents’) as one of the three most positive factors, perhaps
demonstrates acceptance by teachers of current government strategies.
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Table 4.13: Factors formed from 50 items rated in the 2006 survey

Factors Variance Mean Std. Dev. N
% score/item

Work-load reduction 23.9 4.44 0.46 5221
Public appreciation 6.6 3.48 0.58 5176
Expanded community role 4.7 4.48 0.51 5290
Re-orientation as leaders 33 3.99 0.48 5193
Teachers as workers 2.6 3.91 0.52 5257
Pupil Partnership 24 3.72 0.53 5205
Teachers as active reformers 2.2 4.24 0.46 5206

Source: Teacher Status Project — Survey of Teachers 2006

Subjecting these factors to further analysis, in order to establish the extent to which the
length of service, age and gender of respondents influenced their decisions, revealed
significant results. Comparison of two groups of teachers, those who started their
teaching careers during or before 1967 and those relatively new to the profession, having
started later than 2003, showed that the latter group were significantly more positive
about the potential effects of workload reduction (p<0.05, small effect size), expanded
community role (p<0.05, small effect size), and pupil partnership (p<0.01, small effect
size), on their status (see Figure 4.6). Clearly related to respondents’ length of service is
their age, analysis of which revealed similar findings, where younger teachers were more
positive on most of the factors. Specifically, with respect to the groups of items making
up public appreciation and pupil partnership, younger teachers were significantly
(p<0.01, small effect size) more positive than older teachers (see Figure 4.7). These
younger teachers appeared to suggest that greater attention to public participation,
coupled with more pupil focussed initiatives would contribute to improved teacher status.
Notable, however, is the fact that older teachers (4.28 + 0.45) have demonstrated more
enthusiasm than younger teachers (4.16 + 0.46), to see teachers as active reformers of
their profession. Thus older teachers were more concerned that teachers should be more
autonomous and at the forefront of education policy-making.



Figure 4.6: The impact of length of service on factors
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Women teachers are shown to have responded more positively than men teachers on each
of the factors developed, with the exception of the factor labelled teachers as active
reformers, where there was no significant gender difference. Two of the factors on which
women teachers are shown to have rated more positively was in their concerns about
increases in the items contributing to the pupil partnership (e.g. pupil choice of ways to
represent their learning and pupil involvement in school policy making) and those items
related to re-orientation as leaders (e.g. time for headteachers to focus on leadership
responsibilities and participation in NCSL activities).

When comparing the 2006 ratings by school phase, primary school teachers emerged as
being more positive (p<0.01, small effect size) than secondary school teachers on six of
the seven factors (both secondary and primary school teachers gave public appreciation a
neutral rating and there was no significant difference between these ratings). Although
the primary phase was more positive, most prominent for both phases were teachers’
views that an expanded role for schools in the community would improve the status of
teachers (primary teachers 4.51 +£0.50; secondary 4.46 +£0.51). This factor (expanded
community role) was closely followed by the idea that reductions in workloads, which
also achieved a rating between positive and very positive, might improve the status of
teachers. Interesting also, but not a significant finding, is the view of headteachers and
deputy headteachers who were less positive than classroom teachers about the potential
of reductions in workloads to improve teacher status. The more significant findings here,
however, show that on all but one (workload reduction) of the factors, headteachers and
deputy headteachers were more positive than class teachers. This finding may reflect a
greater awareness or belief among school managers of central, local government or
school efforts to address some of the items contained within these factors.

A question included in the survey asked teachers to state their plans for the next five
years. The respondents were divided into two groups representing those who intended to
remain and those who planned to leave (this category includes teachers planning to
retire) the profession. Analysis of the results in terms of the seven factors, showed a
mixed picture, presented in Figure 4.8, with ‘leavers’ rating some factors more positively
and ‘stayers’ rating others more positively. Respondents planning to leave the profession
were more positive with respect to workload reduction, expanded community role and
teachers as active reformers and teachers as workers (there was no significant difference
for this factor); teachers planning to stay in the profession were more positive about the
remaining factors. Whilst differences between the stayers and leavers were significant,
the very small effect sizes suggest that these differences in the population would be quite
weak.



Figure 4.8 The impact of teachers’ decisions to remain in or leave the profession
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Further analysis was carried out in order to investigate differences in the attitudes of
teachers’ based on subject specialism and geographical location. The results showed that
teachers of non-shortage subjects (shortage subjects included in 2003 were maths,
physics, chemistry, science, biology, and ICT; the latter two were omitted in the 2006
analysis) and teachers based in schools situated in inner city areas, held more positive
attitudes in relation to the potential of each of the seven factors to improve their status.

In summary, our most recent assessment of teachers’ views, on a list of 50 items,
revealed that they considered increases in salary levels akin to those enjoyed by
professionals in other similar occupations and the notion that education policy-makers
should have an increased awareness of the realities of the classroom environment, would
raise the status of teachers. Of the seven factors established through factor analysis, the
three key areas considered likely to generate positive changes in the status of teachers
were expanded community role, workload reduction and teachers as active reformers. It
would appear, therefore, that whilst a significant proportion of the teachers recognised
the value of increased external and pupil-centred initiatives, others were keen that
teachers themselves played a part in shaping policy initiatives. The more positive
thinking proponents of these seven factors were the younger teachers, those who had
more recently started their teaching careers and women teachers.



Teachers’ spontaneous comments indicating factors that they consider influence the status of
teachers and teaching

Before leaving the issue of status change, we must refer to the spontaneous comments
that teachers wrote on their questionnaires referring to factors that they felt influenced
their status, because such a significant proportion did so. Almost 20 per cent of the 2006
participants (1032 of 5340) took advantage of the invitation to add spontaneous open-
ended comments on teachers’ status. The motivation to do so appears to have come from
strongly held negative and often irate attitudes. An analysis of the key words in these
comments was carried out. The most common word by far was ‘status’ (22 % of
comments), followed by ‘government (10%). Comments about status were nearly
always negative comment, and were most frequently (13% of ‘status’ comments) linked
with government, referring to government interventions and what they saw as failings.
Parents and media were mentioned in 7 per cent of the comments respectively, and again
these were almost invariably negative. Media and government were linked by 38 per
cent of those referring to the media, as having negative influences, some specifying the
need for positive media coverage. Of those who mentioned government 28 per cent
suggested that government undermined their status. Pay, mentioned in 6 per cent of the
comments was considered too low by all but one respondent, and 29 per cent of those
who mentioned pay linked it with low status. Four per cent of the comments referred to
targets, testing, SATs or OfSTED and frequently associating these with low status. Other
comments expressed by 2 to 3 per cent of the sample included a perceived lack of trust in
teachers, and a feeling of being ‘undervalued’ especially by the government in both
cases; comments on pupils’ poor behaviour and parents not taking responsibility for this;
3 per cent mentioned excessive paper work. On a positive note, just over 2 per cent said
that they enjoyed the job, but several of these disliked the paperwork. Some typical
comments to illustrate these themes appear below:

The continuous reform since the 80's has undermined teachers and the
status of the profession. The constant pressure to 'do better' has made both
teachers and the public perceive teaching as a failing profession’

Status is continually undermined by a government that produces new
initiatives daily and leaves leadership group staff feeling inadequate and
worried about how to introduce them to an over stressed workforce.
Work/life balance is a joke.

It is a hugely rewarding profession in the classroom, but successive
governments and the media have reduced the status of the profession by
refusing to trust in teachers’ integrity and knowledge.

Having just had OfSTED in today and seeing perfectly brilliant teachers
with decades of pupil attainment behind them turn into manic depressives,
it’s about time our career was given some status and headteachers were
given more authority for their schools.

Teachers appear to have some status currently as 'lion tamers' rather than
professionals. One way to improve professionalism is to allow teachers time
for reading, research and implementation of new initiatives - of which there
are too many at the moment.



I feel that the combination of political interference and obsession with
league tables, 'teacher bashing' reduces our status in the eyes of the public.
The GTC does very little apart from 'disciplining teachers who have already
lost their jobs ...

In my experience the status of teachers has improved considerably, but as
with all things it is largely dependent upon expectations and personal
attitude.

SATs especially KSI KS2 contribute unnecessary teacher workload and
pressure which leads to less status in long term

Status is being undermined by fast tracking of lower qualified teachers, use
of classroom assistants and above all by poor pay and conditions. Pay
peanuts and struggle to attract quality staff- Quick fix strategies to shove

up shortages of quality staff.

1 feel status has been raised but with huge costs to trust/morale within
schools. A competitive cut throat ethos may suit business but I don't believe
it suits the staffroom.

The selection above includes some positive comments but it must be emphasised that
these were a very small minority of the comments made.



SECTION IV: Teacher professionalism

Introduction

At the core of this project has been a concern with the relationship between teacher status
and teacher professionalism. In her pamphlet ‘Professionalism and Trust — the future of
teachers and teaching’ (DfES, 2001), the Secretary of State for Education and Skills
explained that the status (and quality) of the teaching profession was of central
importance to the government’s reform agenda. Furthermore, a new understanding of
teacher professionalism would need to be put into practice for the success of that reform
agenda and, in particular, for the status of the teaching profession to be improved. As
she explained:

Gone are the days when doctors and teachers could say, with a straight face, “trust
me, I'm a professional”. So we need to be clear about what does constitute
professionalism for the modern world.

She went on to articulate six necessary characteristics of the necessary new
professionalism:

A. high standards at key levels of the profession, including entry and
leadership, set nationally and regulated by a strong professional body

a body of knowledge about what works best and why, with regular
training and development opportunities so that members of the
profession are always up to date

efficient organization and management of complementary staff to
support best professional practice

effective use of leading edge technology to support best professional
practice

incentives and rewards for excellence, including through pay structures,
and

a relentless focus on what is in the best interests of those who use the
service — in education, pupils and parents — backed by clear and
effective  arrangements for accountability and for measuring
performance and outcomes. (Morris, 2002, p.19)
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Such a conception of teacher professionalism is of course very different from traditional
ideas, which emphasised instead the need for a large measure of teacher autonomy and
for public trust of teachers, on the basis of both teachers’ professional expertise and also
the vocation that was assumed to underlie their professional dedication and commitment
to values of service. As the Secretary of State recognised, the credibility of such
traditional ideas has been significantly undermined in recent decades, and not only in
relation to teaching. That did not mean, however, that there was a vacuum waiting to be
filled by her suggestions. Teachers have been exposed to active and increasingly wide-
ranging debates about the nature of their professionalism for many years. Two of the
longest standing debates have been about whether it is helpful to view teaching as a
profession at all — Etzioni (1969), for example, called it a semi-profession - and about
Hoyle’s (1970) suggestion, supported influentially by Stenhouse (1975), that the core



professionalism of teachers is not enough, and that there was a need for an extended
professionalism that goes beyond doing the basic job of classroom teaching. More recent
commentators have offered teachers other value-laden versions of professionalism that is
democratic and activist (Sachs, 2003) or sees teachers as genuine agents of change
(Johnson and Hallgarten, 2002), while Breslin (2002), for example, suggests that the
baggage of professional identity may be too cumbersome to carry (p.203). So it was
clear to us from the start that it would be foolish to assume that we knew how teachers
construed professionalism or to what kind of professionalism, if any, they were
committed.

Given this background, we set out to answer the following questions about teacher
professionalism:

1. What do English teachers see as the key elements of professionalism in
teaching? How much, and in what ways, do they vary in their
commitment to such ideas? Do they, for example, show varying
degrees of commitment to, on one hand, a traditional idea of teacher
professionalism and, on the other, the new professionalism articulated
by the Secretary of State?

2. How, if at all, will English teachers change, between 2003 and 2006, in
their understandings of, and commitments to, different ideas associated
with ‘professionalism’?

3. How do teachers’ understandings and commitments in relation to
professionalism, and changes in these understandings and
commitments, relate to their perceptions of the status of the teaching
profession?

This section is concerned with the first two of these questions.

Investigating professionalism

Included in the questionnaire that was sent to a national sample of teachers in 2003 and
2006 was a list of 33 statements each of which made an assertion about a suggested
characteristic of professional teaching. Items were derived partly from the relevant
literature and partly from the responses of teacher focus groups to questions such as
‘Teachers are described as professionals — what does that mean to you?’. The aim was to
cover a range of views of professionalism, including that articulated by the Secretary of
State. So far as possible, the statements used the words of focus group participants.

For each of the statements, respondents were presented with a five point Likert scale
ranging from ‘strongly disagree (1)’ to ‘strongly agree (5)’. They were asked to

Tick a box to show the strength of your agreement or disagreement with
each statement according to your own sense of teaching as a profession.

Pilot studies were conducted, as has been described in the Interim report, first using a
national sample of 200 teachers and then, trialling the final version, with teachers from
four local schools.



Since the 33 statements had been included to represent diverse ideas of professionalism,
nothing could be assumed about how responses to these different statements would relate
to each other. Responses to the different statements might be sufficiently correlated to
form a single scale, possibly contrasting traditional and new versions of professionalism,
but neither this nor any other pattern could be assumed. Analysis of the responses had to
start, therefore, with an exploration of what kind of structures or patterns the responses
fell into, with the nature of any further analyses necessarily depending on what this
exploration revealed. The first steps, therefore, in 2003 and again in 2006, was to
conduct a factor analysis, and more specifically a principal components analysis,
followed by a rotation to find a satisfactory oblique factor solution, which permits factors
to be intercorrelated.

How are Teachers’ Conceptions of Professionalism Structured?

In 2003, the strongest factor that emerged accounted for 17 per cent of the total variance,
and a total of eight factors accounted for 49 per cent. Both a ‘scree’ plot of factor sizes
and careful inspection of the eight factors suggested that only the largest five of them,
accounting in total for 38 per cent of the variance, were meaningfully interpretable.
Thus, with as much as 62 per cent of the variance not being associated with any
meaningful dimensions, and the other 38 per cent being distributed across five different
dimensions, teachers’ views of professionalism seemed to vary in ways that were not at
all highly structured. This might have suggested that this factor solution was not very
reliable, so it was reassuring that the independent analysis of the 2006 data generated an
almost identical solution. Again, eight factors, this time accounting for 50 per cent of the
total variance, emerged from the analysis; and again a ‘scree’ plot and careful inspection
both suggested that only the largest five of these factors were meaningful. Furthermore,
it was obvious that the five 2006 factors matched closely, although of course not
perfectly, the five 2003 factors.

The five meaningful factors that were common to both the 2003 and the 2006 surveys are

presented below. For purposes of comparability, we highlight the items which loaded
highly (i.e. loadings of more than 0.3) on the factors on both occasions.

Table 4.14: Professionalism Factor 1: 'Teaching as Constructive Learning'

Item Correlation with Total
minus item
2003 Survey 2006 Survey
N=2309 N=5295
p5 | Teachers must always be ready to learn new classroom 0.43 0.45
methods
p6 | It is important for teachers to be creative 0.44 0.48
p7 | Continuing professional development is essential 0.59 0.57
p8 | Collaboration with other teachers is essential for good 0.49 0.54
learning
p19 | Being involved in research is an important activity for 0.38 0.40
teachers
p20 | Teachers value the opportunity to share ideas with 0.40 0.42
teachers at other schools

Reliability 0.71 0.73




The central concern of this factor is clearly with professional development, while
collaboration with other teachers, creativity and engagement in research are seen as
closely related ideas. Other items which loaded highly on this factor in 2006, but not in
2003, were teachers should use a broad range of teaching strategies, teachers must be
able to manage a complex learning environment, good teachers evaluate their practice
and learn from this, and teachers need to make judgements in the best interests of
individual pupils, as they see them’. There are strong elements in this factor of the
contrast made by Hoyle (1970) between extended and core professionalism. The
government would certainly endorse the extended professionalism ideas that might be
seen as the positive pole of this dimension. On the other hand, the emphases on teacher
creativity and, increasingly, on teacher judgement, are facets of teaching the importance
of which, in many teachers’ eyes, has not been adequately recognised by government and
may indeed be seen as in sharp contrast to the idea of a body of knowledge about what
works best (Morris, 2002).

Table 4.15: Professionalism Factor 2: 'Autonomy in Teaching'

Item Correlation with Total
minus item
2003 Survey 2006 Survey
N=2315 N=5227
p21 | Central control of the curriculum undermines 0.56 0.32
professionalism
p9 Central control of assessment undermines 0.56 0.32
professionalism
Reliability 0.72 0.49

The small Factor 2, Autonomy in Teaching relates directly to government policy in that it
is simply concerned with whether or not the strong government control over curriculum
and assessment undermines teacher professionalism. It is worthy of note that this factor
does not incorporate concerns about the need for teachers to have autonomy in their
classroom practice. Also noteworthy perhaps is the drop in the salience of this
dimension between 2003 and 2006.

Table 4.16: Professionalism Factor 3: 'Teaching as Collaboration with Others'

Item Correlation with Total
minus item
2003 Survey 2006 Survey
N=2299 N=5220

p2 More emphasis should be placed on the process of 0.35 0.40
learning

p3 Effective teaching involves collaborating with 0.47 0.54
teachers as equal partners

p4 It is important for teachers to address individual 0.42 0.52
learning needs

p13 | Teachers should develop working relationships with 0.48 0.54
the local community

pl5 | High quality teaching involves collaborating 0.40 0.46
effectively with members of other professions

p23 | The teaching profession should take into account the 0.37 0.45
views of the pupils

Reliability 0.68 0.74




Factor 3, teaching as collaboration with others, which is virtually identical for 2003 and
2006, is intriguing in that it groups together collaboration with pupils, their parents, the
local community, and members of other professions, but is not concerned with
collaboration with other members of the teaching profession. The only slight change is
that the items loading on this factor are more tightly grouped in 2006. This factor
reflects another aspect of ‘extended’ versus ‘core’ professionalism. It predates, but
clearly reflects teachers’ varying attitudes to, the government’s agenda for widening
participation in the work of schools.

Table 4.17: Professionalism Factor 4: 'Teaching as Expertise in dealing with a
complicated job'

Item Correlation with Total
minus item
2003 Survey 2006 Survey
N=2298 N=5191

pl0 | Teachers should use a broad range of teaching strategies 0.45 0.46

pl2 | Teachers need to make judgements in the best interests 0.41 0.43
of individual pupils, as they see them

pl4 | Teachers must be able to manage a complex learning 0.41 0.46
environment

p18 | There are many other desirable goals for teachers’ work 0.32 0.31
as well as high pupil attainment

p25 | Personal integrity is an important aspect of being a 0.39 0.45
teacher

p27 | Teachers should be responsible for directing and 0.31 0.41
supervising support staff in the classroom

p32 | Teachers need to use their own professional judgement 0.38 0.42
to manage unpredictable working conditions

p33 | Good teachers evaluate their own practice and learn 0.44 0.46
from this

Reliability 0.69 0.73

Most of the loadings on this factor are relatively small on both occasions. In 2006,
indeed, four items (10, 12, 14 and 33) load more highly on Factor 1, while continuing to
have moderate loadings on this factor. This factor may be seen as reflecting many of the
ideas of ‘core’ or traditional professionalism, in that it asserts that it is the teacher’s task
to manage the many complex aspects and purposes of classroom activity, but does not
extend beyond the classroom. It may be anticipated that few teachers would dissent from
any of the items in this scale.

Table 4.18: Professionalism Factor 5: 'Teaching as a Trusted Profession'

Item Correlation with Total
minus item
2003 Survey 2006 Survey
N=2313 N=5265
P29 | Being trusted by the public is important for teachers 0.46 0.48
P31 | Being trusted by the government is important for 0.46 0.48
teachers
Reliability 0.62 0.63
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Like Factor 2, Factor 5 is a small narrowly-focussed two-item factor which is
correspondingly easy to interpret. The issue of being trusted by the public and by the
government is clearly a distinct issue for teachers, the importance of which varies among
them. Unlike Factor 2, its salience has remained unchanged from 2002 to 2006.

These then are the five scales which emerged from the analyses in 2003 and 2006. There
is a remarkable stability across the two occasions and the two different samples of
teachers, a stability which allows us to have considerable confidence in the significance
of these scales. The relative size of the scales and ultimately their nature reflects of
course the nature of the items which we selected for inclusion. It reflects too the decision
to use an oblique factor rotation, which is designed to give factors with maximum
internal coherence and sensitivity, but with the complication that the factors themselves
are inter-correlated. The correlations between the factors are therefore of some
significance for our understanding of how teachers’ views are structured.
Intercorrelations between the three highly correlated factors are shown in Table 4.19.
The intercorrelations between autonomy in teaching, teaching as doing a complicated
job, and teaching as a trusted profession were not high enough for further combination to
be justified.

In the light of these correlations, it is possible to combine the three factors that are
reasonably highly correlated, which are also the three most substantial factors, to create
an overall ‘Professionalism’ scale. Doing so undermines, however, all the benefits
gained from the oblique factor rotation of achieving a sensitive understanding of the
ways in which teachers’ views are structured, so we shall not pursue that option here.

Table 4.19: Correlations between Factors in 2003/2006 for the five factors in 2006
(above diagonal) and 2003 (below diagonal)

Large effect size
Small effect size

Factors
Professionalism Factor as 1 2 3 4 5
defined in 2003
1. Teaching as constructive learning 0.09 0.59 ** | (.52 ** 0.29
(N=5202) | (N=5198) | (N=5170) | (N=5238)
2. Teaching as autonomous 0.06 0.11 0.22 0.17
(N=2298) (N=5167) | (N=5146) | (N=5207)
3. Teaching as collaboration with others 0.53 0.10 ).4 0.25
(N=2283) | (N=2288) (N=5205)
4. Teaching as expertise in dealing with a ).44 0.22 D.39 ).4
complicated job P (N=2287) 6 )
5. Teaching as a trusted profession 0.26 0.15 021 D.4
(N=2295) | (N=2301) | (N=2289) 89
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Teachers’ Commitments to Different Aspects of Professionalism

Of the 33 statements concerned with possible elements of professionalism to which we
asked teachers to respond, 24 contribute to one another of the five factors that we have
described. The most robust and reliable way in which we can report teachers’ varied
commitments in relation to these 24 items is therefore in terms of the means and standard

deviations for the five scales corresponding to the five factors. These are shown in Table
4.21

Table 4.20: Means and standard deviations for the five factors in 2003 and 2006

Professionalism Factor 2003 Survey 2006 Survey
N  Mean Std. N  Mean Std.

Dev. Dev.
1. Teaching as Constr. Learning 2309 4.09 0.46 5295 4.13  0.48
2. Autonomy in Teaching 2315  3.76  0.87 5227 3.64 0.84
3. Teaching as Collbn.w.Others 2299  3.83 0.48 5220 3.84 0.53
4. Teaching as Complicated Job 2298  4.37 0.35 5191 442 037
5. Teaching as a Trusted Prof. 2313 441 0.57 5265 435 0.58

Examination of Table 4.20 shows first that, with a modest increase in the mean for Scale
4 from 4.37 to 4.42 and with very low standard deviations on both occasions, there is a
high degree of sustained unanimity among teachers in their commitment to the idea that
professional teachers require a high level of expertise to deal with all the complex tasks
and purposes of classroom teaching. This is the positive side of core or traditional
professionalism and, it seems, most teachers agree with it. Inspection of the means for
the eight specific items included in this scale shows that all of them were above 4.00 on
both occasions. It is interesting that the lowest mean for any of these items in 2003 was
4.06 for item 27, teachers should be responsible for directing and supervising support in
the classroom, but that this mean rose substantially to 4.22 in 2006.

There is too a similarly high and sustained level of belief in the importance of teaching
being a profession that is trusted by the public and by the government (Scale 5). The
relatively high standard deviations for this scale indicate, however, that there is not quite
the same degree of unanimity on this.

Scale 2, the other very short scale, is the one on which teachers showed greatest
disagreement, as reflected in the high standard deviations on both occasions. It is also
the scale on which there was the greatest mean change from 2003 to 2006, with a drop
from 3.76 to 3.64. The majority of teachers therefore considered that central control over
curriculum and assessment undermined teacher professionalism, but support for this view
appears to be weakening. It will also be remembered that the salience of this scale was
much reduced.
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The two remaining scales, Scale 1 and Scale 3, both robust and both concerned with
different aspects of extended professionalism, show very little change from 2003 to 2006.
With scale means around 4.13 and 3.84 respectively, there is a substantial tendency for
teachers to take a positive view both of teaching as constructive learning and of teaching
as collaboration with others. On Scale 1, there was a high level of stability on all items,
and all item means were above 4.00 except for item 19, Being involved in research is an
important activity for teachers, for which the mean remained around 3.35. On Scale 3,
all four items specifically concerned with collaboration had means between 3.00 and
4.00, with very little change between 2003 and 2006 except on item 23, The teaching
profession should take into account the views of pupils, the mean for which rose from
3.69 to 3.78.

For the nine items that did not load significantly on any of the meaningful factors, we
have no option except that of reporting on the items individually. The mean responses,
the changes and the standard deviations for these items are reported in Table 4.21.
Interesting and well worth reporting as these findings are, it is important to be cautious in
interpreting them, since the precise wording or even the positioning of an isolated
statement may significantly affect responses.

Table 4.21: Means and standard deviations for individual items not included in the
factor scales, for 2003 and 2006

Item 2003 Survey 2006 Survey
N Mean  Std N Mean  Std
Dev Dev

1 | Teachers need to have authority =~ 2324 4.26** 0.66 5314 4.36** 0.64
in matters of the curriculum

11 | The primary focus for teachers 2315 3.38**  1.06 5295 3.50** 1.05
should be on raising standards of

pupil attainment

16 | Pastoral care is of less 2324 1.87 0.87 5312 1.80 0.89
importance than pupil

performance

17 | It is important to have financial 2314  3.84 0.87 5307 3.82 0.89
rewards for demonstrated

expertise

22 | A competitive ethos strengthens 2323 2.44** 098 5262 2.62** 0.98
professional practice

24 | External monitoring is important 2315 3.28** 0.96 5253 3.38** 0.91
in order to maintain high

standards in the profession

26 | An influential and independent 2316 3.90 0.83 5261 3.86 0.91
professional organisation for all

teachers is desirable

28 | Teachers should have a shared 2312 297** 095 5239 3.05** 0.96
specialist language for talking

about teaching and learning

30 | Managing administrative staffis 2318 2.43** 1.04 5266 2.65** 1.0
part of the teacher’s role

** Difference between 2003 and 2006 means significant at 1% level, Mann-Whitney test
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Examining this set of findings, it is first worth noting that at least six of the nine
statements are closely related to government policies (11, 17, 22, 24, 26 and 30). The
fact that these issues seem to be considered independently, and have not been assimilated
to a broader way of thinking about professionalism, is in itself of some significance. In
addition, the findings show a common pattern for four of these items (11, 22, 24 and 30):
on both occasions these are among the statements that received the lowest levels of
agreement and on which respondents diverged most widely in their responses; but in all
four cases there was a significantly positive change from 2003 to 2006 in the mean
responses.

Among other interesting findings is the puzzling response to Item 1. We should have
expected that this item would be integrated into Scale 2 (Table 4.20), concerned with
teachers’ autonomy in relation to curriculum and assessment. Not only is this not so, but
also the very strong and increasing endorsement of this statement seems to contrast
sharply with the contentiousness and the weak and weakening endorsement of the two
statements that define Scale 2. Considerable caution is clearly needed in interpreting the
results not only for this item but also for Scale 2.

Variations in ideas of professionalism across groups of teachers

In both 2003 and 2006, a number of statistically significant differences were apparent
between different groups of teachers on the professionalism scales. However, most of
these differences are small and of negligible practical importance. They are therefore
presented here very summarily.

Teacher variables

Gender

In both 2003 and 2006, the mean scores for women teachers were higher than for men on
both the teaching as constructive learning and the teaching as collaboration with others
scales.

Age

In both 2003 and 2006, the mean scores for older teachers were higher than those for
younger teachers on the autonomy in teaching scale and lower on the teaching as
constructive learning scale. In 2006, older teachers also had a higher mean score on the
teaching as expertise in a complicated job scale

Career aspirations

In both 2003 and 2006, the mean scores for teachers intending to leave teaching for
another career were higher than those for teachers intending to stay on the autonomy in
teaching scale and lower on the teaching as constructive learning’ scale.

School Variables

School Phase

In 2003, the mean scores of primary school teachers were higher than those of secondary
school teachers on the autonomy in teaching, teaching as collaboration with others and
teaching as expertise in a complicated job scales. In 2006, the means for primary school
teachers were significantly higher on all five scales, the difference on feaching as
collaboration with others being quite substantial.
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School Location

In 2003, there were no differences according to school location, but in 2006 teachers
from inner city schools scored significantly higher on all the scales. The differences
were however small.

School Posts

When teaching posts are classified into senior management, middle management and
exclusively class teaching posts, significant differences are apparent between those in
senior management and those in exclusively class teaching posts. In 2003, the mean
scores for senior managers were higher on the autonomy in teaching, teaching as
collaboration with others and teaching as expertise in a complicated job scales. In 2006,
the means for senior managers were significantly higher on all scales, the difference on
teaching as collaboration with others being quite substantial.

Conclusions concerning teacher professionalism

Our repeated survey of teachers’ views of professionalism appears to have revealed a
highly stable but quite complex picture. Teachers clearly did not have a single integrated
view of ‘professionalism’. Nor do they feel themselves to be engaged in a single grand
debate in which a conventional idea of professionalism is opposed by a new idea of
professionalism. On the contrary, there are a considerable number of different issues
about their professionalism that concern teachers, issues that may be closely or loosely
inter-connected, but which are certainly distinct issues for them.

Our findings suggest that English teachers’ thinking about their professionalism may
perhaps be construed in terms of an inner core, an intermediate stratum and an outer
layer. The inner core is represented mainly by the strong factor that asserts and
celebrates the expertise needed to do the complicated job of classroom teaching, and on
which most teachers agreed wholeheartedly in all respects. A distinct and more specific
second element of this inner core seems to be the very widely felt need for the profession
to be trusted by the government and the general public. Both elements of this core seem
to reflect facets of traditional teacher professionalism, but facets of that traditional
professionalism that might in large measure be endorsed by government. The teaching
profession certainly seems to remain very strongly committed to both these elements.

In the intermediate stratum are potential elements of teacher professionalism that were
broadly conceived and which are widely but far from universally accepted by teachers.

One of these elements, which generally attracted a high level of agreement, focused on
teachers’ continuing professional learning. A second, which attracted more modest
levels of agreement, focused on collaboration with people outside the profession. In
relation to a third probable element of this intermediate stratum, concerned with teacher
autonomy, we have to be cautious, since our findings on this are both complex and
puzzling.

In the outer layer of teachers thinking about their professionalism, there is probably a
wide range of specific issues which are important to teachers but which have not
generally as yet been integrated into their wider ways of thinking about their
professionalism. Among these would seem to be many of the questions with which the
profession has been faced by the present government. It is certainly notable that several
items reflecting government policies did not tend to be integrated into any of the
dimensions that we have identified to describe how teachers think about their
professionalism. Several of these items were characterised not only by a lack of
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integration into broader patterns of teacher thinking, but also by low levels of agreement,
widely varying opinions and significant movement to greater agreement between 2003
and 2006.

17A



SECTION V: The Longitudinal survey 2003-2006

Introduction

The longitudinal study was an important part of the design for exploring the nature and
extent of changes in teachers’ thinking about status between 2003 and 2006. Whereas
the cross-sectional study compared the thinking in 2003 and 2006 of two different large
national samples of teachers, the longitudinal study compared the thinking at these two
times of a moderately large national sample of the same individuals on these two
occasions, and also at an intermediate time half way in between. Whereas in the cross-
sectional study, the samples of teachers were comparable in terms of their age, positions
and experience, in the longitudinal study the teachers were of course three years older on
the second occasion, three years more experienced and likely to be in more senior
positions. Subtly different conclusions can in principle be learned from the two studies,
but their primary strength comes from the possibilities they offer of comparing one set of
results with the other in order to check, and possibly refine, our interpretation of the
findings.

Of the original sample who responded in Spring 2003, 1,008 agreed to complete further
questionnaires which represents 41.6 per cent. Of these, 675 responded in Autumn 2004,
and 559 of these responded again in Spring 2006.

Status scales

Table 4.22 compares the ratings made by the same teachers on the three successive
occasions. Significance is checked by multiple analysis of variance in a repeated
measures design.

Table 4.22: Longitudinal Study: Teachers' Views of the Status Characteristics of the
Teaching Profession in 2003, 2004 and 2006

Spring 2003 Autumn 2004 Spring 2006
N Mean Std.| N |Mean Std.] N Mean Std.
score/item | Dev score/item Dev score/item| Dev.

Defined status
Respect and reward | 513 |4.22 0.55| 513 | 427
Control 3.46 **
Teaching status
Respect and reward
Control

** p<1%, significant rise, paired t-test, medium effect size
**p<1%, significant fall, paired t-test, medium effect size
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There is no significant variation over time in the respect and reward dimension defining
a high status profession and, while there was a significant peak in the control defining
dimension in 2004, there is no significant difference between 2003 and 2006. Thus,
between 2003 and 2006 there have been no lasting changes in the teachers’
understanding of what a high status profession is. Between 2003 and 2006, on the other
hand, there is a sustained small but significant gain in the respect and reward status
rating for teaching, but no significant change for the control status rating for teaching.
Table 4.23 shows that, in so far as the gain for respect and reward has been sustained
throughout the three years, this gain has been due to a significant improvement in
primary teachers’ perceptions of their respect and reward, an improvement not matched
for secondary teachers. For teachers of both primary and secondary stages, however, the
gap between the means on the respect and reward dimension for teachers (3.02) and for a
high status profession (4.25) remains enormous.

Table 4.23: Longitudinal Study: primary/secondary differences in 'respect and
reward' aspect of teaching status in 2003, 2004 and 2006

Respondents Spring 2003 Autumn 2004 Spring 2006

Primary . 0.47 254 0.47 254
Secondary

** p<1%, significant rise, paired t-test, medium effect size
**p<1%, significant improvement, MANOVA

There is no significant time effect between primary and secondary teacher ratings of
‘teacher control status'.

How do these results compare with those of the cross-sectional study? There too, a
significant gain was found on the respect and reward dimension for teaching, but with a
small effect size, and no significant change on the control dimension for teaching. In the
cross-sectional study too, primary teachers were significantly more positive than
secondary teachers in 2006 in their respect and reward ratings for teaching, but again the
difference is small. There is then a high degree of consistency between the two studies,
in showing that teachers felt themselves to be just as much over-controlled in 2006 as
they did in 2003, but that primary teachers’ sense of the respect and reward that they
receive significantly improved - if only very modestly and from a very low baseline.

Status change

This part of the questionnaire was changed in 2004 and again in 2006, mainly by
introducing new items for additional possible policy initiatives. However, it is possible
to make direct comparisons between 2003 and 2006 for a core set of 36 items which were
unchanged.
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Factor analysis revealed the same factor structure for 2003 and 2006, with one dominant
factor, job awareness, concerned primarily with public awareness and appreciation of the
work done by teachers, together with improvements to facilities, and three minor but
meaningful factors, release of imposed constraints, pupil focus and teacher involvement.

Results for the longitudinal study show a sustained very high rating for job awareness,
with means on the five-point scale of 4.42 in 2003 and 4.46 in 2006. These findings
replicate those of the cross-sectional study, the salience of this factor, the very high mean
ratings, and the consistency over three years and over the two types of study combine to
demonstrate very clearly the importance placed by teachers on this as a crucial way of
enhancing their status.

The longitudinal study showed significant shifts in teacher opinion on two of the minor
factors. By 2006, teachers had become substantially more concerned about the need to
reduce current imposed constraints, with their mean rating changing from 3.97 in 2003 to
4.31 in 2006. There was a less substantial change in means on the need for greater
teacher involvement in decision-making, from 4.09 to 4.22. Neither of these changes
was found, however, in the cross-sectional study. Similarly, while each study indicated
significantly different patterns for different categories of teachers, none of these
differences were replicated across both studies.

Status over the years

When teachers were asked to rate the status of the profession at various times since 1967,
their responses in 2006 were like those in 2003 in that their ratings fell steeply on each
successive occasion from 1967 to 1997, with a further but more gentle decline from 1997
to 2003. The ratings in 2006 differed, however, in that they were significantly higher —
or less low — than those of 2003 for each year from 1988 to 2003. The 2006 ratings,
furthermore, showed a small insignificant increase from 2003 to 2006.  When the
analysis was restricted to those teachers whose experience extends back to 1967, the
same changes were apparent, and the status rating for 2006 was identical to that in 2003.
These findings are very similar indeed to those from the cross-sectional study and enable
us to conclude with confidence that the historical fall in teacher status, as perceived by
teachers, has been arrested between 2003 and 2006, but not yet put into reverse.

Teacher professionalism

In 2006, teachers in the longitudinal cohort were asked to respond to the same 33 items
about teaching as a profession as in 2003. Table 4.24 shows their mean scores in 2003
and 2005 on the factors identified for the full 2003 sample and again with the full cross-
sectional sample in 2006.
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Table 4.24: Longitudinal Study: Mean scores on the Professionalism factors in 2003
and 2006

Professionalism Factor 2003 Survey 2006 Survey
N Mean  Std N Mean  Std
Dev Dev
1 Teaching as constructive learning 363 4.06 0.48 363 4.06 0.49
2 Teaching as autonomous 361 3.79** 0.86 361 3.63** 0.84
3 Teaching as collaboration with others 359 3.81 0.44 359 3.78 0.49
4  Teaching as expertise in dealing with 360 4.40 0.35 360 4.41 0.40

a complicated job
5  Teaching as a trusted profession 364 4.42*%* 0.53 364 4.30** 0.59

**p<1%, Wilcoxon and t-test, small effect size

Table 4.25 shows that there were no significant changes in the mean scores on any of the
three strongest factors, teaching as constructive learning, teaching as collaboration with
others and teaching as expertise in dealing with a complicated job. This replicates the
findings of the cross-sectional study. On the mean scores for the two other factors - the
two least reliable factors, each defined by only two items - there were however
significant falls in the mean scores. The significant decrease in the mean score for the
autonomy in teaching factor again replicates the finding for the cross-sectional study, and
seems to support the suggestion that teachers are gradually giving up as a lost cause their
autonomy in relation to curriculum and assessment, although they have not yet done so.
The significant decrease in the mean score for teaching as a trusted profession may
similarly signal some erosion of teachers’ reliance on public trust; but the facts that the
mean score remains very high and that this finding was not echoed by any reduction in
the mean score in the cross-sectional study should cause us to question any such
inference.

Table 4.25: Longitudinal study: means and standard deviations for individual items
not included in the factor scales, for 2003 and 2006

Professionalism Factor 2003 Survey 2006 Survey
N Mean Std N Mean Std
Dev Dev

1 Teachers need to have authority in matters 367 4.25%* 0.59 367  4.34*%  0.62
of the curriculum

11 The primary focus for teachers should be on 368 3.37 1.05 368 3.48 1.06
raising standards of pupil attainment

16  Pastoral care is of less importance then 367 1.89% 0.85 367 1.78* 0.84
pupil performance

17 It is important to have financial rewards for 364 3.78 0.86 364 3.74 0.84
demonstrated expertise

22 A competitive ethos strengthens 365 2.35%* 0.89 365 2.55%% 091
professional practice

24 External monitoring is important in order to 363 3.23 0.93 363 3.28 0.94
maintain high standards in the profession

26  An influential and independent professional 363 3.88%** 0.85 363 3.768 0.95
organisation for all teachers is desirable

28  teachers should have shared specialist 362 2.94 0.97 362 3.04 0.99
language for talking about teaching and
learning

30 Managing administrative staff is part of the 364 2.38%* 1.06 364 257 1.04
teacher’s role

w* p<1%, * p<5%
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Nine items did not load significantly on any of the five factors. Table 4.25 shows the
mean scores for each of these nine items for the longitudinal cohort in 2003 and 2006.
These results broadly echo those of the cross-sectional study. Four of the items that were
closely related to government policy (11, 22, 24 and 30) received among the lowest
levels of agreement from teachers, but on the other hand received greater agreement — in
two cases significantly greater agreement — in 2006 than they did in 2003. As in the
cross-sectional study, however, the strongly asserted need for teacher authority (as
opposed to autonomy) in curriculum matters is asserted even more strongly in 2006, as is
dissent from the suggestion that pastoral care is of less importance than pupil
performance.

To sum up, there are some subtle differences between the findings of the longitudinal
study and those of the cross-sectional study, differences which might with great caution
be interpreted as showing differences between the changing views of the profession as a
whole and the changing views of individual teachers as they get older and more
experienced. In all important respects, however, the findings of the two studies are very
similar, thus allowing us to have increased confidence in their robustness.

Conclusion

This chapter has presented the results of two very large scale cross-sectional surveys, and
a longitudinal survey of teachers’ views of their status and that of the teaching
profession. It has referred to baseline data on teachers’ perceptions of their status in
2003, and presented teachers’ views on precisely the same issues in 2006. The main
findings, summarised at the beginning of this chapter, and set against a decidedly low
baseline, suggest a profession that sensed an arrested decline in its status, felt better about
its status relative to other occupations and, amid considerable uncertainty, perceived a
slight increase in its status through the reward and respect it received. Nevertheless, the
profession continued to perceive a large gulf between itself and a high status profession,
expressing a large deficit in terms of reward and respect, and an excess of external
control and regulation. Although some teachers, such as younger and more recently
qualified teachers, primary teachers and women, revealed slightly more optimistic views,
all possessed the same overall perceptions. Dimensions of teacher professionalism
reported tentatively in 2003, were confirmed in 2006 and indicated a stability and
integrity that has not incorporated aspects of recent reform. Finally, the findings of our
longitudinal survey reinforce, in general, the conclusions above.
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CHAPTER 5: PROXIMAL PERSPECTIVES ON TEACHER STATUS: THE
VIEWS OF TRAINEE TEACHERS, TEACHING ASSISTANTS, PARENTS AND
GOVERNORS

Overview

This chapter presents the views of people who have privileged knowledge of the work
that teachers do by virtue of their close contact with teachers in their day-to-day lives. It
contributes to the answer to our first over-arching research question, namely, what were
the baseline perceptions of teacher status and how do these change over time?

* The findings are based on cross-sectional surveys of teaching assistants’, parents’ and
governors’ views of teacher status in 2003 and 2006, and trainee teachers’ views in
2003, 2004 and 2005, together with a longitudinal survey of trainee teachers who
qualified in 2003. All groups responded to several sections of the Teacher
Questionnaire concerning the teaching profession and a high status profession, the
comparative status of teachers, teacher status over the years and factors that might
have an impact on teacher status.

* The first half of the chapter presents the teaching assistants’, parents’ and
governors’ views. The second half presents the trainee teachers’ views.

* The surveys of trainee teachers’ perceptions of the status of the teaching
profession were conducted on an opportunity sample of geographically
widespread initial teacher training institutions, including a large contingent of
trainees from the Faculty of Education at Cambridge University. The overall
aim of the trainee teachers’ surveys was to find out how and whether trainee
teachers construed the status of the profession and how well their views
matched those of practising teachers.
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Main findings of the teaching assistants’, parents’ and governors’ (‘associated groups’)
surveys

The associated groups’ defined a high status profession in the same way as they
did in 2003, and as did the teachers, namely in terms of reward and respect and
control and regulation. They were positive but less convinced than teachers of
the reward and respect element of a high status profession, however. As in
2003, they agreed, just, that reward and respect were true of the teaching
profession, and this increased in 2006. They continued to see control and
regulation element as highly characteristic of the teaching profession.

The associated groups’ perceptions of a steep decline in teachers’ status since
1967 had become less severe and had stabilised since 1997. This corresponded
with teachers’ perceptions. Teaching assistants rated teacher status more highly
than did governors in 1967 to 1989, but these positions reversed after 1997. In
2006, the parents’ ratings for 2003 and 2006 were higher than either governors
or teaching assistants.

The associated groups rated secondary and primary headteachers and teachers’
status significantly more highly in 2006 than in 2003. Relative to other
occupations all four groups improved their rankings by at least two positions.

As in 2003, the associated groups continued to conceptualise teacher
professionalism most consistently and positively as teachers being creative
skilled practitioners, and as having their professionalism undermined by central
control of assessment and the curriculum.

The associated groups felt that reduction in teachers’ workload, more time for
planning and preparation, and improved facilities and resources would have a
positive effect on teacher status, but were less convinced of this than were
teachers.

The trainee teachers’ surveys

All three trainee teacher cohorts construed a high status profession in terms of
three components, namely trust and respect, reward and control and regulation.
A high status profession was deemed consistently to be characterised by trust
and respect, reward and, to a lesser extent, external control and regulation by
all three cohorts.

The trainee teachers considered external control and regulation to be true of the
teaching profession, as was trust and respect though there was less certainty
about this. Reward, however, was not considered to be true of the teaching
profession, although between 2003 and 2006 perceptions of the status aspect of
reward for teaching became less negative.

The trainee teachers’ views on the control and regulation aspect of the status of
teaching also shifted between 2003 and 2005, such that external regulation
appeared to be accepted as part of seeing teaching as a regulated service.

The trainee teachers’ reasons for becoming teachers matched those of practising
and more experienced teachers. The most strongly endorsed reasons were
vocational and altruistic, namely to work with children and give them the best
possible start in life. The status, image and financial rewards of teaching were
least likely to be motives to teach, but professional goals (e.g. challenge, team
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membership and being creative) accounted for more of the variation in the
sample in 2004 and 2005.

Introduction and methods

This chapter reports the surveys of the views of people who worked alongside teachers,
or came into close contact with teachers. They include teachers in training, teaching
assistants (TAs), as well as school governors and parents who kept in close touch with
their children’s school. These people have a privileged ‘sideline’ view of teachers’ lives
and work, and might be expected to be more knowledgeable about teachers and teaching
than the general public. We shall refer to these groups collectively as teachers’ associated
groups’. The trainee teachers, of course, have a vivid and highly knowledgeable view of
teaching, and greater insight than most into teachers’ lives and work, but until they take
up their first teaching posts their views on teacher status remain proximal: they have
neither the full insider view as teachers, nor the general public’s view since they have
committed themselves to joining the teaching profession. Thus their particular
relationship with teachers and teaching sets them apart from the parents, governors and
the majority of teaching assistants, and so their responses will be treated separately in the
second half of this chapter.

The perspectives provided by these groups are critical to our appraisal of the
occupational esteem accorded to teachers, because these groups see at first hand the
qualities, such as the competence, commitment and care, which practitioners bring to
their work. Hoyle (2001) suggested this is the only aspect of status that teachers
themselves can influence. The views of the associated groups, that is, those who come
into contact with teachers, are therefore the best measure we have of teachers’
occupational esteem, and any change that may have taken place between 2003 and 2006,
as new policies have been introduced.

Associated groups’ survey: sample and procedure

The associated groups (TAs, parents and governors) were surveyed in Spring 2003 and
again in Spring 2006. Trainee teachers’ views on teacher status were surveyed in June
2003, 2004 and 2005. Both sets of surveys contribute to the answer to the first research
question, namely:

What were the ‘baseline’ perceptions of the status of teachers in 2003, and how
did these perceptions change, if at all, between 2003 and 2006?

The associated groups’ and trainees’ ‘baseline’ perceptions were reported in more detail
in the Interim Report (Hargreaves et al., 2006).

All groups responded to the same items that were included in the teachers’ questionnaire
concerning:

* the characteristics of a high status profession and the teaching profession

* the status of teachers over the years

* the status of teachers compared with other occupations, and

* teacher professionalism.
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In addition, the parents, governors and teaching assistants were asked to respond to a
subset of the items that teachers had responded to on factors that might have an impact
on the status of teachers. These items were those most likely to affect the associated
groups directly such as those on the reform of the workforce and increased school-
community interaction. Finally, the trainee teachers were asked about their reasons for
‘becoming a teacher’.

Sampling and sample characteristics

Samples of 1100 and 1300 schools were drawn from the National Foundation for
Educational Research’s (NFER) database of schools in 2003 and 2006 respectively. The
samples were stratified by school type, government office region, urban/rural, school size
and achievement levels. Specifically, the sampling procedure took into consideration
school phase (infant, first, junior, middle, high and secondary schools etc), school
governance (e.g. voluntary aided, foundation etc), government office region (e.g. South-
east, North-west etc), school size and assessment (National Curriculum) achievement
levels.

The associated groups’ surveys were conducted between March and June in 2003 and
2006. Bundles of questionnaires were sent to headteachers for distribution to teaching
assistants, parents and governors in pre-specified even proportions where possible in
2003. In 2006, the same procedure was followed but the proportion for teaching
assistants was increased to ensure a reasonable return from this group following the
implementation of workforce reform, a reform deemed likely to have implications for
perceptions of teacher status. Questionnaires were sent to headteachers of 800 primary
schools and 500 secondary schools, in bundles of six and ten respectively. Headteachers
were requested to distribute them to three TAs, two governors and one parents in primary
schools and four TAs, four governors and two parents in secondary schools. The
governors and parents were to be people who visited the school regularly and would be
familiar with teachers’ work. Forty per cent of the primary schools and 45 per cent of the
secondary schools returned questionnaires.

Before presenting the findings, the next section describes the sample of participants in
terms of school phase, type, size, geographical location, and personal characteristics.

Sample characteristics

The 2006 survey of teaching assistants, parents and governors attracted 1851 responses
from people with various responsibilities, as shown in Table 5.1. As in 2003 (898
responses), many people held more than one role, and as expected from the revised
distribution proportions, smaller proportions of parents and governors responded in 2006
than did in 2003.
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Table 5.1 Respondents to the 2003 and 2006 surveys

Respondents 2006 2003
Frequency Percent  Frequency Percent

Parents 589 31.8 319 35.5
All governors 719 39.7 428 47.7

Parent governor 226 12.2 141 15.7

Staff (teacher) governor 96 5.2 58 6.5

Community 111 6.0

Co-opted governor 31 1.7 69 7.6

Foundation 91 4.9

LEA governor 100 54 96 10.7

Non-staff governor 25 1.4 21 23

Governors - miscellaneous 39 2.1 43 4.8
Teaching Assistants 795 429 317 353
Others 16 0.9 8 0.9
Total 1851 898

Source: 2003 survey of associated groups & 2006 survey of associated groups
Percentages do not add up to 100 as some respondents held more than one role

Primary and secondary phases had almost equal representation (primary, 47.4%;
secondary, 52.6%) in 2006, compared with a two-thirds (63.3%) and one-third (36.7%)
split, respectively, in the 2003 survey, and fewer people associated with early years
schooling replied in 2006 (14.4% compared with 20.2% in 2003). A quarter of the
respondents in 2006 and almost one-third in 2003 were from smaller primary schools
with up to 199 pupils on roll. In the secondary phase, the largest group of respondents
were from schools with 600 to 999 pupils (15.5% in 2006 and 11.6% in 2003). The two
samples were very similar in terms of geographical locations represented: 23.2 per cent
described their school’s location as ‘predominantly rural’ in 2006 (25.9% were ‘rural’ in
2003), and 7.2 per cent as ‘inner city’ in 2006 (10% in 2003).

The samples were very similar in terms of gender, age and ethnicity characteristics. The
vast majority were White British (92% in 2006; 92.7% in 2003), three quarters were
women (75.4 in 2006'"; 72.8 % in 2003), and half were in their forties with almost
identical age distributions in the two surveys (25.5% under 40; 50% 40 — 51, and 24.5%
52 plus in 2006; 23.6% under 40, 50% 40 — 51; 26.4% 52 plus in 2003). Interestingly,
women were the majority in all age groups but the two lower age bands were well over
80 per cent women, whereas the balance was better (49% men in 2003; 42% in
2006)among those aged 52 or more. The older age group were also, more likely to
represent secondary schools, in 2006 than they were in 2003, where two thirds (68.1%)
of this group in 2006 and half (50.6%) in 2003 were based in secondary schools.

Respondents were also asked to provide details of their academic qualifications. Whilst
similar proportions of respondents for both years declared post-graduate degrees (8.6% in
2006; 8.9% in 2003) and first degrees (25.7% in 2006; 27.4% in 2003), the proportions
of respondents with professional qualifications (17.8% in 2006; 28% in 2003), and A’
levels (20.7% in 2006; 35.3% in 2003) decreased. Less than a fifth (14.4%) of

'7In 2006, more people omitted their age (5.1% in 2006, 2.7% in 2003) and gender (4.5% in 2006, 2.6% in
2003) details. Figures above refer to the remainder.
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respondents in 2006 classified their occupations as ‘Technical (including nurses),
unspecified directors, craftsmen or teaching assistants’, compared with almost half (47%)
of the respondents who were categorised in this way in 2003. Nearly half of the 2006
sample omitted their occupation, perhaps seeing this as self-evident if they were teaching
assistants. Of the 974 who answered, 27.4% were classed as technical including teaching
assistants, 31.9% semi or unskilled and 27.5% managerial or professional.

Finally, the composition of the sample reflected changes in the deployment of teaching
assistants in schools. There was dramatic fall in those who described their roles as
‘general learning support assistant’ (28.8%, 2006; 62.6% in 2003), a reduction of staff
dealing with literacy (8.5% in 2006; 23.6% in 2003) and numeracy (5.1% in 2006; 19%
in 2003) and 2006 saw 8.3 per cent in the new role of Higher Level Teaching Assistant.

The remainder of this chapter presents the questionnaire findings from the parents,
governors and TAs, and is followed by a report on the surveys of trainee teachers.

Evidence

Associated groups’ perceptions of the characteristics of a high status profession

As in the project’s surveys of teachers, it was important to know how respondents from
associated groups would define a high status profession. Exactly as in the teacher
questionnaire, respondents were asked to rate 19 statements (see Chapter 4 and
questionnaire in Appendix) on two scales which asked (1) whether the statements were
‘characteristic of a high status profession’ and (2) whether the statements were ‘true of
the teaching profession’. Examples were:

* enjoys high financial remuneration

* isvalued by government

* s trusted by the wider community to perform a service for them

Through factor analysis of respondents’ ratings, the two factors reward and respect and
control, which were found in 2003 data, reappeared with improved reliabilities in 2006,
thus revealing their unswerving view that, on the basis of the 19 statements, a high status
profession was defined in terms of reward and respect (means of 3.96 £0.48 in 2006 and
3.97 £0.47 in 2003), and the extent to which it experienced external control and
regulation (means of 3.55 +£0.80 in 2006 and 3.46 +0.81 in 2003). This ‘structure’ of high
status corresponded with that of the teachers themselves, as it did in 2003, but associated
groups appear distinctly less impressed by the reward and respect accorded a high status
profession, than do teachers. The associated groups ‘agreed’, but teachers ‘strongly
agreed’ that reward and respect are characteristics of a high status profession. Having
identified and measured the two key categories against which respondents defined a high
status profession, the respondents were asked whether they felt these characteristics were
true of the teaching profession. Table 5.2 and Figure 6.1 below compare the combined
ratings of the associated groups for a high status profession and the teaching profession.
The fundamental observation here is that in 2003 were slightly on the positive side of
‘not sure’ (3.25 +0.47) with regard to respect and reward as a characteristic of the
teaching profession. In 2006, this view had moved a little further into the positive area,
almost to the mid-point between ‘not sure’ and ‘agree’ with a mean of 3.42 (+ 0.48). This
represents a statistically significant increase (p<I%) with a large effect size. In other
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words, the associated groups, considered reward and respect more true of the teaching
profession in 2006 than they did three years earlier.

Table 5.2 High status professions and the teaching profession compared

High status profession Teaching profession
Mean Std. N Mean Std. N
Dev. Dev.

2006

Reward and respect 3.95 0.47 1621 3.42 0.48 1621
Control 3.54 0.79 1787 4.17 0.64 1787
2003

Reward and respect 3.98 0.47 764 3.25 0.47 764
Control 3.48 0.81 848 4.16 0.67 848

Figure 5.1 Teaching Assistants', parents' and governors' rating of the
characteristics of a high status profession and the teaching profession
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Significant differences in respondents’ ratings were observed when examining the effect
of school phase on the two factors. The higher ratings of reward and respect which
secondary school respondents gave to a high status profession in 2003 (secondary
respondents 4.03 +0.46; primary respondents 3.95 £0.47) disappeared in 2006 (secondary
3.96 +0.46, primary 3.95 +0.47). On the other hand, primary phase respondents were
now significantly more likely to say that reward and respect was ‘true’ of the teaching
profession than were those from the secondary phase (primary mean, 3.48 +0.46;
secondary, 3.37 £0.49).
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Further interesting comparisons were observed when analysing the data in terms of
respondents’ personal characteristics and circumstances. There was no difference in the
ratings by men and women between the two surveys, in relation to the reward and
respect afforded teachers, but men were consistently more likely to rate the reward and
respect aspects of a high status profession more highly than did women (men in 2006,
4.03 +0.49; women in 2006, 3.93 +0.48). Older respondents (52 plus) were significantly
more positive in their agreement that the teaching profession was subject to control than
those aged under 40 (older 4.22% in 2006; younger 4.14%), but were relatively less
positive about the idea of teaching being a respected and rewarded profession (older
3.38% in 2006; younger 3.52%). Respondents’ qualifications appeared to influence their
ratings, as graduates were more positive (4.10 +£0.50), than those whose highest
qualification was O’level/GCSE (3.85 +£0.41) that high status professions were defined
by respect and reward. Graduates, however, were more negative about the suggestion
that respect and reward might be associated with the teaching profession and more
positive that teaching experienced control than their non graduate counterparts. An
examination of occupational differences showed that respondents with professional
qualifications (4.13 £0.52) and the retired teachers/educators (4.24 +0.40) felt more
positively than others that high status professions could be defined through reward and
respect. ‘Unskilled’ respondents, however, rated teaching more positively (3.56 £0.47),
for reward and respect than other occupational categories, but respondents who managed
people (3.99 +0.83) and those with professional qualifications (3.31 +0.47) rated the
teaching profession lower on both reward and respect and control and regulation than
did other occupational groups.

In summary, the more positive views of members of associated groups that reward and
respect were characteristics of the teaching profession has closed, slightly, the status gap
between a high status profession and the teaching profession. Key proponents of this
position were those based in primary schools, men and respondents fitting into the
‘unskilled’ category. On the other hand, graduates and the over fifties (aged 52 plus)
were less positive about the teaching profession having reward and respect. Graduates
and older respondents were also more concerned about the levels of control experienced
by the teaching profession, feeling that high status professions did not experience such
controls.

Associated groups’ perceptions of the status of teachers over the years

An investigation of respondents’ views about the relative status of the teaching
profession over the past few decades provides a greater understanding of the extent to
which they may or may not feel that the status of teachers is a matter for concern. Indeed,
the Interim Report to this project (Hargreaves et al, 2006) recorded perceptions of
teaching assistants, governors and parents in 2003 which highlighted their view that the
status of teachers had seen a severe decline from 1967 through to 2003, with the most
acute fall occurring between 1979 and 1988. When asked to respond to the same
question, in 2006, by rating the status of the teaching profession on a five-point scale
(from ‘very high status’ to ‘very low status’) for the years 1967, 1979, 1988, 1997, 2003
and 2006, a similar pattern emerged to that obtained in 2003. Figure 5.2 illustrates the
extent to which respondents to both surveys considered the status of the teaching
profession to have declined over the years, however, it is clear from the higher ratings
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and steadier decline, that the 2006 sample of teaching assistants, governors and parents
were more positive about the status of the profession than the 2003 sample.

The period noted for the introduction of the national curriculum, and local management
of schools during the Conservative administration remained the period during which the
teaching profession was considered to experience the steepest decline in status. Although
still declining in status, respondents felt, during both surveys, that the decline had been
curtailed since 1997 and the election of a Labour government. Indeed the 2006
respondents considered the status of teachers to have fallen by less that a tenth of a rating
(from 2.99 +0.99 to 2.93 £1.10) during the past three years, representing the smallest
decline in status for four decades.

Figure 5.2 The status of teachers over the years - the views of all respondents
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Analysis of the views of respondents who felt able to comment about the status of
teaching during the years presented, by virtue of the fact that they had personal
experience, drew on a smaller sample of respondents for each year, however, produced
similar findings (see Fig. 5.3) to those reported above. Respondents to both surveys, who
declared experience of the teaching profession in 1967 (2003, N=519; 2006, N = 928),
were consistent in their view that teaching was considered to have ‘high’ to ‘very high’
status during that year. The following years however, saw the same rapid decline
reported above, with the 2006 sample being more positive in their assessments. The key
difference is that, although the same general pattern existed, this group of respondents
were more severe in their ratings of the teaching profession in recent years, more notably,
from 1988 to 2006. There was no significant difference between the ratings of men and
women for the most recent years (2003 and 2006), however, women perceived the rapid
decline in status between 1988 and 1997 to be more severe (men 3.21 £0.89 to 3.02
+0.79; women 3.63 £0.96 to 3.24 +£0.91).
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Figure 5.3 The status of teachers of the years: the views of experienced respondents
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Primary school respondents in 2006 saw teacher status as falling less sharply and as
having stabilised since 2003, whereas secondary phase respondents felt that teacher
status had continued to fall over the past three years (1997, 2003 and 2006) (p<1%, small
effect size).

When parents’, TAs’ and governors’ views were separated there were considerable
differences of opinion (Figure 5.4). All groups perceived a decline in the status of
teachers, however, the significant difference (p<1%, Wilcoxon, small effect size) in
ratings by teaching assistants compared to the ratings of others in the sample, showed
that teaching assistants felt the decline in status to be more rapid and continuing to
decline in recent years. Governors, in contrast, perceived the loss in the status of teachers
over the years to be less severe and were in agreement with the others in the sample that
status had levelled off in recent years. Parents’ ratings fell less steeply than those of the
other groups in 2006, and are the most positive of the three groups in 2003 and 2006. It is
important to note that these parents were people who were closely associated with their
schools and so their views cannot be taken to represent the views of parents as a whole.
Nevertheless, as parents, their views may be closer to those of the general public than
either of the other groups.
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Figure 5.4 Teaching assistants’ and governors’ perceptions of the status of teachers
over the years

B Teaching Assistants @ Parents O Governors
5
4.6
4.5
4.5+
4.3 4.3
4

= 41
) 3.8 3.8
2 I
> 3.6
[
i 33 33 33
o . N 3.2
H 3.1
- 3 3 3
2 3 — 2.9 - N
2 2.8
‘Il
8
£ 25
<
c
©
(]
= 9

1.5 1

14 T T T T T
1967 1979 1988 1997 2003 2006
Years

p<I1%, Mann-Whitney, small effect size.

In summary, members of associated groups identify with a teaching profession which has
declined in status over the past four decades but, the most recent evidence suggested that,
as a group, they were generally more positive about the status of the profession than in
previous years. According to both surveys of associated groups, but in particular the
2006 survey, their perceptions that the status of teachers has experienced a dramatic
decline in the past few decades shows signs of recovery in recent years. A continuing
decline in teacher status over the past decade, however, is perceived by teaching
assistants, although a view not shared by other respondents, and is worthy of attention
given the proximity of these respondents to the profession. The various responsibilities
taken from teachers and given to teaching assistants since 2003 must be taken into
account here.
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Associated groups’ perceptions of the comparative status of teachers
groups- percep D

The associated groups, were asked to rate a list of 16 occupations on a scale of 1 to 7 (1 =
very low status, 7 = very high status), to indicate the status they felt each occupation

held. The list included (in alphabetical order):

accountants, barristers, doctors, librarians, management consultants, nurses,
police officers, primary headteachers, primary teachers,
secondary headteachers, secondary teachers, social workers, solicitors,
surgeons, vets, web designers.

The results reveal changes in the ratings of most of the occupations. The mean
ratings for all, except Barrister, Solicitors and Librarians, of the occupations show
(Table 5.3) that respondents rated the occupations significantly higher in 2006 than
they did in 2003. Surgeons maintained their place at the top of the rankings with
their ‘very high status’ in 2003 being afforded further endorsement in 2006. Doctors
overtook Barristers in 2006 with an increase in mean rating (from 6.06 +1.03 in 2003
to 6.54 £0.88 in 2006) that edged them closer to the ‘very high status’ end of the
scale. Of the four teaching roles, secondary headteachers were rated highest (5.56
+1.08) with a rating that indicated that respondents considered this occupation to
have relatively high status. Although placed two positions below secondary
headteachers, primary headteachers’ mean rating of 5.29 £1.09, was just a quarter
(0.27) of a rating lower. Both occupations received an increase from their 2003
ratings of over half a rating. Secondary and primary school teachers feature further
down the rankings when compared with other occupations, however, their 2006
ratings are on the positive side of the scale and were considered to have moderate to
fairly high status. This is a significant improvement on their 2003 ratings where they
hovered around the moderate range with their mean ratings of 4.13 £1.17 (secondary
teachers) and 3.95 +1.23 (primary teachers).

Table 5.3 The comparative status of teachers and headteachers

Rank | Occupation in 2006 Mean rating  Occupation in 2003 Mean

rating
1 Surgeons 6.73 Surgeons 6.52
2 Doctors 6.45 Barristers 6.48
3 Barristers 6.43 Doctors 6.06
4 Secondary headteachers 5.56 Solicitors 5.56
5 Vets 5.55 Vets 5.42
6 Solicitors 5.50 Accountants 5.15
7 Primary headteachers 5.29 Secondary headteachers 4.97
8 Police officers 491 Management consultants 4.92
9 Accountants 4.97 Primary headteachers 4.73
10 Secondary teachers 4.69 Web designers 4.32
11 Nurses 4.63 Police officers 4.32
12 Primary teachers 4.53 Secondary teachers 4.13
13 Management consultants 4.22 Nurses 3.99
14 Social workers 3.87 Primary teachers 3.95
15 Web designers 3.70 Social workers 3.33
16 Librarians 3.22 Librarians 3.16
All teachers/headteachers 5.04 All teachers/headteachers 4.82
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In terms of relative positions, secondary headteachers improved their position by
three ranks, whilst primary teachers also moved up two places. It is worth noting that
when rated by people other than other teachers, primary teachers also improved their
rank position (see Chapter 4). Taken together, the teacher and headteacher
occupations have received an increase in means over the two years from 4.82 +0.65
to 5.04 £0.66, indicating a moderate to fairly high status for the profession. When
considering various respondent characteristics, it is possible to see the extent to
which they elevate or depress the teachers’ rankings, thus indicating the extent to
which certain groups allocate more or less extreme ratings. Analysis of their residual
mean effects revealed that while ‘younger’ respondents and ‘managers’ elevated the
rankings for all teachers, ‘graduates’ and ’retired educators’ depressed the teacher
rankings.

Associated groups’ perceptions of teacher professionalism

A set of 33 statements were extracted from comments made by teachers about the
teaching profession and presented to participants from the associated groups in both
years 2003 and 2006. Each statement was deemed, by teachers, to have some bearing
on the recognition of teaching as a professional occupation. Examples of the
statements include:

* teachers need to have authority in matters of the curriculum

* more emphasis should be placed on the process of learning

» effective teaching involves collaborating with parents as equal partners

* it is important to have financial rewards for demonstrated expertise

* acompetitive ethos strengthens professional practice

Interpretation of the findings was conducted through the creation of five factor
scales, into which the relevant statements have been grouped. The factors are listed
in Table 5.4 and it is important to point out at this stage that the factor ‘central
control’ relates to items from the list of 33 statements which are intrinsically
negative, such as:

* central control of assessment undermines professionalism
* central control of the curriculum undermines professionalism

Table 5.4 Five factors of professionalism according to the associated groups

Factor 2006 2003
Alpha N Alpha N

reliability reliability
Creative, skilled 0.75 1676 0.78 817
practitioners
Central control (a negative 0.73 1676 0.78 817
factor)
Trust/integrity 0.64 1676 0.70 817
Research and collaboration 0.59 1676 0.65 817
Pupil-focused learning 0.58 1676 0.64 817
Overall professionalism 0.80 1676 0.83 817
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The Alpha values illustrate the reliability of the factor scales, and reveal the
continued judgement of respondents that the creative, skilled practitioners factor is a
highly reliable representation of teacher professionalism. Indeed, taken together, but
with the exception of central control, the four factors were highly correlated and are
proven to be very reliable over the two years (Cronbach’s alpha, from 0.83 in 2003
to 0.80 in 2006).

The extent to which respondents considered creative skilled practitioners relevant to
teacher professionalism is emphasised through their ratings, where respondents have
said, consistently, that they ‘agreed’, but almost ‘strongly agreed’, that teacher
professionalism is defined by items contributing to this factor. Furthermore, the
statistically significant (Mann-Whitney, p<0.1% very small effect size) increased
rating (from 4.24 +£0.46 in 2003 to 4.31 +0.43 in 2006) between the surveys has
shown that respondents were more positive about the effects of this factor on teacher
professionalism. Just one other factor, ‘research and collaboration’, gained a
significantly increased rating.

The effects of respondents’ personal and occupational characteristics such as sex,
age and employment provide interesting dimensions to the findings. As with the
2003 survey women respondents rated, in 2006, three of the scales (central control,
research and collaboration, and pupil focus), plus the overall professionalism scale
more highly than did men. Although both sexes concurred, rating creative, skilled
practitioners most highly, with no significant difference between their ratings, their
views diverged thereafter. Women were particularly positive (2006 mean ratings for
women 4.29 £0.42; men 4.11 £0.45) in their agreement that teacher professionalism
should be defined through items related to pupil-focused learning. Men, on the other
hand, were more positive, in 2006, that trust and integrity should be representative
of teacher professionalism (2006 mean ratings for men, 4.20 £0.35; women, 4.13
+0.37), whereas, in 2003 there was no significant difference between the views of
men and women. There was no change, over the years, in the attitudes of older (aged
over 52 years) and younger (aged under 40 years) respondents with respect to two of
the scales, trust and integrity and pupil focused learning. As in 2003, older
respondents rated trust and integrity more highly than did younger respondents,
conversely, younger respondents were more positive about pupil focused learning.
Significant differences emerged, however, in 2006 on the remaining scales where
younger respondents rated creative, skilled practitioners and overall professionalism
more highly but older respondents were more concerned about central control.

Analysis also revealed differences when accounting for school phase, where
respondents associated with primary schools expressed, in both years, significantly
(Mann-Whitney, p<0.1% very small effect size) greater concern about ‘central
control’ than did secondary school respondents. The timing of the surveys coincided
with the launch of the government’s primary national strategy, ‘Excellence and
Enjoyment - A Strategy for Primary Schools’, in 2003 which extended the support
previously reserved for the literacy and numeracy strategies to other subject areas.
By 2006, however, the level of concern for central control had slightly decreased
(from 3.47 £0.88 in 2003 to 3.39 +£0.80 in 2006). Also, in 2003, primary school
respondents were significantly more positive than secondary school respondents
about the importance of pupil focused learning; the reverse was the case in 2006,
albeit with no significant difference.
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This next part of the analysis isolated the three groups of respondents (teaching
assistants, governors and parents) in order to investigate their attitudes towards
teacher professionalism, in comparison to the remainder of the sample. Figures 5.5
and 5.6 illustrate the findings. In 2006, teaching assistants, with a mean rating
between ‘not sure’ and ‘agree’ (3.42 +0.76) showed more concern, than the other
groups for items related to central control. This was also the case in 2003 but the
higher rating recorded at that stage (3.55 £0.81) would indicate that central control
may be becoming less of a concern for teaching assistants. On another scale, whilst
teaching assistants were in agreement about frust and integrity, they were less
positive, than they were in 2003, than the rest of the sample, that it signified teacher
professionalism. Further, where there was no significant difference between teaching
assistants and the rest of the sample in 2003 with respect to pupil-focused learning a
significant difference occurred in 2006, where teaching assistants agreed more
positively that this scale was important to teacher professionalism.

Figure 5.5 Teaching assistants' perceptions of teacher professionalism
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Figure 5.6 Governors' perceptions of teacher professionalism
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p<l1%, Mann-Whitney, small effect size.
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Both governors and parents were less concerned about the effects of central control
with their ratings on the positive side of ‘not sure’. Governors were also more
positive about the effects of trust and integrity on teacher professionalism. There
were significant (Mann-Whitney, p<0.1% small effect size) differences on each of
the four scales, when attention was turned to respondents’ qualifications. The 2006
survey found that, as in 2003, those participants who were most qualified (beyond
GCSE and O’level) gave higher ratings to creative, skilled practitioners and trust
and integrity. Where there was no significant difference between the two groups in
2003 on research and collaboration and pupil-focused learning a gap opened in
2006, and respondents educated to GCSEs and O’level standard rated these two
factors more positively. Other significant findings revealed that those classified as
professionals and the retired teachers were more positive about matters of trust and
integrity in relation to teacher professionalism, where both groups gave ratings
between ‘agree’ and ‘strongly agree’.

Where skilled/technical workers scored more highly on the research and
collaboration and overall professionalism scales (3.59 +0.47 and 4.12 +0.37
respectively), agreeing that these items were important to teacher professionalism,
semi-skilled workers scored lower on creative, skilled practitioners, trust and
integrity and overall professionalism and were also less concerned about central
control. Unskilled workers showed more importance to pupil-focused learning
giving this scale a mean rating (4.36 £0.42) close to the mid-point between ‘agree’
and ‘strongly agree’.

This section has shown that respondents, as a whole, clearly endorsed the notion of a
profession composed of creative skilled practitioners and the increased concern for
teachers to be involved in research and collaboration may indicate a positive
attitude towards teachers gaining more non-contact time thus promoting professional
development. Divergence in perceptions between the sexes is evident, with women
participants emphasising the need for teacher professionalism to be identified
through issues related to pupil-focused learning and men giving more emphasis to
matters of trust and integrity. The unease expressed by primary schools respondents
and teaching assistants’ at the levels of central control is perhaps tempered with the
knowledge that the degree of their concern appears to be declining with time.

Status Change: Improving the status of teachers

The survey of teachers included, in its questionnaire, a section designed to obtain
teachers views about the likely effect of certain changes on the status of teachers. In
2006, 10 of the 50 items presented to teachers were also included in the survey of
associated groups'®. Some of these items presented to the teaching assistants,
governors and parents included:

* strategies to reduce levels of teacher workload
* availability of classroom support
* improvements in school resources and facilities.

'8 The 2003 survey of associated groups did not include this question.

117



Respondents were asked to indicate how they felt increases in each of the items
might affect the status of the profession. Figure 5.7 shows the items on which
associated groups’ and teachers’ opinions differed most. On each of these three items
teachers were more positive in their ratings than members of the associated groups
and gave up to half a rating more than the associated groups. While associated
groups were in mild agreement, teachers were ‘positive’, but approaching ‘very
positive’, that reduction in teacher workloads (item 1) and increased time for
planning, preparation and assessment (item 2) would improve the status of teachers.

Figure 5.7 Differing views of teachers and associated groups on three items
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p<l1%, Mann-Whitney, small effect size.

This finding was particularly relevant as it came at a time when the government’s
Workforce Reform, which required schools to enforce new working patterns to
afford teachers non-contact time, enabled teachers to commit some of their energies
to non-teaching tasks. These results suggest, therefore, that teachers were more
confident than others that the changes would have a positive impact on their status.

Further analysis of the ten items through factor analysis provided two factors
workload reduction and extended professional role. The reliable factor workload
reduction accounted for a third (33%) of the variance and the extended professional
role factor, with slightly weaker reliability, explained less than a fifth (17%) of the
variance. The distribution of items to the factors is shown in Tables 5.5 and 5.6
below.
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Table 5.5 Items contributing to the 'workload reduction' factor

Items Factor reliabilities
Strategies to reduce time spent on administrative tasks 7
Strategies to reduce levels of teacher workload J7
Availability of classroom support (e.g. teaching assistants, 75
technicians)

Availability of planning, preparation and assessment time 73
through the workforce agreement

Improvements to school resources and facilities .62
Alpha reliability for scale of items 0.78 (N=1816)

Table 5.6 Items contributing to the 'extended professional role' factor

Items Factor reliabilities
Local community access to school facilities 753
Expansion of the Extended Schools scheme 730
Working with a range of professionals outside education .698
Opportunities to engage with educational research 565

Alpha reliability for scale of items 0.65 (N=1777)

Another item, ‘time for headteachers to focus on leadership responsibilities’,
provided sufficient reliability to be included in the following analyses. The need for
headteachers to be afforded room to dedicate a portion of their time to tasks
associated with the strategic management of their schools is recognised in the
government’s Workforce Reform initiative. The policy places an obligation on
schools, particularly their governing bodies, to ensure time is factored into
headteachers’ contractual arrangements, allowing them designated time to focus on
strategic leadership activities rather than day-to-day school management. Schools
were required to have appropriate measures in place by September 2005'". Some of
the activities that the government envisaged headteachers might use this time for
include school improvement, raising standards, school development, improved
monitoring and evaluation and improved well-being of staff and pupils®’.

Subjecting the factors to further analysis, in order to establish the extent to which
respondents’ characteristics influenced their decisions when rating the items,
revealed significant results. Both men and women were positive (3.94 +0.55 and
4.13 +£0.53 respectively) in their judgement about the importance of increased
reductions in the items contributing to workload reduction, however, women proved
to be significantly (Mann-Whitney, p<0.1% medium effect size) more positive about
the benefits of this item. Similarly, men and women reacted positively to the
suggestion that there should be an increase in the time for headteachers to focus on
leadership responsibilities, however, on this item men were more positive than
women. Also showing concern for headteachers, were graduates (4.12 £0.72) and

' See Section 4, Guidance on changes to the document resulting from the national
agreement http://www.tda.gov.uk/upload/resources/pdf/n/na_guidance s4 pay cond.pdf
% see http://www.tda.gov.uk/remodelling/nationalagreement/headshiptime.aspx
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respondents falling into the ‘older’ (4.21 +£0.69) category but even more positive,
with a mean rating (4.39) higher than all of the other sub-groups on this scale were
respondents who had retired. Another area of significant difference emerged when
examining the effects of school phase, where respondents associated with inner city
schools felt more positively than those from predominantly rural areas.

Finally, the three member groups, teaching assistants, governors and parents were
subjected to further scrutiny in order to identify their positions with respect to the
scales. The ratings for each group were compared with those of the remainder of the
associated group. The first observation revealed that there was no significant
difference between the ratings of parents and the rest of the associated groups. Figure
5.8 shows the differences of opinion between teaching assistants and governors.
With respect to workload reduction, teaching assistants, with their mean rating of
4.14 +0.52, showed more support, for such strategies, than the rest of the group,
whereas governors, whilst positive, gave the items contributing to this factor a lower
rating (4.04 £0.56) than the remainder of the groups. On the other hand, ‘time for
headteachers to focus on leadership responsibilities’, proved to be less important
teaching assistants but more important to governors, when compared to the rest of
the groups. This finding might reflect a greater insight, by governors of the school
management demands experienced by headteachers, an understanding perhaps
gained through closer working relations with headteachers at meetings and in their
support of schools on other levels.

Figure 5.8 The views of teaching assistants and governors on the status change
scales

W Governors OAssociated Groups

4.5 4

4.1

3.5+

2.5+

mean ratings [1=very negative, 5=very positive]
w

Work-load reduction Time for headteachers
Items

p<l1%, Mann-Whitney, small effect size.

In this section which asked associated groups to indicate the likely impact of various
strategies on the status of teachers, it has been possible to compare their views with
those of teachers themselves. Although the teachers were enthusiastic about the
government strategies to reduce teacher workloads and provide non-contact time for
teachers, associated groups may require further evidence that these strategies will
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serve to raise the status of teachers. It would appear that those people most affected
by these strategies are more inclined to see them in a positive light as, of the
associated groups, teaching assistants are situated closest to classroom activities and
yet they provided the most optimistic attitudes towards the Workforce Reform
strategies. With respect to the impact of the Workforce Reform initiative on
headteachers’ activities, men, graduates, older respondents and respondents who had
retired were all more supportive of the suggestion that the more time for
headteachers to concentrate on leadership responsibilities would have a positive
impact on the status of the teaching profession.

Conclusion

These findings suggest that much of the doubts held by members of the associated
groups, collectively, regarding the potential of government strategies to raise the
status of teachers has been overcome during the past few years. It is clear, from the
ratings of teacher status over the years since 1969, that the general attitudes of the
2006 sample of participants were more positive than those of the 2003 sample, with
respect to the status of teachers. Indeed, rated against various factors the status of
teachers has seen significant increases such as is evident through the closing of the
gap between the status of teachers and other high status professions. While
respondents’ definitions of a high status profession, based on the reward and respect
factor for example, remained static, their views of the status of teachers became
increasingly positive. Graduates and older respondents, however, drew attention to
the extent to which central control of the teaching profession might serve to
counteract or at least diminish the effect of any perceived increased teacher status.

Arguably, the depths to which respondents felt the status of the teaching profession
had plunged during the 1979 to 1988 period may have been attributable to a
Conservative administration culture of control. Such levels of control, according to
both cohorts of respondents, are not experienced by high status professions. Yet the
new lease of life that the teaching profession has received under the guardianship of
a Labour government would appear to be at the cost of continued central control, a
price which respondents may consider worth paying. There are signs that the
government’s major initiative to reform the teaching workforce has received
acceptance by the associated groups. The survey respondents’ desire to see teachers
who have sufficient time to become creative skilled practitioners and to be involved
in research and collaboration matches the principles of the government’s latest
reforms. Even the views of primary school respondents and teaching assistants, who
were among the more hostile opponents to the levels of government interventions,
showed evidence of softening as new school systems are bedded down.

The surveys of trainee teachers

Background Context

The Green Paper ‘Teachers meeting the challenge of change (DfEE, 1998) announced
the forthcoming construction of statutory standards for the achievement of Qualified
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Teacher Status (QTS). The first set of standards was published in a DfEE Circular (4/98)
entitled ‘Teaching: High Status, High Standards’ (DfEE, 1998). New standards were
published in 2002 by the Teacher Training Agency (TTA), and a third set of standards is
currently out for consultation from the Teacher Development Agency (TDA) for those
who begin training in 2007. The trainee teachers in the present study were subject to the
2002 standards for QTS. These consisted of a list of competencies divided into six
aspects of teachers’ work, and achievement of QTS depended on demonstration of
competence in relation to every standard. Several routes into teaching were available
during the period of the project. According to the TDA website, there existed a greater
variety of routes into teaching than ever before’’ (www.tda.gov.uk: Home page). Since
well over 90 per cent of our sample were completing PGCE courses in Higher education
institutions (HEISs) institutions, our findings relate most closely to this group.

One reason for the inclusion of trainee teachers in our study is their particular
relationship to the profession as a whole. One would expect them to have positive,
optimistic views on many aspects of teaching, but also that they might be acute observers
of the attitudes expressed their school mentors who, at the time of the surveys, were in
the throes of implementing several major initiatives, such as performance management
and workforce reform, into their work. Given their personal investment in joining the
teaching profession, the trainees’ views represent not only a proximal perspective, but in
many cases, that of committed, positively motivated people on the status of teachers and
teaching.

The trainee teacher surveys: samples and procedure

The Teacher Status Project included a set of surveys of trainee teachers who completed
their training in 2003, 2004 and 2005 in order to find out:

* how trainee teachers perceive the status of teachers and the teaching profession

* how, or whether, trainee teachers’ opinions on teacher status differed from those
of practising teachers

* how, or whether, successive cohorts of new teachers changed their opinions on
the status of teachers and the teaching profession

* how or whether trainee teachers’ views on teacher status changed in their first
years of teaching.

The sample employed was opportunistic. It included ten training institutions in 2003,
eight in 2004 and seven in 2005, enlisted through professional contacts, and achieved a
good geographical spread of institutions taking in at least six of the nine Government
Office regions in each administration. Over the three years, there was a geographical
shift away from London and the South, areas which were strongly represented in the
2003 sample, but virtually absent from the 2005 survey, whereas the East, the Midlands
and the North were more strongly represented in 2004 and 2005. It incorporates a further
bias towards trainees from the Cambridge University Faculty of Education who
comprised about a third of the sample in 2003, and a half in 2004 and 2005. It is
important to keep in mind, therefore, that differences between the baseline year of 2003
and the 2004 or 2005 surveys could be the result of regional differences, time

*! These comprise B. Ed., B.A/B.Sc. with QTS, PGCE, School Centred Initial Teacher Training
(SCITT), Teach First, Graduate Teacher Programme (GTP), Registered Teacher programme
(RTP), QTS only, and the Overseas Teachers Training Programme (OTTP).
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differences, or both or neither in sample composition. The main differences are
nevertheless of interest. They correspond well with the findings of the teacher surveys,
and are corroborated by the results of the longitudinal sample of trainees who
participated in 2003, 2004 and 2005, to give us some confidence in them, but at the same
time offering some interesting variations. We report the main findings here, focusing
largely on the 2003 and 2005 cohorts.

The results are based on samples of 270, 167 and 166 trainees in 2003, 2004 and 2005
respectively. Of these, 11 per cent, 6 per cent and 0 per cent were members of a School-
based Initial Teacher Training centre (SCITT), and 84 per cent, 94 per cent and 99 per
cent respectively were based in Higher Education institutions. With minor variations, the
sample each year was 85 per cent women, 15 per cent men, 95 per cent white British,
Irish or European, and 70 per cent in their early or mid-twenties.

The surveys were conducted in June/ July of each year when most of the participants had
just achieved Qualified Teacher Status. Seventy per cent of the 2003 cohort, and 75 per
cent in 2005, had accepted teaching posts. In this sense the cross-sectional samples are of
‘brand new teachers’. In addition, we conducted a longitudinal survey of trainees ( N =
62) who agreed to take part in subsequent years as they entered the profession. Space
precludes reporting the longitudinal survey results in detail. They corresponded closely
with those of the cross-sectional surveys, and so increase our confidence in the findings
presented here. This report focuses on the just qualified teachers’ responses to items
concerned with the status of the teaching profession.

The questionnaire for the trainee teachers was a shortened version of the teacher
questionnaire. It was administered in most institutions by a tutor during the last week of
the training courses, typically in June or July. Overall return rates were in the region of
70 per cent. Tables 5.7, 5.8 and 5.9 show the geographical distribution, training
courses/routes and phase specialisms of the participants. The variation between the
samples was pointed out above.

Table 5.7 Trainee teachers' sample size and composition

Region 2003 2004 2005
% % %
North East 0 6.6 11.4
North West 13.7 9.6 9.6
Yorkshire and the Humber 4.8 4.2 3.6
East Midlands 104 15.0 18.1
East of England* 38.1 52.1 54.8
London 11.9 0 1.2
South East 21.1 4.8 0
South West 0 7.8 0
N 270 167 166
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Table 5.8 The age phases which participants are training to teach

Training to teach .. 2003 2004 2005
% % %
Early Years (EY) 14.8 15.0 14.5
Primary (& EY with primary) 433 56.9 48.8
Secondary (& all age) 33.0 28.1 36.1
Missing 8.9 0 0.6
N 270 167 166

Table 5.9 Participants' training courses

Training course 2003 2004 2005
% % %
PGCE 81.1 91.6 96.4
PGCE fast track 2.2 1.8 3.0
PGCE + SCITT 11.4 6.0 0*
Graduate Teacher Programme 1.1 0.6 0*
Degree with QTS 3.7 0 0
Other/missing 0.4 0 0.6
N 270 167 166

* Questionnaires were not distributed to these groups in 2005

The questionnaire included the ‘anchor’ status scales concerning a high status profession
and the teaching profession, the ‘comparative status’ scales and ‘reasons for being a
teacher’. The ‘status change’ section was included in 2004 to facilitate comparison with
practising teachers’ opinions, but this lengthened the questionnaire and was not repeated.

To what extent is teaching a high status profession? Trainee teachers’ views

Each cohort of trainees completed the ‘status scales’ section of the teacher questionnaire,
which consisted of 19 statements each rated on a five point scale as being ‘characteristic
of a high status profession’, or ‘true of the teaching profession’, as described in Chapter
4. The ratings for a high status profession are deemed to provide the trainee group’s
definition of a high status profession, and provide a reference scale against which to
measure the status characteristics of the teaching profession. In contrast to the teachers’
two factor solution (of reward and respect and control and regulation), the factor
analysis of the trainees’ responses resulted in a more subtle three factor solution, which
was consistent across the three years. The trainees’ dimensions of high professional
status were:

I Trust and Respect - from government, community and between members
II Reward - through salaries, pensions, and good working conditions
III Control - being subject to external control and regulation.

The trainees, whilst recognising the control and regulation aspect of a high status
profession, distinguished between items concerning trust and respect and those
concerned with reward. The items defining these three factors are shown in Table 5.10.
The correlations given are for the 2003 cohort that is, the baseline data for the trainee
surveys.
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Table 5.10 Three status sub-scales from the 2003 trainee teachers' cohort

Item Correlation with (scale total less item)
Status: trust Status Status:
and respect through reward

control
Is trusted by the wider community to perform a service 0.59
for them.
Demonstrably maintains high levels of performance. 0.59
Has members who have the autonomy in exercising 0.57
their professional judgement in the best interests of their
clientele.
Has the respect of clients (in the case of teaching, 0.56
pupils)
Has responsibility for an important service. 0.56
Has members who are the recognised authority in their 0.55
area of expertise.
Is valued by government. 0.54
Has mutual respect between colleagues. 0.53
Offers an attractive life-long career. 0.51
Enjoys positive media images. 0.45
Has a powerful and independent professional body. 0.44
Has members who have lengthy professional training. 0.39
Enjoys substantial non-financial rewards. 0.46
Is subject to external regulation. 0.50
Is subject to strong external controls. 0.50
Enjoys high financial remuneration. 0.50
Enjoys high quality working conditions. 0.47
Is one for which there is strong competition to join. 0.38
Has high status clientele. 0.37
Alpha reliability 0.85 0.67 0.64

Figure 5.9 shows the mean values of each of the three factors in 2003 and 2005, using the
2003 figures as baseline for the new teachers. There were significant differences
(medium and large effect sizes) between teaching and a high status profession on each
factor. There were no significant changes across the three years and the mean ratings
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were almost identical (the 2004 figures have been omitted for clarity). The figure shows
that trainee teachers perceived large differences between a high status profession and the
teaching profession, most particularly in relation to reward which was seen positively in
relation to a high status profession, but was not considered true of teaching. The greatest
perceived similarity, or least difference, between a high status profession and the
teaching profession was in terms of trust and respect. This included items concerned
with having the trust of the wider community to perform a service for them, having the
respect of clients, mutual respect between colleagues and being valued by government.
Like their more experienced counterparts, the trainee teachers saw external control and
regulation as highly characteristic of teaching, and characteristic but less so, of a high
status profession.

Within this overall pattern, though, different groups of trainees had differing opinions. In
2003, primary trainees were significantly more positive than secondary trainees about
trust and respect for the teaching profession (Figure 5.10) but their views did not differ
as regards reward. In 2005, their views had converged on trust and respect for teaching
but widened as regards reward for teaching. Primary trainee teachers were now less
negative, or indeed, ‘not sure’ about this aspect of the teaching profession, whilst
secondary trainee teachers’ more negative view was sustained. The youngest trainees
(under 23) in 2005 were significantly more positive about status through trust and
respect in the teaching profession than those aged 23 or more. Previous experience made
a difference to the status ratings. Trainees with more than six years previous
employment, and those previously in professional occupations, were less likely than the
rest to say that status through trust and respect was true of teaching. Furthermore, those
who had been in professional occupations before training as teachers were significantly
less likely than the others to rate status as reward, as true of teaching.

Figure 5.9 Trainee teachers' comparisons between a high status profession and the
teaching profession in 2003 and 2005
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Figure 5.10 Primary and Secondary trainees’ rating of the status of the teaching

profession
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Given the trainees’ more complex definitive construction of a high status profession, we
carried out further analysis of the trainees’ item ratings for the teaching profession itself.
This produced one strong factor, very similar to the high status trust and respect factor,

and three weaker ones in 2003. These three other, less reliable, factors are listed below:

Factor Il the ‘control and regulation’ factor comprised of the two items concerning
external control and external regulation contributing equally, to this factor;

Factor III: reward, including having high status clientele, positive media images, high
financial remuneration and strong competition to join, and

Factor IV: ‘authority’ comprised of members as the ‘recognised authority in their area
of expertise’ and ‘having a powerful and independent professional body’.

As shown in Table 5.10, in 2003, reward was not seen as true of the teaching profession,
whilst the strongest agreement was that ‘control and regulation’ were true of teaching.
By 2005, however, a two factor solution emerged in which the control and regulation
items were joined by more items which appeared to represent status through regulated
service. The 2005 trainees appeared to differentiate between external regulation and
external control but these items’ association with the others on this factor could indicate
a shift towards acceptance of external control and regulation as part of a regulated
service by the 2005 cohort of new teachers.
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Table 5.10 Factors underlying trainee teachers' ratings of the status characteristics
of the teaching profession

2003 2005
I Trust and respect Professional autonomy
(mean 3.9 + 0.66; o. = 0.74) (mean 2.92 = 0.64; o =0.67)
I Control and regulation Regulated service
(mean 4.29 £ 0.65; o = 0.66) (mean 4.15 £ 0.53; = 0.73)
I | Reward
(mean 2.40 £ 0.63; o = 0.57)
IV | Authority
(mean 3.69 + 0.60; o = 0.60)

The items making up the two 2005 factors were as follows:

1 Professional autonomy

* members having autonomy to exercise their professional judgement,
* enjoying high quality working conditions,

* having high status clientele

* has the respect of clients

* has a powerful and independent professional body

The mean of 2.9 shows that the trainees were ‘not sure’, with a very slight leaning to the
view that ‘professional autonomy’ is not true of teaching.

1 Regulated service

* being subject to external regulation,

* having responsibility for an important service,

* being subject to strong external controls,

* lengthy professional training

* demonstrably maintains high levels of performance.

The participants strongly agreed that this new dimension with a mean of 4.2, with a
reliability of (o = 0.73) was true of the teaching profession.

In these analyses, each year represented a new cohort of trainees, and as noted earlier the
sample composition varied geographically. However, our longitudinal trainee survey
included 62 trainees who trained in 2003, and completed questionnaires in their first two
years after training. This shift in views on control and regulation was confirmed in the
longitudinal sample, and suggests that this was not simply a regional artefact.

Reasons for becoming a teacher

The trainee surveys included the same ‘Becoming a teacher’ items as did the teacher
questionnaire. Participants were asked to rate a list of reasons for becoming teachers, on
a three point scale from 1 ‘not true’ to 3 ‘very true’ for them. They were also asked to say
which were their most important reasons. Our Interim Report (Hargreaves et al., 2006:
69) recorded five factors from the 2003 cohort underlying the decision to become a
teacher but these were found in the combined data from the experienced teachers and the
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trainees in 2003. The findings reported here are derived from the data from trainees
only.

The most commonly chosen most important reason was wanting to give children the
best possible start in life whilst the next four most popular most important reasons varied
slightly in rank order across the three years as shown in Table 5.11. With the exception
of wanting to share love of my subject these items’ mean ratings were consistently over
2.6, that is close to ‘very true’. Wanting to share love of my subject achieved means of
2.4 and 2.2 in 2003 and 2005 respectively. Its low frequency (11%) in 2004 probably
results from the higher proportion of primary and early years students in that year.

Table 5.11 Top five 'most important' reasons for becoming a teacher

Reason for becoming a teacher 2003 2004 2005

% frequency % frequency % frequency
To give children the best possible start in life 35 43 45
Working with children 27 32 31
Because I enjoy teaching 28 29 32
Wanting to do something meaningful with my life 24 29 20
Wanting to share love of my subject 21 11° 22

# Note relatively higher proportion of primary and early years students in this cohort.

Six items achieved ratings suggesting that these were considered ‘not true’ of a sizeable
proportion of the sample. The lowest rated items (followed by the 2003 and 2005 means)
for all three administrations were:

* the earning potential of the job (1.4, 1.4)

* attractive image of the job (1.4, 1.3)

* having a high status occupation (1.5, 1.4)

* to be respected by the general public (1.7, 1.6)

* having a good pension package (1.7, 1.4 chi sq. p <0.5)

* Dbeing able to use managerial skills (1.9, 1.5 ; chi sq. p <0.1)

Comparison of the most frequent and highest rated items and the lowest rated items
suggests that these trainees decided to become teachers for socially conscientious and
personal fulfilment reasons rather than for the external image or rewards of the job.

Study of the individual items however is of limited value since decisions such as whether
to be a teacher probably drew on a number of reasons. We therefore factor analysed the
responses to find the underlying structure of the trainees’ reasons for becoming teachers.
The three reliable factors for the trainees’ reasons for becoming teachers in all three
administrations are shown in Table 5.12. This solution closely parallels the experienced
teachers’ reasons for becoming teachers recorded in our Interim Report (Hargreaves et
al., 2006: 69).
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Table 5.12 Trainees' composite reasons for becoming teachers in 2003 and 2004

Reasons 2003 Alpha Mean + s.d. Variance
%

I To give children a good start 0.81 24+03 23

IT Comfortable status 0.74 1.6+ 0.4 9

IIT Professional goals 0.79 1.9+0.3 6

N 267

Reasons 2004

I Professional goals 0.83 25+04 25

IT Comfortable status 0.77 1.5+04 11

111 To give children a good start 0.81 25+04 6

N 161

Reasons 2005

I Professional goals 0.83 22+04 25

IT Comfortable status 0.75 1.5+04 10

111 To give children a good start 0.84 25+04 7

N 161

The defining items were:

I Giving children a good start

* to give children the best possible start in life

* to help children become members of society

* wanting to make a contribution to society

* having the opportunity to promote understanding

II Comfortable Status

* having a high status profession

* attractive image of the job

* to be respected by the general public
* the earning potential of the job

IIT Professional Goals

* being part of a professional learning community
* having opportunities for life long learning

* having a challenging job

* Dbeing able to work as part of a team

* opportunities to exercise creativity

Whilst the trainees’ reasons for becoming teachers closely resembled those of the
practising teachers in all three administrations, it is interesting that professional goals
became the strongest factor in 2004 and 2005, whereas in 2003, the more altruistic giving
children a good start in life explained the highest proportion of the variance. This
suggests that the more recent trainees were more consistent in saying that being part of a
learning community, working as part of a team and having a challenging job were strong
motives for them to join the teaching profession. There was some variation within the
sample, according to degree subjects, however. Professional goals motivation was
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particularly true of the business graduates, but significantly less likely to be true of
humanities and social science graduates.

Status change: improving the status of teachers

Finally, we asked the 2004 cohort of trainees to predict the potential effect of various
recent and current policies on their status. The questionnaire asked “If this increases,
what would be the likely effect on your status?’ and the likely effect was rated on a five
point scale from very negative (1) through neutral (3) to very positive (5) for each of 36
items. These 36 items were included in the 2003 and 2005> teacher surveys and
examples of the items are:

* public appreciation of teachers’ contribution to society

* time for planning and training to implement new initiatives

* understanding by policy makers of the practicalities of classroom life
* opportunities for leadership training.

Five factors were found underlying the ratings as shown in Table 5.13. Factors I, II, IV
and V inter-correlate sufficiently to be combined into a single composite factor which
includes 28 of the 36 items and achieved a reliability of 0.92. It expresses optimism for
the improvement of teacher status, and so is labelled optimism for teacher status.

Table 5.13 Changing status for the better: trainee teachers' survey 2004

Factor Mean + s.d. Reliability (o) N
score/item

I. Job awareness 4.29+0.48 0.90 160
II. Expansive role for teachers 3.83%0.55 0.74 164
II1. Imposed constraints 2.24+0.86 0.65 165
IV. Pupil focus 3.99+0.51 0.77 165
V. Teachers as professional partners 4.07+0.47 0.74 164
Optimism for teacher status (I, II, IV and V) 4.10+0.41 0.92 158

Four of the five factors closely resemble those in the 2003 and 2006 teacher surveys.
Their principal items were reported in Chapter 4 and will not be repeated here. The
strongest factor, job awareness; achieved even higher reliability among the trainee
teachers. The pupil focus factor was stronger in explaining the trainee data and included
all the pupil and parent items. The teachers as professional partner factor closely
resembled the teachers’ teacher involvement factor but amongst the trainees was
conceptually clearer seeing teachers contributing to change, and having time to reflect
and collaborate with colleagues. Its main items were:

Trainees Status Change Factor V: Teachers as professional partners

* scope for teachers to engage in critical thinking

* teacher input into policy reform

* teacher input into curriculum content

* time for professional collaboration with colleagues

* availability of classroom support ( e.g. teaching assistants, technicians)

2 The 2006 Teacher Survey included 14 additional items but Chapter 4 includes analysis of the
original 36 items)
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The second factor in the trainees’ solution, however, was unique to this group. Entitled
expansive role for teachers, it accounted for 7.3 per cent of the variance and its mean of
3.8 (£ 0.6) represents the trainees’ views that the following items were likely to have a
positive effect on their status.

Trainees Status Change Factor Il : Expansive role for teachers

* the variety of recognised career paths

* opportunities to engage in educational research
* deployment into a wider range of roles

* opportunities for leadership training

This factor is unique to the Trainee 2004 survey. It is much weaker (7.3% variance) than
the job awareness factor but has a reasonable reliability (0.74)

Five items did not load on any factor. These items were: (mean rating)

* The use of ICT in teaching (4.1)

* Initial professional training based in schools (3.8)

* Differential pay and conditions (3.6)

* The visibility and impact of the General Teaching Council (3.5)
* The national level of pupil attainment (3.6)

Some teachers were more positive than others on certain dimensions. Secondary trainee
teachers and older trainees, those aged 27 or more, were significantly more positive
about the effects of teachers as professional partners on their status, than their primary
or younger counterparts. Women were more positive than men about the effects of
greater pupil focus.

The mean ratings of those who had accepted a teaching post were significantly more
positive than those who had not on job awareness, pupil focus and teachers as
professional partners. They were more negative about the effects of imposed constraints
on their status, but there was no difference on the expansive role for teachers. Not
surprisingly perhaps those who had been offered a job were significantly more optimistic
on the optimism scale than those still waiting for a post.

In summary this status change section revealed both similarities and differences between
the trainee cohort of 2003/4 and the teachers who completed the survey in 2003. Both
groups considered that greater public awareness of their expertise and work, and more
opportunity for input into policy and time to collaborate and reflect would have a positive
impact on their status. The trainee teachers’ new factor concerned with an expansive role
for teachers which envisaged a range of opportunities to do research, train for leadership
and a wider range of career paths, suggests that despite being at the beginning of their
careers, they are looking ahead. Their positive responses suggested that they were
optimistic about the status of teaching being given greater public and policy maker
understanding, input into policy, opportunities for partnership with parents and greater
pupil ownership of their tasks.
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The longitudinal study: how do newly qualified teachers’ views on status change in
their first two years as teachers

In the 2003 trainee survey, participants were asked if they would be willing to take part
again at the end of their first and second years in teaching and 149 agreed to do so in
2003, but by summer 2005, 62 people actually returned questionnaires thus forming the
longitudinal sample. The longitudinal questionnaires included the sections on a high
status profession and the teaching profession, status change (‘if this increases what will
be the effect on your status?’) and reasons for being a teacher. The findings of the
longitudinal survey were very similar to those of the cross—sectional surveys, and the
teacher surveys, and so will not be reported separately. That said, their definitions of a
high status profession and the teaching profession showed a change that paralleled that in
the cross-sectional surveys.

We looked first at how the longitudinal survey participants defined a high status
profession across the three surveys. After a year in the teaching profession there was no
change in the new teachers’ ratings. As shown in Table 5.12, their definitions changed
little between 2003 and 2004, and the reliabilities of the three defining factors, trust and
respect, reward, and control remained unchanged. In terms of individual items the sole
changes from 2003 to 2004, were shifts in a positive direction, though still a net negative
position, that the teaching profession enjoys positive media images (from a 2003 mean
2.2 £ 0.8 to 2004 mean 2.5 + 0.9, N = 81, Wilcoxon matched pairs, p< 0.05) and that it
enjoys high financial remuneration (2003 mean 2.0 £ 0.8 to 2004 mean 2.2 + 0.9, N =
83, p < 0.05, Wilcoxon matched pairs).

By 2005, however, after two years as practising teachers, there was a more fundamental
change. Without going into detail we found that, just as in the cross-sectional surveys,
two years in the profession, appears to have been accompanied by a distinction in the
teachers’ minds of control from regulation. They appeared to see a high status profession
as subject to external regulation, but not external control. A more satisfactory factor
solution in 2004 and 2005 left the item is subject to strong external controls unallocated
on any factor, along with the items concerning enjoys substantial non-financial rewards
and has high status clientele. Instead, three factors better describe the data:

Factor I: Image and client respect, including positive media image, high financial
remuneration, respect of clients, being valued by government and having the
respect of clients

Factor II: Collegiate professionalism, including life-long learning, mutual respect
between colleagues, having a powerful and independent professional body,
enjoying high quality working conditions, and demonstrating high levels of
performance

Factor III: Responsibility through regulation, including being subject to external
regulation, being trusted to perform, and having responsibility for, an
important service, and having lengthy training

Thus defined in 2005, the teaching profession was seen as deficient in image and client
respect, compared with a high status profession, as possessing some collegiate
professionalism although the mean of 3.4 suggests that many were ‘not sure’, and
surprisingly similar to a high status profession in terms of responsibility through
regulation.
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In other respects the longitudinal survey reflected the stability and consistency in the
cross-sectional surveys. The 2003 new teachers’ reasons for becoming teachers were
typical of the trainee and teachers surveys, but also reflected the trainee surveys as
professional goals became a stronger factor. The longitudinal study showed this to be a
shift as participants gained experience in the teaching profession as well as being a year
on year effect in the cross-sectional trainee surveys. Perhaps this suggests that such
professional goals were being stressed in training courses as well as amongst
practitioners, whilst vocational and socially conscientious motives such as giving
children a good start in life remained stable and the most ‘true’ set of reasons for
becoming a teacher, in both types of survey.

Summary and conclusions

The findings of surveys of trainee teachers on achieving Qualified Teacher Status, in
2003, 2004 and 2005, and the continuation of the survey of the trainees who qualified in
2003, and through their first two years in the profession have revealed considerable
similarity with each other and with the views of practicing and experienced teachers. Of
greatest interest is the trainees’ more complex, or perhaps idealistic, characterization of a
high status profession, compared with that of teachers’, and added to this the way in
which their view of external control and regulation in teaching appeared to shift to an
acceptance of external regulation as part of their service to the community. It may be
worth noting that the vast majority of these twenty-something trainee teachers are the
first generation to live their school lives within a framework of a national curriculum and
national assessment. For them, externally regulated schooling has been a fact of life.
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PART TWO: SCHOOL-BASED CASE STUDIES I: THE STATUS OF
TEACHERS IN ORDINARY/TYPICAL SCHOOLS
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CHAPTER 6: INTRODUCTION, METHODOLOGY AND SCHOOLS IN PART 11

Overview

The remainder of the report presents the case study research of the project, which was
specifically focused on the second aim of the project. It aimed to understand the factors
that influence teacher status by exploring the multiple dimensions of teacher status as
seen by teachers themselves, and to develop insights into the third research question as to
how status can be improved. This part of the report looks at status as seen by teachers in
general, working in ordinary or typical schools. Data from this research is reported in the
following four chapters. The remainder of the report, in Parts III and IV presents specific
case studies of teachers working in a variety of settings and roles. These include: teachers
in classified schools (in Part III); minority ethnic teachers; early years teachers; teachers
working in special educational needs; teachers working within pupil referral units; supply
teachers and teachers engaged in CPD and research (in Part IV). These more specific
case-studies enable an exploration of how these settings and roles might influence
specific teachers’ subjective understandings of their status.

In Part II, which comprises the following four chapters, the research examines the status
of teachers as perceived by teachers in ordinary/typical schools (classified as ‘Type I’
schools for the purposes of the report). The main aims of this case study research in these
schools were:

* To identify how teacher status is understood in general by teachers themselves
and to understand the sources of esteem, changes in, and variations in their
status.

* To explore the effects of recent initiatives on teacher status, including
developments around:

a) Work-life balance
b) Teaching and learning practices
¢) Widening participation and extended schools

The research was based on qualitative data and extensive case studies, involving semi-
structured interviews in twenty-two schools, visited between 2004 and 2005. The main
findings are reported in the overviews of Chapters 7, 8, 9 and 10.

Introduction

When conducting the research exploring how teachers feel about and understand their
status, teachers rarely talked about ‘status’ using the word itself (unless prompted). This
intimates how explorations of status must encompass teachers’ own views about status
through engaging with their own related discourses about ‘value’, ‘self-esteem’ and
‘rewards’. The research in Part II therefore first explores teachers’ more abstract
conceptualisations of status (in Chapter 8). It also charts the way that government
initiatives that directly or indirectly seek to address teacher status are received in practice
(Chapters 9, 10 and 11). The wide ranging and deep qualitative research also gives
insight into the way that contextual factors, including individual teachers’ interpretation
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and schools’ reception of the policies, have real implications for teachers’ status (see
MacLure, 1993).

Teachers often stressed the practical effects of new initiatives as factors influencing their
status. In particular, Chapter 8 explores how moves towards improving work-life balance
have influenced teachers’ sense of status. The radical overhaul of teaching
responsibilities in Raising Standards and Tackling Workload: A National Agreement
(DfES, 2003) has seen an increase in the numbers of teaching assistants and higher level
teaching assistants expected to take over administrative, secretarial and some teaching
tasks. By refining the teacher’s role and reducing their workloads, it is hoped that the job
will become more attractive and improve teachers’ ‘work-life balance’. Nevertheless it
could also potentially undermine teacher status by disturbing comfortable norms of status
and solidarity (Brown, 1965). The data in Chapter 8 explores how far these factors
influence teacher status.

Chapter 9 explores how changes directed towards improving standards of teaching and
learning are perceived by teachers to influence their status. The increasing transparency
and accountability, opportunities for self-monitoring and feedback, introduction of
performance related pay, advanced skills teaching, and the requirement for teachers to
apply for progression through a pay threshold after their first few years in teaching allow
teachers to remain focused on pedagogy but have their expertise recognised and
rewarded by financial remuneration. Some of these new measures help create a ‘stepped’
career with duties linked to pay levels, which potentially help to increase the status of the
profession in the public eye. However moves towards evaluating technical expertise
achieved through tangible outputs is associated with deprofessionalisation, a loss of trust
and autonomy, whilst stratification may provoke feelings of ‘relative deprivation’
(Hoyle, 1969) which may disrupt other aims towards increased collaboration. Again, the
chapter assesses how relevant teaching and learning factors are in influencing teacher
status.

Finally, Chapter 10 explores the influence of collaboration with other stakeholders and
interested members of local communities through the Extended School initiative and the
(DfES, 2004) ‘Every Child Matters: Change for Children’ initiative. According to the
government’s White Paper, ‘Higher Standards: Better schools for all’ (DfES, 2005) it is
the government’s intention to commit £680m to the extended schools’ initiative by 2008
in order to develop a core offer of extended services through schools. These include
health and social care, adult learning, study support (after school clubs and
supplementary schools) for children and adults, child care from 8am to 6pm, parenting
support, ICT access, and various community activities. The White Paper sets the key
targets for extended schools stating ‘By 2008, we want half of all primary schools and a
third of all secondary schools to be providing access to these extended services, with all
schools doing so by 2010°.

The extended schools provision aims to improve outcomes for all children, improve
educational outcomes and enrich their lives for the future. Yet in providing access to
services through schools, these initiatives also recast the role of the teacher as one of a
number of professionals working in a team. They also encourage teachers’ engagement
with parents as partners in children’s learning. According to Hoyle (2001), this has the
potential to raise teachers’ status by overcoming their association with children and
increasing the esteem in which they are held by the community. On the other hand,
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Hoyle also suggests that by expanding the role of the teacher further, the process may
have less favourable impacts. The breadth of the teacher role is a factor in UK teachers’
low status, in comparison to teachers elsewhere on the continent who enjoy higher status
and whose job is more specialised, and focuses on teaching and learning (Santiago).
Chapter 10 discusses the extent to which the case study schools have advanced towards
meeting the government’s idea for extended school environments and the impact of these
arrangements on the status of teachers.

Methodology

The research data for this strand of the research is drawn from twenty-two case studies of
ordinary/typical schools, which are classed here as ‘Type I’ schools. Of these, eight”
core schools were selected for second visits on the basis of internal and external school
features that were interesting to probe further, including management style, pupil
behaviour, resources, achievement levels and socio-economic location. All case studies
were undertaken to heighten understanding of perceptions and opinions of teachers and
as a result of the qualitative approach, are not intended to be a representative sample of
teachers. However, much care has been taken to ensure that the schools are chosen from
a wide range of parameters to ensure contextual location of where the opinions derive
from, and this ensures validity and relevance (Silverman 2001).Thus the selection of the
22 Type 1 case study sites took into account national, local and school-based criteria.
The case study sample was drawn on the basis of analyses of the 2003 survey data, and
schools were selected from those showing:

* a good response rate with at least five secondary or three primary questionnaires
returned by teachers and at least one 'adult other than a teacher' (adjusted for
small schools.)

* high or low achievement levels for the local area, taking into account local
deprivation indices and information about catchments from OfSTED reports.

In addition the phase, size, and overall achievement level were considered. The table
below lists the selection criteria.

 Originally ten of the 22 Type 1 schools were selected as ‘core schools’. This was reduced to eight when
second visits had to be suspended during the period of purdah prior to the General Election, on the grounds
that new issues did not appear to be emerging from the return visits already completed.

1AQ



Table 6.1: Type I Case study site selection criteria

Regional guides

Regional variables High /low relative proportion of teachers in
government office region

Significantly high/med/low response to survey items
on responsibility

Location (rural/ urban/ inner city) Range of inner city/ urban/suburban/ rural covered
across sample

School selection guides

Level of response to the survey of Good response rate per school in that region
teachers in the [Initial Teacher

Questionnaire

School type Range of governance types, and age-ranges,
including schools with special units, nurseries, 61
forms etc. where applicable

School size Range including large and small schools

School performance level* Range including high or low relative to district

*Based on NFER performance bands which are quintiles of a performance variable composed of a school's
average total score for each individual curriculum area and an overall average, weighted by the number of
pupils in a school to reduce the effect of small schools.

Case study interviews and analysis

Ideal case study programmes were sent to each school in advance but the actual
programme was negotiated with each school. The case studies aimed to include four or
six individual or small group interviews (for primary and secondary schools respectively)
with teaching staff, including middle and senior management. Interviews were also
conducted with one or two representatives each of: support staff; governors and/or parent
representatives. Discussions with small groups of pupils were supplemented by the
collection of relevant documentation (brochures, newsletters, annual governors’ reports,
OfSTED reports) and general observations of the site and surroundings. The semi-
structured interviews were based on a loose structure which explored the participant’s
personal career, perceptions of how teachers are seen by other people and finally the
impact of government initiatives and any other factors they raised as influencing teacher
status. Ethical consent was established in advance, whilst the participants’ right to
confidentiality, anonymity and to withdraw at any point were explained prior to each
interview. Interviews were tape recorded and subsequently transcribed or ‘semi-
transcribed’ with notes elaborated with extended quotes.

The transcripts from the eight core schools were subject to computer assisted analysis
using the software package Atlas-ti. During the early stages of the project a conceptual
framework of categories of factors likely to influence teacher status was theorised from
relevant literature and the expert knowledge of the research team. Within each major
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category, a number of codes were constructed based on the analysis of teachers open
comments in the 2003 surveys, which were defined at first use. These a priori codes used
for the analysis of the interview data were extended to include further inductive codes, in
the tradition of exploratory qualitative research (Seale and Kelly 1998). The data were
also organised according to a number of facesheet codes (e.g. school) which were
exported and analysed by researchers on the project, some using Miles and Huberman’s
(1994) data display matrix method. These steps ensured validity in analysis. The

remainder of the schools were subject to manual analysis, using the same codes.

The schools

The schools, listed in Table 6.2, have been allocated pseudonyms to preserve their
anonymity. The eight core schools are identified with an asterisk (*)

Table 6.2: Characteristics of Type I case study schools

School Name Government | Size Characteristics
Office
Region
Flint Marsh London 400 or | Pupils are from mixed ethnic
Primary* more backgrounds, higher than average SEN
pupils. ‘Very good” OfSTED.
Asquith Primary* | East of 400 or | In area of high unemployment, social
England more deprivation, high SEN and higher than
average entitlement to free school meals.
Douglas House West 300- In affluent area, mainly white pupils,
Primary* Midlands 399 below average free school meal
entitlement, OfSTED ‘very good’.
Crosland Primary* | Inner 199 or | Catholic school, half of pupils from
London less minority ethnic backgrounds. OfSTED
‘good’.
Balfour Primary* | Outer 300- High levels of pupil and staff mobility,
London 399 above average entitlement to free school
meals. Removed from special measures.
Gillan High* North-East 599 or | In affluent area, low unemployment rate.
less Oversubscribed, mainly white British
pupils.
Sir Henry Hadow | East of 1000- In affluent area, ‘satisfactory’ OfSTED
College* England 1299 rating, average free school meals, 10%
pupils from minority ethnic backgrounds.
Elton Community | South-West | 1300 or | In affluent urban area, with less affluent
College* more rural population. Oversubscribed school,
over split sites. ‘Good’ OfSTED.
Ashley Cooper Yorkshire & | 300 - ‘Good’ OfSTED report, attracts more
Primary Humber 399 economically deprived families.
Trevelyan High Yorkshire & | 599 or | Community school in rural area, ‘good’
Humber less OfSTED but areas for improvement.
Ellen Wilkinson North-East 400 or Mixed catchment area, ‘good” OfSTED,
Primary more ¢.25% free school meals.
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School Name Government | Size Characteristics
Office
Region
William Edward East of 400 or | Rural location serving pupils of mixed
Infants England more backgrounds, very good OfSTED report.
Fulmar Secondary | West 599 or | In socially deprived area, almost 50%
Midlands less free school meals, low attainment.
Sir Alec Clegg East 199 or | Suffered falling school numbers, good
Infants less OfSTED, pupil behaviour good.
Whitbreads Junior | North-East 200 - High achieving school, mainly middle
300 class pupils, oversubscribed.
Underwood South-West | 199 or | In economically deprived area, over half
Primary less pupils with free school meals, below
average attainment, ‘good’ OfSTED.
Henry Brougham | East of 1000 — | Rural area, ‘good’ OfSTED, average
Secondary England 1300 attainment levels.
Dearing Primary London 400 or | Very large school with mixed abilities,
more 10% pupils have English as second
language.
Gwyn Prins London 600 — Ethnically diverse population, high
Secondary 999 proportion with English as second
language, good OfSTED.
Robert Lowe VI West 600 — Very economically deprived area, but
Secondary Midlands 999 selective admissions policy.
‘Outstanding’” OfSTED.
McKenna Primary | South-West | 400 or | Average free school meals and below
more average SEN, ‘satisfactory’ OfSTED.
Ruskin Infants London 300 - Economically deprived area, almost half
399 pupils have free school meals and from

minority ethnic backgrounds, including
refugees and travellers.
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CHAPTER 7: TEACHERS’ PERCEPTIONS OF THEIR OWN STATUS

Overview

This chapter responds to one of the overarching aims of the Teacher Status Project, ‘fo
understand the factors that might influence perceptions of status and teachers' attitudes’.
It does so by investigating factors such as how status is shaped and whose opinions are
important in defining it. The chapter considers explanations of the sources of teachers’
positive sense of status, or related concepts of identity and esteem, and aims to:

1. Understand how teachers feel about themselves and their profession and where
teachers’ personal sense of status comes from.

2. Understand teachers’ thoughts on the public perception of their status, both now,
in the past and in comparison with other professions

3. Understand how differentiation within the teaching body impacts on different
teachers’ perceptions of status and considers whether the type of school, age
and/or length in the profession affects their status.

The main findings of the chapter are:

* Teachers’ sense of status derived from their identity as teachers and the
vocational nature of their occupation. The data demonstrated the extent to which
they have embraced teaching as constituent of their own personal identities.

* Internal praise within the school and amongst parents was a particularly positive
source of status, although external recognition through teacher awards was
deemed divisive and counteracted the collegial environment sought by teachers.
Teachers valued accolades from colleagues who were considered to have a
greater awareness of their roles above the rarer recognition received from those
outside of the profession.

* Teachers felt that teachers had once been venerated by the public as similar in
stature to doctors, but the profession had been relegated to the ranks of service
sector professionals in recent years. Explanations offered included the greater
transparency demanded through national testing, performance tables and a more
informed public, all of which helped to demystify the profession, as well as
changes in the role of teaching to behaviour management and disciplining pupils.

* Teachers derived an enhanced sense of status when credited with additional
responsibilities and/or promotion. Teachers securing AST positions, or who took
on responsibilities for disseminating teaching and learning, behaviour
management or general management experienced a greater status and self-esteem
than others.

179



The Evidence

How do teachers feel about themselves and their profession and where does teachers’
personal sense of status come from?

a) Teaching as a vocation

Research to date has shown that teachers’ status and professional self-identities are
predominantly oriented to psychic rewards (the subjective satisfaction achieved through
work) rather than extrinsic or ancillary rewards such as money, prestige or power (Lortie
1975). This emerges out of historical association of teaching with ‘service’ and internal
structural factors within the profession which favours emphasis on present-oriented job
satisfaction. One of the clear findings of this strand of the teacher status research was that
teachers in all schools - across a range of posts — continue to perceive teaching as a
‘vocation’. Thus rather than discuss status per se, they explained their orientation to their
job through reference to emotional terms, including being passionate, being prepared to
sacrifice themselves for the good of their students and hoping to inspire change in others.
At Crosland Primary School, for instance, teaching staff referred to how the job involved,
‘a love of teaching, a vocational thing’, whilst the headteacher at Gillan High School
described how his self-esteem came from ‘doing the job properly’ and ‘believing the life
chances of children will be changed for the better in the way you create a school’. The
theme was echoed by governors and parents. A parent commented, ‘Teachers teach
because it is their vocation in spite of low status — it is intrinsic motivation that causes
them to teach’. This reference to innate characteristics was repeated by a teacher at Sir
Henry Hadow College, who described her motivation to teach as, ‘something inside’
whilst the deputy headteacher there commented, ‘you can’t make a teacher, they’re
actually born’.

Teaching was portrayed as an integral part of interviewees’ self-identities. The
description of ‘being a teacher’ is therefore more than a descriptive label of a job and is
linked to a much wider set of values or moral outcomes. These were invoked to explain
some career decisions of teachers; one 27 year old NQT decided to work at Sir Henry
Hadow College for instance, despite its reputation for poor behaviour because, ‘If I can
manage to work effectively with them, then what I'd bring them would be enormous, and
what they’d bring me, they’d teach me a totally different philosophy of life’. Some even
went so far as to describe teaching as a service with a religious motivation. The
headteacher of Asquith Primary School referred to how ‘I do feel this is my ministry. It
really is a vocation’ and a teaching assistant at the Catholic Crosland Primary School
referred to how: ‘you have to be a special person. I would say it comes from God, it is
what path has been chosen from you’. Other teachers stressed their commitment towards
philosophical values and abstract ideals associated with the task of education, employing
these in opposition to another world outside of schools that is associated with
competition and profit. As the headteacher at Sir Henry Hadow College said, ‘there’s
passion for people and a belief in doing something for the sake of people, not for the sake
of profit’. These ideals were also used to offset some of the wider disadvantages
perceived as part of the teaching profession. A teacher at Elton Community College
explained, ‘You are seen to have a vocation these days rather than a professional desire
to do that kind of job, and vocation means an occupation that people put up with a lot of
difficulties in their working life to do’. However, the headteacher of Asquith Primary
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School described the commitment as both a, ‘strength and Achilles heel’. Whilst
impassioned involvement of the teachers helps the school, it may have detrimental
personal consequences as the teacher may find it hard to leave work behind.

It is also clear that the main source of esteem for teachers continues to be the children
they work with. The headteacher at Asquith Primary School referred for instance to how
‘the bottom line is I care passionately about the children’. At Flint Marsh Primary
School, the deputy headteacher referred to how she feels valued, with, ‘the children
hugging me, smiling saying hello, telling me about what’s going on.” At Asquith, a
teacher also explained the satisfaction she felt building relationships, gaining pupils’ trust
and providing a ‘safe harbour for them’ outside of their sometimes stressful lives outside
of school. She referred to the pleasure working with children at an age where ‘you can
see things click with them’. Another teacher there confirmed, ‘To me that’s the most
important thing, the relationships with the children’.

In secondary schools, although teachers gain esteem also through imparting subject
knowledge and keeping up to date with technical developments, their status is also
gained through relationships forged with pupils. A teacher at Elton Community College
referred to the pastoral work she did with older students and mentioned that when they
thank her, ‘that’s priceless really’. Also particularly important was behaviour
management/discipline; a teaching assistant at Elton Community College mentioned,
‘those with skills in managing pupil behaviour gain prestige within the school’, and an
NQT there felt those teachers with good classroom skills in managing pupil behaviour
were ‘seen as more professional, higher status’. In Sir Henry Hadow College, a male
NQT teacher suggested that technical expertise will only become relevant once the
respect of students is ‘won’:

I'd say behaviour has the most impact on student perception of teachers than
anything else ... the first thing you have to get before they care about your
technical knowledge, is your behavioural management.

b) Appreciation in internal relationships

Although teachers’ esteem is significantly influenced by their relationships with pupils, it
also emerged from the data that the appreciation that teachers receive for the work from
those within the school they work shapes their status. This is particularly important
because the difficult aspects of the job are to some extent weighed up against the
appreciation that they receive from significant others within the school environment.
Expressions of ‘thanks’, commentaries on what teachers have done or indications of
respect from pupils, parents or colleagues, were identified as powerful motivators. A
school where staff felt particularly valued is Flint Marsh Primary School, which was run
with clear and fair leadership by the headteacher. As the deputy headteacher expressed,
‘And we say, ‘thank you, you're doing a really good job’. Discussing her experiences, the
deputy headteacher described:

What else makes me feel valued? People coming into the school and saying ‘Oh,
it’s really nice here, there’s a really nice atmosphere’. That makes me feel that
I'm a person of value: that I've done something of value ...When I've made a
comment, somebody coming back to me and saying ‘I’ve thought about what you
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had to say and I really think ..." and then having a professional discussion about
it. ... Parents coming back and saying ‘Thank you for giving me the time’.

Positive relationships within the school environment function as internal ‘social glue’
that bonds the school together. This opinion helps explain also teachers’ negative
evaluations of schemes such as Teaching Awards, which are a public and external
acknowledgement of certain individuals’ achievements. Of many people mentioning
teaching awards, only one comment - by a parent - was positive, as negative feedback
stressed the problem that whilst they singled out some teachers, many other deserving
teachers were left unrewarded.

Teachers feel less status when they perceive their work to be unnoticed and
unappreciated. The assistant headteacher at Crosland Primary School, left her former
school and explained, ‘One of the reasons why I left was because I felt that my hard work
wasn’t being valued’. Teachers in schools in socially deprived areas or those with
negative OfSTED evaluations, such as Asquith and Balfour Primaries, were particularly
prone to feelings of low status. A teacher at Balfour pointed out, ‘the dissatisfaction
comes from a lack of recognition from the establishment in a school like this where all
the staff work very hard, but because you don’t meet targets, you're not condemned but
you're not recognised’. However, the views of external actors are not considered as
important as teachers’ own feeling and the internal valuations of those who truly
understand the job. A teacher at Elton Community College for example commented, ‘my
own views of me are the most important. I have enough experience not to give a damn — [
know I'm doing a good job'.

How do teachers feel they are publicly perceived, both now, in the past, and in
comparison to other professions?

The majority of teachers felt the public perception was based on unfair myths about what
teaching involves. The headteacher at Sir Henry Hadow felt a ‘major frustration’ was the
image ‘that teachers get these long holidays’. This public perception was particularly
grating given the increased workloads and restrictions on holiday time as he explained,
‘they talk about work-life balance but I take the time when I'm told I can have the time.
In the past twenty years, I've never had the flexibility to take a holiday when I actually
want one.’

Teachers also felt that the status of teaching had been eroded in recent years, with a
commonplace belief that teaching was, in the past, on par with doctors and lawyers, but
was now level with other service professions, such as nursing and social work. The
headteacher at Trevelyan High, said teachers were regarded, ‘not in the same light as
doctors and people like that, we don’t get the same respect from the public and the media
as they do’. Some explained this as a result of a process of demystification of the
profession in that, ‘the public are more informed, they question things more now’. The
provision of information through league tables meant, according to an administrator
working at Elton Community College that ‘they are not sat up on a pedestal as they once
were’. The passing of a ‘golden age’ was related to a shift towards a more cynical or
‘blame’ culture and wider societal problems that teachers had to deal with.
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In particular, the sense of an eroded status was explained with reference to discipline
issues, and perceived changes in the teaching role. It was believed that teachers no longer
command the same authority and respect because they have ‘o constantly maintain
discipline ... Parents look to schools to discipline children, there’s less stay-at-home
Mums than in the past, less good parenting, and discipline is harder’ (NQT Elton
Community College). Yet whilst discipline increasingly is felt to be the remit of teachers,
they feel ‘disempowered,” as a teacher at Sir Henry Hadow College described that
teaching is, ‘tough, really tough, because teachers have no real discipline measures
available to you anymore’. One NQT believed ‘too many rights have been given to the
children,’ and that ‘children have more power than they should have’. A TA at Crosland
confirmed, ‘if they [pupils] don’t want to do something they don’t do it, and have an
attitude of ‘what can you do to me? In the past, they never questioned you’. One young
female teacher at Sir Henry Hadow referred to how she was regularly reduced to tears
because of the ‘behaviour of the students and the things they said” which meant, ‘I felt
powerless and personally attacked’.

The headteacher at Gillan High School pointed out how their external status is linked
more to ‘behaviour than academic issues’ whilst a number of teachers across a range of
schools felt that ‘we are the butt of society’s ills’ (deputy headteacher, Elton community
College). Teachers felt ‘that everything that goes wrong in society is entirely our fault’
(deputy headteacher, Flint Marsh) including drugtaking and obesity. The headteacher at
Trevelyan High continued to explain his feeling that schools are blamed, unfairly, for
poor pupil behaviour, ‘... people do think they can do their [teachers’] jobs, Joe Bloggs
thinks “what are these teachers playing at?” ... It takes on a dynamic of its own and the
status of the teaching profession isn’t where it should be’. The fact that parents had been
through the education system themselves was itself cited as problematic for teachers’
status, as the deputy at Flint Marsh explained, ‘everybody feels they have an ownership of
education’ (see Chapter 10 for more consideration of parental relationships). On the
other hand, the behavioural issues also prompted some admiration as people tell them,
‘it’s a job I couldn’t do’ and ‘I don’t know how you manage’. Another teacher at Gillan
High School echoed these sentiments and suggested, ‘but if it [behaviour] does start to
improve and I think the public can see that that is happening, then I think that can only
go a way to improving teacher status I think’.

One factor that was particularly identified as negatively shaping the public perception of
teacher status was the media. The deputy Headteacher at Crosland Primary School
referred to a ‘Daily Mail syndrome’ as he bemoaned the diminishing status of teachers. It
was generally felt that the media cause teachers to be ‘less trusted now than they used to
be’ (AST, Douglas House Primary). Primary school teachers were aggrieved by reports
which they felt suggested that teachers were responsible for ‘things that go wrong in
society ...” They felt that dealing with issues such as pupil obesity, drug-taking and poor
attendance is not the sole responsibility of schools and ‘... that’s why it’s even more
maddening when they kind of blame us for everything ..." (deputy Headteacher, Flint
Marsh Primary School). The feelings of our interviewees was that the tendency of the
media to focus on the more negative aspects of schooling in relation to issues such as,
teacher/pupil relations, examination results, scandals involving teachers, for example,
might adversely affect their professional status. The Assistant Headteacher at Gillan High
School explained:
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Generally, in terms of teacher status, I think an awful lot of it depends on the
media and media coverage. I really do. [ think for any individual school if
they’re going through a hard time or they’re having problems or something
happens with a particular pupil, I think the way that it’s handled in the press can
have a big impact upon that school and the teachers in that school.

Most staff were disappointed that television and newspapers alike were presenting
distorted images of school life, teachers and their responsibilities. A teacher at Sir Henry
Hadow College agreed, ‘The problem with teacher status is media coverage that deems
fit to slate teachers’ efforts every time there is a round of results ... this has an impact of
parental perceptions’. A teacher at Elton Community College exclaimed:

It would be nice for someone to give us a break, give something positive about
teachers. It would be nice to have a programme on television to show how hard
teachers work, without looking at a school where children are running amok.

It should be noted however, that local newspapers were considered by teaching staff to
present more accurately the experiences of teachers and their schools. A teacher at Gillan
high school compared national and regional newspapers and concluded that ‘the local
news is a little bit better because they have been telling us, recently, about schools that
have improved and I think that helps to raise the status of teachers’.

Another factor that helped shaped a perceived negative perception and reduction in
teacher status was the difficulty of measuring the ‘outputs’ of teachers’ work. The deputy
headteacher at Sir Henry Hadow College explained, ‘I/’ve always felt that education is
onto a loser because we haven'’t got an immediate identifiable product’. In Flint Marsh
Primary School, a teacher expressed the difficulty of ranking professions, ‘we don’t save
lives, we don’t have evident profits and attempts to measure in targets is double-edged ...
it’s never an opportunity for praise’. Another stated, ‘financial experts in the city, that
sort of thing, they earn millions of pounds. We don’t have anything that says we 've made
this amount of profit at the end of the year do we?’ And another confirmed, ‘how do you
measure what a child’s done? You can’t measure it’.

Although the eroded status of teaching was mentioned, in some schools, such as Asquith
Primary School, it was rationalised with recourse to the explanations given in question 1.
A teacher there said:

everybody’s under pressure ... in the NHS, and its difficult to compare as I have
always been in teaching ... You 're in your own world really and it’s very different
to the world that’s out there and I can’t compare to other people. Yes, other
people in other jobs might have a better staffroom where they can meet each
other but that sort of thing doesn’t bother me. I enjoy working with the children
and the day I don’t is the day I leave. To me, that’s the most important thing, the
relationship with the children.

In Flint Cross, the deputy headteacher also felt that teachers had become more
professional in the public eye:

1 think that Primary School teachers 10 years ago, were seen more as... the woman
with Jesus boots, and the old mac, and probably a fag hanging out of their mouth.
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Over the last 10 years I do think that we 've become more professional, and we have
sold ourselves better. And I guess the GTC as it were, does a little bit more of that.

How does differentiation within the teaching body impact on different teachers’
status?

a) Role Differentiation

Given the importance of internal sources of esteem, teachers particularly expressed how
they felt higher status a result of adopting particular positions, mainly because this meant
that they were sought out by peers for advice. Two primary schools in particular stand
out as workplaces where members of staff feel valued: Douglas House Primary School
and Flint Marsh Primary School. In both schools, ‘extra’ responsibilities were allocated
to teachers at various levels across the school hierarchy. In Douglas House Primary
School, for example, one teacher in the senior management team led a ‘behaviour day’
for fifty people and explained that it, ‘very much enhanced my professional expertise’. In
the same school, an AST had been involved in a ‘Big Writing’ initiative which ‘has had
an effect on the way colleagues view me. Everyone has thought it was a brilliant idea and
has come to me for advice and to watch some of my lessons’. Although it took her ‘out of
her comfort zone’ she said, ‘I suppose everyone else had respected me more for doing
that’. The consultancy responsibilities that accompany the AST role had done much for
the self-esteem of a teacher at Ashley Cooper who said, ‘I think I'm respected, I don'’t
think there’s anybody who doesn’t respect me as a teacher ... They know that you don’t
get to become a consultant or AST if you haven’t got a good level of teaching skills and
ideas’. A female teacher in senior management also explained:

This is a new role. I'm Team Leader for TAs. The new role has given extra work
but it’s also given me a clearly defined role within the SMT - that’s good in terms
of status amongst colleagues - they know who to come fto.

In Flint Marsh Primary School, the school similarly gives lots of people differential
responsibilities, through devolved leadership, which gives enhanced status. For instance,
whilst the deputy headteacher was on maternity leave, the task was divided between six
teachers to give them the opportunity to experience some of the responsibilities
associated with the role. This has positive ramifications for teachers’ status, as the
Assessment co-ordinator there explained, ‘You 're seen in school as a good leader, as a
good practitioner as well. So I think that does lift up your own self-esteem’. Teachers
there refer to how there is a sharing of responsibility and good practice, which means
they feel ‘depended upon’, or “viewed as being trusted’ rather than being ‘purely
responsive to the headteacher’s vision” (Mahoney and Hextall 2000: 87).

Of course, the degree of role differentiation is contingent on the scale of the school.
Particularly for smaller primary schools, the roles are divided between fewer staff. In
Crosland Primary School, however the smaller scale was perceived by a teacher as an
advantage, in that she was given opportunities to do tasks that would normally go to
more experienced staff in a larger school. Again, this was expressed in terms of
relationships with peers: ‘I feel as though I'm being heard, I feel as though I'm making a
positive impact on people, I'm actually able to support them’.
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b) Type of School

Although this is investigated in more detail in Part III, it emerged from the research that
the branding of schools through the specialist school initiative had some effect on the
status of teachers within the school. Sir Henry Hadow College was rebranded as a
specialist college, and the exercise was positively evaluated, because it created a
common motivation for staff. According to an NQT there, its impacts have been
‘enormous’. The headteacher comments, ‘the staff have embraced the concept and
recognized it as an opportunity for all to aspire to something different and be seen
differently’. Another headteacher (Trevelyan High) confirmed the positive impact that
such changes have on a school, explaining, ‘Specialist schools has had an impact on the
status and prestige, that is partly why they go for specialist status, so that raises the
profile of a school’. However, this is by no means always the case. For Elton
Community College their specialist status as a technology college is somewhat ‘a
standing joke’ due to their out of date ICT equipment.

These issues relate not only to the general branding of the school but the effect of the
physical environment, buildings and resources on staff satisfaction. At Flint Marsh
Primary School, a number of comments reflected the pride teachers had in the school
buildings, as one described, ‘It’s brilliant and lovely in there. Our sports hall is lovely
and we’ve got new buildings coming up as well’. However, interviews at the other three
schools, Elton Community College, Asquith Primary School and Balfour Primary School
reflected concerns about fund allocation. One teacher at Elton community College
complained that most of her teaching was in mobile classrooms with limited facilities. In
particular, Balfour Primary School was a school that has suffered cuts to their resources.
A teacher even mentioned, ‘Last year we ran out of pencils and one of the governors had
to go to IKEA and get all the stubby little pencils for the children to use for SATs. It
drives you mad’.

The pressure on resources leads to feelings of demoralisation; the headteacher at the
school felt undervalued, citing an instance when she was refused permission to decorate
her room by governors. She said, ‘...and somebody said ‘well isn’t getting the toilets
done more important?’ and it was dropped. At the time nobody knew I was thinking
about leaving and I was actually quite hurt, so that says something about status doesn’t
it?’ She also commented how the lack of funds meant that she was unable to pay for a
headteacher’s secretary and had funding for a bursar only one day a month. Her role had
expanded significantly, and she commented, ‘I resent it. I'm trained to teach, I'm not a
trained accountant’.

A number of staff in schools commented that there was an interesting link between
resources, children’s behaviour/performance and staff satisfaction. In Sir Henry Hadow
College, a teacher suggested that the funding as a specialist college and new school
uniform has ‘definitely made a difference on behaviour’. At Gillan High School, a
teacher commented on how he gained satisfaction from improving the IT room, and that
‘everyone who taught it said to me, ‘the children have come in with a definite positive
attitude because theyve got new computers’. Conversely, pressures on resources are thus
felt to have important knock-on effects; a teacher at Elton Community College referred
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to how it ‘is depressing to give out tatty textbooks’ whilst at the other extreme, a newly
qualified teacher at Sir Henry Hadow College commented,

For me it’s very exciting, Arts status aside, as I'm learning loads myself and that
raises my status. Because of interactive whiteboards, it’s now in my interest to
know how to design websites for students, to create a webpage for their
homework etc. all those software programmes I can use, and that raises my status
as I need more skills to do my job effectively.

The phase of the schools is also influential for teacher status. A teacher at Asquith
Primary School felt the difference in non-contact time means that primary school
teachers have to juggle too many jobs. At Douglas House Primary School a governor felt
that primary schools were a ‘Cinderella’ and that secondary schools were able to
embrace new developments more easily because they had more funding. In addition to
differences in funding, primary school teaching was seen externally as less demanding.
At Douglas House Primary School a teacher mentioned that ‘especially in the primary
sector — we can be seen more as childcare’, a point of view echoed by another who felt
secondary school teachers got more respect. However, within secondary schools
themselves, primary school teaching was seen as enabling staff to benefit from positive
perceptions by parents. The deputy headteacher at Sir Henry Hadow College explained,

[parents are] less tolerant of secondary. Primary school teachers are seen as
mostly women in a ‘nice mothering role’. They see secondary teachers though
eyes that perhaps relate to their own experiences of school.

c) Age

Interviews in some larger secondary schools indicated that there was potentially a
cleavage in attitudes between younger and older teachers. The ‘older’ teacher workforce
at Sir Alec Clegg Infants felt they benefited from mutual support through living through
life events over many years. And the deputy headteacher at Ellen Wilkinson saw a clear
difference between younger teachers conforming to government expectations and more
independent thinking older teachers. He explained,

What they’re looking for in younger teachers is flexible people, who follow
instructions, aren’t quite as professional as they used to be and good operatives
who will operate the very carefully detailed manuals that they’re given without
too much bother... Younger teachers are extremely committed and obedient to the
government approaches. They seem very well trained but don’t have

independence of spirit there perhaps needs to be ... The young ones are a very
different breed.

At Douglas House, the Chair of governors felt that the calibre of NQTs is superior as
they are knowledgeable and confident, and take being inspected in their stride. In Elton
Community College, the younger members of staff were also seen by a TA as more
tolerant and broadminded, whilst older teachers were viewed as less flexible, and as the
headteacher described, were deemed to find it harder to adapt to prescription. One
younger female teacher felt that this was perhaps explained by the older teachers’
feelings of physical exhaustion from dealing with students’ behaviour, as well as the fact
that more established staff had more managerial roles. This reduced their contact with
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students, whilst they were also perhaps, ‘less interested in the problems of fifteen year
olds’. A male NQT in the school also commented on the demoralisation and cynicism of
older staff and expressed hopes that he himself could avoid becoming ‘jaded’ in the
future. Whilst he described himself as idealistic however, he does not see teaching as a
vocation for life and suggested that he might leave because of the long hours.

In Sir Henry Hadow College, a newly qualified teacher suggested that the motivations for
younger staff, such as himself, are financial. However, this same teacher chose to come
to a ‘difficult’ school because of the challenges it presented, thus this orientation does not
replace vocational commitment:

And offering money for training, it’s made a massive difference. Look at all the
people who are coming in - I'm the youngest NQOT, almost 27, five years ago,
would that have been the case? I was shocked that I was one of the youngest, that
means a lot of people are coming in from other jobs, and that’s directly because
it’s more attractive financially....People need, if they 're coming from business, to
see 10-20 years down the line, that they can earn the sort of salary that they think
would be interesting. Before there were only headships and deputy headships,
now there’s ASTs, all sorts of liaison posts, Academies, lots more avenues for
earning more because you ’'ve got more responsibility. It’s finance, it’s the bottom
line.

d) The Status of Subjects

It was expected that secondary school teachers would attribute derive status from their
role as subject teachers, so the research explored whether there was a relationship
between subject identity and status. No strong consensus about this was apparent. There
were some suggestions that teachers of core subjects were of higher status than others,
but rather more suggestions that subject did not influence status at all.

Summary

The culture of teachers and the structure of rewards do not emphasize the
acquisition of extrinsic rewards. The traditions of teaching make people who seek
money, prestige, or power somewhat suspect, the characteristic style in public
education is to mute personal ambition. The service ideal has extolled the virtue
of giving more than one receives; the model teacher has been ‘dedicated’ (Lortie,
1975: 102).

The evidence presented here on teachers perceptions of their status, and their
explanations of the sources and variability in teacher status suggests that despite a
number of external interventions, Lortie’s (1975) research findings continue to be salient
in the present climate. Teachers sense of their own status is strongly linked to ‘psychic
rewards’; the vocational satisfactions from teaching and longer-term moral outcomes
anticipated through their work. Second, although personal satisfaction remains
paramount, there is considerable evidence that esteem in derived mainly from other staff,
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particularly when there is clear role differentiation. This inward-looking orientation
however can mean some teachers are vulnerable to lower status when working within the
particular school environments. There is also a risk that different orientations to teaching
may cause friction particularly between older and younger staff, although on the whole,
systems in which role differentiation is used within a democratic environment of
collegial support, feedback and shared leadership is where teachers appear the happiest.
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CHAPTER 8: INTERNAL SCHOOL RELATIONS AND TEACHER STATUS

Overview

This chapter is guided by the project’s second aim and focuses particularly on how one
important factor: working relationships and conditions influence teacher status. In
particular, the research coincided with the implementation of the (2003) Raising
Standards and Tackling Workload: A National Agreement policy initiative which
provides for teaching assistants and Higher Level Teaching Assistants (HLTA) to take
over a wide range of administrative and secretarial tasks from teachers. When fully
implemented, it provides for cover to allow teachers to spend 10 per cent of their time to
carry out planning, preparation and assessment (PPA). By reducing teachers’ workloads
and improving their work-life balance, this potentially affects the status of teachers. The
Chapter examines teachers’ reactions towards the strategies that different schools have
adopted in response to school workforce reform, and exposes the ability of the policy
interventions to enhance or decrease teachers’ self-esteem and professional ability. The
chapter is structured around three main questions, which ask:

1. How have case study schools moved towards improving teachers’ workloads and
what impacts has this had on their status?

2. Do teachers feel that teachers’ pay and performance management will enhance
their status?

3. What influence do participants think the implementation of such reforms might
have on teacher status?

The main findings of the chapter are as follows:

* Many teachers valued the relief from mundane administrative responsibilities
offered through the workforce reform agenda and most teachers welcomed the
immediate benefits to their work-life balance.

*  Whilst teachers welcomed the opportunity to focus more of their time on teaching
and learning activities most felt that the remodelling agenda and requirement for
schools to provide PPA time for their teachers relied upon a financially
unsustainable strategy, which might not enhance their status in the long run.

* The reality of PPA, particularly in schools which have been underperforming,
proved frustrating for some teachers, who simply received new duties and
responsibilities.

* Teachers expressed dissatisfaction with their salaries, feeling that they were not
commensurate with the work they do. Pay initiatives based on teachers’
performance caused confusion among teachers, who also considered such policies
to be divisive and demoralising.
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The Evidence

How have case study schools moved towards improving teachers’ workloads and what
impacts has this had on their status?

Among the primary schools, Flint Marsh Primary School and Douglas House Primary
School were the most positive about improvements in work-life balance. At Douglas
House Primary School an AST felt that teaching was, ‘Good fun. Everyone pulls
together, we work well as a team, [with] different strengths. Hard work but I enjoy
coming to school — it is a happy school’. Remodelling was greeted positively; the
headteacher thought that the ‘use of TAs [is] brilliant ... a great idea’. However, this was
qualified with a concern expressed also by a TA, that, ‘the general public may not like it
— they already think teachers have it soft. But school will make it work’. Another
suggested that it had caused confusion, and was concerned that TAs may be ‘used for
supply cover in some schools’.

Teaching assistants at other primary schools, including Crosland, were upbeat about the
new working arrangements. A TA at Underwood also thought that the strategy was
‘brilliant for teaching’ and although she felt TAs were underpaid, she felt the money was
‘neither here nor there, it’s pence’, because she did the work as she enjoyed it. A teacher
at William Edward was grateful for the relief from what she saw as more mundane tasks,
although again had reservations about the initiative’s sustainability. She said of the
reforms, ‘wonderful, haven'’t touched a photocopier in months, brilliant, I love it. But the
government haven'’t thought it through, they’re not going to be able to finance it next
year’.

In Flint Marsh Primary, a larger than average primary school, PPA time and the use of
LSA* support were already well established. Each teacher had 10 per cent non-contact
time per week and participants spoke of ‘work-life balance’ with pride, just as they
might talk about an achievement, or a long desired acquisition: ‘This school is fantastic. 1
mean we’ve got a thing called ‘work-life balance’ here’ (TA, Flint Marsh Primary
School). The deputy elucidated how this had been achieved,

From the point of view of the work-life balance weve looked specifically at that,
and we 're one of the lead schools in the borough at that because we’ve got lots of
things in place that will be statutory, like [in] three years , we’ve been doing it
for the last ten | ... we’ve really focused on what we’re doing. We’ve looked at
our meetings and meeting times, which are training and development, but if
there’s nothing firm on the agenda, what’s the point of having a meeting?

Our second visit almost a year later showed similar attitudes: ‘I think we've put a lot of
effort this past year into the work-life balance and that’s made a huge difference’
(SENCO and literacy coordinator). The ‘work’ on work-life balance included a ‘work-
life committee’ which took a pro-active role by arranging social events for all staff, such
as yoga, bowling, a netball team, theatre trips, even a trip to France, as well as providing
help with domestic chores such as ironing, car cleaning and car maintenance. Generally,
this helped raise the status of staff, as they felt valued. As shown in Chapter 7, much of

** LSA, Learning Support Assistant was the job title used by the school
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this could be explained by the internal acknowledgement of their achievements, as the
deputy headteacher pointed out:

1 think we celebrate people’s achievements as a school. And I think we do praise.
We're not kind of American in the sense of putting the best teacher of the month
in our newsletter sort of thing ... it’s not the British way!” So we don’t do
anything like that but we are very supportive

However, although work-life balance was acclaimed, there were mixed views about roles
and responsibilities. Teachers appreciated not having to do the mundane administrative
tasks, but at the same time, TAs were beginning to experience work overload. One
expressed:

And obviously weve started taking on more of the teacher’s tasks as well in the
way of paperwork: photocopying. So were sort of getting no extra money for that
so it’s a bit ... obviously the teachers work 24-plus [but]...I think the LSAs are
feeling quite pressured ... when we seem to be getting so much more work for not
more money... my workload has doubled since I started ... I think that’s where we
lose a lot — A lot of us are not recognised and ... feel that we are not being looked
at as professional people.

This view was repeated at another secondary school, where, according to a TA, the
teachers were happy, but the administrators, having had some assertiveness training, felt
that ‘teachers are being paid money for old rope and more and more is being loaded on
to them for no salary increase.” Teachers referred to the ‘friendly atmosphere ... no lack
of will to do things ... with a range of people prepared to lead with confidence in an
environment of no threat. There is no blame culture’. But a TA warned ‘there are cracks
in the plaster’ because the SMT did not listen to administrators.

Doubts from other teachers were raised about the negative impact of the remodelling
proposals on their status,

This idea that learning support assistants can take a class I think is doing a huge
disservice to the teaching profession. A learning support assistant cannot take a
class. A LSA has their own role and ... when they see a teacher teaching ... they
don’t see what goes on behind ... all the hours of preparations, all the planning,
all the knowledge that goes into why you are doing something ...1 find it insulting
that a government can think that ... I've spent all those years training and
somebody who hasn’t can come in and do just as well as I can do. I find it a huge
insult’ (T Literacy/SENCO visit 2)

This view was also shared by a teacher with school governor responsibilities at
Whitbreads. Discussing government initiatives, she felt the reforms ‘affect/s] your self-
esteem and how you are perceived ... You've trained for all those years, and it seems
they can put somebody...who amounts to a parent helper in our place’.

** This teacher had been on a US exchange and observed ‘great practice like that!’
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Much concern rested on the practicability of the reforms. Even in the progressive, and
indeed entrepreneurial, Flint Marsh school, the reforms were not seen as ideal. According
to the deputy headteacher, ‘It’s a little bit difficult to put in place like they want it to be
put in place’, but she conceded that, ‘The principle is right.” Further doubts about the
reforms were aired by the headteacher and deputy headteacher at Sir Alec Clegg, where
concern was raised about having sufficient resources to train and remunerate teaching
assistants to cover classes. The headteacher asked:

Who's going to give cover? Are we going to be able to pay our CSAs enough to do
a class responsibility? Are we going to train them effectively? And who’s going to
pay for it? Do they want it? Because some don’t do they? If they did they’d go and
be teachers ... and get paid for it’.

Similarly at Crosland, a small primary school where the reforms were well received, the
Government’s scheme was considered ‘unworkable’ by the assistant headteacher. Here
most of the TAs were also lunch-time supervisors who ‘only get a half~hour break a
day’. In contrast to the previous school, TAs frequently supervised classes and were
doing so before the government reforms. One TA had been put in charge of the TA team
and commented that this had raised her sense of status, and that ‘you really notice it when
you go on courses or you meet TAs from other schools, that really our status in the
school is quite high’.

At the other end of the scale, staff at Balfour Primary School, a school facing recent
difficulties, with extremely challenging children, seemed unable to envisage a
satisfactory work-life balance. All referred to a sense of workload increasing, and one
teacher could not see how this could be reduced as long as there were SATs. Experienced
teachers and NQT alike felt ‘bogged down by paperwork’ and some teachers even felt
that TA support apparently created extra pressure to prepare for the TAs. The NQT
described the effects, as she said: ‘I affects your personal life but it’s like an addiction
... You can’t live with it and you can’t give it up’ (NQT).

An experienced teacher at Balfour also expressed the view that TAs “... are great! At the
most they could keep order, but they re not going to give a good lesson. It’s a joke!” Lack
of money seemed to be the underlying obstacle to improvements of all kinds. The
headteacher had no secretary and, as she put it, having trained to teach, resented having
to be an accountant. She likened her work-life ‘balance’ to feeling ‘like a bit of elastic’,
under tension from both ends. A parent described how a previous teacher had left on the
verge of a nervous breakdown; a governor went home after a morning in school feeling
‘completely frazzled’ and such views contributed to an overwhelming sense of overwork.

Among the secondary schools, generally positive attitudes to the reforms emerged but
there were again strong evident concerns about funding and very different approaches to
implementation. In an enterprising, successful beacon middle school, Gillan High, the
threat of disruption posed by the proposed reforms was perceived at all levels. A teacher
said,

The idea of putting classroom assistants into classroom — I have serious doubts

about that. It would be lovely to have more time to do things, but again it gives
the impression out that anyone can come in and teach.
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She continued:

... the idea is teachers go away and plan it, but to my mind my favourite bit of the
job is teaching the lesson. We have spent four years at university learning to do
this job.

A head of year similarly said:

They ’re up for it certainly, they want to do it and I’d be quite happy to let them do
it. I would be concerned that there are times with behaviour issues and there are
those people the children know of as classroom assistants and in the children’s
eyes they have a different status from a teacher’s, and they do... Children
respond differently to them.

Another prevalent view here was that although the shift of many administrative tasks to
TAs and ‘the office’ had been a major improvement, new DfES requirements had
instantly moved in to fill the space. An associate headteacher, for example, listed the
stream of new ‘audits and memos’ relating to health and safety, CRB checks and training
for adults other than teachers. Despite the benefits of workforce reform, he felt that these
were ‘conspiring against us to make us busier and do more things’. As a PE teacher, he
pointed to his unpaid, altruistically motivated, extra-curricular responsibilities: ‘people
have done it over time because they were interested in sport when they were young and
people did it for them’. Reluctantly, he was now beginning to question whether it was
worth the increased paperwork involved.

A parent who was a member of the school support staff also expressed some of the
doubts she held about TAs teaching:

As a parent I would be somewhat concerned because I think I'm sending my child
to school to receive the best education, the best teaching, the best service that 1
can possibly obtain ... I think well ... if it’s not going to be a teacher with all this
training, experience and qualifications then why would I send him to school? I
could do it myself.

Similar pictures emerged from two more secondary schools. At Sir Henry Hadow
College, the reforms were seen as positive in principle and the headteacher felt that the
school was ‘a long way down the line’. However, they raised concerns that jobs, such as
putting up displays which reflected their professionalism would be lost, and that second,
‘we can’t afford it ... when it gets to September 2005 where everybody is going to have
that 10% time ... we re not going to get that money’. It was the matter of professionalism
that worried the headteacher at Fulmar, as they explained:

I actually feel that a lot of the workforce reform measures have a
deprofessionalising [effect for] the profession ...What they [the unions] want is
for teachers not to do any kind of cover over the next few years. Bringing in
supply teachers to do that would cause so much more hassle for our staff because
the kids would not accept them and it is much easier for us to cover ourselves. We
are going to find creative ways around it. The government are not putting enough
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money into the initiative to support it, and it will work badly, although I like the
concept.’

By our second visit, the school had achieved specialist school status and changed its
name. Then, a TA was working as an unqualified ‘inclusion coordinator’ and found that
she was treated very professionally by teachers and heads of year. The headteacher
attributed the different skills to teachers and TAs:

a TA may have tremendous skills working with young people on the pastoral and
welfare side but the salary may be £10,000+ less than a teacher who might have
plotted that route. ... [but] ... there are many teachers who do not have the
development skills to work with children in the same way a TA does.

The overriding impression from the data from all schools is that they welcome the
principle but question the means. There was particularly concern that TAs workloads had
increased, that their pay was inadequate and that some of the gains in work-life balance
for teachers were soon being lost in more paperwork or administration. This is reflected
in some comments by a teacher that ‘Some people work very hard for very little money -
the Classroom Support Assistants (CSA)’, whilst another commented, ‘A CS4 is like
another teacher [but it’s] a pittance that she’s earning‘. Perhaps the concern for others’
status is not surprising since any individual can discuss another person’s status
legitimately but can only speculate about the status or esteem in which s/he feels they are
held. However, this mutual concern could be regarded as evidence of established,
functioning status and solidarity norms, which might augur well for negotiated
realignment of roles. However, where existing relations were dysfunctional or beginning
to fracture, workforce reform presented greater difficulties.

Do teachers feel that teachers’ pay and performance management will enhance their
status?

Personal wealth is regarded by many as one indicator of social status, and in the past, low
pay has been a recurrent theme associated with the teaching profession in the media
(Cunningham, 1992). As Hoyle (2001) has pointed out, however, the sheer number of
teachers as public servants has placed a limit on the pay levels teachers can achieve. The
introduction of performance management (PM) for teachers in 1999, linked to pay and
professional development represented a radical assault on the principle that teachers,
once qualified, conformed to a common national pay scale. It introduced greater
extrinsic motivation for teachers to develop their careers by linking a higher rate of pay
to evidence to be provided by the teacher of performance against eight teaching
‘standards’. In practice, however, progress to the upper pay scale is limited by the
school’s ability to pay. Mahoney et al.’s (2004) research on the emotional impact of the
introduction of PM revealed its negative effects to be ‘underestimated’. They concluded
that ‘managed well and leaving pay aside, a developmentally oriented system of
performance management linked with opportunities for further professional learning’
was welcomed by teachers. Unfortunately, ‘failure to gauge how the policy would be
interpreted by teachers, within a specific political and historical context, merely served
to further disillusion, not ‘motivate’ [teachers]’.
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In our case studies, participants, whatever their role, were unanimous that teachers’
salaries are not commensurate with their responsibilities. However, there was widespread
confusion about performance management, which suggested that thus far, it had not had
the desired effects on status. In one large primary school, performance management was
greeted positively by the deputy headteacher and a governor said ‘In terms of retention,
initiatives like PRP and ASTs have helped us reward people and this has had an impact’.
However, the threshold arrangements were described by a primary headteacher (Asquith
Primary School) as ‘a fiasco’. Rather than rewarding the commitment and work of
teachers in school, they had ‘caused unnecessary heartache to the majority of teachers.’
Nevertheless, after commenting on the heavy time commitment and divisiveness of the
scheme, the headteacher went on to say that,

We will make the best of situations and we will turn things around, so as with
performance management, we will make it a positive experience. So we will look
at ways in which it could help to enhance the curriculum. We may be looking at
such exciting things as bringing in modern foreign languages tutor, so we need
the funding.

In another primary the deputy headteacher again regarded performance related pay as
‘Negative, confusing, were still not sure if teachers’ pay can be docked for classroom
performance, based on results at the end of the year ... particularly in the SATs class‘.
She continued, ‘If done properly, [however] it can be used as a way of supporting poor
teachers ... The theory of performance related pay is good because you get tired of
carrying people ... but [that is] being used well ... [It can be] used as a means to beat
teachers’. This teacher noted also that teacher status in Ireland is much better than in
England (an observation endorsed by the OECD survey (Santiago, 2005)), because of
shorter hours and the fact that ‘Teachers were paid to meet parents after school hours’.
This resonates with the view of a school governor, who suggested that ‘... to regard
teachers on a leve