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ABSTRACT 

This dissertation investigates teacher conceptions of professional ethics and 

professional codes, following a period of substantive change in the management of 

secondary schools and the education of the professional community. The research 

draws on the theories of professions and ethics to understand how and in what ways 

teachers may differentiate between the moral decisions they make in professional 

practice from those made in their ordinary lives. In particular the research questions 

whether it is possible to contemplate normative ethics for educationalists and aims to 

determine the principles and basic moral norms which may guide their ethical 

judgements. The research examines the ways in which recent reforms may have 

contributed to an increase in the moral dimensions of teaching leading to some 

educational commentators propounding the need for a professional code. Drawing 

the issues together, the foci of the empirical investigation is in four areas - 

conceptions of professional ethics, professional behaviour, professional codes and 

learning to 'behave professionally'. The work is based on an exploratory study in two 

LEAs in Wales which provide the basis for continued study on professional ethics 

and teaching. The findings suggest that it is possible to contemplate normative ethics 

for teachers. with both a willingness and desire by the research sample to objectify 

and explicate standards of teachers' professional behaviour in a professional code 

which holds national status and endorsement. Through the adoption of a 

phenomenological methodology, this research has enabled secondary school teachers 

to have a voice in the shaping of knowledge about professional behaviour. In doing 

so the research contributes to the understanding of teacher professionality as well as 

specified ethics. 
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INTRODUCTION 

Professional ethics in both private and public sector occupations is currently a topic 

of considerable debate. At a macro level the impetus for this debate can be largely 

viewed as three-dimensional. The first dimension is changes in society and the 

challenge to the prestige, power and control of the long-established professions 

manifest through increasingly-informed client and consumer groups, as well as the 

expanded intervention of government. The second dimension is the escalating 

number of occupations aspiring to professional status and the final dimension is at a 

theoretical level in the study of ethics and professionalism, i. e. discussing what it is 

to conceptualise ethics within a particular group or activity, as well as the 

implications for the occupational control of work. The dimensions are interrelated, as 

such, systematic treatment of professional ethics proves difficult, yet, interest is both 

more prevalent and concentrated than in the past. Teaching is no exception to this 

expanded and sustained interest. 

Strike and Ternasky (1993: 3) suggest that the level of interest in teaching is fuelled 

by two further dimensions, firstly by notable cases of misconduct which can increase 

the demand for training in ethics, and secondly by the increased willingness to see 

teaching as a" moral craft" as opposed to a "technical endeavour ". Despite this 

level of interest, the concept of professional ethics in teaching is difficult to get to 

grips with. Part of the reason for this is the generative nature of the issue and the lack 

of empirical investigation in professional ethics within the occupational group. 

Simply, the relative range of topics and inquiry addressed in analysis make it difficult 

to pin down its essentials which rest in complex, contested theory. The application of 



the term professional itself raises debate of whether or not teaching is a profession. 

Further, a distinction is drawn between two differing, yet interrelated, concepts of 

professionalism, (i) the set of strategies to improve status and reward and (ii) 

improving the quality of practitioners -a term Hoyle (1974) refers to as 

professionality. The focus of this research study is the latter - professionality. The 

term is used as a central focal point to address interactionist issues, i. e. what teachers 

do not what they are. In this sense the issues of concern are not about being 

professional but about behaving professionally. In semantic terms it is connotative- 

content analysis, concerned with improving the service, i. e. the skills, knowledge, 

understanding and behaviours exerted on behalf of clients, rather than improving 

status. 

A body of knowledge surrounding the professionalisation of teachers in England and 

Wales already exists, (see for example Larson: 1977, Ozga and Lawn : 198 1, Becher, 

ed. : 1994, Hoyle and John : 1995). Collectively these texts provide a valuable insight 

into the concepts of the professionalisation, de-professionalisation and new 

professionalism of teachers. However, there is a gap where little research has been 

undertaken which explicitly examines the professionality of teachers, particularly in 

their understanding of and perceptive response to `Behaving professionally'. In part 

this gap is currently being filled by the major research study directed by Helsby 

(1995), which attempts to develop a grounded theory of teacher professionalism 

through exploring teachers' understanding of both what it means to be professional 

and professional behaviour. The study is beneficial in describing characteristics of 

professional behaviour amongst generalised, occupational groups yet does not 
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consider the norms, values and principles, i. e. the professional ethics, which govern 

teachers alone. To forward both knowledge and practice this study will explore the 

concept of professional ethics - what teachers understand by the term, how they 

characterise what it is to `Behave professionally' and how they learn about the 

professional ethics which may govern their behaviour. Further, at a time when the 

General Teaching Council [England and Wales] (1996) is exploring the ethical 

principles which denote the profession of teaching, manifest in an overt statement 

which makes teachers' implicit values explicit, (Thompson: 1995), it is apposite to 

research teacher responses to such a statement as well as identifying what they 

perceive are the possible implications for their professional education. 

From the outset it should be noted that one of the limitations of this small-scale study 

is that it is focused exclusively on public-sector secondary school teachers. Granted 

that empirical investigation in this field is currently scarce, there has necessarily to be 

a starting point. It is therefore anticipated that the issues generated from this study 

will form the basis for wider exploration in other phases and sectors of education in 

the future. 

The substantive aims of the research study are as follows: 

(i) to conduct an exploratory study in two LEAs in Wales which may 

provide the basis for continued study on professional ethics in 

teaching; 

(ii) to analyse the response of a sample of novice, expert and head 

teachers in secondary schools to: 



" the concept of professional ethics, 

professional behaviour, 

"a professional code, and, 

" learning in this domain. 

In meeting these aims there is a need to ask a number of conceptual and elementary 

questions. Firstly, the very concept we may hold of profession may well shape our 

thinking of professional ethics, therefore a working understanding of the term 

`Profession' is needed before we can focus on developing a cognitive framework to 

explore professional ethics and why it is an issue of importance in teaching. In 

considering grounds of the significance of this topic, reflection will be made on the 

professional role of teachers with specific attention to the relationship which occurs 

between them and those whose interests they are engaged to serve. Explicit in this 

discussion will be the contemporary challenges teachers face to their professional 

practice and professional cultures including matters surrounding autonomy, 

professional knowledge and learning, an inquiry which will be carried forward to 

explore current forms of accountability and analysis of their sufficiency in relation 

to teaching and professional ethics. Claims will be made regarding the restrictive 

nature of these current forms of accountability, leading to some educationalists 

contending that there is a need for an agreed, national statement of ethical principles 

and/or a professional code of conduct for teachers. Such a contention is not without 

difficulty and requires thorough investigation. Appropriately the rationale for this 

claim will be addressed, as well as the various problems that can arise with codes and 



how a professional code might be useful in raising the quality of service provided by 

teachers. 

A draft `Statement of Ethical Principles for the Teaching Profession' (GTC [England 

and Wales] 1996) is already in existence and this will be integrated appropriately in 

the instrument design of the research method for the empirical investigation. 

The analysis of the teachers' responses will cover both description and theory as well 

as implications for practice. The descriptive elements will focus on how much 

commonality and/or variation exists within differing groups of secondary school 

teachers' understanding of professional ethics and behaving professionally, plus 

identification of the main sources of learning in this area. The theoretical 

consideration will be an attempt to build on this analysis to contemplate normative 

ethics in teaching. It is anticipated that the practical implications of the study will 

inform the need - or otherwise - formally to educate teachers in professional ethics as 

well as provide direction to how this might appropriately take place. 

The overall conclusion of the study will be concerned with a sufficiency model of 

professional ethics for teachers. Though the limitations of the study will be 

acknowledged there is nevertheless an expectation that the research will contribute to 

continued debate on the wider, complex issue of the professionalism of teachers. 



1 Profession and Professional Ethics 

This study is concerned with the principles and boundaries which govern 
teachers'professional behaviour. It is important to stress from the outset 
that professional ethics in teaching is a complex subject and is influenced by 
many variables; accordingly in advance of addressing specific issues we 
need to understand the conceptual and foundational questions which sustain 
this topic. This chapter focuses on the concepts of profession, ethics and 
professional ethics in order to construct a theoretical framework which can 
be usefully applied to approach the study. It is vital to note that the 
conceptual issues are not altogether separable since the very concept we may 
have of profession and the role of professionals may shape our 
understanding of professional ethics. 

The concept of profession 

The term `Profession' and associated semantics is widely used in everyday discourse 

yet for theorists it remains a complex, contested and changing concept with no 

absolute agreement on definition. The source of this discord rests with both 

historical and emerging theory concerning how professions should be defined. 

Sociological approaches to the concept go back as far as Flexner (1915) with use of 

the ̀ Criterion approach' to distinguish which occupations should be called 

professions. Simplistically, it was considered that professions could be defined as 

distinct occupations with a certain set of criteria or features which distinguished them 

from others. Typical amongst these features was delivery of an esoteric service 

determined by knowledge and high skill (Hughes: 1963). The problem with this 

approach is that multifarious groups of sociologists emphasised quite different 

features of the professions; for example Lieberman (1956), identified essential 

characteristics including autonomy, responsibility and self-governing practitioners 

whilst economists such as Friedman (1962), demonstrated a jack of consensus with 



these criteria by denigrating organised self-government as closed and monopolistic. 

Thus, although there is considerable overlap evidenced in different lists of 

components of a profession, there remains an enduring lack of agreement about a 

coherent set of criteria which can be used conceptually for definition and theory 

purposes. This has led to theorists, such as Freidson (1994: 15'), suggesting that "We 

cannot develop theory if we are not certain what we are talking about. " 

So how are we to understand the concept of profession? In addition to the criterion 

approach three other approaches will be considered before contextualising the use of 

the term in this study. 

One approach is referred to as the `Critical approach' emerging in the 1960s, in 

stark contrast to the phenomenon of a profession listed by criteria. Essentially, the 

critical approach maintains the espousal of a profession as either a concrete or 

ideological model characterised by criteria is an ideology that is self-serving - not 

client or service-interested, but self-interested - leading to the concept of both 

professional and privileged status. Underpinning most of the critical approach is the 

view that the professions are distinctive only in terms of their power and the ideology 

of professionalism. In a sociological analysis of the rise of professionalism, Larson 

(1977) propounds that the professions created a market and generated organisations 

and institutions to support this market evidenced through, for example, closure; i. e. 

creating a boundary around the profession to decide who does or does not practice. 

The contention is that this leads to a high degree of autonomy and remuneration. 

Critics suggest that autonomy, particularly related to control of entry as well as 
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professional conduct, is a defence against accountability with professional 

associations tending to provide subjective services for their members and 

objectifying the client. Perkin (1989: 350), suggests that teachers have been unable 

to achieve the same autonomy as "... more prestigious professions... ", largely because 

they "... overproduced themselves. " Nevertheless, in the 1990s, teaching has been 

subject to the imposition of a Citizen's Charter, congruent in structure to those 

imposed on other professions, which form in part a response from central 

Govenunent to bring the professions and the public closer together and by 

implication challenge their status in the market. 

A second approach avoids the strong theoretical perspective of profession by 

focusing on the daily practice of occupations, normally referred to as the 

`Observational' or `Interactionist' approach. In contrast to the criterion and critical 

approach the focus is on what professionals do not what they are. Emerging from 

the ̀ Chicago School', occupational sociologists such as Lortie (1975) in teaching, 

undertook sociological studies to identify what different groups of occupations do. 

Conceptually there is a difficulty with this view in that it does not attempt to 

differentiate between titles or criteria of profession and non-profession. Collectively 

the preference is for use of the term `Occupation', which Freidson (1994: 75) argues 

has been neglected in sociological theory. Freidson (1994: 79), suggests the need for 

a separate theory of occupations, not derived from organisation or class theory but 

focusing on occupational analysis - how and why occupations become organised as 

social groups and the consequence of that organisation for the division of labour. 

This approach avoids the conceptual problem of defining pr6fession and incites the 



question of whether it is possible or even desirable to do this. Freidson's (1994: 79), 

idea includes classifying occupations by source, type and degree. This very 

classification alone suggests that there must be some criteria which occupational 

groups can be categorised against and that therefore such a view could be semantic to 

the criterion approach. 

The final approach to the concept of profession considered here is the `Semantic' or 

`Dialectical', concerning how the term is used in discourse. Hoyle and John (1995: 

13) suggest that through content analysis an objective position can be taken to the 

connotations given to the word profession. Thus a continuum of semantics emerges 

ranging from denotative to connotative, symbolic and ideological. Conceptually it 

then becomes possible to uncouple such words as profession, professional, 

professionalism and professionality and to analyse their different usage in a 

theoretical context. In part this is the approach which will be used in this study. 

Profession : Identifying a framework for the study 

A requisite of any discussion about professional behaviour must explore the content 

of who a professional is whilst simultaneously evaluating their behaviour. As 

revealed here the use of definitions alone to decide professional standing is fraught 

with difficulty for no generalised definition of profession exists. The idea of 

profession is constructed in a number of distinctly different ways, ranging from the 

label attached to a limited number of occupations identified by set criteria to the daily 

semantic use denoting a strong intrinsic norm of designating who is professional. 
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Given these contrasting views there is a need to develop a framework which will 

facilitate conceptual analysis and the empirical work to be undertaken in the study. 

The approach used is to identify a cognitive map as a lens to view and analyse the 

professionality of teachers. Although the study is concerned with interactionist 

issues - what teachers do - employment of the term profession is located within the 

earlier tradition of the criterion approach. Utilisation of the term in this manner is 

not to dismiss the critical literature on the application of criteria, rather it is to 

provide a limited number of salient features in order to analyse the concept of a 

teacher's role as a professional and how it relates to professional ethics. The 

concern is to uncouple status and professionalization issues from behaving 

professionally. As such there is recognition of the controversy surrounding where 

teaching may be on the continuum of profession and comparatively an acceptance 

that it actualises some, but not all, of the criteria of the `Traditional professions' and 

may thus be regarded as a semi-profession. 

Discussion in both general and educational texts theorising about the professions and 

in particular the criterion approach, reveal a number of both distinct and overlapping 

features. Amongst the overlapping features service, knowledge, learning, autonomy 

and accountability are key elements which can be usefully analysed to provide an 

understanding of the conceptual framework in which both the profession and the 

professional ethics of teachers' rests. These five elements are not exclusive to 

teaching nor are they inclusive of all the features claimed for professional standing. 

Nevertheless they are fundamental to the occupational practice of teachers - 
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providing an accountable service with some degree of knowledge, learning and 

autonomy - and one of several approaches which may be used in considering 

professional ethics and teaching. The key elements are used here not as criteria to 

evaluate the professionalization of teachers rather as a framework or cognitive map to 

explore the concept and practice related to professional ethics and teaching in chapter 

two. 

Ethics and professional ethics: Fundamental concepts 

Application of the term professional ethics is fraught with the same degree of 

difficulty as the term profession, generating continual controversy surrounding the 

concepts of morality and ethics. Before determining an understanding of the term 

professional ethics within the study it may be useful to clarify the words ethics and 

morality which can be complex. 

Broadly, ethics is defined as the study of the nature and foundation of morality where 

morality is taken as the general term for the judgements, standards and rules 

governing how we behave towards self and others (Tschudin, 1994: 5). This 

encompasses both concrete and ideological judgements, standards and rules as well 

as motives for action. In all such judgements we apply moral norms which may be a 

rule governing behaviour or a standard of evaluation conventionally accepted within 

a particular social context or individually chosen on the basis of critical reflection. 

Essentially a person may consciously or unknowingly assimilate a set of rules or 

standards from their surroundings, or choose them themselves in order implicitly or 

explicitly to judge what is `Right' or `Wrong', `Proper' or `Improper'. With regard 
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to any such judgement the question of justification arises and ethical theory seeks to 

explore such concepts in a systematic manner. 

Ethical theory can be studied and developed in a number of ways and is generally 

divided into three approaches: 

Descriptive: concerned with an objective account of empirical 

knowledge of moral phenomena in the life of the individual and the 

structure and function of society, i. e. what is. 

Prescriptive (normative): a methodological approach attempting to 

formulate and defend basic moral norms aimed at determining what 

ought to be done. 

Analytical (metaethics): explicitly examining the semantical, 

logical and epistemological structure of moral discourse through 

analysing the meaning of the terms used in moral dialogue and 

exploring the rules of reasoning and methods of knowing, i. e. inquiry 

into the presuppositions of normative ethics. 

Whether these three fields of inquiry, specifically prescriptive and analytical ethics, 

can be distinctly separated is a matter of dispute too complex for consideration here. 

Nevertheless, for the purpose of the study collectively we can usefully consider ethics 

as more than a process for analysing the nature and content of behaviour but also, in a 
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specified sense, as the outcome of systematic enquiry. Such outcomes can manifest 

particular moral principles to govern the behaviour of an individual within a certain 

social context or grouping, for example familial or occupational. Here the principles 

of normative ethics are frequently used to deliberate specific moral problems such as 

mistreatment, discrimination and so forth. Use of ethical theory in this manner is 

regularly referred to as applied ethics with professional ethics often regarded as a 

branch within this area. This distinction is deemed by some critics as contentious, 

the argument being that the same general ethical principles apply to the problems 

within and across professions as with areas beyond professional life, for example the 

ethic of equity or justice. Further, it is contended that there is rarely a straightforward 

application of principles that mechanistically resolves the issues of professional life. 

Thus to categorise professional ethics as applied ethics can be misleading. Perhaps a 

more appropriate way of considering professional ethics is what Beauchamp and 

Bowie (1993: 8), refer to as "Specified", with the principles of a profession "... made 

more concrete for the context than applied. " Such an approach can serve two 

functions. Firstly it provides the means whereby the process of ethical theory can be 

utilised to consider specific principles which may be generated to handle the 

particular issues teachers face, and secondly it may facilitate the application of those 

principles to resolve dilemmas. In this sense professional ethics rests largely within 

the normative approach and can be considered both specified and applied. 

Common sense dictates the point that Durkheim (cited in Simpson, 1963: 118), 

makes: "The ethics of professions are localised... Thus centres of a moral life are 

formed which, although bound tip together, are distinct and the differentiation in 
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function amounts to a kind of moral polymorphism. " It is this distinction and 

differentiation that we are concerned with here. The focus rests primarily with 

prescriptive or normative ethics, determining what ought to be done, with a 

diminution of the descriptive approach of what is practiced within the context of 

teaching. 

Professional ethics and educators: philosophical approaches 

What constitutes an acceptable ethical standard of practice for teachers and by what 

authority is the standard acceptable? Many would answer that the acceptability of a 

teacher's moral standard is derived from custom and practice. The contention here is 

that this is insufficient. If we are to develop an understanding of the professionälity 

of teachers, which we have already identified as insubstantial, there is a need to 

comprehend these standards in terms of ethical theory. This part of the study is 

therefore devoted to the discussion of a number of philosophical approaches which 

may inform the principles of teachers' professional ethics. A distinction is made 

between ̀Educational ethics' which focuses on discussion of the field of ethics in 

terms of moral education, and ̀ Professional ethics for educators' which is concerned 

with the "Norms, values, and principles that should govern the professional conduct 

of teachers" (Strike and Ternasky, 1993: 2). 

In discussing moral philosophy and teaching Tomlinson and Little (1996: 7) suggest 

that essentially ethical principles and statements about teaching may be derived 

from ontology and teleology as a mixture of authority and/or purpose. They suggest 

that the kind of authority exercised by teachers should be derived from accepted 
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knowledge thereby expanding the philosophical discussion to embrace 

epistemological authority. It is from this authority, together with professional 

purpose, that Tomlinson and Little state teachers' ethical principles should be 

derived. There is rationality in this contention and before considering the notion of 

an ethical statement and/or professional code for the teaching community in chapter 

three, there is a need to develop a broader understanding of the central concepts of 

ethical theory from which these ideas emanate. 

A variety of views expanding the key concepts and issues in ethical theory already 

exists. Here the focus will be on four approaches - utilitarianism, deontology, virtue 

ethics and the ethics of care. These four approaches are only one way of looking at 

professional ethics and teaching; they are by no means definitive but are selected 

here to provide a working understanding of normative, ethical theory which will 

inform the investigation and advance discussion in subsequent chapters. A 

normative, ethical system is an ordered set of moral standards and rules of conduct by 

reference to which, with the addition of epistemological authority, one can determine 

in any situation of choice what a person ought or ought not to do (Taylor 1975: 55). 

In contemporary moral philosophy deontology and utilitarianism are the two most 

widely discussed normative, ethical systems, and are often contrasted with one 

another on the basis of the general type of ethical system each exemplifies. 

Utilitarianism 

Utilitarianism is a teleological, ethical system (from the Greek word telos meaning 

purpose or end), which holds an action as morally "Right" if it brings about "Good" 
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consequences. Such ethical systems judge right and wrong by applying a standard of 

value to the consequences of actions. As the name implies the basic concept of 

utilitarian ethics is the value of utility - an action is judged right if it is deemed 

useful. Utilitarian theories hold a consequentialist view, judging the rightness of 

action, process and motive solely by their product. An action or practice is deemed 

"Good" if it leads to maximum total benefit and minimises harm for all the parties 

affected (Raphael, 1981). In upholding this principle utilitarians' advocate the 

intervention of government authority. Thus dilemmas, such as the current policy of 

national testing and the publication of results, could from the utilitarian philosophical 

position be morally justified by central government in claiming that it is the total 

benefit, not even distribution, that forms the premise of calculation, i. e. raising 

national standards. Yet for the individual teacher this poses the dilemma of pursuing 

the greatest "Good", for the greatest number with little time for individualised 

education. 

Such an approach is not without critics (see for example, Koehn, 1994), for a number 

of difficulties arise. One commonly-held criticism, is that amongst utilitarian 

philosophers there is a lack of consensus regarding what range of things constitutes 

right or good. Early hedonistic utilitarians, such as Bentham and Mill, would 

advocate any practice which leads to the maximisation of pleasure is right. More 

recently, utilitarian philosophers have emphasised values other than pleasure to 

maximise total benefit leading to pluralistic or preference-based approaches. Does 

utilitarianism therefore have a place in an education system that values highly 

individual autonomy and rights? At a collective level, in part, the answer to this 
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question rests in exploring the teleological perspective of a teachers role, i. e. 

identifying the principles which inform their moral judgements, as well as the 

motivations and rationale for specification. 

Deontology 

In contrast to teleology, a deontological ethical system (from the Greek word deon 

meaning duty) holds that an action is right if it accords with a moral rule and wrong 

if it violates such a rule. Moral rules are based on the ultimate principle of duty 

which, in variance to teleological ethics, does not specify a consequence or purpose 

whose furtherance makes actions right (Taylor 1975 : 56). Deontologists hold that it 

is not the goodness or badness of the consequences of an action that make it right or 

wrong but the kind of action it is. An action is right, in their view, if it is of a kind 

that all moral agents have a duty to perform; it is wrong if all moral agents are 

obligated to avoid it. Thus a deontologist might believe that the recent controversial 

situation where a teacher - Brenda Davies - was given a final, written warning for 

allowing a five year old pupil to hit five pupils with a ruler after they allegedly 

bullied him (Fleet 1996: 9), would be morally wrong, whilst a utilitarian might 

uphold such action as morally right because the act of punishment may well have had 

further consequences for the maximum good of pupils. 

The statement that all moral agents are obligated to do or refrain from doing a certain 

kind of action is normally referred to as a moral rule of conduct, and deontologists 

believe that the ground of such obligation lies in the fact that the moral rule in 

question satisfies the requirements of a primary norm or supreme principle of duty, 
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which is often designated "Moral Law". It should be noted that, although the 

requirements for stipulating a principle of morality in deontological systems do not 

require good consequences as a condition of right action, the consequences may be 

relevant to identifying the kind of action required or prohibited by a deontological 

moral rule. 

Philosophical discussions on deontological ethical systems have a particular 

relevance to teachers who act as moral agents in both transmitting and enforcing 

moral rules. If we are to ensure that teachers act ethically from a deontological 

standpoint, is it simply a matter of drawing up a list of duties, wider than the current 

conditions of service, where every ethical action can then become an act of 

obedience? This is a complex situation. As the case of Mrs Davies exemplifies, 

teachers cannot escape their role as ethical agents, where the grounds of right conduct 

may be distinguished in a kind of ethical pluralism which may enfold teleology and 

deontology and manifest itself in both regulation and responsibility. Notwithstanding 

this it is contended that a statement of principles and/or professional code of conduct, 

whose foundations rest in normative ethical theory, might usefully enhance the 

service. At the time of writing little enquiry has taken place amongst practitioners to 

uncover this assumption so necessarily the empirical investigation will explore 

teacher responses to such a contention. 

Virtue ethics 

Discussion thus far, has taken no account of the teacher as a key agent who has 

motives, follows principles and performs actions. Yet typically we make judgements 
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about our fellow professionals as "A good egg" or "Leaves a lot to be desired". 

These judgements are commonly based on evaluations of character and willingness to 

perform actions. In recent years several philosophers have contended that ethics 

should redirect its preoccupation with principles and judgements of right and wrong, 

to consider moral reasoning and the character of `Virtuous persons' (see for example, 

Bricker, 1993). 

The concept of virtuous persons and professionals, with certain traits of character 

which we consider morally desirable, is contested on the same foundations of 

whether or not professional morality differs from ordinary morality. But, as 

contended earlier, although a teacher's behaviour may be governed by the principles 

derived from ordinary morality it may also be distinctly localised for there may be a 

differentiation between one's professional life and ordinary life which may require 

distinguishable, alternate conduct. For example, for the teacher who is also a parent 

the action of embracing a sad and crying daughter or son, in the familial context may 

be considered appropriate whilst, in the occupational setting, hugging a distraught 

pupil may be considered by some as morally unjustifiable. How then does a teacher 

judge the appropriateness of their actions and motives? Tomlinson and Little (1996 : 

10) suggest that this should be derived from epistemological authority and 

professional purpose, a notion that can be traced to philosophers from as early as 

Aristotle who argued that this appropriateness should be evaluated through 

"Situational appreciation" and moral reasoning. 
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Virtue ethics advances from the classic Aristotelian perspective where the 

development of virtuous traits of character is viewed as morality's primary function. 

Aristotle held that virtue is neither natural or unnatural, it is a disposition cultivated 

from the innate capacity to acquire moral excellence. Virtuous character, according 

to Aristotle, can therefore become part of the individual acquired through training 

and practice. Aristotle maintained that living a moral life is a matter of doing well 

and doing well is deemed as employing appropriate guidelines (moral virtues) in 

seemly contexts (Bricker: 1993: 17). Thus, from the Aristotelian perspective, 

identification of the appropriateness of action is exerted through the application of 

practical or moral reasoning to determine what is right in motive, action and context. 

There are two significant aspects of this view which need to be investigated in the 

empirical study. Firstly, in relation to epistemological authority, whether or not 

teachers consciously specify and apply situational, moral reasoning to their 

perceptions of professional behaviour. And secondly, drawing on Aristotle's 

cultivation point, exploring the issue of how they acquire knowledge and learn such 

conduct and reasoning. 

The ethics of care 

Closely related to virtue ethics in several aspects is a relatively new theory of moral 

reflection that has become known as "The ethic of care". Akin to virtue ethics the 

theory develops the theme of character, in particular the set of traits that people 

value in relationships - trust, compassion, empathy and so forth. Since the practice of 

teachers involves a myriad of relationships it is highly relevant to consider this theory 

in the context of the study. 
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The ethics of care has advanced out of feminist theory, drawing objections to 

traditional ethics on a number of grounds. Broadly, these concerns centre on two 

areas - rationality and equality (Beauchamp and Bowie, 1993). The contention is that 

rationality in traditional ethics is fundamentally flawed for in action and thought 

people are not always the rational beings that typify, for example, the utilitarian 

approach. The absence of consideration of emotions in moral decision making is 

criticised for not valuing the individual for his or her own sake, and diminishing the 

role of their personal life. These critics maintain that moral decisions often require a 

sensitivity and awareness to the feelings, beliefs, needs and wants of an individual, as 

well as the complexities of their relationship with others. Further, there is criticism 

of the utilitarian interpretation of equality advocating impartial, equal treatment 

inasmuch as it may lead to minority groups suffering to maximise total benefit. Care 

philosophers maintain that the impartial treatment of people can lead to impersonal 

decision making which takes no account of their situation. Impartiality can thus be 

considered a vice, rather than a virtue in a number of situations. Such approaches, 

Nodding (1993: 44) argues "... strips life of its humanity. " 

Crucial to the ethics of care is emphasis of relations over principles of justice where 

the development of "Caring virtues", such as empathy, loyalty and compassion is 

viewed as a principal function of morality. Whilst emanating from feminist theory 

most feminist philosophers do not associate this approach exclusively with women. 

Given the interpersonal dimensions of teaching and the current challenges to 

professional practice and cultures exemplified by claims of anti-trust emerging from 

market principles, it will be meaningful to analyse if teachers' responses to behaving 
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professionally are shaped by the fundamental tenets of care ethics or located in the 

traditions discussed earlier. 

Concluding comments 

To develop a wider understanding of the professionality of teachers the aim of this 

first chapter has been to provide a theoretical foundation for the empirical study. 

Necessarily it has been concerned with exploring the theoretical components of 

professional ethics to facilitate the development of a cognitive framework from 

which the study can be approached. Discussion of relevant, theoretical perspectives 

has revealed two prominent matters; firstly, the complexity of the subject rests with 

competing theories on both professions and moral philosophy and secondly, the 

principles which govern teachers' behaviour may be pluralized. 

To develop further understanding key distinctions were made between the two most 

widely-discussed normative ethical systems - teleology and deontology - contrasting 

with one another on the basis of consequences or moral rule. In presenting these key 

distinctions there is an implicit understanding, for both theory and practice, that there 

may be overlap and thus may not be considered as neatly distinct in the manner they 

are presented here. In a similar mode, no discussion on the theoretical perspectives 

of moral philosophy would be complete without distinguishing between the extreme 

positions of moral relativism or absolutism. In its simplest form moral relativism is 

the position held by those who believe that moral values are valid, if at all, only for 

the particular social group who hold them or for a certain era (Donaldson, 1989). By 

definition absolutism is the antithesis of this approach. Thus it may be claimed by 
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some moral relativists that there are no absolute norms which ought to govern the 

actions of teachers. This is an issue which will be explored in the empirical study 

where the research design will facilitate data gathering on teacher responses to both 

descriptive and normative ethics, i. e. what is and what ought to be, as well as the 

principles which uphold such views. 
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2. Professional Ethics and Professional Practice 

Attempts to define the place of professional ethics in the preparation and 
practice of teachers is troublesome, encompassing many different and 
sometimes contrasting assertions. Amongst critics there are those who 
advocate the subject as unproductive because they contend the principles 
which govern ethical decision-making in teaching are based on ordinary 
morality. Whilst the principles may be the same, such a view diminishes the 
distinct and differentiated behaviour teachers may employ in professional 
practice; thus the standpoint taken in this study is counter to such 
arguments. Essentially this chapter will provide a rationale for the study by 
addressing why professional ethics ought to be an issue of concern for all 
educators. The moral dimensions of the professional role of teachers will be 
explored with specific attention to the relationship which occurs between 
them and those whose interests they are engaged to serve. Apparent in this 
discussion will be the contemporary challenges teachers face to the provision 
of service, which extend the moral dimensions of their role. From this 
deliberation matters surrounding the professional knowledge, learning and 
autonomy of teachers will be explicitly addressed, an inquiry which will be 
carried forward to explore current forms of accountability and analysis of 
their sufficiency in relation to teaching and professional ethics. 

Earlier it was suggested that one of the prime reasons for the increased attention in 

professional ethics in teaching was notable cases of misconduct. Whilst anecdotal 

and quantitative evidence may support this view, it is argued that such ideas can lead 

to a deficit model of professional ethics and teaching, resulting in anti-trust. Whilst 

noting this account, here the issue of concern is a sufficiency model of professional 

ethics which is heavily influenced by endeavours to improve service rather than 

status. The starting point for constructing this view will be consideration of the 

teacher as a service provider and identification of the moral dimensions they 

encounter in their role. Key contemporary challenges to professional practice will be 

reviewed to explicate how these dimensions are currently being extended. 
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Service : The moral dimensions 

Current debates surrounding the efficacy of recent government changes in education 

abound. Central to these debates are differing ideological views of the purpose of 

education. The extreme position of liberal-humanists and utilitarians demonstrate a 

fundamental variance of what our schools are for and the nature of teaching as a 

service in society. It is not the intention here to explore these, or other views at a 

deeper level, rather to accept that they are contingent upon the individual and their 

context. Thus, accounts of the purpose of compulsory education may differ amongst 

parent and pupil, politician and professor. 

In the most general sense, we may consider the whole purpose of education is for an 

individual to take a meaningful place in society. In fulfilling this purpose, there exist 

"Official" views of the role of teachers as service providers. Scrutiny of such 

documents as the Career Entry Profile (TTA 1995a), current conditions of service 

(NAHT 1994) and OHMCI framework for inspection of schools (1993) bear 

testimony to the broad range and dimensions of a teacher's formally prescribed role. 

As exemplified in these documents, competence is required in curriculum knowledge 

and application, social and pastoral matters as well as administrative and 

management duties. In accomplishing these duties perennial, ethical issues emerge - 

for example, the selection and access of differing forms of subject knowledge, 

differentiation in assessment or method, the relationship between teacher and pupil 

and so forth. Statements such as "... promoting the general progress and well being 

of individual pupils... ", (NAHT 1994: part X, 2a. b), serve to endorse this perspective 

when we inquire how this will be attained. Does the teacher, for example, spend 
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more time with pupil A than pupil B because their needs are greater and from what 

criteria are those needs assessed? Essentially, such inquiry is a moral inquiry, 

leading to theorists such as Goodlad et al (1990) contending that fundamentally 

teaching can be viewed as a "Moral craft ", requiring teachers to act ethically, as 

well as-complete the complex task of conveying to pupils and the wider community, 

the deepest values of our culture. In this manner the professional practice of teachers 

is regarded as inherently ethical, a position, it is difficult to argue with when we take 

into account this official view of a teachers role. 

Additionally, if we return to earlier discussions on virtue ethics and the ethics of care, 

we can recognise that beyond the official view there is also a "Personalised" view in 

the moral dimensions of teaching, which explicates the motives and actions of 

individual educators. Teachers do not function in a vacuum; they may bring to their 

daily practice normative judgements on what ought to be happening in individual 

classrooms and schools. Whilst these judgements may be based on Tomlinson's and 

Little's (1996: 7) epistemological authority and professional purpose, they may also 

be informed by ordinary morality and personal experience. ' This is exemplified in, 

what Bull (1993: 72) terms the "Interpersonal moral dimension" of teaching which 

governs the unique relationship between teacher and pupil. Primarily, this 

relationship is given although the depth of it remains to be acquired. For many 

teachers, professional practice extends further than perfunctory classroom activity to 

an affective commitment to their pupils, thus diversifying their role to an essentially 

personal service. This leads us to reconsider the earlier question, posed in chapter 

one, of what and whose acceptable standard should this relationship meet? Response 
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to this inquiry is as diverse in principle amongst educationalists as it is with moral 

philosophers. Some, like Noddings (1984), advocate a parent child relationship, 

whilst others would adhere to a client-provider approach. Without some 

understanding of these differing approaches it is easy to anticipate the dilemma the 

newly-qualified teacher faces when formalising a personalised view of the principles 

which will govern their relationship with pupils. 

Further evidence of the ethical dimensions of teaching is presented by Bull 

(1993: 70), in discussing teaching as a political act. Regardless of whether the 

individual teacher is employed in the private or public sector, essentially in part they 

are converting aspects of government ideology and policy into practice. Whilst this 

practice may be subservient to their own political persuasion it is not always 

submissive to either a collective or individual, ethical standpoint. This has been 

evidenced recently, for example, in the increasingly small number of cases where 

governors of a school have overturned a headteacher's order to exclude a pupil, 

resulting in threatened strike action by staff. Such action is what Bull consigns the 

exercise of political power by the individual educator. In using this power Bull 

(1993: 71) suggests teachers have two sorts of moral obligation, "..: the duty to be 

conscious of and to resist efforts to exercise power illegitimately and the duty to 

comply with and carry out legitimate efforts. " Lucid as this sounds, in practice, it is 

the result of complex moral reasoning, akin to Aristotle's situational approach, where 

ethical decision-making, such as threatened strike action, is generally not regarded 

lightly by staff. 
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Collectively, the issues raised thus far serve to endorse teaching as a diversified 

public and personal service which at heart is an ethical practice. Each of these 

practices has its own special ethic, as exemplified by Thompson (1995) - care, 

competence and professional commitment. In professional practice these special 

ethics can become threatened, evidenced most recently by the contemporary 

challenges teachers face which further explicate the complexities of the moral 

dimensions of their role. 

Contemporary challenges to service 

Comprehending the range of contemporary challenges to the provision of service is 

crucial to a deeper and wider concept of the moral dimensions of teaching. Above it 

has been argued that teaching is inherently an ethical practice in which perennial 

ethical issues emerge; thus, unlike the extreme position of moral relativists the 

values teachers hold may extend beyond a certain era. In contrast, should society 

change, education necessarily changes with it. Thus, different periods in education 

draw out new challenges which shape the short and long-term ethical dimensions of 

teaching. The last decade has witnessed a multitude of change and innovation which 

has variously impacted, content, practice and the balance of powers in education. 

This provides rich material for critical reflection on ethical perspectives but arguably, 

for the purpose of this study, it is too rich. Consideration of the full range of change 

here could lead to a fragmented view. The preferred approach is to address two 

significant areas from this range to explore the nature of their impact on service 

provision with specific attention to the fresh moral dimensions which emerge. In this 
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manner, the new professionalism of teachers can be addressed as well as the notion 

of a transparent service. 

i) New professionalism: From isolation to collaboration 

Whether recent government reforms in education rest with a compromise between 

the ideological approaches of neo-conservatism or neo-liberalism has been a matter 

of some considerable debate (see, for example: Lawton: 1992, Tomlinson: 1993, Fitz 

et al: 1993). For the purpose of this study it is sufficient to note that the outcomes of 

this debate focus on differing claims of government and professional control - 

centralisation and de-centralisation. Implicit within these claims is a view of 

teaching as either de-professionalised (Lawn and Ozga: 1986) or re-professionalised 

(Hargreaves, A.: 1994). More recent texts (Hargreaves, D.: 1994, Freidson: 1994, 

Hoyle and John, 1995), hold the view of recent Government reforms creating a new 

professionalism, which can lay claim to re-shaping the values and practice of 

teachers. Such a view is not without critics, some of whom are concerned with the 

status issues of professionalism. As stated previously it is not the intention to wade 

into such discussions here, rather to expose the salient features of these reforms 

which emphasise, at a deeper level, the moral dimensions of teaching. 

In teaching at least three common outcomes emerge from the recent reforms. One 

such outcome is a focus on school effectiveness with the individual institution 

regarded as the locus of betterment (Gray: 1996). Such attention has resulted in a 

further effect within individual schools and that is the recognition that if 

improvement is to be actualised then strategies need to be implemented to support 
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such endeavours. Generally, such strategies require a ̀ Whole staff approach', 

working collaboratively, within and beyond the classroom, to secure such ends. Not 

unusually, this can result in the individual educator re-defining the nature of their 

relationship with fellow professionals. Just as the interpersonal relationship of 

teacher and pupil was described as given, the relationship between teacher and 

teacher is also given. In practice, twenty years ago, it is conceivable in extreme 

situations that it may have been possible for an individual teacher to enter school, 

teach, then leave as an isolate - this is not the case today. Hence, nowadays teachers 

have a further moral dimension to consider and that is their relations with fellow- 

professionals. 

The final, common outcome emerging from recent education reforms considered here 

is the rise in management practices, evidenced by teachers in both primary and 

secondary schools. Two of the most radical and overlapping changes introduced into 

education during the Thatcher years were the imposition of market forces on schools 

and the introduction of Local Management (LMS). These policies have resulted, 

largely, in two effects. Firstly, a new managerial culture emerging in schools, placing 

greater emphasis on the three ̀ Es' - economy, efficiency and effectiveness- and 

secondly, necessarily, the development of new skills and professional practices. 

Ultimately, such policies have introduced different moral dimensions for teachers. 

Typically, these dimensions centre on the tension between economic and educational 

goals as well as equity issues, (Bottery : 1992, Simkins: 1995). Whilst diversity and 

choice may have been the central driving force for the Conservative Government in 
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the mid 1990s, little was heard of the fresh, ethical circumstances this presented to 

teachers in practice. 

ii) A transparent service : From the secret garden to the media circus 

In stark contrast to the collaborative approach advocated by supporters of new 

professionalism, some critics (see for example, Hargraves and Dawe, 1990) suggest a 

`Contrived collegiality' exists fuelled by market values and a media culture. 

"Everything has changed yet oddly everything, it seems, has stayed the same... " 

suggests Barber (1995: 76). At an individual level, in part, it may be possible to 

uphold this notion but at a collective level - institutionally and nationally - it is 

difficult to subscribe to this view. Part of the reason for this is that there has been a 

noticeable shift from the provision of an inclusive, unconditional service in the 

community to a more discerning and selective approach, justified in the belief that it 

will raise standards and increase consumer choice (Grace, 1996: ii). 

The creation of market conditions has necessarily involved making previously 

inaccessible information public. Free markets require some consumer knowledge to 

function and arguably such knowledge requires imposed public yardsticks upon 

which consumer choice can be made. The media has been a key agent in 

constructing how this information is portrayed to the public at large; consequently, 

teachers have been introduced to media strategies, as well as a media culture. Circles 

within and beyond teaching raise a constant stream of criticism regarding the validity 

of media images presented. This situation often generates further interest, hence 

increasing wider professional involvement. Whilst such action may move teaching 
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towards a more transparent service in practice it generates a substantive number of 

complex ethical issues. 

At a practical level, media involvement and attention to market values lead teachers 

to face moral situations which typically centre on dual obligations, equity and trust. 

In the most recent education climate the moral reasoning teachers have had to juggle 

with includes consideration of circumstances, such as in secondary schools whether 

or not to offer an enhanced, differentiated service to border-line GCSE ̀ D' grade 

pupils to facilitate improved results, which will, in time, be accessed by the public. If 

implemented, such action may be justified by a utilitarian, moral approach but is 

incompatible with the ethic of care, inasmuch as it may lead to minority groups 

suffering to maximise total benefit. In like manner the policy of formula funding, 

together with performance tables and preferred financial allocation to grant- 

maintained schools, can foster a competitive environment in which the notion of 

choice is transferred from the consumer to the school, thereby creating opportunity 

for anti-trust amongst institutions as they scout for potential pupils, and inequitable 

access for candidates who are neither academically nor socially favoured. 

Additionally, there is a further consideration we should note. It seems clear that the 

development of a transparent service has brought with it an increased knowledge of 

consumer ̀Rights'. Whether this knowledge is more apparent than real remains to be 

tested. However what we do know, according to one head teachers' union 

(NAHT: 1995), is that the number of head and deputy head teachers who have been 

suspended on grounds of incompetence or alleged misconduct has more than doubled 
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between 1994 and 1995. Rafferty (1995: 1), informs us that suspensions - which can 

last from two weeks to two years - typically follow complaints from parents as well 

as staff or a breakdown in relations with the governing body. Given the nature of 

teaching, essentially as a public and personal service, as well as the current 

environment of increased transparency and added managerial responsibility, it is not 

altogether surprising that the number of applicants for headship has dramatically 

dropped in recent years, (Howson: 1996). It would seem evident, from all of the 

issues raised here, that headship is becoming an increasingly stressful and risky 

business. 

Table 1. An indicative list of the moral dimensions of teaching. 

Advertising Leasing 
Autonomy Legal compliance 
Breach of regulations Legitimate use of political power 
Clients - interests Liability 

- needs Management 

- relationships Negligence 
Competition Personal gain 
Complaints Personal interest 
Confidentiality Professional - commitment 
Conflict of interest - competence 
Data protection - development 
Direct marketing Promotion 
Discipline Public - interest 
Disclosure - relations 
Discrimination - statements 
Enforcement Purchasing 
Examinations Quality of service 
Free speech Relationships - colleagues 
Financial management - inter-professional 
Gratuities - trans-professional 
Health and safety Responsibility - in action 
Illegitimate use of power - for action 
Impartiality - for consequences 
Inducements Resource allocation 
Industrial disputes Trust 
Intellectual property `Whistle blowing' 
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Table I exemplifies possible sources of this stress and risk by explicating a broad 

sample of the perennial and fresh, moral dimensions of a teacher's role, many items 

of which are not confined solely to headship. This list is far from exhaustive; it does 

not cover fundamental issues, for example of values or individual and collective 

responsibility. Nevertheless, it does provide sufficient insight into why professional 

ethics is becoming an increasing issue of concern for educators. This situation may 

well be compounded when there would appear to be little or no formal contribution 

to professional knowledge and learning - which should inform practice - on the 

ethical dimensions of teaching. 

Professional knowledge and learning 

One of the commonly-agreed features necessary for characterising professions from 

non-professions in the criterion approach is a corpus of professional knowledge 

acquired through a prolonged and sustained period of professional education and 

training. The concern here is not on the status of teachers' professional knowledge or 

rival epistemologies and different learning theories but, on a practical level, of how 

teachers acquire knowledge in relation to professional ethics and the current 

challenges to this area. The question we need to address, is how do we assure 

teachers are adequately prepared to resolve the ethical dimensions they meet in 

practice? The aim, Shulman (1987: 13) states "Is not to indoctrinate or train 

teachers to behave in prescribed ways but to educate teachers to reason soundly ... as 

well as to perform skilfully. " 
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Before we focus on the adequacy of current arrangements for the professional 

education and enculturation of teachers in relation to professional ethics, it is worth 

refreshing and familiarising ourselves with the main assertions of why and how this 

topic ought to be addressed in the pre-entry and professional-development 

programmes of staff. 

In terms of why, the main arguments return to the differentiation point made by 

Durkheim (cited in Simpson, 1963: 113) and the inherently ethical nature of practice. 

Essentially, whilst it is conceded by most commentators writing about professional 

ethics and teaching that there is a kind of "Moral polymorphism ", there are also 

distinct, situational moral dimensions which teachers may encounter. Yet some 

critics would suggest that there is no rationale for formally educating or socialising 

teachers in moral reasoning or ethical awareness. The validity of this proposition 

remains largely untested. In part this study sets out to explore such claims through 

the empirical investigation. 

In contrast there are those who contend that, since professional practice "arises in the 

freedom to discriminate appropriately in the midst of flux ", and "professionals are 

expected .. to get it right" (Beckett, 1996: 136), discerning the "Rightness" of this 

action should not be left to chance; there is a need for critical judgement made on 

informed choice sustained by appropriate professional education. Both Schrader 

(1993) and Strike (1993) support such a view. Broadly, the deliberation is that 

teachers work in public institutions and that they need both a public, moral language, 
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as well as knowledge and understanding of the principles which guide their ethical 

choices. 

Let us briefly return to the differentiated service offered to potential GCSE 'D' grade 

pupils in some schools. Does a difference exist between the moral reasoning for such 

action by teachers from that of doctors prioritising which patient to treat? Albeit in 

different forms, both situations are concerned with `life chances', as well as the 

moral tension that exists between the dual obligation of providing the most economic 

and efficacious service available from finite resources. Although in the educational 

context alternative action may not be deemed as quite so drastic, both groups of 

professionals may base their strategies for decision-making on equity, merit, need, 

social values and so forth. Yet, in this example, it is only the health-care 

professionals who receive preliminary and sustained professional ethics programmes 

to explore and inform the judgements they make in practice. Further, even within 

this occupational group there is recognition of the need for additional inquiry on 

moral frameworks which may inform the decision-making process of practitioners 

(BMA, 199): 315). 

The entire issue is not as simple as this for it is inextricably bound in liability and 

accountability, two issues which are addressed later. Sufficient to note, at this stage, 

supporters of formalising professional ethics programmes for teachers maintain that 

pre-entry professional education should include a foundation in moral reasoning and 

awareness as a means of equipping potential teachers with the knowledge, expertise 

and competence to assume responsibility and make the "right" critical judgements 
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when qualified. Further, it is contended that this foundation alone cannot effectively 

meet the complex and changing demands of the range of contemporary ethical 

dimensions teachers will encounter in their career; therefore continuing professional 

development programmes should be designed to include new and changed 

considerations in this complex area. 

Arguments for formalising the acquisition of moral reasoning and ethical awareness, 

rest largely in the Aristotelian perspective of acquiring practical, moral wisdom 

through training (Beckett 1996). Empirical investigations on the effect of different 

strategies relevant to developing and delivering programmes in professional ethics, 

are considered by Schrader (1993: 95), who concludes that "Requiring courses in 

ethics as part of the curriculum is not enough to effect moral development "; what is 

also required is dilemma discussion ( Blatt and Kohlberg: cited in Schrader: 1993), 

and personal reflection with didactic course content (Boyd: cited in Schrader: 1993). 

Collectively. it is suggested, use of these different approaches may provide the 

support necessary to facilitate an individual teacher's moral judgement. So how far 

do the current and emerging strategies for the professional education of teachers in 

England and Wales meet this form of support? 

Earlier, it was contended that new professionalism and moves towards greater 

transparency of service are fuelled by the drive to improve practice and performance. 

In like manner there is a wide-spread recognition that teachers' professional 

education is one of the key elements to creating quality and enhancing school 

effectiveness. Over the last decade the professional education of teachers in England 
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and Wales, has been transformed from a largely decentralised system to an imposed, 

highly centralised national framework, exercised most recently through the 

Government Teacher Training Agency. The purpose of the Agency is to; 

improve the quality of teaching, to raise the standard of teacher education 
and training, and to promote teaching as a profession in order to improve the 
standards of pupil achievement and the quality of their learning. 
(Teacher Training Agency, 1995b: 7) 

Strategies to achieve this aim have included the introduction of institutional 

accreditation in higher education to secure the delivery of specified competencies in 

Initial Teacher Education (ITE) as well as specification of expectations to help 

teachers at different points in their careers and monitor training and development 

effectively. This has resulted in national, professional qualifications for headship 

(NPQH), subject leaders (NPQSL), and so forth. Somewhat surprisingly, none of 

the documentation relating to each of these initiatives considers, or even references, 

the ethical dimensions of teaching or addresses fully the scope of professional 

conduct. Yet presumably the public would consider "ethical competence" - 

knowledge and understanding in ethical matters and skill in moral reasoning -a 

primary requisite of teachers' professional practice. Whatever else teaching entails it 

does, after all, involve responsibility for some of the most vulnerable members of our 

society - children. If only for this reason, it would seem apparent that professional 

ethics ought to be a matter of recognised, national importance in the professional 

education of teachers. 

The Universities Council for the Education of Teachers (UCET) Ethics Working 

Party (Impey, 1996: 18; Weller, 1996: 22) is currently addressing this issue at the stage 

of initial teacher education (ITE), through the production of introductory papers and 
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suggestions as to how the discussion of ethics and a possible code of practice or 

statement of ethical principles could be broached within current frameworks for ITE. 

Broadly, the indicative approach suggested includes dealing with ethical principles as 

explicit aspects in education/professional studies, preparation for school placement, 

school experience, curriculum studies, admissions and induction; as well -as the 

implicit aspects of course structure, professional integrity and student support. These 

approaches are at a formative stage and it will be appropriate to note in the empirical 

investigation whether the practitioner responses concur with these suggestions. 

Before leaving this area there is one further consideration we should note in relation 

to how we assure teachers are adequately prepared to resolve the ethical dimensions 

they meet in practice. As noted above, explicit knowledge and understanding of this 

perspective of a teachers role is currently largely not formalised, leaving informal 

socialisation as one of the major vehicles for transmitting the norms, ethics and 

beliefs which govern a teacher's professional behaviour. The adequacy of such an 

approach remains to be validated in the research. Nevertheless what we need to note 

here is that current national arrangements for initial teacher education require two- 

thirds of a students ITE programme to be school-based. Whilst student teachers may 

learn core knowledge elements of the competency model from accredited higher 

education programmes, the majority of learning takes place in action and reflection 

(Schon: 1995), working alongside experienced colleagues. The infallibility of such 

an approach rests, in part, with the qualified teacher's certainty of their professional 

role and practice. We already know from the comparative study of Broadfoot et al 

(1993), that English teachers' perceptions of their professional role is less certain 
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than counterparts in France. Ostensibly, the main reason for this lack of certainty by 

teachers in England, was deemed to be perceptions of their `extended role', which is 

not restricted merely to achieving academic goals. The sheer range of responsibilities 

is diverse and diffuse, extending beyond the formally-prescribed role to a self or 

peer-imposed informal role. This can include, for example, the full and diverse range 

of extra-curricular activities teachers' organise. In terms of the ethical dimensions 

teachers encounter, the wisdom of a substantive ̀on job' approach to initial teacher 

education can be called into question when it would seem apparent that experienced 

teachers currently lack clarity in their role. Such strategies might at best be 

considered appropriate and at worst negligent. Further, whilst UCET consider 

approaches to the discussion of ethics during ITE, it would seem apparent that there 

may also be a need to consider a suitable framework which addresses these issues in 

continuing professional development at the post-qualification level. The validity of 

this supposition will be explored in the empirical investigation. 

Autonomy 

From the discussion above it might seem that claims of professional autonomy in the 

moral dimensions of teaching rest at an individual level with the teacher's ability to 

reason soundly and the discretion to get it "right". To take such a view would be 

erroneous inasmuch as it does not take account of collective issues, in particular, 

control and self-government. Tschudin (1992: 101) argues that "The struggle for 

autonomy is generally a struggle for power and authority", which is applicable at 

both a personal and collective level. Discussion surrounding autonomy has been 

purposefully postponed until now because almost all of the issues raised thus far, 
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challenge the professional autonomy of teachers at both an individual and collective 

level. 

Briefly, we can distinguish between two areas of professional autonomy (Bayles, 

1981: 133). The one concerns establishing and enforcing norms of professional 

behaviour; and the other the management of professional activity. Traditional 

arguments for professional autonomy rest upon the premise of expertise and 

individualism. Individualism is upheld in teaching in relation to two aspects; firstly, 

"the value accorded to the individual development of pupils" (Hoyle and John, 

1995: 93), and secondly, preferred modes of practice, based on general principles, 

exercised by the individual teacher. We have already claimed that recent reforms 

may marginalise meeting the needs of individual pupils through, for example, 

offering a differentiated service, but what effect have they had on the individualism 

and autonomy of the teacher? 

In relation to professional activity the extended ethical dimensions presented earlier - 

tighter monitoring, managerial and market cultures- challenge the professional 

autonomy of teachers in a number of different ways. Fullan (1993: 22) maintains that 

"You can't mandate what matters ", and it seems what does matter to teachers is 

independence and autonomy (see, for example, Nias, 1989). Yet the heavy hand of 

recent Conservative Governments in promoting market forces, dictating the content 

and assessment procedures for pupils in the national curriculum - likewise for 

teachers in recognised, professional qualifications- strikes at the very heart of this 

autonomy. In addition to increased accountability and the erosion of professional 
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control, the result for some teachers can be culture conflict and dissonance between 

epistemological authority, professional demands and moral judgement. Not 

surprisingly. therefore, the response from a number of the professional associations 

and educationalists has been a call to make the implicit values of teaching more 

explicit. The contention is that this should be actualised in either a professional code 

of ethics (Thompson, 1995), a professional code of conduct (see for example, 

Bristow, 1989, Rodger, 1995 ), or a statement of principles (GTC [England and 

Wales] : 1996). Such contentions advocate agreed principles to govern the behaviour 

of teachers, thereafter contributing to the maintenance and enhancement of 

professionality. This is a complex issue and we shall defer thorough discussion until 

the next chapter. It is sufficient to note at this stage that teachers need to be alert to 

the controversy that surrounds collective professional autonomy - evidenced by self 

regulation - and deemed self-serving in the critical approach to professions and 

professional responsibility. The latter evidenced in role, as both a moral agent and 

moral principle, in ensuring that the interests of clients are met and not always 

subject to rules or regulations. 

In providing an inherently ethical service, it would seem apparent that within the 

current challenges teachers face to their professional autonomy, the: 

... greatest danger is the discarding of the personal responsibility of the 
individual teacher through an excess of external control and measurement. 
Somehow a balance between public accountability and private responsibility 
needs to be found.... 
(Tomlinson, 1995: 65). 
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Accountability 

The concept of professional accountability is open to wide exploration. If we take 

Becher's (1994: 161) interpretation, which relates "specifically to the obligation of 

professionals, individually and collectively, to justify their actions and decisions to 

legitimate audiences ", then the question arises - who are legitimate audiences and 

what models or forms of accountability mechanisms exist to serve them? Identifying 

the who of accountability is not simple for in many texts terms such as client, 

customer, stakeholder and consumer do little to expose the intricate and sophisticated 

subsets to which teachers are accountable. For the purpose of this study legitimate 

audiences will be categorised with models of accountability. In doing this we can 

bring together the locus of accountability as well as identifying its dimensions. 

Modifying and contextualising Darling Hammond's (1989) and Becher's (1994) 

earlier models of accountability for teachers, a summary of five models emerges: 

Legal accountability: answerable to society about "violations 

of law as enacted by representatives of the public and of citizens 

constitutionally granted rights" (Darling Hammond, 1989: 59). 

Market accountability: satisfying the public and political demands 

for improving the efficiency and effectiveness of teaching against 

yardsticks, which facilitate consumer choice. 

Moral accountability: acknowledging moral obligations to the 

individual or organisation to whom the teacher is a service provider. 

43 



Political (Bureaucratic) accountability: bounded to government rules 

and regulations- national and local - set out to control education in the 

pursuit of public goals. 

Professional accountability: beholden to self and other members of the 

profession for individual obligations. 

Recent reforms in education have evidenced a heavy reliance on the quality assurance 

and control mechanisms of political and market accountability models for teachers. 

Criticisms of this approach and the assumptions underlying them have been made by 

a number of authors (see, for example, Barber, 1992 and Tomlinson, 1993), leading 

to the precept that whilst accountability to the public is necessary for teachers in the 

form of meeting government and client obligations as a public service, this has been 

overladen to the detriment of full professional accountability. Furthermore, in 

relation to professional ethics, we can regard each of the models presented above as 

both restricted and deficient. 

Broadly, the restrictive and deficient nature of current forms of political and market 

accountability can be evidenced in the fact that they neither address fully the 

extended role of the teacher nor recognise the personal aspect of teaching as a 

service. The preoccupation with quantitative performance indicators would seem to 

devalue the qualitative and affective dimensions of a teacher's role. Additionally, 

whilst legal accountability heavily regulates responsibilities for pupils in a teacher's 

care (as well as duties to employers), it is recognised that "Teachers rights and duties 
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are among the most complex of any profession" (Croner ̀ s, 1995: 1 A). Yet, there is 

no explicit consensus on what is deemed appropriate professional behaviour, other 

than that which is contained in statute. However statue alone does not cover all areas 

which ensure teachers behave ethically. Omissions include, for example, a number 

of the items indicated earlier in Table 1- the ethos and scope of confidentiality, dual 

obligations and "best interests" , self-regulated, continuous professional 

development, recognising one's limitations, "whistle blowing", conflicts of interest, 

conscientious objection, interpersonal relations and so forth. Currently it would seem 

that these areas unfold through the exercise of judgement in moral and professional 

accountability models. If we accept the earlier contention of the need to regard 

morality in professional practice as contextually differentiated from ordinary 

morality, then professional ethics falls largely within the dimensions of professional 

accountability. So, within this model, how do we ensure teachers behave ethically? 

The concept of professional accountability generally coheres with professional 

associations. But for teachers in England and Wales this facility is limited. 

Currently, there does not exist a singular professional association or body through 

which collegiate standards of practice and conduct are expressed. Given the 

contemporary challenges and ethical nature of teaching expressed here, is this 

sufficient to serve the best interests of clients and teachers? Critics would suggest 

not (see for example, GTC [England and Wales], 1993, Tomlinson: 1995). The 

contention is that in order to contribute to effectiveness, and satisfy justifiable client 

expectations and professional accountability, teachers' professional practice and 

conduct should be informed, or even regulated, by explicit statements of norms 
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which serve both client and teacher needs. Further, the suggestion is that these 

explicit statements could be contained in a statement of ethical principles and/or a 

professional code of conduct which establishes a framework within which teachers 

practice and conduct themselves. The General Teaching Council [England and 

Wales] (1996) has most recently constructed a draft `Statement of Ethical Principles 

for the Teaching Profession', which could be considered a useful starting point in 

retort to the number of the issues raised in this chapter. Necessarily response to the 

appropriateness and sufficiency of this document will be explored in the empirical 

study. 

Concluding comments 

The starting point for discussion was to identify a rationale for the research by 

exploring whether or not professional ethics ought to be an issue of concern for 

teachers. It is anticipated that each of the areas raised herein serves to endorse the 

multiple reasons why this largely neglected area should be of significant importance 

to teachers, both collectively and individually. The discussion has unveiled not only 

perennial ethical matters teachers encounter, but new and added perspectives to their 

inherently ethical practice. Fresh moral dilemmas unfold from the introduction of 

managerial, market and media cultures. How we assure teachers are adequately 

prepared to resolve these ethical issues is less than clear. Further, attitudes and 

expectations have changed bringing with it greater demands for accountability. 

Teachers' professional behaviour neither is, nor should be, immune from this charge. 

However, current accountability models in relation to the professionality of teachers 

demonstrate a lack of sufficiency. Perhaps not surprisingly therefore, a number of 
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educationalists have campaigned for a professional code of conduct and/or a 

statement of ethical principles for the teaching profession recognising that the drive 

for improved standards necessarily embraces both practice and behaviour. 

From each of the issues raised here it would seem apparent that there is an obvious 

and compelling need to conduct empirical investigation into an area which forms the 

premise of professional practice yet, has thus far been largely disregarded. The topic 

is both broad and complex, stemming from the fundamental concept of whether it is 

possible to identify and specify professional ethics for teaching. Necessarily, this 

study will therefore be exploratory in the anticipation that it will provide a basis for 

continued investigation and deeper understanding. In this sense the study is 

generative- a starting point, serving to explore teacher conceptions of professional 

ethics as well as uncovering the suppositions surrounding professionality and 

learning in this domain. 

Through these early contextual chapters drawing out the issues which encompass the 

ethical dimensions of teaching has been a complex task, intensified by a dearth - 

particularly in the UK - of comprehensive literature which could inform the process. 

In order to develop a clearer understanding, Table 2 is presented as a potential 

framework to synthesise the key features and range of ethical dimensions in 

teaching. The contrast in range may be regarded as the extreme points of a 

continuum which, in both practice and debate, members of the professional 

community may move along rather than take up a fixed position. 
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Table 2 The key features and range of the ethical dimensions of teaching: A 
framework for the study 

Key. Feature. ' '' Range 

Governing Principles 
Utilitarianism Absolute 
Deontology 
Virtue Ethics 
Care Ethics Relative 

.................................................................... Models ofAccountability 
..................................................................... 

Legal Regulation 
Market 
Moral 
Political 
Professional 

.................................................................... 

Responsibility 
..................................................................... 

Professional Rationale 
Status Hedonism 
Standards u 

Sufficiency 
Enhanced Service Altruism 

..................................................................... Professional education 
..................................................................... 

Training Formal 
Competence 
Development 
Enculturation Informal 

Table 2 can be regarded as a useful conceptualisation of the issues and will therefore 

be applied as an appropriate cognitive framework for the study. 

Given the current contentions of the need for a professional code for the teaching 

community, it is apposite for the research to look ahead and elicit practitioner 

responses in relation to this assertion. Purposefully, the controversies surrounding 

this particular debate have not been fully deliberated here yet for it is a complex, 

contested notion which requires specific and more thorough attention than the broad 
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matters raised in these two early chapters. Chapter three, therefore, will provide a 

comprehensive discussion of the range of issues surrounding the introduction of a 

professional code for the teaching profession, concluding with six key foundations 

for investigation - purpose, process, content, status, endorsement and continuance.. 
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3 Professional Codes 

Professional codes are usually perceived as guidelines to generally accepted 
norms of practice and behaviour. In recent years the development of such 
codes amongst different occupational groups has increased substantially. It 
is generally acknowledged that the accelerated adoption of such codes rests 
in claims ofprofessional status, the introduction ofpublic charters setting 
transparent and equitable guidelines for standards of practice and 
performance, as well as the need for some occupational groups to raise their 
public image. Perhaps the most important reason, however, why there has 
been an increase in the number of codes is because of the changing nature of 
occupational practice and employment which has challenged professional 
cultures, leading to a call for consensus on the values which inform 
individual professions. As we have evidenced thus far, teaching in England 
and Wales has not been immune to this change, leading to a number of 
educationalists actively supporting the introduction of a code of conduct 
and/or statement of ethical principles for the profession. The purpose of this 
chapter is to explore the role and structure a code might have for school 
teachers. In accomplishing this general and contextual issues related to codes 
will be considered as well as purpose, nature and form. 

General issues 

In the current. occupational climate of prolific and turbulent change, increased 

market and bureaucratic accountability is in evidence across most professional 

groups. Accompanying this increase is a challenge and change to professional 

cultures driven largely by the introduction of new technologies, employment 

legislation, market, media and managerial cultures, as well as definitive rights for 

clients. To satisfy this challenge an increasing number of occupations have 

introduced codes specific to their particular professional group in which guidelines 

for standards are set, based on identified principles which sustain practice. The 

views of critics or supporters of such codes are not unusually polarised, forming 

broadly either a deficit or sufficiency model, in which the code can be perceived as 

either protecting the professional community or enhancing service. This notion is 
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both complex and contentious and is often contingent upon the nature, purpose and 

status of a code. Before discussing these three aspects in relation to teaching, it is 

helpful to clarify the general terms used in relation to codes. 

Generally the term professional code coheres with guidelines for good practice. 

However, for the purpose of this study it is both possible and important to 

differentiate between the expressions ̀code of conduct', `code of ethics' and ̀ code of 

practice'. Harris, N. G. (1996: 5) has undertaken what is probably the most 

comprehensive study of over 500 organisations in the United Kingdom with codes in 

use, commenting that "Each of these expressions is used in a variety of different 

senses and in ways that overlap. " However, Harris recognises that although there 

may be overlap it is possible to distinguish "general patterns" in how these 

expressions are used which take different forms. 

Broadly, Harris refers to a code of ethics as a reasonably short set of ethical 

principles which are usually expressed in a series of statements, typically referring to 

a general type of conduct. For example, ̀ A member shall discharge duties to their 

employer with fidelity. ' In contrast, a code of conduct is normally much more 

detailed with the principles specified for the differing circumstances an individual 

may encounter in practice. Commonly, elements of a code of conduct are specified 

as either absolute or relative. If we take the example of fidelity, in a code of conduct 

it would not be unusual for a further statement to prevail over this duty in special 

circumstances. A statement such as ̀ A member shall report to the appropriate person 

or authority, at the earliest possible time, any circumstances which could jeopardise 

51 



standards of practice' might involve, for instance, the individual `whistle blowing' on 

their employer. 

Compared to codes of ethics and conduct, the distinctive form of many codes of 

practice is that they are addressed to clients rather than to members of the profession. 

Although codes of practice may embrace principles of an ethical kind they typically 

specify standards that clients have a right to expect, rather than as standards that 

members of the profession are instructed to maintain. How then do these different 

forms of code relate to teaching? 

Contextual matters 

The existence of professional codes is not a new phenomenon for teachers in England 

and Wales. In a variety of forms the professional associations constructed codes of 

conduct over a decade ago. Whether members are aware or oblivious to their 

existence is a matter of conjecture but it would seem apparent that the statements 

contained within such codes are rarely enforced, in a disciplinary sense, by the 

associations' members. For example, in the course of this research it was revealed 

that no known formal action had been taken against a member for not upholding the 

specification contained within a number of the professional associations' codes of 

conduct in respect of disparaging the services of a colleague. Whilst in one sense this 

may be laudable in terms of adherence to a particular association's code, in another 

it raises questions about the status of such a code which is only enforceable amongst 

individual association members who do not represent the profession in its entirety. 

In essence, enforcement of the current codes of conduct amongst the professional 
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associations of teachers is fragmented, lacking a singular, unified `voice' for the 

profession. 

In addition to the fragmented approach of the professional associations, most recently 

there has emerged a variety of codes of conduct and practice outlining 

responsibilities for pupils in discrete areas. These include, for example, the 

introduction of a Code of Practice for Careers Education and Guidance (Society of 

Education Officers : 1996), a Code of Practice on the Identification and Assessment 

of Special Educational Needs (DfE : 1994), as well as a Code of Conduct for an 

individual local education authority (Cheshire County Council : 1995). It could be 

surmised that each of these codes has emerged in response to the current changes in 

the education environment and is deemed a helpful framework for pupils and 

teachers alike; yet, they still leave the individual teacher with a plethora of intricate 

reference points which might also muddle understanding and practice. It would seem 

apparent that the construction of these codes, as well as those of the professional 

associations. has been accomplished in a disparate, localised manner which lacks 

singular agreement of basal principles and standards from which all elements of 

ethical practice could emerge. In addition, with the exception of the SEN Code of 

Practice, no mandatory provision is made at a national level for the professional 

development of teachers in respect of such codes. The entire situation would appear 

vacuous, contributing little to the professionality of teachers. Not surprisingly 

therefore, such a fragmented approach has led to the General Teaching Council 

[England and ̀ Vales] (1996) stating the need for a collective, public declaration of 

the principles which underlie professional practice. Such a contention is not without 
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difficulties for it raises key issues, not least that of the purpose of a code and whose 

interests it is engaged to serve. 

Purpose 

Two fundamental questions require attention in relation to the purpose of a collective 

code for teachers; what might a code accomplish and who is it designed to benefit? 

As suggested at the start of this chapter, the general response to the latter enquiry can 

be polarised in regarding the benefits of a code as either serving the interests of 

professionals, in a form of `protectionism', or helping to serve the interests of the 

public by developing trust and transparency in service. These views are generally 

contingent on the nature and form of a particular code. However, thus far, the - 

position taken here is that if a collective code for teachers is to be introduced, then it 

should meet the requirements of a sufficiency model, i. e. improving service. Such 

improvement should have benefits for both the profession and the public and should 

not be regarded as dichotomous. Having stated such, it would nevertheless be 

restrictive not to explore the arguments rehearsed within these polarised positions. 

Support for the establishment of a professional code for teachers range from 

Tomlinson and Little's (1996: 7) clarification of professional purpose to Thompson's 

(1995: 21) conviction that " It would make professional socialisation more effective ", 

by internalising standards for the professional community through which public 

trust could be advanced. These contentions are formed from a view of teaching as an 

inherently ethical practice, i. e. more than factual knowledge and technical skill, but 

also embracing the cognitive and affective domains in quality of judgement and the 
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ability to `get it right'. Accepting the ethical nature of teaching necessarily requires 

an acceptance of ethical responsibilities. In this manner a code might usefully 

provide a framework for clarification of responsibilities, as well as guidance to 

appropriate behaviour which could be collectively endorsed. A consequence of such 

endorsement would be a consensus of professional values, as well as shared moral 

influence in conforming to behavioural norms. Thompson (1995: 20) suggests that 

without this exchange the professional community "cannot function adequately ", for 

it will leave teachers to operate on "individual, but highly influential `educational 

platforms'. " Can this be in the best interests of both the public and the profession? 

Supporters of the introduction of a code would suggest not. Recent change and 

challenges to service have ensured that the ethical responsibilities placed on teachers, 

which were already considerable, have increased in range and complexity, leaving the 

individual educator to map a moral path which justifies the trust society places in 

them throughout practice. This individualised approach might result in 

inconsistencies in action and a lack of shared understanding of moral standards 

within the professional community. At a basic level this might result in increased 

litigation, as the NAHT has already recorded, but at a more profound level it might 

also undermine the professionality of teachers, as well as the development of service. 

Whilst Burbules and Densmore (1991: 58) question whether or not teachers are ready 

for malpractice insurance, others, such as Bottery (1994 : 125), maintain that in order 

to meet and develop justifiable ethical service, collectively-agreed explicit 

statements of professional values and norms should be established which serve both 

public and professional needs. Such a contention has clear implications for the 

professional development of teachers at both pre and post-entry stages. It would 
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place professional ethics firmly on the professional education agenda where the 

principles of practice, situational appreciation and individual, as well as collective 

professional values, could be explored. 

In addition to professional norms and values becoming internalised, a code might 

also facilitate externalisation, thereby extending moral pressure within and beyond 

the professional community. A number of benefits emerge from this arrangement, 

including the utilisation of a public, moral language and shared understanding which 

ought to enhance service, image (Rodger: 1995) and morale (Thompson: 1995). 

Integral to shared understanding, however, is a need for recognition and 

comprehension of the collective responsibility for education within society. Thus a 

code might usefully serve the purpose of controlling the illegitimate use of power by 

all stakeholders, be they professionals, employers, government, parents, pupils or the 

public. 

In contrast, critics of professional codes suggest that the introduction of a code may 

lead to a ̀ minimalist' approach to service, thereby lowering the moral standards of 

the profession (Harris, N. G., 1996: 11). For example, if the introduction of a 

professional code of practice was deemed appropriate for teachers, it is conceivable 

that the minimum requirements of such a code might be used as a ̀ yardstick' for 

some practitioners, as appropriate fulfilment of professional duty. Whilst such a 

rigid and elementary response to a code might lead to encouraging or prohibiting 

certain kinds of action, it might also permit actions not included in the code, yet still 

considered by the professional community as undesirable, thereby lowering 

56 



standards. So, how can this situation be mastered? In earlier discussions on 

deontology the question was raised whether the advancement of the professionality of 

teachers could be actualised by drawing up a list of teachers' duties, where every 

ethical action could then become an act of obedience. Clearly, such a suggestion is 

unrealisable because it would be difficult to encapsulate all elements of a teacher's 

extended role in any such code. Further, Schrader (1993: 86) argues that whether a 

code is limited or extended it could conflict with personal autonomy, i. e. 

independent. self-regulated thought and action. It is such independence, Schrader 

suggests, which should be encouraged in professional education. However, this idea 

would seem to promote the notion that independence is necessarily mutually- 

exclusive from the introduction of a code. The validity of this construct remains 

untested; moreover, it lacks any account of collective independence related to 

professional autonomy. 

In discussing independence and autonomy in chapter two, it was noted that the 

struggle for autonomy was essentially a struggle for power and authority. A number 

of critics of professional codes regard the benefits of introduction as largely member- 

orientated, in that they can provide both collective and individual protection as well 

as the preservation of professional ideology, with all it embraces. This coheres with 

the construct of Larson's (1977) critical approach to the professions, deemed as self- 

serving and idealised. Palmer's (1995: 12) recent article in The Spectator serves to 

endorse such a view by revealing statistics from the General Medical Council -only 

15% of complaints brought to the GMC are taken up by the organisation- that the 

medical profession is often better at looking after itself than its patients. Would the 
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situation be any different for teachers? In part the answer to this question rests on the 

nature and form of a professional code, as well as endorsement. 

Nature and form 

So far we have rehearsed the arguments for and against a professional code for 

teachers, evidencing that there are convincing views on both sides of the debate. But 

what is less clear is how far this debate is fuelled by the actual form a code might 

take. The generic term `professional code' has been purposefully used up until this 

stage of the discussion, for a number of supporters and critics alike do not 

differentiate between the different forms of codes. Thus, to cite arguments for or 

against a professional code without specifying its application to a code of ethics; 

conduct or practice can be misleading. There is, however, a need to further 

discussion and from herein, specification of different forms of codes will be made. 

Broadly, in constructing a code of ethics or code of conduct in teaching, it is 

functional to regard the difference between the two codes in a similar manner to the 

contrast between the concepts of ethics and morality. That is to propound that a code 

of ethics can be associated with a statement of principles related to the nature and 

foundation of morality in teaching, whilst a code of conduct would refer to standards 

and rules which ought to govern practice. Whilst a number of individual, 

professional associations have either a code of ethics, or a code of conduct, it is 

indistinct which form of code -if any- might be appropriate for teachers. 
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The introduction of a code of ethics could provide teachers with a set of cognitive 

frameworks which would examine existing or amorphous intentions, but, it might 

also be considered too narrow and abstract for neglecting to provide particular 

direction to the concrete standards required in practice. Conversely, to furnish a 

code of conduct without clarifying the nature and foundation of the framework 

which guides practice might be perceived as hollow, for it could deprive the 

professional community of the opportunity for reflective investigation, identification 

and assertion of the professional, moral values and ethical principles which ought to 

inform conduct. A code of conduct without a code or statement of ethics might be 

regarded as incongruous with teachers adhering to rules in a vacuum, which could 

absolve them from exploring and developing their own ethical frameworks. Such a 

scenario could lead to ill-informed compliance and de-professionalisation, rather than 

re-professionalisation. Correspondingly, to introduce a code of ethics without 

concrete guidelines for practice or a code of conduct might be considered nothing 

more than symbolic and ideological and thus inadequate in ensuring the 

professionality of teachers. 

From the assertions above, it might seem that the way forward could be to establish 

a statement or code of ethics from which either guidelines or a code of conduct could 

be derived. Practitioners' perceptions of this contention are largely unknown. One of 

the main aims of this investigation is to explore teacher responses to professional 

codes - perceived purpose, form, enforcement, strengths, limitations and implications 

for professional education - in the anticipation that it will forward both knowledge 

and practice. 
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Discussion on the nature and form of professional codes necessarily requires 

attention to the process of construction. Firstly, if it is to be a ̀ professional' code, i. e. 

contributing to the whole body of professionals, the prime task would be to bring 

together a unified group with a sense of ethical concepts who could agree statements 

of norms. Although Barber (1995: 84) does not specify professional codes he does 

argue for reconstruction of the teaching profession through a nationally-recognised 

forum, at which the long-term future of the profession could be debated. Doubtless, 

such a forum could also initiate and address enquiry into professional ethics. As an 

accountable service the forum would need to have the confidence of the profession, 

employers, government and the public. At the present time, Barber suggests that this 

could be achieved in one of three possible ways - through the GTC [England and 

Wales], a government committee of enquiry or a committee established by the 

profession. It is this latter form which Barber (1995: 85) advocates, concluding that 

the "teaching profession cannot wait for a GTC that may never come. " However, 

each of the three proposals presented manifests a variety of limitations. 

Firstly, although there has been failure to legislate for a General Teaching Council 

[England and Wales], it would seem fatuous to suggest that an independent 

committee established by the profession would be any more successful in gaining the 

legal status necessary for recognised independence. Further, this body was the first 

unified group to present a draft `Ethical Statement of Principles for the Teaching 

Profession in England and Wales', thereby placing ethics resolutely on a programme 

for development. To discard the knowledge and understanding already gained from 

this process might be seen as adverse to progress. Secondly, the notion of a 
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government committee of enquiry, with membership determined centrally, might be 

viewed with scepticism by a profession who have already evidenced lack of 

consultation and indecent haste in the introduction of a number of national 

initiatives. To involve the power of government in this manner might be deemed 

highly inappropriate for it could diminish the contribution of the widespread 

experiences of teachers, which have been developed over the years, to shaping a 

framework within which they practice and conduct themselves. 

The situation is difficult, offering scant, viable alternatives. For a code to have any 

credence within the professional and general community it must have been 

established by due process. What counts as due process, however, is obscure. 

Recognising that there are limitations in only canvassing one group of stakeholders' 

opinions, the empirical investigation will, nevertheless, explore teacher perceptions 

of due process in drawing up and operating a code. 

In addition to bringing together a unified group to construct a code there is also the 

issue of content. Currently, a number of educationalists maintain that there are key 

principles which should be adopted in deciding the detail of any code for teachers. 

The first is that all components should be derived from professional purpose, (see for 

example Sockett: 1990, Strike: 1993, Tomlinson and Little : 1996), to do otherwise 

would be to render to the ridiculous. Tomlinson and Little (1996: 10) further 

propound that, beyond professional purpose, ethical principles should also be educed 

from epistemological authority- "the best that has been said and written. " 

Additionally, the General Teaching Council [England and Wales](1996), as well as 
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Scotland (1996), sustain the view that the ethical principles for the teaching 

profession should be established from affirmed core professional values. Formed in 

this manner, a statement of ethical principles can thus be regarded as ̀ values-in- 

action'. Both Associations have presented draft documents related to ethical 

principles or codes, for comment within and beyond the professional community, 

although it should be noted that the designation of each document differs - 

`Statement of Ethical Principles' [England and Wales], `Professional Code' 

[Scotland]. At this stage, both Associations have withheld from producing a code of 

conduct, favouring indicative notes illustrating the principles [England and Wales] or 

teacher responsibilities [Scotland]. It is unclear if the construction of a code of 

conduct is a future intention of either or both groups. However, the recent emergence 

of the document for England and Wales is apposite for this study for it provides the 

opportunity to elicit teacher responses to it. Necessarily the draft documentation is 

included in the research instrument of the empirical investigation in the anticipation 

that the findings can contribute to the ongoing debate. 

Finally, whether or not teachers adhere to any form of code depends to a great extent 

on its status and how far it can be enforced. In a number of non-teaching 

professional associations, compliance to a code is monitored by sanctions or 

disciplinary procedures. There are, however, vast differences in the range and 

authority of these sanctions. They can include, for example, non-statutory suspension 

from membership, fines and statutory removal of the right to practice. It would seem 

that authority and impact is weakened when there is no statutory requirement for 

membership and individuals can choose from more than one professional association, 
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thus rendering enforcement local and enabling the individual to transfer membership 

and continue practice. (Harris, N G, 1996: 12). 

Within public sector teaching there is a statutory requirement for registration, 

currently held by the DfEE, but there is no compulsion - beyond self imposition - for 

the individual to belong to a particular or any professional association. 

Consequently, the sanctions available for teachers can only be those contained in 

statute and, as presented in chapter two, statute alone does not cover all areas which 

ensure the professionality of teachers. It might seem that the current position is `If 

it's legal - it's OK', yet notable headline stories emerge in the tabloid press; for 

example the education ̀ cash for questions' episode where a teacher sold examination 

questions to pupils for a £1 a time (Scott-Clark, 1995: 5), and the resignation of a 

teacher after becoming pregnant by a 17-year-old pupil (Harris, S., 1996: 3)). 

Although the former case was subsequently pursued by the DfEE, it is unclear 

whether the conduct involved in the latter case will, or should, preclude any 

disciplinary action. Without singular, unified, agreed sanctions it is difficult for 

teachers to know what is expected of them and the consequence of non-compliance. 

(Gross, 1990: 203). 

A code without authority and sanctions could provide no pressure to adhere to it. 

Sockett (1990: 238) recognises that "Sanctions protect the weak", but conversely 

states that "The willingness to put oneself under a sanctions system is, in part, to 

offer trust. " High professional trust is congruent with professionality, embracing 

appropriate conduct in the pursuit of completing professional responsibilities. If 
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levels of trust are to be developed further through a code then there may be a need to 

balance professional responsibility with a professional authority which could assert 

and enforce compliance. Such authority could be derived from the earlier-mentioned 

forum. 

A code without sanctions might be perceived as superficial, gaining little credence or 

confidence within and beyond the professional community. However, as Macmillan 

(1993: 196) notes, compliance to a code does not necessarily make an individual 

teacher ethical or moral. What is required is "the development of a sense of ethical 

propriety. " If a code is to be established for the teaching profession, ethical 

propriety would need to enfold a sense of ownership, understanding and 

internalisation. But, how does a teacher develop a sense of ethical propriety? In part, 

surely the answer must lie in professional education. It was stated earlier, that in the 

current climate of substantive, educational change, fresh ethical dilemmas emerge to 

challenge the profession. These new and added ethical dimensions in teaching would 

compel the professional community to ensure that the contents of a professional 

code, as well as professional education, do not remain static. 

Concluding comments 

A number of educationalists have actively endorsed the introduction of a code of 

conduct or statement of ethical principles for teachers. This is a complex and 

contested notion. The aim of this chapter has been to unpack the controversy that 

surrounds this idea. The debate largely centres on the fundamental issues of purpose, 

form and status. From the outset, the position taken in this study is that if a 
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professional code is to be established in teaching then it must meet the demands of a 

sufficiency model, i. e. improving service. At a theoretical level, the discussion here 

has provided at least six broad indicators as to how this might be achieved. Table 3, 

identifies the foundations and conditions for these indicators, in a potential- 

sufficiency model. 

Table 3. A professional code in teaching: A potential sufficiency model 

Foundation Condition 
Y 

Purpose " enhance service 
" meet the needs of the public and 

profession 

Process " singular forum 
" public and professional representation 
" evoke public and professional 

confidence 

Content " professional values 
" ethical principles 
" broad indicative guidelines for 

practice 

Status " valid for the full professional community 
" national 
" statutory 

Endorsement " professional education 
" professional affirmation 
" sanctions 

Continuance " non-static 
" evolutionary 

Firstly, the establishment of a professional code for teachers should satisfy both 

professional and public needs. Secondly, any such code should elicit the confidence 

of the professional community and the public. To educe such confidence necessitates 
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that a professional code is not localised, it should be affirmed and endorsed by a 

singular forum. Thirdly, ethics and conduct should not be treated as discrete, rather 

as interdependent aspects of practice. It follows from this suggestion that if 

alternatives are to be considered -a code of ethics or a code of conduct- then a code 

of ethics ought to contain guidelines for practice and conversely a code of conduct 

should be informed by an explicit statement of professional values and ethical 

principles. Fourthly, the statements which may be generated by either a professional 

code of ethics, or conduct, should provide a broad and indicative framework only; to 

do otherwise would transgress professional and personal autonomy. Fifthly, 

adherence to a professional code should, where necessary be enforced by sanctions. 

Finally, any professional code should not be regarded as static. Through a forum, as 

well as professional education, it is necessary to reflect, investigate, (re) identify and 

assert the professional moral values and ethical principles which ought to inform 

conduct. 

The adequacy of these broad indicators to the professional community remains 

untested. Earlier it was contended that there was a need to listen to the professional 

`voice', which could bring to the debate the benefits of widespread experience. This 

voice may affirm the above indicators; conversely, it might generate fresh aspects for 

consideration. Consequently, the empirical investigation of this study will utilise the 

broad foundations of these indicators (e. g. purpose, enforcement, and so forth), as a 

framework in the design of the research instrument aimed, in part, to elicit 

practitioner responses to a professional code in teaching. 
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4 Research Design and Methodology 

The aim of the research project was to gather and analyse teacher responses 
to professional ethics, professionality, professional codes and erudition in 
this field, with the purpose of identifying implications for practice and 
providing a basis for continued study. The enquiry centres on fundamental 
questions related to understanding the principles and boundaries which may 
inform practitioners' motives and actions for example, what do teachers 
mean when they talk about `behaving professionally'? What principles and 
criteria do they use to base this judgement on? Is it possible to specify 
professional norms' and if so, what do practitioners perceive they ought to 
be and how should they be endorsed? These questions typify the heart of the 
research. This chapter provides a detailed account of the methodology used 
to elicit teacher responses to this particular inquiry. Primarily, the 
theoretical orientation for the study which informs the research design is 
discussed, followed by a description of the specific method adopted. 
Appropriately, a rationale for the approach is given, endorsing strengths 
whilst also recognising limitations. 

Theoretical orientation 

Whilst Richardson (1991: 173) argues that there "is doubt that any discourse has a 

privileged place, any method or theory a universal and general claim to authoritative 

knowledge ", there is a need, nevertheless, to select an appropriate approach for the 

research problem. Appropriateness is contingent on a large number of variables, not 

least of which is the nature of the problem itself and the theoretical base or principles 

which guide choice. Such principles are formed from basic ontological and 

epistemological convictions which Guba and Lincoln (1994: 108) suggest should be 

challenged prior to the inquirer going about "finding out whatever he or she believes 

can be known. " It is not the intention here to explore fully the metaphysics of 

alternative inquiry paradigms, rather to take account of Richardson's assertion of no 

one ̀ best method', to address the ontological and epistemological principles which 

inform the approach taken. 
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Fundamentally, the research rests in a phenomenological paradigm for it is concerned 

with understanding the points of view which teachers hold themselves and attributing 

meaning to the context in which they are directly involved and as it appears to them 

(Burrell and Morgan 1979: 227). The ontological emphasis is on subjective 

consciousness -a relativist, reality position- 

in the form of multiple, intangible constructions, socially and experientially 
based, local and specific in nature... and dependent for their form and content 
on the individual persons or groups holding the constructions. 
(Guba and Lincoln 1994 pp. 110-111). 

From this assertion, the nature of the relationship between the teacher and the 

inquirer are interactively linked, the epistemological position, thereby, becoming one 

of intersubjectivity and therefore not value-free. Yet there is recognition that if the 

research is to be valid, a degree of objectivity should exist. This is not to propose 

pure positivist or anti-positivist constructs, rather to recognise that any 

epistemological claims will be open to peer scrutiny, criticism, explanation and 

reason. Accordingly, objectivity is viewed as a regulative ideal for making 

reasonable judgements about the validity of any knowledge claims and not 

necessarily linked purely to ontological and procedural interpretations (Phillips 1993 

pp. 57-72). 

Defining the various strands and structures of phenomenological approaches is a 

complex task (see for example Burrell and Morgan 1979, Denzin and Lincoln 1994). 

Nevertheless it is possible to locate the theoretical orientation of the study, largely in' 

Shutz's attribution of meaning through the concept of reflexivity - i. e. "turning back 

on oneself and looking at what has been going on" (in Burrell and Morgan 

1979: 244). Shutz suggests that the attribution of meaning reflexively is dependent on 
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the individual identifying the purpose or goal they seek. In this sense meaning can be 

given to the past, present and future. As this research is concerned with both 

descriptive and normative ethics, it is vital to identify the intentions which teachers 

perceive inform, or ought to inform, their actions. Such an approach elicits meaning 

to the individual's custom and practice, as well as the opportunity to look ahead and 

identify issues which may require wider debate. 

In terms of methodology, there is scant, prior knowledge within the domain which 

lends itself readily to a positivist paradigm. Necessarily, the research is therefore 

exploratory and might be regarded as a ̀ pilot' study from which alternative 

paradigms could be employed in any future inquiry. This is not to dismiss critics of 

the phenomenological approach, rather to suggest that utilisation of this particular 

perspective within the study can be regarded as generative and serve as a basis for 

on-going discussion. Further, the phenomenological and small scale nature of the 

inquiry point towards the need for dialogue between the researcher and the subjects 

of the inquiry, i. e. the teachers. This dialogue must be dialectical in order to 

transmute teachers' reflexive thoughts and deductions to the constructs under 

investigation. For this purpose individual, focused interviews will be employed in a 

parallel sample design (Wiersma 1986: 210), involving collection of data from a 

sample of secondary school teachers from two different LEA sub-populations in 

Wales. 
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The research sample 

To conduct the research purposive sampling took place amongst clusters of schools 

in two LEAs in Wales. Considerations for sampling included minimising the effect of 

intervening variables such as type of school, size, location and LEA. Since individual 

teachers' post-entry education may be informed by LEA guidelines and whilst there 

may not be substantive variation from LEA to LEA across Wales, it was considered 

that the external validity of the findings would be enhanced if more than one LEA in 

Wales was sampled. 

Given the small scale nature of this study, as well as the selected research method, 

two LEAs were sampled which were in close geographical proximity to the 

researcher's institution. The sampling of the schools purposefully included the three 

schools closest in size to the median value of all co-educational comprehensive 

schools in each LEA (total n=6 schools), as presented by The Education Authorities 

Directory prior to local government re-organisation (1995). Details of the schools 

represented in the sample are contained in Table 4 below. 

Table 4: The Research sample schools 

School Type Pupil numbers Staffing LEA Location 
A 11-18 1,400 85 I Urban 
B 11-18 1,000 62 I Urban 
C 11-16 948 50 I Urban 
D 11-18 1,275 72 II Urban 
E 11-18 780 44 II Rural 
F 11-18 

(VAChurch 
1,100 58 II Urban 

Defining a reliable sample size of individual teachers to interview from the selected 
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schools was potentially a complex business; however, researchers such as Anderson 

(1990: 200) offer major principles for consideration which informed this task. Key 

amongst these principles was that the sample had to be representative of the target 

population with no significant difference on any important characteristic. Thus, the 

sample included representation from a target population of variable years 

professional experience, responsibility, age and gender. To meet this requirement the 

method of sampling used in the study was purposive, stratified sampling, which 

involved dividing the population into homogenous groups and selecting the cases to 

be included in the sample on the basis of their typicality of the whole population 

(Cohen and Manion 1994: pp. 87-89). The stratified sample in each school included 

a novice, expert and headteacher, with the proportion of male to female staff within 

the total population reflected across the six schools. There was an overt recognition 

that whilst the research was not a systematic, comparative study across these three 

groups of teachers, they did, nevertheless, represent the key career stages of the target 

population and subjects might thus provide differing insights into the research area. 

Further, the rationale for a stratified sample contained within the individual six 

schools was to provide the opportunity to explore Sichel's (1993: 173) notion of the 

need to investigate how the moral climate and structures of individual institutions 

might affect the moral decision making and professional ethics of individual teachers 

within individual schools. 

To avoid ambiguity and enhance reliability and validity, the criteria for selection 

within each homogenous group was refined further. The criteria for selection as a 

novice teacher was less than three years professional practice having gained newly 
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qualified teacher status (NQTs) showing competencies required by WE (1992) 

Circular 9/92 (secondary). Expert teachers were selected on the basis of a minimum 

of ten years professional experience, holding a position of responsibility, as well as 

involvement in school-based initial teacher education; the latter item was considered 

appropriate in meeting the research aims to explore professionality and professional 

education from a key informant's perspective. Together with the headteacher 

sample, the size of each stratified group of staff was six and within the two LEAs 

provided a total sample population of eighteen teachers, which was considered 

adequate for representation and qualitative data management purposes. Biographical 

details of the staff selected for interview are contained in appendix A. 

Instrument design 

Each teacher in the sample was involved in a focused interview which explored the 

four major areas of the research, namely professional ethics, professionality and 

professional codes, as well as education and erudition in this area. The advantage of 

the focused interview was that it provided the opportunity to build on the content of 

the earlier three chapters to construct an interview guide which would determine the 

relevant data to be obtained ( Merton and Kendall cited in Cohen and Manion, 1994: 

289). Preference for this type of interview over a structured or unstructured format 

was based on the former emerging from a positivist paradigm, which has already 

been noted as inappropriate for this study, whilst the latter required considerable skill 

which Wragg (1994: 273) counsels the less experienced researcher not to embark on 

until they can handle a more structured situation and analysis confidently. Therefore, 
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in considering the appropriateness of this instrument, due regard was given to the 

nature of the problem, the context and the researcher. 

The actual interview guide focused on two main groups of questions; section I 

contained factual questions and sections II - VI asked for teachers' views and 

opinions in an open question format (Appendix B). 

Section one of the interview guide covered two areas of information about the 

teachers themselves (i) personal - age, gender and familial context, and (ii) 

professional experience - teaching subject, position in school, years worked in 

present school/LEA and so forth. Additionally, it was considered important to 

establish the personal position of each respondent in relation to the factors which 

may have shaped their views in ethics. This information was vital in relation to 

cross-checking the typicality of respondents. Having stated this, there was, 

nevertheless, a recognition that for some teachers inquiry in this area might be 

potentially sensitive. Appropriately, this question was the penultimate in the final 

section of the interview guide (section vi, question 24). 

The crucial elements of the interview guide were sections II -VI, concerned with 

teacher responses to the four areas identified for the research: 

section ii : professional ethics 

section iii : professionality 

section iv : professional codes 

section v: learning to `behave professionally' 

section vi : supplied ethical statement and personal position. 
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Items for each of these sections of the interview guide were generated from the major 

areas discussed in chapters 1-3. Section II explored teacher conceptions of ethics and 

professional ethics in both a descriptive and normative sense, providing opportunity 

to identify whether teachers differentiated between ordinary moral judgements and 

professional moral judgements, as well as the principles and purpose upon which 

these judgements were based. Following on from this, section III was concerned 

with descriptive and prescriptive accounts of professionality, as well as the adequacy 

of current accountability mechanisms for what they regarded as ̀ behaving 

professionally'. 

To elicit the sample's response to the notion of a professional code in section iv, the 

theoretical framework outlined in the conclusion of chapter three (Table 3), was 

utilised i. e. process, content, status, endorsement and continuance. Additionally, this 

section was also concerned with identifying any limitations teachers perceived in 

relation to introducing a professional code. Section V linked issues raised in the 

previous two sections for it was concerned with the sample's response to how they 

acquired knowledge in relation to professional behaviour and learnt to `behave 

professionally'. Responses to the appropriateness and adequacy of this arrangement 

was sought as well as identifying how the sample perceived their professional 

education might be broached if a professional code was introduced. Finally, as part 

of the interview, section VI provided the opportunity for the teachers to read and 

comment on the GTC [England and Wales] (1996) draft ̀ Statement of Ethical 

Principles for the Teaching Profession'. Recognising that the first response to this 

document might well be impressionistic and staff may have required further time to 
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reflect on the content, agreement was sought with each teacher to conduct a follow- 

up telephone interview, with the key purpose of providing opportunity for additional 

comment on the draft document. To close the face-to-face interviews, all 

respondents were invited to make further comment relevant to the study through a 

final open-ended question. 

Following \Vragg's (1994: 276) advice two processes were observed prior to 

conducting the schedule. Firstly, the interview guide was discussed with four 

experienced colleagues not involved with the operational aspects of the study, as well 

as with the research supervisor. From this deliberation minor amendments were 

made to question 24- factors affecting views on professional ethics to ensure clarity 

in language and purpose. Secondly, two taped pilot interviews were conducted with 

typical respondents from a third LEA. Again, minor modifications were made to the 

interview guide, notably a standard prompt to questions 14 and 16. 

Data collection 

Each school and subject was initially contacted by telephone, receiving a 

confirmatory letter and briefing sheet (Appendix C) in advance of the interview. Both 

the telephone call and the briefing sheet confirmed the subject's willingness for the 

researcher to tape-record the interview. The use of tape-recording has several 

advantages over note taking, but perhaps most importantly, "it reduces the tendency 

of interviewers to make unconscious selection of data favouring their biases " (Gall, 

et al, 1996: 320), thus data gathered can be studied much more thoroughly than notes 

taken at the time of interview. The significant disadvantage of the tape recorder is 
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that its presence may change the interview situation and therefore, to minimise this 

effect, each interview began with the same introductory format, explaining the 

purpose of the interview and stressing anonymity and confidentiality. Additionally, 

the opportunity was presented to the subject to ask questions for clarification or 

additional information about the study prior to following the interview guide. 

The interviews took place over a period of four weeks. The maximum number of 

interviews per day were three, spaced well apart to enable reflection and notes to be 

amplified and presented in a form that would facilitate data analysis. All of the 

interviews were conducted in individual offices or meeting rooms on the school site, 

either during or after the working day. Largely, each interview ran to time without 

disruption. Subjects were thanked for their time and sharing their views as well as 

being asked to desist from talking about the experience with colleagues until the 

schedule of interviews was completed. Individual subjects were sent a personal letter 

of thanks within a few days of the completion of the interview and were reminded 

that telephone contact regarding additional comment on the draft `Statement of 

Ethical Principles for the Teaching Profession' would be made shortly. The latter 

method elicited further comment from three respondents. 

Data analysis 

The analysis of a large volume of phenomenological interview data can be a complex 

and time-consuming activity; therefore in analysing the subjects responses there was 

a need to develop a reliable, standardised approach. Both Hycner (1985: pp. 279- 

203) and Easterby-Smith, et al (1994a: pp. 344-352) offer a similar staged approach 
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which was applied to each transcript. Synthesising the both approaches, the key 

stages of the analysis were as follows: 

Stage 1: Transcription and familiarisation. The recorded interview tapes were 

transcribed, forming data transcripts which could be read as well as listened to in 

entirety on several occasions. This process provided the opportunity of entering into 

the respondents world as well as noting, for example, where voice change occurred, 

thus providing a context for the subject's meaning. 

Stage 2: Reflection and conceptualisation. Having gained a sense of the whole, 

essentially this stage was concerned with a general feel for the `so what' or `that's 

interesting' aspect of how the data supports or challenges existing knowledge or 

provides insights into previously unanswered questions, as well as identifying a set of 

general concepts which seemed important for understanding the subject's account. 

Although the individual sections of the interview guide were regarded as four broad 

fixed coding categories, it was necessary to establish the concepts emerging from the 

subject's explanations in each of these areas. For example, question two sought to 

establish teacher conceptions of professional ethics and in analysing and reflecting on 

subject responses to this inquiry, the concepts of awareness, interpretation and 

concrete account emerged. This outcome was achieved by scrutinising the data for 

units of general meaning, then sieving through this data to eliminate units of meaning 

not relevant to the research. Although time-consuming, methodologically re-visiting 

the data in this manner generated a small number of concepts which were previously 

missed and verified those which initially emerged. 
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Stage 3: Cataloguing concepts. Once the initial concepts emerging from each 

question were identified it was possible systematically to transfer the individual 

concepts, together with transcript reference, onto paper as a cross-check and quick 

reference guide. The use of this approach had a number of positive advantages. 

Firstly, to assist clarity, the emergence of the general concepts was initially confined 

to the four broad categories under investigation. The process of detailed concept 

cataloguing provided the opportunity to identify where a particular concept was used 

in a different context, thereby enabling the concepts to be cross-referenced, redefined 

and recoded. Additionally, by re-arranging the papers in a matrix fashion it was 

possible to analyse the stratified groups in relation to common themes which 

emerged either across an individual school or LEA, as well as within the stratified 

cluster of teachers. 

Stage 4: Linking. Having established an analytical framework which catalogued the 

concepts, the final stage of the analysis was to link the empirical data with the issues 

raised from the literature and deliberations of the earlier chapters. This analysis is 

presented in the next three chapters of the study where the findings are presented and 

discussed under the following broad headings - ethical issues (chapter 5), 

professionality and learning to `behave professionally' (chapter 6), and, ensuring 

professionality (chapter 7). Finally, the salient findings of the research are drawn 

together in a concluding chapter which offers firm recommendations for further 

action and practice. 
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Data presentation 

It was considered inappropriate to submit the full interview transcripts for 

presentation within the study; the sheer volume would preclude such a contention as 

well as the notion that it might breach anonymity and confidentiality. Therefore, to 

assist clarity, in the next three chapters the approach taken is selective use of the 

teachers' rich, first-hand accounts to support the research claims and illuminate the 

assertions made. 

Although the findings were analysed under the four broad headings for investigation, 

the cataloguing of concepts across the full interview data provided the opportunity to 

draw together the key issues emerging from the transcripts. This process facilitated 

readily manageable concepts which could be grouped appropriately for data- 

presentation purposes. Thus, in the next three chapters attention is given to the 

specific line of inquiry in a more lucid and structured manner. To do otherwise 

might have resulted in a proliferation of the data which rendered its meaning 

ineffective. In like manner, the data emerging from the stratified horizontal and 

vertical groups of teachers is normally presented in the general deliberations within 

the main text, with the exception of notable differences which are discussed in an 

overt manner without discrete or separate sub-headings. 

Briefly, in chapter five, the findings emerging from the research focus on teacher 

conceptualisation of professional ethics and a descriptive account of the moral 

dimensions they encounter in their professional role. Crucial to this inquiry was the 

primary theoretical concern of whether it was possible to contemplate normative 
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ethics for the teaching community in a specified sense. The findings support this 

notion where, grounded in the data, it was possible to identify specific principles, 

which informed the subjects' judgements. This discussion, affirms teaching as an 

inherently ethical practice . 

Having established that it is possible to contemplate normative ethics in teaching, 

chapter six, centres on the teacher interpretations of the factors which connote 

professional behaviour. Particular attention is paid to how they learnt what is 

acceptable or unacceptable behaviour in practice, as well as their informed opinion to 

the adequacy of these arrangements. From this discussion, chapter seven focuses on 

the subject's response to arrangements for ensuring professionality, including current 

mechanisms, exploration of a professional code, as well as the GTC [England and 

Wales]draft `Statement of Ethical Principles for the Teaching Profession' (1996). 

Finally, a concluding chapter is presented which brings together the main findings 

generated by the research as ̀ products' for contribution to both theory and practice. 

Concluding comments 

The purpose of this chapter has been to explain the rationale, actions taken and 

processes deployed in conducting the research inquiry. The concepts of reliability 

and validity were key considerations at each stage of the process. Although there has 

been some reluctance to apply these notions to phenomenological research because 

they can imply a positivist reality (see for example Easterby-Smith, et al 1994b: 80), 

in practice, the concepts provided a useful discipline. Claims for the reliability of the 

data collected rest fundamentally in the selection of an appropriate paradigm to 
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inform the research design, as well as procedural objectivity and an understanding 

that, although small, there was no reason to believe that the research sample was 

atypical of the total population. Correspondingly, it can be considered that the 

research tactics used largely negate any concerns surrounding the validity of the 

research. Although, it should be noted that the external validity of the research, i. e.. 

knowing whether the study's findings are generalizable beyond the immediate 

sample, could be considered a difficulty because of the small-scale nature of the 

project. Yet, from the outset, the exploratory and generative nature of the study has 

been emphasised, rather than generalizability claims. Nevertheless, although the 

study has limitations imposed by the sample size the potency of its findings should 

furnish a tentative measure of generalizability. 
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5 Ethical Issues 

The preliminary focus of the research was on teacher conceptualisation of 
ethics and a descriptive account of the moral phenomena they experience in 
their professional lives. Basic to this inquiry was whether or not teachers 
perceived a distinction between the moral judgements they made in their 
ordinary and professional life, as well as identification of the principles and 
values upon which these judgements were based. This chapter focuses on the 
concepts which emerged from the interview data in regard to these two 
broad areas, namely conceptualisation and identification of moral 
dimensions in teaching, and theoretical issues which support the claim that it 
is possible to contemplate normative ethics for the teaching community. 

Conceptualisation and identification 

Three key concepts emerged from the teacher responses to the conceptualisation of 

professional ethics, firstly their general level of awareness to the notion, secondly 

individual interpretations and finally, concrete accounts offered by over half the 

subjects to signify their understanding. 

From a theoretical platform, with the exception of one novice and one headteacher, it 

would be fair to state that the level of awareness to the concept of professional ethics 

was generally low and lacked sophistication. This is exemplified by typical opening 

remarks such as "... I haven't. really thought about it an awful lot... ", "... I probably 

don't know... ", and ".. I'm not really sure... ". Having offered such generalised 

opening statements, individual teachers continued to expand on these remarks by 

offering personalised interpretations which broadly centred upon professionality, i. e. 

behaviour in the public domain. The novice teacher who offered a more 

sophisticated account highlighted the theoretical difficulty of defining professional 

ethics by splitting the concept into two -professionalism and ethics- and attempting 

to define the concepts separately. Ethics was perceived as "... a moral system of 
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right and wrong... " , whilst professionalism was interpreted as being credited with a 

position of responsibility in order to influence pupils in a certain way. This response 

was atypical of the subjects and confirmed both Schrader (1993) and Strike's (1993) 

contention, that from the sample as a whole, at a theoretical level, there was a need 

for teachers to have knowledge and understanding in this area, as well as familiarity 

in the technical terms necessary for a public, moral language. In part, this knowledge 

and understanding was illustrated in a more sophisticated sense by the comments of 

one headteacher. Their understanding of professional ethics was "... a code to which 

teachers adhere, that in some way demonstrates that they are fulfilling the job as a 

professional, rather than a craft. " Implicit within this statement are notions of 

teaching as an ethical practice rather than as a technical craft bounded by the norms 

of a professional community. Yet, the other respondents lacked this wider view of a 

professional community, expanding further their understanding of professional ethics 

in concrete terms which explicated the moral dimensions of their role. 

Although the third question of the interview guide specifically asked the subjects if 

they could identify situations where teachers make moral judgements in practice, 

from the concrete accounts presented in the individual teacher's understanding of 

professional ethics onwards, a range of moral dimensions unfolded. Through 

cataloguing the concept of moral dimensions across all of the data, three main issues 

emerged. Firstly, on a collective and general level it was possible to identify a 

number of areas included in the item list drawn up previously in chapter two, 

Table 1. However, individual teachers presented new and added perspectives of the 

moral dimensions of their role including notable situations they had encountered in 
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practice which provided sign-posts to the moral dilemmas they face. Additionally, 

and perhaps not surprisingly, it was possible to note a discernible difference between 

teacher perceptions of an increase in moral dimensions cited by each stratified group 

of staff. Although inter-related here, each of these issues will be treated separately 

in order to uncover the complexity of the area. 

Turning firstly to the identification of the moral dimensions of teaching, collectively, 

Table 5 illustrates a comprehensive list of the range of items cited by individual 

teachers. 

Table 5: The moral dimensions cited by the research sample 

Academic guidance 
Autonomy-pupil 

-teacher 
Breach of regulations- legal 

- internal 
Confidentiality -colleagues 

- pupils 
- strategic 

Denigration - colleagues 
- parents 
- pupils 

Competition 
Complaints 
Impartiality 
Discrimination 
Equity 
False allegations 
Health and safety 
Illegitimate use of power 
Impartiality 

Legal compliance 
Liability, 
Professional - commitment 

- competence 
Pupil retention 
Relationships - colleagues 

- community 
- pupils 
- trans-professional 

Responsibility 
Resource allocation 
Trust 

A large number of the items in the table above might, at first glance, seem quite 

straightforward. However a closer examination of first-hand accounts experienced 

by teachers in the sample, revealed the complexities involved in individual 
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situations. To exemplify this two reports are selected from separate transcripts where 

the sometimes difficult moral dilemmas teachers face are clearly illustrated. The first 

account is provided by a headteacher who, in response to the inquiry of whether it 

was possible to identify situations where teachers make moral judgements in practice, 

replied: 

Yes. For example, yesterday I had to make a decision as to whether it was 
appropriate to allow a Head of Year to take a girl suspected of being 

pregnant for a pregnancy test without her mother knowing. Now there are 
all sort of issues in here. She could only get the test done today and the result 
known on Monday. By going with a member of staff we were able to get it 
done and the answer the same day and we had to take a decision. First of all 
- the role of the teacher in a very complex family relationship- and then the 
daughter, she is a difficult child, but for us to wash our hands of the situation 
because she is not moral means that we have to make judgements about 
whether it is right in faith. I'm sitting very close to the law on this one and at 
some stage or other, if only because she could become pregnant shortly after 
because of her lifestyle and said to her mother.. 'oh so and so from the school 
took me for a pregnancy test last month', only to be told by the mother 
what's all this about? 

A number of moral issues emerge from this situation, including legal, inter- 

professional relationships, liability, confidentiality and the role of the school and 

parent. Clearly, in this circumstance, it was the headteacher's view that an 

immediate decision had to be made and whilst some may not accord with the 

headteacher's sense of urgency, nevertheless such a notable situation typifies 

Beckett's (1996: 136) description of the moral dilemmas professionals face, operating 

in the midst of flux with an expectation to get it right. 

The second commentary is concerned with the broader dimension of academic 

choice. A teacher from each of the stratified groups noted subject options and pupil 

retention as aspects of the moral dimensions of their role, citing the need for 

impartiality and placing pupil interests at the heart of this decision-making process. 
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In particular, a novice teacher was clearly disturbed by the situation they had found 

themselves in concerning option choices with year nine pupils - 

... one of my form told me that the geography teacher said that their subject 
was more important than art and that they should do geography. What am I 
supposed to say... obviously you should try and advise the pupils, but you 
shouldn't say that geography is more important than art, so you should do 
geography. I found the situation very difficult... more than one of my form 
told me about this and I'd only been teaching for six months so who am Ito 
question... 1 just spoke to the kids and didn't say anything.. the teacher was 
touting for pupils and I didn't think that was right. 

Whether or not there were foundations to these pupil allegations remains untested. 

Nevertheless, for the purpose of this study the account provides a powerful insight 

into the moral dilemmas teachers may face. The predicament illustrates the need for 

impartiality, appropriate systems to investigate the veracity of such claims, as well 

as prudence in discussing subject disciplines, pupils and staff. In this particular 

situation, a teacher with wider, professional experience may not have left the pupil 

claims unchallenged, making critical judgement on informed choice gained from the 

knowledge of years' professional practice and increased awareness and 

responsibility. 

A broader awareness of the moral dimensions of a teacher's role differed across the 

three stratified groups of teachers. This was emphasised by the majority of teacher 

responses to an identified increase in the situations in which they make moral 

judgements. It would seem that each group of teachers demonstrated a different focus 

on the situational factors which they perceived had increased the moral dimensions of 

their role. 
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Earlier, in chapter two, the contemporary challenges teachers face to the provision of 

service which might contribute to an increase in the moral dimensions they 

encounter, concentrated on two areas - new professionalism and a transparent 

service. Whilst the headteachers' response to an increase largely confirmed this 

situation, the explanations of the expert and novice teachers provided a fresh 

standpoint. In particular, none of the novice teachers cited the wider dimensions of 

current public sector policy and management as contributors to an increase in the 

moral dimensions of their role. Their perceptions of an increase centred on becoming 

accustomed to their role, familiarisation and realisation of the breadth and depth of 

the demands of the ethical issues and judgements they were required to make in 

practice. One novice teacher typifies the responses of the group: 

... it's not just a case of having to teach, I'm a form teacher as well so they 
come to me with their problems, personal problems, especially the sixth 
form... I'm sure that it's possibly because I'm new and I'm nearly the same 
age as them, but I'm always talking to them and it's an ideal opportunity to 
structure peoples' ethical stance from a non-academic point of view... drugs, 
smoking, sex, you know. It is something I am fully aware of, more so as I 
carry on with my teaching career. Until you start teaching I don't think you 
realise, you (be)come more aware of the situations that the people face and 
things that go on in their lives. As you move on you become more concerned 
with the ethics of the whole staff, or relating to pupils... I'm more conscious of 
it now then I used to be. 

Each of the novice teachers from the sample, perceived an increased awareness of 

the ethical dimensions they encountered, emanating largely from enlightenment to 

the demands of their extended role. 

Similarly, it was the extended role which was perceived by the majority of the expert 

teachers as contributing to an increase in moral decision-making. However, unlike 

the novice teachers, it was not merely a realisation of the breadth and depth of the 
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ethical issues contained within the role, but a discernible difference in the extension 

of the role, brought about, in their view, by societal factors manifest in an increase in 

matters related to discipline, welfare and parental challenges to their professional 

authority and actions which they perceived, largely, did not exist when they started 

their careers. Equally, the majority of the headteacher sample concurred with this 

comment but in addition confirmed that further ethical pressures were brought to 

bear from recent government reforms. Typical amongst these pressures were 

resource issues concerned with equity, access to information and the notion that to 

improve performance, in their view, some schools were concentrating on a handful of 

pupils which might polarise achievement and not produce the desired effect of 

overall school improvement. It would be fair to suggest, that within this context, the 

headteachers interviewed were striving to ensure everybody had an equitable share of 

the resources made available to them. 

The wide range of moral dimensions identified by the research sample above, serve 

to endorse Goodlad et al's (1990) notion of teaching as a "moral craft", rather than a 

"technical endeavour ". Significantly, what has emerged from the data are fresh and 

increased dimensions to the inherently ethical practice of staff, brought about, in their 

view, largely by societal change and government reform. Such change has created 

additional pressures, evident, most clearly, in the extended role of the teacher, 

leading one headteacher to suggest that "... the pressures on schools are greater than 

they ever were. " 
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Ethical theory 

At a theoretical, level the research sought to uncover the principles and values which 

informed the judgements made in the moral dimensions identified by the teachers. 

Chapter one referred to two approaches to ethical theory which were relevant to the 

study; firstly descriptive ethics concerned with the individual's account of the moral 

phenomena of their lives, i. e. what is; and secondly, prescriptive - or normative 

ethics- attempting to formulate and defend basic moral norms, aimed at determining 

what ought to be done. The contentious issue of whether or not it is possible to 

identify general ethical principles applying to one's professional life which differed 

from the areas beyond it was raised, concluding that perhaps a more appropriate 

approach may be to identify, through systematic enquiry, how teachers individually 

chronicle the specific principles which guide their judgement in practice. Through 

analysing the content of individual teacher responses to the specific principles which 

they consider they either do, or should adhere to, it became possible to consider 

descriptive and normative ethics within the framework of Beauchamp and Bowie's 

(1993: 8) specified ethics for the profession, i. e. where the principles are made 

concrete for the context. The issues emerging from the research data which required 

notable attention were differentiation- or non-differentiation- in the moral 

judgements made in professional life, as well as the principles and purposes cited by 

staff for such judgements. For the purpose of analysis, each of these areas is treated 

separately. 

Differentiation. From the research data, it was possible to discern that teachers 

across each of the stratified groups generally applied Aristotle's "situational 
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appreciation" to the moral principles and reasoning which guided their practice, 

evidenced most clearly in response to whether or not the moral judgements they 

made in their professional life were different from ordinary life. Just over half of the 

total sample sensed no notable difference between the moral judgements they made 

in school and those that they made beyond it, rationalising their decisions mainly on 

the virtuous person and golden rule precept of `treat others as you would want to be 

treated' (Burnard and Chapman 1993: 84). This is exemplified by the comments of 

one headteacher who in keeping a photograph of their children on their desk, showed 

it to parents saying: 

... 
look, I don't know if it makes me a better head or a worse head, but I 

could be you and I've got kids like yours... I hear what my kids say when they 
come home... and I try not to ask my kids, that's the kids here, to do 
something that I don't think 1 would ask my own kids (at home) to do and 1 
don 't ask staff to do things I wouldn't do. 

In contrast, the teachers who confirmed that they do make a differentiation, held a 

cognitive boundary between the moral actions and judgements they exercised in 

school from those of the ordinary or familial context. Although a number of the 

subjects were parents, they were nevertheless conscious at times of the need to 

apply stricter judgements in professional practice and to justify the decisions they had 

made. For these subjects it could be argued that their moral reasoning was informed 

from a professional accountability with norms which may differ from the 

expectations affirmed in their personal context. This is illustrated by one teacher 

who states whilst technically they would want the judgements to be the same, they 

recognise that they "... have to survive... " and therefore "... pay some observance... 

to their "... weaknesses, or go under. " Statements such as this demonstrate that for 

some teachers, although their behaviour may be governed by the principles derived 
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from ordinary morality, specification may be distinctly localised to practice, a notion 

propounded by Durkheim (1963) earlier. 

The concept of differentiation in moral decision-making is a complex, theoretical 

issue. At an elementary level the study has revealed that, for a number of teachers, 

the context may not significantly affect their moral reasoning, with no discernible 

difference between the judgements they make in their professional and ordinary lives. 

Whilst, for others, professional accountability clearly guides their actions and 

motives, with the context becoming one of consequential importance. The 

significance of this to ethical theory is to identify the overlapping principles which 

may guide practitioners in this decision-making process in order to contemplate 

normative ethics for the teaching profession. 

Values and Principles. Accepting that prescriptive, or normative, ethics are 

formulated and defended from moral norms, necessarily involves identifying the 

values which inform such norms. In essence, moral rules emanate from value 

judgements. although all value judgements are not necessarily moral. The issue of 

concern in this study was to identify the beliefs teachers held which informed their 

principles, or guidelines for behaviour- a concept asserted as "values-in-action" by 

the Forum of the General Teaching Council [England and Wales] (1996). The 

process of holding values is according to Raths, et al, (1966) three-staged - prizing 

one's own beliefs and behaviours, choosing these beliefs and behaviours, and acting 

on these beliefs. Through analysing the teacher responses across each section of the 
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interview guide it was possible to identify the tenets teachers prized. Key amongst 

these, cited most frequently, were the following: 

" autonomy 

" collegiality 

" equity 

" individualism 

" mutual respect 

" parental interest 

" pupil achievement 

" pupil welfare 

" relationships 

" subject expertise 

" trust 

" veracity 

Emanating from the collective interview data, it was possible to discern the basis of 

reasoning, or principles, for these values were identifiable, broadly in line with 

Thompson's (1995) special ethics for teaching -Care, Competence and 

Commitment-, later endorsed by the GTC [England and Wales] in the draft 

`Statement of Ethical Principles for the Teaching Profession' (1996). Although there 

was congruence in the empirical investigation with these three broad principles, they 

were endorsed further, by the majority of the sample, with a belief in individualism, 

i. e. exercising freedom in professional practice, formed from the notion of 
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independent thought and preferred mode of practice. The subsequent chapters of this 

study confirm and exemplify this in a more specific manner. With the caveat of the 

latter, the total sample population affirmed their belief that all teachers ought to 

uphold these principles. From a theoretical standpoint, the findings from this 

research sample confirm that it is possible to contemplate normative ethics for the 

teaching profession. What is required now is additional investigation, similar to the 

enquiries of. for example, Simon et al (1978) to further explicate the value order of 

the professional community. Such action could impact upon the future of the 

profession in at least two ways. Firstly, it could uncover a corpus of knowledge, 

which currently rests largely unknown, from which individually and collectively, 

professionals could reflect, identify, discuss and enact their own professional value 

system. Secondly, such enquiry should ensure that if a professional code were to be 

introduced then it could be founded on epistemological authority supported by logical 

positivism. For example, as we shall discuss further in chapters six and seven, there 

was sufficient agreement amongst the research sample on concepts related to 

professionality which could illustrate guidelines to support a statement of ethical 

principles, or the scope of professional practice contained within a professional code 

for the teaching community. 

Purpose. At a theoretical level, the final focus of the research study was concerned 

with analysing teacher responses to the purpose of their moral reasoning and decision 

making, a concept from which Tomlinson and Little (1996: 7) suggest teachers' 

ethical principles should be derived. 
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Broadly, teacher responses to clarification of professional purpose centred on 

statements concerned with facilitating pupil achievement and nurturing them into 

adulthood with a broad value system which enabled them to cope within the 

disciplined environment of society. However, although Tomlinson and Little 

(1996: 7) suggest that statements of ethical principles for teachers may emanate from 

both ontology and teleology, in terms of ethical systems from the subject responses 

across the data it was possible to identify principles derived from virtue and care 

ethics, as well as consequentialist, teleological systems. This is exemplified in two 

extracts typifying the accounts from individual teachers 

... 
I want to facilitate children moving into adulthood with a broad value 

system which recognises fairness and right, and, at the same time permits 
them to achieve success... not just in an academic way... ", and, "... 1 do care 
about the children ... 

frý om my point of view I care if they do a bad job at 
something and hopefully that caring rubs off on themselves and they should 
have a care about their own work and each other. 

The earlier reference to the response of teachers to a perceived increase in their 

moral decision making, brought about largely by an enlightenment (novice teachers) 

and expansion (expert and headteachers) to their extended role, reinforces that 

teachers' ethical principles are formed in part from care ethics which value 

relationships, trust and so forth. Notably, whilst care ethics has advanced out of 

feminist theory, from this research sample it was not possible to associate this 

approach principally with women. Additionally, emerging from the data, it was 

unrealisable to make a coherent link between the purpose of the subjects' ethical 

principles and a deontological ethical system. Terms such as "duty" and "rules" 

rarely came out yet, in contrast, in response to the enquiry on. professional codes a 

small number of the subjects spoke in terms of moral absolutes which they 
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considered ought to govern teachers' behaviour. This issue is discussed more fully in 

chapter seven. 

Finally, the concept of differentiation in moral judgements illustrated that a number 

of teachers' ethical principles are informed from the system of virtue ethics, whilst 

for others, through situational appreciation, there was recognition of their weaknesses 

and fallibility as people, "... cut me and I bleed.. " said one of the sample. Whilst a 

virtuous person may be an ideal from an ontological perspective, a number of 

subjects viewed their moral judgements and behaviour as distinctly localised, with 

alternative decisions and behaviour adopted, on occasions, in their private lives. 

Overall, although it was possible to recognise that the research sample's ethical 

principles were informed from a teleological or consequentialist perspective, 

significantly. the data revealed that they were also informed from virtue and care 

ethics. 

Concluding comments 

The discussion, so far, has been limited to the concepts emerging from the research 

data in two broad areas - conceptualisation of professional ethics and identification of 

the moral dimensions of teaching, as well as matters related to ethical theory. The 

early stages of the study acknowledged, from both a theoretical and practical 

perspective, the complexities of this line of enquiry, demonstrated further in the 

subjects response. 
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Nevertheless, notwithstanding this complexity, it is possible to distinguish a degree 

of significance in the findings which can contribute to the continuing debate 

surrounding ethical issues in teaching. 

Perhaps not surprisingly, the research has revealed that teacher conceptualisation of 

professional ethics at a theoretical level lacks sophistication, pointing to the need for 

further knowledge in this area. In contrast, on a concrete level teachers generally 

discern a wide range of moral dimensions in which they make ethical judgements 

concerning self, colleagues and pupils. Most recently, in this particular sample, it is 

the expert and headteachers view, that there has been an increase in their moral 

decision-making, brought about largely by societal change and government reform, 

manifest in an expansion to their extended role. Significantly, the limited experience 

of the novice teacher did not provide them with this wider insight, rather their 

perception of an increase centred on enlightenment to the moral dimensions of their 

role. 

Analysis of the collective data confirmed that it is possible to contemplate normative 

ethics for the teaching community with the principles which inform teachers' moral 

judgements derived from those presented previously by Thompson (1995) - care, 

competence and commitment- although there was recognition of the need for 

individualism. Finally, whilst teachers recognise that the purpose of these principles 

is broadly to facilitate pupils taking a meaningful place as adults in society, the 

ethical systems from which the principles emanate are pluralized within teleological, 

virtue and care approaches. 
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Altogether these findings serve to endorse teaching as an inherently ethical practice, 

where at an empirical and epistemological level there is scope for further 

deliberation. In part, the next chapter seeks to contribute to the debate, by critically 

analysing and deliberating the subjects' response to the important ethical issue of 

professional ity. 
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6 Professionality and Learning to `Behave Professionally' 

The previous chapter contended that it was possible to contemplate 
normative ethics in teaching derived from the principles of care, competence, 
commitment and individualism. This assertion was made largely from a 
theoretical platform. However, from a practice perspective, the discussion 

would not be complete without operationalising these principles to consider 
teacher interpretations of the factors which connote professional behaviour. 
In response to this specific line of enquiry, grounded in the data, a number of 
key concepts emerged. This chapter deliberates these concepts under the 
broad heading ofprofessionality, prior to analysing teacher responses to 
how they learnt what is acceptable or unacceptable behaviour in practice 
and the adequacy of these arrangements. 

Professionality 

Helsby's (1995: 317) most recent research into teacher professionalism demonstrated 

that teachers' understanding of the word `professional' fell into two categories - 

attributes of 'behaving professionally', and, traits of `being a professional' 

Although, as stated in the introduction, Helsby's (1995: 317) research was concerned 

with `professional' in general terms, with no specific connection to teaching, many 

respondents subsequently related their comments to their own experiences in 

teaching. This is significant to this research study for it provides the opportunity to 

compare and contrast results on the attributes recognised by the subjects as ̀ behaving 

professionally', i. e. professionality, and to build on the earlier findings. At a general 

level, there was a high degree of commonality within the two studies amongst the 

characteristics which teachers identified as behaving professionally, notably, 

standards, relationships and skill in practice. However, the data generated from this 

research study amplifies these earlier findings to reveal specific behaviour which 

contributes to each of these three broad areas. Emerging from the research data, it 

became possible to categorise individual elements within four headings: 
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0 professional undertaking 

" relations with other teachers 

" relations with pupils 

0 obligations and relations to others 

Before discussing each of these bands separately, two general matters should be 

noted. Firstly, from a methodological standpoint, by inversing teacher understanding 

of `unprofessional behaviour', it becomes possible to concentrate on a sufficiency 

model of professional ethics rather than a deficit model. The adequacy of this 

method was endorsed by a number of the sample who in response to their 

understanding of `unprofessional behaviour' suggested that by implication it was the 

antithesis of 'professional behaviour'. Secondly, although the sample as a whole 

suggested that all teachers ought to adhere to the type of behaviour they described as 

`professional', in several cases there was affirmation of the need for Hoyle and 

John's (1995: 93) individualism in preferred mode of practice. 

Professional undertaking. In the teacher descriptions of characteristics of 

professional behaviour a number of key elements emerged which can be considered 

specific to the teaching community and identify the essential nature of the profession. 

As such, ̀ behaving professionally' in the respondents' view is a willingness, or 

arguably requirement, to take on or aspire to these primary attributes. 

Fundamental to the teacher accounts of professional behaviour were the explanations, 

or motivations, which furnished their judgements on the type of behaviour, they 
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considered all teachers ought to adhere to. From these explanations it was possible to 

discern not only how teachers ought to behave, but also why. The teacher 

justifications of `behaving professionally' reinforce the central elements, identified in 

chapter five. which denote teachers' professional purpose. 

The general notion of acting in the best interests of the pupils and school was 

paramount amongst the respondents, although often this was more implicit than 

overt. Direct comments such as: "it's unprofessional to swing a child into your 

subject if it's not for their best intention... keeping a child in school when he would be 

better off going to a college of further education... " and the need to uphold school 

policies, serve to illustrate this construct in a specific way. However, less explicit 

comments endorse the notion further, for example: 

... professional behaviour from my point of view is.... not to be too friendly to 
the children. Hopefully, I am approachable. I am a form teacher, so I need to 
be in that situation. Children need to be able to feel at ease, to come and 
speak to me about perhaps awkward home situations or whatever. In that 
respect I can't afford to be too strict or too distant.... 

Yet, the absence of clearly defined criteria for `best interests' leaves some teachers 

facing complex moral decisions as to how and whose interests are served. The case 

presented earlier, of the headteacher facing the dilemma of whether or not to 

facilitate a pupil pregnancy test, clearly illustrates the complicated position teachers 

face when operating in `loco parentis' and the legal position on minors' consent, 

challenged and ruled against in the House of Lords in the notable Gillick case of the 

early eighties. Notwithstanding this, it was possible to discern from almost half of 

the sample, 'best interests' being validated in impartiality and equity. In particular, 

the response of one headteacher's perceptions of `unprofessional behaviour', 
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exemplifies the accumulative tensions which can be associated with `best interests', 

impartiality and equity. The headteacher's account, highlights the notion of dual 

obligation identified in `contemporary challenges to service' (chapter two), where 

some schools or staff might be swayed by external pressures to act in a partial way, 

which might be detrimental to certain groups of pupils, solely because this supports 

the interests or aims of others; for example, favoured treatment to enhance 

examination results: "It would mean scaling of resources ... to make short term 

gains... it's pressure from outside... closing off avenues for certain pupils.... if we did 

that we would be fundamentally tarnished. " It is clear, from this headteacher's 

opinion, that the `best interests' of pupils and schools will not be served if teachers 

act in a partial way. 

Conversely, the idea that teachers might act in a subjective manner by favouring 

certain pupils was also raised by an expert teacher. In response to whether there were 

any forms of behaviour they considered all teachers ought to adhere to, the expert 

teacher suggested: "... fairness with all (subjects emphasis) pupils...! don't see how 

you can ever expect people to respect you as a teacher if you are notfair .. and 

consistent with them. " Equally, when providing advice, the need for teachers to take 

an impartial and objective role was confirmed by a teacher in each of the stratified 

groups, exemplified explicitly in the earlier extract in respect of pupil options and 

destinations. Impartiality and objectivity is not to suggest ̀equal treatment', rather, 

respect for "the individual development of pupils ", as identified earlier by Hoyle and 

John (199: 93). 
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Among the other elements which can be regarded as essential to the nature of 

teaching, which subjects from across the sample characterised as professional 

behaviour, was respect for and expertise in subject knowledge: "I hold my subject in 

very high esteem and insist that the children also have a respect for it... when I teach, 

I teach with a real eagerness for them to learn about what I know already. " Such 

contentions endorse the values and ethical principles identified within the General 

Teaching Council [England and Wales] (1996) draft statement. They are affirmed 

further, by a small number of expert and headteachers who maintained, typically, that 

all teachers ought to adhere to "... a commitment to developing the skills of teaching 

and learning throughout their career. "A willingness to maintain and enhance 

`professional competence' was implicit in the majority of the samples notion thät 

`behaving professionally' was adhering to some kind of professional standard: "... 

there are certain standards one should want to keep all the time... behaviour, 

work... what you're actually doing in the classroom. " Akin to standards was the idea 

of consistency, frequently highlighted by the respondents who recognised that, 

particularly in secondary schools where pupils encounter a number of different 

teachers during any given school day, problems arose. For example, when the pupils 

move: 

... 
from one situation with one member of staff who is talking to them with 

respect and dealing with them in a consistent manner, to moving to another 
classroom situation where as soon as they walk through the door they are 
told to shut-up, sit down, take their coats off and there is rank and file 
behaviour. 

It would seem apparent, from the teacher views, that lack of consistency in this 

manner, detracts from the wider sense of professionalism. Arguably, professional 

standards should seek to be consistent and objective. Yet, at the present moment, 
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there is no objective agreement of what constitutes an acceptable ̀professional 

standard' in teachers' behaviour, leaving the judgements made to the vagaries of 

individual opinion. Notwithstanding this, whilst upholding the notion of 

individualism, all of the teachers in the sample were of the opinion that when 

teachers agree to undertake their professional role there are certain types of behaviour 

they ought to adhere to. These forms of behaviour are discussed more fully in each 

of the sections following. 

Before leaving this particular section, there is one further element which should be 

noted, which emerged from five of the teachers' versions of the type of behaviour 

teachers ought to adhere to and this concerned dress. Given that the interviews took 

place at about the same time as the Secretary of State for Education and Employment 

announced that the `Training Curriculum and Standards for New Teachers' (TTA: 

1997) would emphasise personal presentation qualities and the subsequent high 

profile this announcement was given in the media, it was perhaps not altogether 

surprising that this issue did emerge. The teacher explanations of why dress was an 

important attribute of `behaving professionally' centred broadly on the notion of 

teachers being viewed by the pupils as role models: "... Generally I would think dress 

would be important ... u, hen it comes to disciplining children regarding uniform, then 

I think it's double standards to have a member of staff dressed scruffily.... " 

Conversely, during the course of the interview, one headteacher suggested that the 

current focus on dress "trivialised education ", while another, although accepting 

dress might be an issue, suggested that "... most teachers are incredibly conservative, 

with a small 'c'. Let's talk about my experience, in 35 years I've been looking for a 
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long haired weirdo in jeans... and I've not met any.... " At the time of writing, the 

`Standards for New Teachers' are subject to consultation. It will be of interest to 

note if dress remains a significant issue. 

Relations with other teachers. In deliberating the contemporary challenges to 

service earlier (chapter two), it was suggested that an aspect of `new professionalism' 

manifest itself in a teacher's ability to work collaboratively and forge appropriate 

relationships with colleagues. This suggestion was endorsed by all of the teachers in 

the sample. Without exception, the full sample conceived that an essential attribute of 

professional behaviour was etiquette in the interaction between teachers, based on 

mutual respect and veracity: 

... there are some people who seem to feel they have a position of sorts which 
is greater than yours, they must know better than you. For example, you're 
the specialist, but they know your subject better than you and they start 
telling you what to do and how to do it, which I think is fairly 
unprofessional.... 

This extract, from an expert teacher, illustrates two points which are more implicit 

then overt. Firstly, the need for teachers to respect each other's areas of expertise. 

Secondly, relations with colleagues can give rise to the illegitimate use of power, 

which was contended earlier, by Bull (1993: 71), teachers "have a duty to be 

conscious of and resist ". This is not to suggest that senior colleagues can be 

absolved from satisfying themselves that a member of staff to whom they may 

delegate a task is competent to carry it out, rather for all teachers to recognise that 

other colleagues may have skills which they can exercise without reference to them. 

In the sample's opinion, etiquette between teachers was considered a fundamental 

aspect of `behaving professionally'. 
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An essential element of etiquette, which was raised by over half the teachers in the 

sample, was the need for clear and open communication with colleagues. In 

particular, the free raising of issues of disagreement and due regard to confidentiality 

were most often cited. From the teacher accounts it is clear that it is considered 

proper for a teacher to draw attention to areas of disagreement or inadequate 

standards, which might impact upon the education of pupils, in a free manner: 

tiVe're talking about what is good for the children, what's good for the 
school. Sometimes you have to stir something up, or clear the air about 
something, confront somebody. There are some people you daren't do that to 
because they see you as being awkward, rocking the boat... or bleating. 

In terms of confidentiality, generally, there was a recognition that in circumstances 

where there may be implications for others, for example, suspected abuse, a teacher 

may be obliged to override a colleague's confidence. However, in doing such, 

behaving professionally was regarded as having grounds for disclosure and where 

appropriate ".. discussing it with the teacher first. " In contrast, the notion that 

confidence was broken without grounds, notification, or consent, was deemed by 

several of the teachers as unacceptable behaviour: "... If you want a quiet word with 

someone, say one particular manager, well, you know it won't be kept. You know 

someone else will find out, say a personal problem or something or other, I find that 

unprofessional.... " Clearly there are different perceptions of confidentiality and of 

the information to which it relates. Nevertheless, it is possible to conclude from the 

teachers accounts that all information that teachers acquire about colleagues as part 

of their professional practice should be subject to confidentiality, other than when 

there are just grounds for disclosure. Additionally, in normal circumstances a 

teacher's consent should be sought to share information where it can be justified 

although in exceptional circumstances where it is in the ̀ best interests' of the pupils 
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and school teacher's may need to disclose information pertaining to a colleague 

without their consent. 

Finally, integrity to colleagues and an obligation to work in a collaborative and co- 

operative manner were considered key facets of behaving professionally: "... We're 

all colleagues at the end of the day and if you can't work together and sort all the 

problems out amicably you shouldn't be in the profession.... " Similarly, noted most 

frequently in the expert and novice teachers' views of behaving professionally was 

the aspect of not denigrating colleagues in public, particularly with other teachers or 

with pupils. 

Relations with pupils. Earlier, in chapter two, the interpersonal moral dimensions 

of teaching were presented in constructing a rationale for this study. Key amongst 

these were the relationship between teacher and pupil. The question was raised of 

`what and whose acceptable standard should this relationship meet? ' In part, the 

responses from the sample provide clear indications of the factors associated with 

acceptable standards of behaviour in relations with pupils, deemed ̀ professional' by 

the teachers themselves. Although relations with pupils was not a specific question 

in the interview guide, perhaps not surprisingly, all of the subjects raised aspects of 

the teacher-pupil relationship either in response to behaving professionally or the 

content of a possible code. Generally, there was a high degree of accord and 

commonality within the areas cited, key amongst which was the issue of impartiality 

and equity, expressed earlier under the heading ̀professional undertaking'. From the 

fundamental facet of always acting in the ̀ best interests' of pupils and the school, 
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further issues emerged from the data which were specific to the teacher-pupil 

relationship. 

In consonance with the views expressed on teacher confidentiality above, several 

teachers considered pupil confidentiality a significant aspect of `behaving 

professionally', on similar grounds to those cited in relations to colleagues: "... when 

it comes to talking at length about pupils personal situations, which have nothing to 

do with other staff, or the kids, I think it's wrong.... " Although, there was recognition 

that in appropriate cases there may be grounds when "... sometimes it can be 

beneficial... ", nevertheless, it is possible to conclude from the teacher accounts, that 

pupil confidentiality should be governed by the same principles as teacher 

confidentiality, i. e. pupils have a right to confidentiality, other when there are just 

grounds for disclosure, where normally notification or consent should be sought. 

Akin to confidentiality, cited by a small number of the sample, was the notion of 

denigrating pupils: 

talking to a class and mentioning names of other pupils within the school who 
have been suspended or disciplined in a certain way... challenges the 
relationship between that disruptive pupil and staff. It's washing their dirty 
linen as it were. 

This excerpt endorses not only the need for confidentiality but also respect for pupils 

which was identified by almost half the teachers, in particular with reference to 

teacher- pupil communications. The following expert teacher's description of 

`behaving professionally' verifies the GTC [England and Wales] ̀ values which 

inform teaching' (1996) by illustrating the notion that all teachers ought to respect 

pupils: 
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... you treat them with respect. Personally, for example, I don't like referring 
to them as children, I prefer either student or pupils and you treat them as 
such. Whether it be asking them to do things, you use please and thank you, 
or telling them off, you explain to them why and what's happened, the 
background and your feelings about the situation.... 

Notably, the majority of the stratified group of novice teachers considered "being 

approachable " as an element of professional behaviour, although in their view there 

was a need to keep both a psychological and physical distance between themselves 

and the pupils, recognising that "... you can't be too friendly. " Similarly, for a 

significant number of teachers within each of the stratified groups, the notion of the 

psychological and physical relationship between teachers and pupils was raised, in 

particular romantic or sexual liaisons. Whilst accepting the legal position of the age 

of consent, with the exception of two headteachers, the judgement of all staff 

mentioning such liaisons in relation to professional behaviour was typically " 
... 

1 

think it's rather seedy. I'm supposed to be acting like a parent with the children, even 

the sixth form and you can't call them children... but I wouldn't have an affair with 

my daughter. " Such relationships, in the majority of teachers' views, clearly 

breached professional boundaries as far as professionality was concerned. The 

rationalisations given by the teachers for supporting this view centred largely on both 

collective and individual concerns. Foremost it was considered " ... that it would 

change the relationship of the teacher to the learner... with other members of 

staff.. " with significant "... professional ramifications. " Equally, and perhaps on a 

more formidable level, there were some concerns that schools should be regarded as 

a "... safe place... " and that people should not be using "... their position... in order 

to further sexual activity. " Yet, although there was no implicit or explicit suggestion 

of exploitation, both during the interview and post-interview phases, at least five of 
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the sample alluded to specific examples of romantic or sexual relationships between 

teachers and pupils. Generally, their emphasis in retelling accounts touched on the 

grey area which the two headteachers judged as "... dodgy. I don't think you can make 

a broad brush of it because obviously there would be relationships which are 

genuine and will be perfectly fulfilled and reasonable, but it seems to me to be a very 

dodgy area. " When probed to uncover if they would accept it as professional 

behaviour amongst the staff of their own school, the one headteacher suggested that 

in all likelihood "... 1 would think not. I would probably ask a member of staff to 

rethink their position. " In contrast, the other headteacher suggested that they would: 

... 
balance each individual case ... 

I taught in a school where it did happen. It 
didn't affect the members of staff professional standards ... it was held 
separate from his work.. the girl didn't flaunt it... it was kept very discrete, I 
don't think it was acting unprofessionally. I would hate to see a law coming 
out that said a member of staff could not have a personal relationship with 
somebody who turned out to be a pupil at the same school.... 

These contrasting opinions, particularly amongst leading professionals, serve to 

endorse the ambiguity surrounding acceptable standards in teacher-pupil relations 

and arguably further the vulnerability of both pupils and teachers alike. 

Obligations and relations with others. Finally, there was a recognition by several 

of the teachers that education did not operate in a vacuum at school, evidenced by 

references to key stakeholders to whom they had both legal obligations and a 

responsibility to `behave professionally'. For example: "... you don't look at parents 

as a problem, or nuisance, but someone who you are there for and the school is there 

to serve... You can't have schools without the parents and you can't have parents 

without the schools. ". It was a number of the teachers' view that relations with 

parents, governors and other occupational groups associated with an individual's 

109 



education should be afforded the same sense of professionality as other teachers, i. e. 

working in the best interests of the pupil and school, mutual respect, appropriate 

confidentiality and a willingness to work collaboratively. 

In particular, the finer details of the nature of teacher-parent relationships were raised 

by one of the sample. In referring to an incident where a head of department 

"... began an affair with the mother of one of his pupils... " the teacher was mindful of 

the need for teachers to realise that they can be in a"... delicate situation... and the 

pupils and the parents must be kept in mind all the time.... " In this situation, the 

subject regarded lack of discretion by the teacher as ̀ unprofessional', leading to 

circumstances where "... the pupil involved had a very hard time for a while, both at 

home and with the other kids.... " Whilst for the parent there may be issues related to 

ordinary morality for contemplation, the teacher in the sample clearly considered 

such action by a colleague as unacceptable when the circumstances led to what they 

perceived as detrimental to the welfare of the pupil. This is a complex, and highly 

contentious sentiment involving two consenting adults for whom one, it could be 

argued, the boundaries between ordinary and professional morality have become 

blurred. How a teacher learns and decides the appropriateness of such action is less 

then clear. 

While the teachers in the sample were generally emphatic in their judgements of what 

characterised professional behaviour there was an obvious need to explore how they 

acquired knowledge in this area by learning to `behave professionally' and the 

sufficiency of this approach. 
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Learning to `behave professionally' 

From the collective accounts above, it might seem that `behaving unprofessionally' 

was prevalent amongst teachers. However, such a suggestion would be an erroneous 

misrepresentation of the sample's accounts. Throughout the interviews the majority 

of the teachers stressed emphatically that they were "... only talking about the small 

minority... " or "... rarely occurs, if ever, in my experience.... " Nevertheless, there 

were sufficient moments to merit exploration of the acquisition of moral reasoning 

and application to professional behaviour. Although section (v) of the interview 

guide was focused specifically on this area, further insights were gained from the 

responses in other sections, notably question 24, where several of the teachers cited 

their own schooling as a significant influence on their own ethical standpoint and 

judgements of acceptable standards of professional behaviour. Emerging from all of 

the data it became possible to group the elements which contributed to teachers' 

professional knowledge in this area into two broad concepts, formal strategies and 

informal permeation. Below each of these concepts is deliberated separately. 

Formal strategies. Essentially, from the teachers' accounts of how they learnt what 

was acceptable behaviour in practice it was possible to discern a notable difference 

between the stratified groups with the majority of the novice teachers, alone, clearly 

endorsing the contribution of their formal, professional education, key amongst 

which was initial teacher education. It would seem apparent, from the expert and 

headteachers' views that they had typically encountered "... nothing formal. " In 

contrast, in keeping with the general course requirements of the proposed national 

framework for initial teacher education (TTA: 1997), four of the novice teachers 
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referred to their pre-registration professional education as a significant contributor to 

learning how to behave professionally. Precise elements of the higher education- 

delivered course which the novice teachers cited, included legal obligations and 

"... the question of conduct and how to behave... ", delivered typically through 

. dilemma-discussion and didactic course content. Such approaches endorse the 

suggestions emanating from the UCET Ethics Working Party (Impey, 1996: 18; 

Weller, 1996: 22) and the strategies mentioned earlier by Blatt and Kohlberg (cited in 

Schrader, 1993) and Boyd (cited in Schrader, 1993). Additionally, the majority of 

the novice teacher sample recognised the significant contribution expert teachers 

made to their elaboration of professional behaviour in the school-based element of 

their initial teacher education programmes: 

The contact with the Head of Department on teacher training was good...! 
was able to talk through issues. When commenting on my lesson he would 
perhaps raise issues of professional conduct- if I was too f ippant, too 
derogatory with pupils ... 1 found that useful and that helped me to build an 
overall picture of what I should be like now. 

When probed to identify factors which may have contributed to learning about 

professional behaviour post-entry, again there was a discernible difference within the 

stratified groups of teachers. Although one headteacher and one novice teacher 

recognised the contribution individual school policy documents contributed to the 

process, beyond this it was the novice teachers alone who cited further dimensions. 

Key amongst these were formal induction systems and the contribution of school 

mentors, heads of department and heads of school/year: "... I have had support - very 

much so by my Head of Department ... observing several lessons and commenting on 

both teaching aspects and also ways in which I could improve my relationship with 

the children.... " 
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Notably, half of the novice teacher sample referred to the first few months of their 

teaching career when they affirmed the sufficiency of pre and post-entry formal 

strategies for learning about professional behaviour. However, there were also 

limitations, cited by the sample, within these arrangements. Two of the novice 

teachers expressed concerns that their initial teacher education "... was all done in 

good schools... " where there was little challenge to their professional authority, 

which was significantly different from the experiences they had in their current post: 

"... nothing like the problems that this school has.... " This situation revealed that the 

novice teachers typically "... struggled for the first four months... because I had never 

been to a school like this in my training. " Both of these teachers recognised the 

significance of formal induction strategies, in post, to decide the appropriateness of 

their behaviour. Two issues emerge from this finding. Firstly, in these two teachers' 

opinions, there is a need for student teachers to experience variety in their school- 

based placements. Yet, this might be contentious when the previous Conservative 

Government asserted the need to form partnerships for initial teacher education only 

with `good' schools. It remains to be seen if this policy will be validated by the 

current ̀ New Labour' Government. Secondly, whilst identified limitations such as 

this in initial teacher education may be eradicated, once in post, by formal induction 

and support systems, this is conditional on the school making these available and this 

was not the case in every school in the sample. This was exemplified by one novice 

teacher, who, although their post was in what may be termed, by external indicators a 

`good' school, nevertheless struggled to identify appropriate professional behaviour 

in their first term: "... for me it was quite difficult because... unfortunately the support 

here was practically non-existent at the time.... " 

113 



Y -- 

Further, although the majority of novice teachers in the sample acknowledged the 

contribution that their initial teacher education programme made to their 

understanding of professional behaviour, which might help to overcome absent 

formal induction and support strategies once in post, one of the sample of novice 

teachers stated: "... we had the National Curriculum, but... we had no real guidelines. 

There was no room for ethics, morals, or general discussion about what you would 

do in a certain situation or how you should behave.... " While this may be the 

exception it is nevertheless, not too difficult to envisage the scenario where the 

compounded effects of all of the limitations identified by the novice teachers above, 

could manifest itself for an individual teacher in one school, i. e. taking up a post in a 

`difficult' school which did not offer formal induction and support systems without 

having learnt adequately what it is to `behave professionally' at initial teacher 

education. The possible implications of this scenario serve to endorse the 

appropriateness of the content of the current TTA consultation documents on 

"Training Curriculum and Standards for New Teachers" (1997), which includes 

reference to standards of professional conduct although, it should be noted, without 

specification. 

Finally, teachers from each of the stratified groups confirmed in the main that the 

current formal arrangements for learning how to `behave professionally', although 

adequate, could be improved. Three key issues emerged from the data. Firstly, 

common across all of the groups and cited by several of the sample was the notion 

that, at a theoretical and practice level, there was a need for insight into professional 

ethics, professionalism and professionality: 
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This ought to be explored... I'll tell you why it isn't... it's because-people don't 
know how to explore it. At the moment we only assess those things we can 
measure and we don't know how to measure it. So, I feel, that we all know 
it's there to be grappled with, but we don't know how... if we knew then we 
could go and share it. 

This account reaffirms, from the teachers themselves, the findings discussed in 

chapter five of the need for knowledge and understanding in professional ethics at a 

theoretical level, as well as, the need for further exploration of notions of 

professionality, as uncovered earlier in this chapter, without which, as cited earlier by 

Thompson (1995: 20) teachers could continue to operate on "individual and highly 

influential 'educational platforms "'. 

Secondly, although both the headteacher and expert teacher groups considered 

current arrangements for initial teacher education and NQTs, largely sufficient, the 

majority of the novice teachers suggested the need for more specific guidelines and 

advice: "I think it could be emphasised more in college... I think it would have been 

useful to have actually statements, like 'don't disclose confidential information'. " In 

contrast to the novice teachers' suggestion of specification at initial teacher 

education, one headteacher considered the need for student teachers to be: 

... thinking about what they're doing in broad terms as well as in specific 
terms... The rubbishing of philosophy in education and the idea that people 
should not be thinking for themselves has been a major downfall in teacher 
education. It's led to a sort of narrowness.... 

The notion of thinking for oneself and challenging one's own professional ethical 

standpoint through continuing, professional, development was the third issue to 

emerge from the data in respect of improving formal strategies for learning about 

professional behaviour. Half the headteacher sample and two of the expert teachers 
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identified a need for ethical issues to be aired and addressed in continuing 

professional development programmes, particularly when taking on extra 

responsibility "... it is very easy to get tunnel vision, that you will never break away 

from your views... when I'm responsible for staff, who's to say I'm right?.... " 

Analogous with the notion that expert and headteachers identified an increase to the 

moral dimensions of their role (chapter 5), discerning the `rightness' of their 

decision-making in these areas which contribute to professionality should, in these 

teachers' opinions, not be left to chance. Yet, it would seem that the opportunity to 

remedy this situation within the current national framework for CPD for teachers has 

been lost. With the exception of the ̀ Training Curriculum and Standards for New 

Teachers' (TTA: 1997), none of the Teacher Training Agency documentation issued 

thus far explicitly addresses the full scope of professional conduct. Significantly, as 

noted previously, there is no specification of the factors which characterise 

professional conduct in the Standards for New Teachers. This situation leaves the 

full professional community to contemplate the question posed by one teacher: 

"... How can you improve if you don't know what you're aiming at? " 

Informal permeation. In describing how they learnt to `behave professionally', the 

full sample gave highly-personalised, individual accounts of informal methods they 

had adopted which had influenced and permeated their current practice. Although 

the stratified groups of expert and headteachers' sense of professionality emanated 

almost exclusively from this approach, without exception all of the novice teachers 

also confirmed the significance of this method. From across the data three common 

themes emerged - personal experience as a pupil, learning in practice and personal 
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dimensions. A number of teachers cited all three elements in association with how 

they acquired knowledge and learnt professional behaviour. However, to assist 

clarity here, the themes will be considered individually. 

For almost half of the teachers in the sample, Lortie's (1975) "art of observation" as a 

pupil was evident. Primarily, from observing their own teachers whilst at school, a 

number of respondents adopted role-models, who they attempted to emulate in their 

own professional behaviour and actions: 

At my old secondary school a fair few members of staff had a lasting 
impression on me, ... the older-style teachers had a more lasting impression 
on me than the more friendly teachers... specifically the music teacher... I 
shaped my commitment level on her. 

In contrast to role models, a small number of the sample cited their own education as 

an opportunity to begin to formulate personal judgements on what they perceived 

was acceptable or unacceptable behaviour: "I had role models in school that I 

modelled myself on... but certain masters had their strengths and weaknesses... but 

you took the best out of all of them and recognised a universal good.,, 

The notion of Schon's (1995) "Reflective Practitioner" was manifest in all of the 

sample's accounts of how they learnt professional behaviour once practicing, either 

as a student or qualified teacher. From observation and reflection in, on and through 

action, the teachers endorsed their notions of professionality: "... You observe good 

practice for a start.. ", "... making mistakes yourself and realising what you should 

have done or shouldn't have done in reflection afterwards.... ". These two extracts 

provide insights into two key areas where the professional behaviour of a number of 

the sample had been effected from observation and reflection. The first, in keeping 
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with personal experience as a pupil, is role-modelling: "... When I first went into 

teaching ... I identified my ideal teacher, and, there was this one, and, I suppose I 

follow a lot of what she did.... ". Equally, the inverse to this situation was also 

evident in several teachers' descriptions: "... 1 think the bad experience of working 

with x (name) ... which hopefully I never live up to.... " The other key area, although 

noted less frequently (two novice and three headteachers), was critical incidents. 

Interestingly, fuller accounts of critical incidents were typically provided either at the 

end of interview or `off tape'. For example, in the follow-up telephone call, one 

headteacher cited the death of a pupil on the rugby field as his "... most sobering 

professional experience.... ", when asked to respond to three questions by the coroner 

: "... was he supervised in the games period? Was the teacher qualified? Was he 

playing with his own age group? ". In this tragic incident, the headteacher was able 

to affirm that appropriate health and safety guidelines had been adhered to. 

Nevertheless, the incident had such an impact on the headteacher that in making 

subsequent judgements about his own or colleagues' professional behaviour he 

affirmed the need `to always have an answer for the Coroner or judge'. The increase 

in litigation on matters related to education, as referenced in chapter two, would 

arguably seem to support this basic premise. 

Teacher accounts of lower-profile critical incidents revealed that informal dilemma 

discussion with colleagues often guided their subsequent judgements and actions. 

This aspect was not isolated to any particular stratified group of teachers, suggesting 

that collaborating with colleagues is an important element in learning how to `behave 

professionally' for all teachers. 
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Scanning the ̀ professional landscape' or comparative reflection on what occurred in 

other schools, was also described by several teachers in the sample as furnishing their 

notions of professionality. For two of the novice teachers refinement in judgements 

on professional behaviour were made by comparing accepted norms of teaching- 

practice schools, with their current school. Similarly, one of the expert teachers 

considered the fact that they had "... taught in four schools altogether.... " was a 

significant influence on forming their views of professional behaviour. In like 

manner, half of the headteacher sample considered that by "... viewing what other 

schools do.... " assisted in their deliberations on professionality. Also three of the 

sample, two headteachers and one expert teacher had, or were currently holding, 

either national or local representative posts in their own professional associations 

which they considered had shaped their views on standards of professional 

behaviour: "... having been a union official and ... dealing with problems which have 

arisen with members... that has been a major influence.... " 

Finally, whilst the focus so far has been on `professional influences' in determining 

the sample's notions of professionality, it would be a significant error to disregard the 

`personal influences' of individual teachers which had shaped their own ethical 

standpoint. Largely, there was commonality across the sample as a whole on the key 

personal influences which had forged their views. Perhaps not surprisingly, the sway 

of parents was cited by the full sample, as well as the extended family, notably 

grandparents, by a third. Additionally, either a religious upbringing or current 

religious belief was cited by almost half the teachers as a major factor in developing 

their ethical viewpoint. Further and perhaps not surprisingly given the geographical 
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location of the study, three of the sample identified their "Welsh non-conformist 

background" as a contributor to their ethical perspectives. The only disparate areas 

of influence it was possible to identify from the sample's accounts, were individual 

situational factors which had shaped teachers views. Notably, one teacher referred to 

"... the fact that I have a special needs daughter.... " as being "... very influential.... ", 

while another cited their divorce as making them sensitive to pupils who do not live 

in a two-parent family: "... sometimes when we are dealing with pupils we don't fully 

understand the experiences that they have at home.... " From all of the descriptions 

contained here, it is possible to conclude that teachers' notions of professionality are 

determined by both professional and personal influences from which, at a collective 

and individual level, it is possible to gather insights into how they determine and 

learn to `behave professionally'. 

Concluding comments 

The evidence from the teacher descriptions of the attributes which characterise 

`behaving professionally' amplify earlier findings. The high degree of agreement 

which emerged from the subject accounts can largely be considered as accepted 

standards which, in the teachers' opinions, ought to govern professional behaviour, 

thus reinforcing the notion of contemplating prescriptive ethics for teachers. 

Paramount in the teacher views of professionality was to act in the best interest of the 

pupils and school with clear indicators offered as to how this might be achieved. The 

concluding chapter of this study presents these indicators as possible `signposts' 

which teachers are invited to employ to guide their professional behaviour. Although 

there was one notable area of discord identified from the teacher accounts, 
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surrounding romantic or sexual relationships between a teacher and pupil, 

nevertheless it has been included in the signposts in the anticipation that it will 

generate further discussion. Here, it has been argued that ambiguity in such a 

fundamental principle may fuel both pupil and teacher vulnerability. At the very 

least, the issue is worthy of wider debate, if only to establish whether or not it is 

appropriate to even consider prescriptive ethics in this area. 

Clear insights have been provided from the teachers themselves into how they learn 

to `behave professionally'. It is reassuring to note that the subjects considered 

current formal strategies for initial teacher education and newly-qualified teachers 

largely adequate, although there was recognition of the need for both higher 

education and schools to adhere to national frameworks if professionality was to be 

assured. Additionally, it should be noted that the notion of student teachers only 

experiencing 'good' schools is an area of concern. Likewise, it would seem apparent 

that the scope of professional conduct should become an element of all teachers' 

continuing professional development, minimally within the proposed national 

frameworks for key stages of a teachers career. Finally, although the teachers 

recognised that ".. you can never be prepared for everything... ", and whilst they 

would "... not want cloning... ", nevertheless the key attributes identified by the 

teachers as distinguishing professional behaviour could form the basis of discussion 

in higher education programmes in relation to `professional conduct', as identified 

without specification, in the ̀ Training, Curriculum and Standards for New Teachers' 

(TTA: 1997). 
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7 Ensuring Professionality 

Having identified the attributes which characterise professional behaviour 
and how teachers learn to 'behave professionally', the final focus of the study 
centred on arrangements for ensuring professionality. The specific line of 
enquiry was concerned with teacher responses to the adequacy of current 
mechanisms for securing professional behaviour, as well as looking ahead at 
what might be and seeking their opinions to the notion of a professional code 
for the teaching community. Appositely, the sample's response to the draft 
'Statement of Ethical Principles for the Teaching Profession'(GTC[England 
and Males] 1996) was sought, as well as identifying how they perceived 
teachers ought to be educated or socialised into such a code. These four key 
areas are discussed here under the broad headings of current mechanisms, 
exploration of a professional code and practitioner responses to the GTC 
[England and Wales] draft statement. 

Current mechanisms 

Emerging from the data it became possible to group the teacher responses to the 

mechanisms identified as ensuring professionality into the broad concepts of 

`authoritative influences' and ̀ holding mechanisms', which traversed the range of 

accountability models, presented earlier at the end of chapter two, table 2, i. e. from 

regulation to individual responsibility. Authoritative influences can be regarded, 

largely, as uniform and formal whilst the holding mechanisms were identifiable, in 

the main, as less formal and heterogeneous. 

The authoritative influences which several teachers cited to ensure they and 

colleagues `behaved professionally', were largely in the domain of Darling 

Hammond's (1989) and Becher's (1994) legal and political accountability models. 

Factors pertaining to this area included conditions of service, OHMCI school 

inspection, appraisal and formal disciplinary procedures. Each of these elements, 

although locally administered, operates within a national framework. However, 
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beyond these national, formal mechanisms, it was possible to discern from the data 

distinctly-localised authoritative influences. In particular, reflecting on Sichel's 

(1993: 173) notion of the need to investigate how the moral climate and structure of 

individual schools might affect the professional ethics of individual teachers, by 

scrutinising the stratified groups in a vertical manner, i. e. school by school, it was 

significant that all of the staff in two schools in the sample recorded an area of 

commonality in response to ensuring professionality. Perhaps not surprisingly, one 

was a church school in which the headteacher's account of mechanisms was 

supported by both colleagues: 

This school is a Christian school... and therefore I have to employ Christian 
morality. We have a position from which we operate... policies agreed by the 
Governors... In setting down these policies, it can be quite useful to me... if you 
can't support that position then you should resign. 

Similarly, all teachers in the other vertical school group, cited adherence to "... clear 

school policies and guidelines... " as one of the mechanisms for securing 

professionality. Such shared understanding of corporate, professional ethics amongst 

colleagues within each of the other stratified sample of vertical schools was not 

evident. Moreover it was in the church school alone that there was notable consensus 

from each member of staff in the stratified sample, confirming the adequacy of 

current arrangements. Strictly, the sample is too small to make generalizability 

claims in this area; nevertheless, it does provide an indicative account into how local 

frameworks may support staff and is as Sichel (1993: 197) suggests, worthy of further 

investigation. 
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The holding mechanisms, cited by the teachers, which ensure professionality 

occurred largely in single incidents, and included "... your own self discipline... ", 

"... parental feedback.. ", the support of the local authority and other colleagues. 

With regard to the latter, one headteacher commented on the regular meetings they 

had as a group of local headteachers to ensure that staff, particularly temporary staff, 

who in their opinion acted ̀ unprofessionally', were made known to their colleagues. 

Further, sharing responsibility and information in this way was also evident in several 

teachers' responses, notably within the stratified groups. Whilst three of the novice 

teachers deferred challenges to professionality to heads of department or the 

headteacher, several of the expert teachers recognised their own role and position of 

responsibility in line management, for example: "... if I'm the head of department, it 

shouldn't go over my head, I should deal with it. " Similarly, a number of the 

headteachers identified their own position of authority as crucial to maintaining 

professionality, not ".. in hunter, killer mode... but professional counselling. " Yet, it 

was within the headteachers' group that the adequacy of current mechanisms for 

ensuring professionality was most frequently questioned. Whilst the current 

arrangements were considered "... pretty well sufficient... " by the majority of the 

sample, nevertheless a third of the teachers interviewed considered that there was a 

need for further guidance to qualify professional behaviour, sustained in four cases, 

by the possibility of a professional code. This is exemplified by one headteacher 

who, having taught in five previous schools and had been in their current post for 

fourteen years, had been involved or knew of "less than ten incidents" when formal 

warnings had been issued. Although the headteacher recognised that a formal 

warning "... seems to have an enormous effect... " on the teachers concerned they did, 
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nevertheless, suggest that the action and impact was considered "... quite 

traumatic... maybe because nobody has ever defined professionalism in their own 

mind. " The headteacher went on to suggest that 

... within any group there will be people who refuse to get on with the norm 
and refuse to accept the responsibility that goes with professionalism.... We 
have an enormous challenge, what we need is to create the notion of a 
general teaching council, like the BMA, with a code of ethics ... we need to 
define professionalism.... 

The comments from this headteacher raise two issues. Firstly, endorsement of the 

need for studies like this and Helsby's (1995) and secondly, although as mentioned 

previously, the frequency of incidents which merit the label `unprofessional 

behaviour' by the sample was sparse, it was sufficient for a third of the sample to 

suggest that the current mechanisms for ensuring professionality might need 

amending. 

Exploration of a professional code 

As cited above, without prompting four of the sample suggested that there was a 

need for a professional code for the teaching community. This contention has gained 

the support of a number of educationalists, notably most recently those concerned 

with the General Teaching Councils of Scotland, and England and Wales. Beyond 

the sufficiency of current mechanisms it was therefore considered appropriate to 

explore explicitly with the full sample the idea of a professional code. Previously, in 

chapter three, the controversy surrounding the notion of a professional code or 

statement of ethical principles for the teaching profession was discussed. From this 

discussion, at a theoretical level, six broad indicators (i. e. purpose, process, content, 

status, endorsement and continuance) were presented as ̀ foundations' for a potential 
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sufficiency model for a professional code in teaching. Alongside these six 

foundations a number of `conditions' were proffered which it was suggested the 

research sample might affirm or discard. Here the six foundations are used as 

subtitles to consider the constructs emerging from the data which delineate the 

conditions the subjects perceived ought to be considered in relation to a professional 

code for teachers. 

Ahead of considering these foundations, attention should be given to two further 

dimensions which emerged from the data. Firstly, without specifying conditions, on 

a general level, with the exception of three subjects the full sample endorsed without 

hesitation the notion of a professional code for the teaching community. The 

explanations for this support are amplified under the sub-titles below. The three 

other teachers in the sample (one expert and two headteachers), did give endorsement 

to the notion of a professional code, subject to conditions, which largely centred upon 

a code not being "too prescriptive " and sufficiently broad not to produce teachers 

who were "clones of each other. " Although, at a general level, it is possible to 

conclude from this sample that there is collective support to the notion of a 

professional code, nevertheless, once again, the three conditional statements from 

these teachers, attest to concerns surrounding individualism and autonomy, a 

common theme emerging throughout the data. 

The second dimension, closely related to the conditional acceptance of the three 

teachers above, was perceived limitations of introducing a professional code for the 

teaching community. Almost half of the sample expressed concerns about the 
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possible form a code might take, propounding that it should not be too prescriptive 

and should take account of the "enormous variety" of approaches adopted by 

teachers in the successful management and exercise of their professional activities. 

To do otherwise, was in the teacher opinions, "too restrictive ". Equally, two 

headteachers recognised the difficulty in trying to codify professional, behaviour, 

recognising that typically: 

... with the best will in the world there are going to be situations you have not 
considered... then you may be left floundering... you then have to produce 
another one when that doesn't work and, then another one and redefine 
it.... 

This comment endorses the claim made earlier in chapter three, that it is unrealisable 

to draw up a full list whereby every ethical action of a teacher becomes an act of 

obedience, akin to deontology. Notwithstanding concerns related to individualism, 

the sheer range and volume of the moral dimensions of a teacher's role, exemplified 

from the participants' own accounts, would preclude such a notion. Conversely, 

uneasiness was expressed by two teachers in relation to the shortcomings of a code, 

with regard to the thought that it might lead to a `minimalist' approach, for example: 

"... 1 think some people would read a code and say 'so that's the maximum ... I'll 

produce that and nothing else. 'It could actually lower standards in that respect, 

become a cap on professionalism.... " Such a contention was alluded to earlier, in 

referencing Harris, N (1996: 11) who suggested that whilst a code might prohibit or 

encourage certain types of behaviour, it might also permit actions not included, but 

still considered `unprofessional' by the collective community. Notwithstanding the 

limitations identified by the sample, all of the teachers supported the notion of a 

professional code, conditional on specifications cited in regard to its nature and form. 
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Purpose. Earlier, in chapter three, two fundamental questions were posed in relation 

to the purpose of a professional code for teachers - what might a code accomplish 

and, who is it designed to benefit? There was a high degree of commonality stated 

by the teachers in regard to each of these areas, with no notable deviation across or 

within strata groups. The most frequently-cited purposes a code could usefully 

achieve were interrelated and raised by over half the sample. Firstly, the sample 

suggested that a code could provide a "reference point", or "backbone ", for all 

teachers from which pupils benefit by the same standard of professional morality 

being applied, irrespective of "... whether you send your kid to a school in Guilford or 

Upper Cwmscot. " Essentially, it was consistency and the maintenance and 

enhancement of identified and agreed professional morality which, in the teachers' 

views, could contribute to raising standards in education. This is exemplified in the 

following two extracts from an expert and headteacher: 

... 
If a code were well-structured it could lead to one level of 

professionalism... if it is reflecting good practice it is just going to create 
more good practice..., 

... it would be self fulfilling in terms of raising standards and raising the 
expectations that people can correctly place on teachers.... 

Likewise, it was suggested by two teachers that a central framework which guided 

professional behaviour could contribute to eradicating ̀ unprofessional behaviour': 

"We'd all know where we stand... we are still operating at the lily-livered level, 

allowing people with unsatisfactory or unacceptable behaviour to continue. Clearly 

that would be stopped. "A claim such as this is dependent to a great extent on how 

far a code can be enforced, as well as its status. These are two issues which are 

discussed more fully under the appropriate sections ̀endorsement' and ̀ status'. 
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Allied to Tomlinson and Little's (1996: 10) contention that the ethical principles of 

teachers should be derived from professional purpose and epistemological authority, 

a teacher from each of the stratified groups suggested that one of the purposes a code 

could achieve was that "... it could begin to answer the notion of what makes a 

teacher a teacher, as opposed to a purveyor of goods. " In addition to verifying 

professional purpose, it was the three teachers' views that typically a code might 

actually "... make teachers jobs easier, in the sense that at some stage, one is going to 

have to accept that you can't go on and on adding and adding to what you expect 

teachers to do. " Implicitly, this statement reflects earlier concerns expressed by the 

teachers of an identified increase in the moral dimensions of their role. Further, it 

confirms Broadfoot et al (1993) study, referenced in chapter two, where teacher 

perceptions of their professional role were less than clear, ostensibly because of lack 

of certainty in their extended role. For these three teachers a meaningful aim of a 

professional code would be clarification and affirmation of professional purpose. 

Finally, in explicit response to identifying beneficiaries of a professional code, over 

three-quarters of the teachers cited pupils, with the full sample stating the 

professional community. Whilst there was one overt reference which can be placed 

clearly in the critical approach to professions, i. e. for a code "not to feather their 

(teachers) own nests", explicit within the majority of teacher accounts of benefits 

were the previously-mentioned aspects of consistency and raising of standards 

relevant to pupils and teachers alike: "If there is a major dichotomy between what the 

staff require and what the pupils require, then you've got a problem. " With the 

exception of one novice teacher suggesting financial gain, the self interest espoused 
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by the critical approach to the professions, was not apparent in the sample's 

explications of benefits to teachers. Although status and respect for the professional 

community were frequently cited by the teachers, typically the focus was on 

enhancing service as the following extract exemplifies: "It would create over a 

period of time, for the teaching profession... a respect which would place it alongside 

other professions and would attract into it people who would be proud to stand up 

and say ̀ I am a teacher'. " The attraction of "high calibre recruits" to the profession 

was a notion endorsed by almost a third of the sample. Similarly, the views of almost 

half the sample were that it would benefit other stakeholders, including specifically 

parents, governors and society, as well as the individual school. 

Reflecting on the `potential sufficiency model' of a professional code for teachers, 

presented at the end of chapter three (Table 3), the two key conditions of enhancing 

service and meeting the needs of the public and profession, were endorsed in the 

teachers' motives and explanations of what a code might accomplish and 

identification of beneficiaries. Mindful of the strong emphasis teachers placed on 

pupils, it might appear more appropriate if this model were amended to specify 

pupils, within the condition, rather than allowing them to be subsumed in the general 

term `public'. In like manner, the emphasis placed on clarification and confirmation 

of professional purpose, might also be better served if it were an overt condition in a 

potential sufficiency model for a professional code in teaching. 

Process. In chapter three it was suggested that discussion on the nature and form of 

professional codes, necessarily requires attention to the process of construction. For 
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a code to have any credence within and beyond the professional community, it was 

contended that it must have been established by `due process'. Recognising the 

limitations of only canvassing one group of stakeholders' opinions, i. e. the teachers 

themselves, nevertheless, the study sought to explore this notion. Appropriately, the 

sample were asked to identify how they thought this could be best achieved. The 

sample's response centred largely on identification of subjects who they considered 

ought to be involved, as well as the manner in which this could accomplished. 

Before discussing the teacher responses to this area, it is worth noting that the draft 

statement of the General Teaching Council [England and Wales] (1996) was not 

presented to the subjects until the end of the interview, when it was revealed that 

fifteen of the sample were unaware of the existence of the Council and its related 

activities. Notwithstanding this, in response to how a code could be meaningfully 

constructed for the teaching profession, there was unanimity across the full sample. 

Essentially, all of the teachers stated the need for a nationally-recognised forum, 

which typically "speaks for all teachers. " The terms " teaching council" and "one 

professional association" were frequently cited by the cohort. It was from this 

council, or association, that the teachers deemed explicit professional standards could 

emerge which would be applicable wherever they practiced : "It's got to be 

national... if you're going to change jobs you've got to go round the country. It's got 

to be the sane hasn't it? " The retort to this question, from the full sample, would 

appear to be affirmative. 
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Perhaps not surprisingly, all of the teachers considered that strong practitioner 

representation should be reflected in the membership of a national forum. For 

example, the following extract confirms the earlier contention of the need to listen to 

the voice of the professionals themselves: "I would most certainly emphasise, and 

this can 't be too strongly, that teaching members of staff, all levels, should be 

consulted and represented. " The notion of a range of representatives from strata 

within the teaching community was confirmed by over half the sample, with the 

assertion that different areas of responsibility and years service, could bring particular 

insights from key informants in presenting understanding and implications for their 

specific role. Finally, although cited less frequently by the sample, typically 3-6 

teachers, the notion that education was a shared endeavour was confirmed by explicit 

reference to the need to include representation from governors, parents, pupils, higher 

education, other professions, teacher unions, education ̀ officials', professional 

associations. the wider community, local and national government. 

In the main, it would appear that there was full agreement regarding representation 

beyond the teaching community although there were two areas of concern, cited by a 

small number of the sample. The first related to the involvement of central 

government and its agencies raised by two headteachers who highlighted, what they 

perceived was a different culture in the governing of education of England and 

Wales. The following extract strikes at the essence of their concerns: 

I would be very worried about the political level, but that's simply because of 
the experience over the last 15-20 years....! may be unusual in assuming that 
there is no malignant intent from the department in the Welsh Office... but if I 
were over the border I would have many more worries. There seems to be a 
difference between the department in London and the Welsh Office... not just 
of stile but of operation which makes the Welsh Office educational set-up 
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more sensitive to requirements of teachers and schools. You just have to 
compare the operation of the Chief Inspector's office in London to the one in 
Cardiff... there's a major difference and it appears to me that one is 
successful and the other is eating its own guts out, creating enormous 
problems. 

Although supporting the notion of involvement of central government and its 

agencies, nevertheless quite clearly both of the headteachers held reservations to the 

extent of this involvement, informed from years of professional experience, which 

centred on cultural differences and apprehension. 

The second area of concern emerging from the data in respect of representation was 

the involvement of the teacher unions. Three teachers, one from each of the strata 

groups, whilst supporting the involvement of the teacher unions in the construction 

of a professional code, did, however stress that they would not want it to be heavily 

swayed by unions: "... 1 wouldn't want to exclude unions ... I am very pro union as a 

general rule. but I would be very concerned if they were the driving force in it.... " 

Obviously, the teachers recognised that the unions had a role to play but in their view 

they would want it tempered. 

The collective views of the teachers above serve to endorse, at both a specific and 

general level. each of the conditions illustrated in the potential sufficiency model for 

a professional code in teaching, presented previously (Table 3), i. e. a singular forum 

with public and professional representatives from whom confidence could be evoked. 

Further, it is possible to discern from the teacher accounts, that in bringing together a 

singular group to agree statements of norms the interests of education could be 

served through ensuring that all stakeholders do not operate separately. 
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Content. In eliciting teacher responses to the possible form and content a 

professional code might take, no differentiation was made between the expressions 

`code of ethics', `code of conduct' or `code of practice'. The generic term 

`professional code' was applied in the interview. Previously, in chapter three, it was 

contended that it could be functional to regard the difference between a code of ethics 

and a code of conduct in a similar manner to the contrast between the concepts of 

ethics and morality. That was to suggest that a code of ethics could be associated 

with a statement of principles related to the nature and foundation of morality in 

teaching and a code of conduct could refer to standards and rules which ought to 

govern practice. From the subjects' response, although there was unanimous 

agreement for a "broad framework", with the exception of one novice teacher the 

entire sample went on to specify details which they perceived ought to be included in 

a code. A number of significant points emerge from this finding. Firstly, if we 

accept the differentiation point made in relation to the two types of code, the 

collective accounts from the entire interview data of the teacher views on 

professionality may inform a set of ethical principles, whilst specification in response 

to the form and content of a code might induct either guidelines for a statement of 

ethical principles or a code of conduct. Acceptance of this notion would signify 

endorsement of the earlier-mentioned special ethics for teaching- care, competence, 

commitment and individualism (chapter 5)- and facilitate preference of the teacher 

suggestions on content as a contribution for consideration on either guidelines or a 

code of conduct. Secondly, although once again, over half the sample explicitly 

endorsed the notion of individualism, their view in relation to the content of a 

possible code, was that it should typically be "unambiguous ". It is possible to 
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conclude from these views that whilst teachers in the sample endorsed the notion of a 

broad framework, they did nevertheless consider the need for specification. Details 

of this specification are listed below. 

Table 6: Items generated for inclusion in response to the content of a 
professional code. 

Professional undertaking 

" expertise and competence to carry out professional role (5) 

" commitment to continuing professional development (3) 

" no action or omission detrimental to the safety and welfare of clients (2) 

" standard of dress and personal presentation (2) 

" acknowledgement of the limitations of personal competence and 
professional role (1) 

Relations 
.................. 

with........ other............. teachers............................................................................................. 

" co-operation, etiquette and mutual respect (4) 

" non-denigration (4) 

" confidentiality with due regard to notification, consent or grounds (3) 
" notification to an appropriate person any circumstances which 

compromise standards of practice (1) 

" open and free communication in the interests of clients (1) 

Relations with pupils 

" no romantic or sexual relationships (7) 

" impartial and equitable actions, with due regard to individualism (4) 
" confidentiality with due regard to notification, consent or grounds (3) 

" non-denigration (3) 

................................................................................................................................... 
Obligations and relations with others 

" co-operation, etiquette and mutual respect (2) 

Emerging from the data it became possible to group the teacher responses to the 

content of a possible code under the headings categorising professional behaviour in 

chapter six - professional undertaking, relations with other teachers, relations with 

pupils, obligations and relations with others. Although the previous discussion, in 
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chapter six, on teacher responses to professionality might furnish guidelines for 

professional behaviour further, purposively, they will not be combined with the data 

analysed in response to the content of a possible code until the concluding chapter. 

The items generated by the sample for inclusion in a professional code are presented 

in Table 6, with the frequency of citation illustrated in brackets alongside it. It 

should be noted that it was not possible to discern a difference across, or within the 

stratified groups, on specification of content. Equally, it should also be noted that 

one novice teacher, because of lack of professional experience in their view, did not 

feel in a position to "pin down" possible content for inclusion in a code. 

A number of the constructs cited in Table 6, confirm the indicative notes of extension 

to the GTC [England and Wales] (1996) draft statement of ethical principles. 

Additionally. they offer further guidance to professional behaviour and professional 

standards, although it should be noted generalizability claims will need to be tested 

further if they are to hold any credence within the full professional community. 

Notwithstanding this comment, it can be acknowledged that one of the primary aims 

of the research has been achieved, in as far as response to professional behaviour 

combined with indicative content for a professional code provides a platform from 

which teacher professionality can be more widely explored. This issue is addressed in 

the concluding chapter. 

Status. Previously, in chapter three, it was suggested that adherence to any form of 

code depended to a great extent on its status, as well as how far it could be enforced. 
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In response to status issues, it was the full sample's view that a professional code for 

the teaching community should be national and conformist. The teacher explanations 

for this view were premised largely on the issues identified under ̀ process' above, 

i. e. the need for a "national authority" which promoted standards and consistency 

for all teachers, irrespective of geographical location. Whilst it was one teacher's 

opinion that "... as long as conformist does not imply narrowness... ", they did, 

nevertheless, concede that "... we do not want renegades. " Further, four of the 

sample highlighted the notion that, notwithstanding which phase of education 

teachers practiced in or position they held, a code should be equally applicable. This 

suggestion was affirmed by one expert teacher who equated the notion of a 

conformist, national professional code for different phases of schools with financial 

remuneration: 

We're here to serve the purposes of the children. In my opinion there 
shouldn't be a difference.... put it like this, if you are going for a pay rise it is 
national. I see no difference at all, we all want an extra percent rise, so the 
same rules should apply for a code... it should be hard and fast for all of its at 
the end of the day. 

Collectively. the teacher views support two of the conditions offered in the ̀ potential 

sufficiency model' for a professional code in teaching, presented at the end of chapter 

three (Table 3) namely that it should be national and valid for the full professional 

community. Insights into the third condition, i. e. that it should be statutory, were less 

clear. Although just over half the sample suggested that the status of a code should 

be enshrined in some form of employment legislation, typically conditions of service, 

four teachers (one expert, one novice and two headteachers) were seeking something 

different: 
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What 1 am looking for is something which would be developed by the 
profession itself, maybe an oath - it may eventually establish itself in statute 
but it certainly shouldn't come from statue to the profession... I think it's 

probably got to be achieved from the bottom up. 

When probed to give explanations for this suggestion, the four teachers focused on 

altruistic justifications centring on trust and professional accountability. The 

following extract from one headteacher exemplifies the teachers concerns: 

I stand in the golf club and people say to me `who disciplines you then ... 
(name)... and who disciplines your teachers? ' I say, `oh well I discipline some 
of my teachers and the Governors discipline them', but really that's not good 
enough. You are dealing with the mind and body of a child and you should be 
answerable to each other as to how we go about it. 

From these four teachers' accounts, it would seem that they envisage a form of self- 

regulation for the teaching profession which imposes on itself rules of conduct 

arguably more stringent than the general law provides. As discussed in the earlier 

chapters of this study, such a contention brings with it controversy, not least the issue 

of power and collective professional autonomy. Notwithstanding this, it would be 

improper if the ramifications of these teachers' views were left unexplored. 

Given the historical position of the teaching profession, it might be that a possible 

way forward would be to evolve a ̀ practice certificate' issued and monitored by a 

general teaching council on which appropriate stakeholder representation exists, in 

preference to the current QTS registration held by the central government agency of 

the DfEE. Clearly, operationalising an assertion such as this would, most probably, 

prove arduous for all the reasons cited previously - power, control, status and so 

forth. Yet, if the profession is to reach a sense of `full maturity', then the painful 

process of development cannot be abandoned. In particular,. -one area of significant 

importance which this study has not addressed and is worthy of further investigation, 
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is the notion of whether or not a professional code should be valid for both state and 

private providers. Arguably, such a notion has validity in all phases of education as 

well. This contention was supported by a number of the sample and is exemplified 

by the following subject's account: 

It wouldn't matter to me whether it was a nursery teacher or a lecturer in 
HE. I don't think it should be graded in that sense. I mean the heart surgeon 
swears the same Hippocratic Oath as the GP, the fact that one is more skilled 
in a narrow area than another doesn't, in my opinion... make him better and I 

would feel the same about teaching as well. 

Although investigation into different phases and sectors of education were beyond 

the remit of this study, the issues emerging from the data confirm the need for 

broader and deeper inquiry. Currently, the position is that a teacher can practice in a 

private school without QTS, subject to DfEE clearance, yet, arguably the same' 

fundamental principles of professionality should be applicable to both private and 

public sectors alike. If the answer to this is affirmative, then the issuing of a ̀ practice 

certificate' for all teachers in England and Wales could ensure that professional 

behaviour extends beyond the boundaries of general law to evoke public and 

professional confidence further, in the standards upheld by the full teaching 

community. 

Endorsement. Akin to status is the topic of endorsement. In the potential sufficiency 

model of a professional code illustrated earlier (Table 3), three conditions were 

presented alongside this foundation - professional education, professional affirmation 

and sanctions. A range of issues surrounding the first and third conditions emerged 

from the data. In contrast, with the exception of the four teachers who advocated ̀ a 

kind of oath' to be taken, as discussed above, no overt reference was given in 
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relation to the second condition - professional affirmation. Yet arguably, at a 

collective level, this notion is implicit in the teacher response to `due process' in the 

construction of a code, i. e. strong practitioner representation at a singular forum. A 

code emanating from a singular, professional association which "speaks for all 

teachers" must surely be analogous with professional affirmation. 

In explicit response to endorsing a professional code, only three of the sample cited 

professional education. However, in section (v) of the interview, the full sample 

confirmed the need for teachers to be prepared for such a code through professional 

education, thereby contributing to endorsement. To assist clarity here, the collective 

response from both of these sections are discussed. 

Essentially, in congruence with the findings deliberated in chapter six, all of the 

subjects considered that initial teacher education was the primary base from which a 

professional code should be introduced. In several teachers' accounts there was 

recognition of the role of both higher education and the school in this process. 

Equally, there was confirmation by a small number of the sample (three novice and 

two expert teachers), for the need to use a variety of approaches in delivery, akin to 

the previously-mentioned suggestions of the UCET Ethics Working Party (Impey, 

1996: 18, Weller, 1996: 22) and Blatt and Kohlberg (cited in Schrader: 1993) i. e. the 

need for didactic content, dilemma-discussion and personal reflection. In like 

manner the role of continuing professional development was raised by almost half the 

sample, in particular in relation to re-affirming understanding and the need "... to keep 

abreast of any changes. " In keeping with the notion of the need for a greater 
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awareness of the moral dimensions of a teacher's role, which may become more 

apparent in discharging a position of authority, one expert teacher suggested that at 

key career stages there was a need to be "more aware of your monitoring role ", 

particularly if a code were to be introduced. The collective response of the sample 

place induction, maintenance and enhancement of standards related to a professional 

code firmly in the `formal strategies' distinguished in chapter six, for how teachers 

learn to `behave professionally', thus supporting the view further that it should not 

be extemporised. 

Previously, in chapter three Sockett (1990: 238) was quoted as stating "Sanctions 

protect the wreak", but conversely "The willingness to put oneself under a sanctions 

system is, in part, to offer trust. " Whilst the whole sample confirmed the need for 

sanctions for teachers who do not adhere to an agreed, professional code, the notion 

of trust was raised explicitly by four teachers. The following headteacher's account 

of the need for trust and sanctions exemplifies the sample's response: 

You can't go around pretending you're something you're not. I mean you've 
got to be trusted... if you can't behave yourself properly then it should be dealt 
with head on... no more of this hiding duff teachers counting library books in 
county hall, you should be punished or thrown out. 

It was clear from the majority of the sample's response that the process of sanctions 

should not be viewed, typically, as "a ton of bricks if you step outside " but, rather as 

a "last deterrent" to eradicate ̀unprofessional behaviour', which should normally be 

employed after "local counselling. " In relation to this a significant, cautionary 

comment was noted by one headteacher in the sample: "I wouldn't want it to be seen 

as a way of getting shot of teachers when the economy was tight... " or when 

"... society didn't know who to blame it blamed the teachers.... In some ways we are 
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talking abut a very grey area and we have to be very careful of false allegations. " 

This statement highlights the claim made earlier in chapter five, of the need for 

appropriate systems to investigate the veracity of claims made in an alleged breach 

of a professional code. 

From the teacher accounts above, with applicable caveats, what has emerged from 

the data is a clear assertion of the need for a professional code to be accompanied by 

appropriate sanctions. Currently, it is unclear if the teaching councils of Scotland or 

England and Wales are considering such a proposition, yet the data would seem to 

suggest that this is an issue which merits further exploration. 

Continuance. The final issue explored with the subjects in relation to the nature and 

form of a possible professional code for the teaching community was its `shelf life'. 

Whilst all of the teachers were of the opinion that it would need to be reviewed, 

typically every five years because of the changing environment, three of the teachers, 

one from each stratified group and without prompting, viewed certain elements for 

inclusion in a professional code as ̀ absolutes'. In contrast to the moral relativists' 

viewpoint, all three teachers cited an aspect of the teacher-pupil relationship for static 

inclusion in a code: 

There are certain unchallengeable rights every child in this school has, and, 
indeed every parent... that they can come to school in the knowledge that they 
would be safe from sexual advances or intimidation by a teaching member of 
staff.. That's one absolute. 

A further `absolute' was mentioned by the headteacher: 
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I think there are certain things that a teacher should never compromise. 
Continuing professional development is something which teachers don't take 
seriously enough... we don't give them enough opportunity to be reflective and 
disengage... we all need to build up our expertise base ... 1 want people to 
understand that you don't go to teachers training college and learn one 
lesson on how to teach projectiles and teach that for the next forty years. 
Continuing professional development is a must. 

In terms of ethical theory, the proffering of these ̀ absolutes' for inclusion in a 

professional code confirm that from a small number of the sample, it is possible to 

locate teachers' ethical principles in a deontological framework. This is consistent 

with the assertion made in chapter five, that teachers' moral reasoning emanates from 

a pluralism of ethical systems and therefore, whilst teachers fundamental ethical 

principles may not change there may also be certain guidelines for behaviour, which 

in some teacher views, should remain equally static. A consequence of this finding is 

that in contrast to the `non-static' condition, presented earlier in the potential 

sufficiency model for a code, ̀ re-affirmation' might be considered a more appropriate 

term. 

Before leaving this area there is one further issue for consideration which two of the 

sample raised explicitly in relation to the construction and continuance of a code. 

This was the notion that a code should be "evolutionary. " Both teachers suggested 

that if a code were to have credence within the professional community, then due 

respect should be given to those in practice: "... it could be difficult with experienced 

teachers, if it isn't presented in the right way... maybe they'd feel you can't teach an 

old dog new tricks... you'd need to bring them round gradually. " The teachers' 

solution to this issue was full national consultation, which, in one of their opinions: 

... we have not had enough. It's always too little too late and we're expected to 
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pick-up the pieces. " In part answer to this comment, an attempt to widen 

consultation was made within this study by presenting the sample with the General 

Teaching Council (England and Wales] (1996) draft `Statement of Ethical Principles 

for the Teaching Profession' (Appendix B) for further comment and response. 

Practitioner responses to the GTC [England and Wales] draft statement 

Given the high degree of content overlap in the samples identified attributes for 

`behaving professionally', coupled together with the elements they would want to be 

included in a professional code with the GTC [England and Wales] draft statement, it 

is not altogether surprising that the document received widespread support from the 

full sample. The following extract from an expert teacher typifies the sample's 

immediate response: 

I think it is a very helpful document/statement. It sets out the guiding 
principles very clearly indeed. I think it certainly forms the basis for enabling 
schools to start introducing. ideas to members of staff and then to look at 
ways of developing the aspects involved. For a statement of intent, I think it 
is very good indeed. 

Typically, the majority of teachers within and across the stratified groups reflected 

that the draft statement was "... what we've been talking about.... " in relation to the 

issues they had raised earlier in the interview. Further, they also considered that the 

statement explicated what they considered they either were, or all teachers"... ought to 

being doing anyway.... " and that "... any reasonable member of the profession could 

not object to it.... " Additionally, although several of the sample commented that it 

was "... a little bit vague.... ", in almost each citing this was tempered with a 

recognition that there was a need to balance ̀ vagueness' with `professional freedom' 

which incorporated different schools and preferred modes of practice. 
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Notwithstanding the comments above, almost half of the sample raised specific 

issues which they would want carried forward for further deliberation. These issues 

focused on areas of `fine tuning', as well as concern with content and endorsement. 

As a contribution to the debate, each of these areas are discussed more fully below. 

In relation to `fine tuning' two suggestions were offered by an expert and headteacher 

respectively. It was the expert teacher's opinion that in the final statement of notes of 

extension: "... Teachers and others who exercise managerial or governing 

responsibility for the work of teachers should promote the values and principles of 

this statement.... " (GTC [England and Wales, 1996: 5), that `teachers and others' 

should not only promote but also uphold the values and principles of the statement. 

From this subject's point of view, consideration should be given to amending the 

statement to insert ̀ uphold' as well as ̀ promote'. Indeed, there would seem to be 

rationality in this suggestion. Perhaps a more contentious issue was raised by the 

headteacher who suggested that in the section ̀ The Values which inform teaching' 

and to a lesser extent, the section on `The Ethical Principles of the Teaching 

Profession'. the primary focus on subject knowledge was in their view "a bit 

tivorrying. " The headteacher was of the opinion that in practice, "... You can have 

damn good respect for subject knowledge... I'm all for it... but the other things, 

reasonable care, professional commitment should come first.... " It was the 

headteacher's view that respect for subject knowledge should follow the other items, 

but that " ... they don't follow the other way round.... " Again there is an element of 

rationality in this contention, but it is possibly clouded by the use of numeration to 

express the values and in this headteacher's mind, might amount to a kind of rank 
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order. In reality each of these values must surely be regarded as co-dependent if they 

are to inform teaching and therefore perhaps consideration should be given to the use 

of bullet points in preference to numeration to signify the values as well as the ethical 

principles. 

Regarding ̀ concern for content', again two issues were raised by the sample. Firstly 

an expert teacher was concerned about the emphasis placed on improving standards 

of achievement contained within the ̀ Ethical Principles' and notes of extension 

under the heading ̀ Professional Commitment'. Their worry was that they felt that 

the document was "... talking generally and assumes everybody is in the same 

situation and they're not. We've got to raise standards but what if you're in a bad 

school or have bad classes? You can be doing all the other things and the standards 

may not be raising at a11.... " Explicit within the draft document is the statement that 

"... Teachers thus have a duty to contribute to... the continuing effort to improve 

standards of achievement.... " (p 3). Clearly, if we accept this expert teacher's 

position then 'contributing to the effort to maintain standards' may be the utmost 

some teachers might accomplish within the constraints of their educational setting. 

Thus, it might be considered appropriate for the maintenance factor to be explicit 

within the document in parallel with statements referencing improving standards of 

achievement. 

The other matter raised concerning content was in relation to the notes of extension. 

Three novice, one expert and one headteacher teacher considered that the indicative 

notes needed to be more specific: 
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This is OK but it's not enough. What does this mean `reasonable care'? 
There's nothing there about relationships, confidentiality ... 

I think you need to 
spell it out more ... it's fine for experienced teachers, but the more 
inexperienced need more structure. 

This statement raises two issues. Firstly, there is an assumption that `experienced' 

teachers may need less guidance in the details of good practice and secondly whether 

or not it is even possible to reach collective agreement on specific items which could 

furnish the indicative notes further without breaching individualism. The findings 

from this study, discussed earlier in relation to professionality, suggest that there is a 

degree of consensus within the professional community on a number of matters 

which could furnish the indicative notes in a more specific way, although as stated 

there was recognition of the need for further investigation before generalizability 

could be claimed. Equally, in contrast to the notion that `experienced teachers' may 

not require broader or more detailed illustration of `Ethical Principles', the response 

from expert and headteachers in the sample to the possible content of a professional 

code affirmed their support for a more tangible `framework' to guide the behaviour 

of all teachers. 

Finally, one headteacher raised the issue of endorsement of the statement: 

It's interesting that there is not a section saying what would happen if this 
was not adhered to... almost everything is covered by inspection. We go back 
to what I was talking about earlier, the relationship side. It doesn't really say 
much in 'reasonable care' does it? I suppose it's incumbent on me and the 
governing body to decide, but it would be a lot easier if a general council 
dealt ultimately with this. 

Although this point was not raised by the remainder of the sample, it draws together 

the collective issues raised by the teachers themselves i. e. the need for a more 

tangible framework, the notion of a self-regulating body and sanctions. Quite 
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obviously, as the study has already affirmed, these are complex and contested ideas. 

Yet it would seem apparent from the sample's response that they should not be 

discarded. In this respect the GTC [England and Wales] (1996) draft statement could 

serve as the primary platform from which these matters are discussed. From these 

deliberations, identification of objective, professional standards could emerge, which 

inform and govern the professionality of teachers. Whether these standards should 

be enforced by a self-regulating professional body, like the GTC, would necessarily 

be an item for the agenda. 

Concluding comments 

The particular focus of this chapter has centred on the research findings of the teacher 

responses to four areas -the adequacy of current mechanisms which ensure 

professional ity, the notion of a professional code for the teaching community and 

implications for professional education, as well as the GTC [England and Wales] 

draft `Statement of Ethical Principles for the Teaching Profession' (1996). In 

summary, it is possible to draw together a number of general conclusions related to 

each of these areas. Firstly, the current mechanisms for ensuring teachers ̀behave 

professionally' can be grouped under the headings ̀ authoritative influences' and 

`holding mechanisms'. Secondly, although the teachers viewed these current 

mechanisms as largely sufficient, a third of the sample considered that there was a 

need for further guidance to qualify `professional behaviour'. In particular, four of 

the sample suggested that this qualification should emanate from a professional code. 

As stated repeatedly throughout this study, the notion of a professional code for the 

teaching community is a complex and contested idea. Nevertheless, given the 
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increasing debate surrounding this issue the study sought to elicit teacher responses 

explicitly to this idea. Subject to certain caveats, notably individualism, the teachers 

endorsed the notion of a professional code broadly in line with the `potential 

sufficiency model' presented at the end of chapter three. The teachers raised specific 

issues in relation to the nature and form a possible code could take and these are 

discussed more fully in the following, concluding chapter, where the `potential 

sufficiency model' is amended to take account of the teacher views. 

Thirdly, in relation to the content of a possible code, it is apparent from the majority 

of teachers' opinions that there is a need to illustrate specific guidelines which ought 

to influence practice. The final chapter draws together the specific elements teachers 

raised in this area with the attributes identified in chapter six which they considered 

characterised ̀behaving professionally'. Collectively, these issues are offered as 

`signposts' for discussion and further investigation into guidelines which teachers 

could employ to inform and direct their professional behaviour. Finally, whilst 

noting specific concerns and recommendations for `fine tuning' in the GTC [England 

and Wales] (1996) draft statement, the full sample affirmed their support of it, as 

well as the idea that it - or indeed any alternative code - should be endorsed through 

professional education. Such a contention has clear implications for the continuing 

professional development of teachers and is discussed more fully in the succeeding, 

final chapter. 
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8 Conclusion and Recommendations 

The substantive aims of the research study were to explore a sample of 
secondary school teacher responses to the concept of professional ethics, 
'behaving professionally', a professional code and erudition in this domain, 

with the expectation that the findings would provide a basis for continued 
study in professional ethics in teaching. The analysis of the teacher 
responses offer strong implications for theory and practice alike. In this 
concluding chapter the most salient findings will be drawn together to 
uncover the full ramifications of the empirical investigation. The focus is on 
three areas, which can essentially be regarded as 'products' of the research. 
The first area is the theoretical issues generated by the study. The second, 
implications for practice, including 'signposts' to guide professional 
behaviour and professional education. The third area is related to policy and 
highlights the significant issues which the sample raised in relation to a 
statement of ethical principles and/or a professional code. Finally, although 
the limitations of the study will be restated, summary recommendations will 
be made for further investigation and action. 

Contribution to theory 

In the early chapters of this study it was noted that attempts to define the place of 

professional ethics in the practice of teachers was troublesome, with some critics 

contending that it was unproductive because the principles which govern teachers' 

professional behaviour are based on ordinary morality. Whilst the principles may be 

the same, the standpoint taken in the study was counter to this suggestion. The 

specific line of inquiry was informed from the position, that in reality the lack of 

empirical investigation in professional ethics and teaching neither refuted nor 

supported the critics' claim. There was an obvious need therefore to uncover the 

suppositions surrounding this area; for example, is it possible to even consider 

prescriptive ethics in teaching? In terms of ethical theory, the study set out to explore 

this notion and the collective findings advance theoretical cognition in a small, yet 

significant, number of ways. 
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Primarily, the study confirmed the general proposition of Beauchamp and Bowie 

(1993: 8), that it is possible to contemplate normative ethics for consolidated 

occupational groups in a localised and specified manner. Analysis of the full 

interview transcripts supports this notion for teachers in three fundamental ways. 

Firstly, almost half of the sample revealed that they differentiate between the moral 

decisions they make in professional practice and beyond it. Those teachers held a 

cognitive boundary around the moral actions and judgements they exercised in 

school, informed by contextual consequence akin to Aristotle's "situational 

appreciation ". Secondly, the full sample specified a number of `moral rules' which 

they thought ought to govern all teachers' professional behaviour. Specification in 

this manner endorses the notion that whilst teachers' moral decision-making may be 

informed from ordinary morality, that it is possible to utilise the process of ethical 

theory to consider the specific principles which the teachers generated and applied to 

prescriptive. professional behaviour. Finally, it was possible to discern that the 

foundation of teachers' professional morality emanated from four distinctive core 

principles- competence, care, commitment and individualism. The first of these three 

principles was identified in the early work of Thompson (1995) and was evident in 

comments throughout the interviews. Whereas the fourth core principle- 

individualism- stressed equally emphatically by each of the groups in the sample, can 

be located in the writings of Hoyle and John (1995: 93). It was apparent that the 

teachers in the sample upheld individualism in the same manner that Hoyle and John 

asserted, i. e. "... The value accorded to the individual development of pupils.... " and 

the freedom to exercise preferred modes of practice, based on general principles. 

This latter finding leads to the recommendation that the GTC [England and Wales] 
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might consider explicit inclusion of individualism in the core values and principles 

identified in the draft `Statement of Ethical Principles for the Teaching Profession' 

(1996). 

A further substantive finding of the research was confirmation that the principles 

which informed the teachers' views on professional ethics could be located in 

pluralized, philosophical approaches. Minimally, overall it was possible to recognise 

that the teachers' ethical principles were furnished from the four approaches 

identified in chapter one - utilitarianism, deontology, virtue ethics and the ethics of 

care. Whilst the study did not set out to confirm or refute other philosophical 

approaches in the sense of testing theory, it should be noted, nevertheless, that further 

interrogation of the data might reveal alternative approaches present, which were 

beyond the framework of this study. Notwithstanding this statement, an important 

finding from a theoretical perspective was that it was unrealisable to affiliate any of 

the four individual, philosophical approaches with any particular strata group of 

teachers. Notably, whilst care ethics has advanced out of feminist theory, from this 

research sample it was not possible to associate this approach principally with the 

female subjects. 

The final element, emerging from the data which contributes to theory, is 

confirmation of Goodlad et al (1990) contention that teaching can be viewed as an 

inherently "moral craft", rather than "technical endeavour ". Identification of the 

collective, moral dimensions raised by the sample, as presented in chapter five Table 

5, serves to endorse this. Further, as one headteacher implied in response to the 
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purpose of a professional code, for the full sample, the essence of teaching extended 

beyond being a "purveyor of goods. " Identification of an increase in the moral 

decision making of each group of teachers, characteristically in their extended role, 

serves to validate this notion further. 

The contribution to theory can largely be regarded as confirming propositions derived 

from the existing literature and conjecture presented in the early chapters. From 

these initial observations, there is an obvious and compelling need for refinement and 

further testing, if the theory surrounding professional ethics in teaching is to be 

advanced. 

Implications for practice 

Here the `product' of the research is concerned with advice to professional 

practitioners in relation two areas, namely professional behaviour and professional 

education. In presenting these two key areas, there is recognition that the advice has 

implications not only for practitioners, but is also clearly linked to policy-makers. 

(i) Professional behaviour 

Among the things teachers need to know in order to resolve the ethical dilemmas 

they meet in practice is what society expects of them and how fellow-practitioners 

view the particular issue in question. For example, within the study the question has 

been raised of what and whose acceptable standard should teachers' professional 

conduct meet? It is evident from the individual teacher's response in the sample, 

that each and every one of them held personal standards in regard to ̀ behaving 
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professionally', perhaps not surprisingly, with a high degree of overlap in the 

characteristics described. As an accountable service, the contention here has been 

that whilst individual teachers are personally accountable for their practice that it 

should be upheld by consistent and objective `professional standards', which all 

teachers have a responsibility to maintain and enhance. With due regard to 

individualism, this concept was affirmed by all of the teachers in the sample. Yet 

currently, there is no objective agreement of what constitutes an acceptable 

`professional standard' in teachers' behaviour, leading to the question posed by one 

teacher in the sample "How can you improve if you don't know what you are aiming 

at? " It would seem, at the present moment, judgements made on teacher 

professionality are subject to the vagaries of individual opinion. Whilst some of the 

sample asserted that this situation may be adequate, there was, nevertheless, strong 

conviction that it could be improved by addressing the issue in professional 

education and endorsing a professional code. The wider implications for 

professional education are deliberated more fully in the appropriate section over. At 

this stage the immediate task is to present the clear indicators offered by the sample 

in response to `behaving professionally' as signposts which teachers might employ to 

guide their professional behaviour. Further, although there was widespread support 

for the GTC [England and Wales] draft `Statement of Ethical Principles for the 

Teaching Profession' (1996), which contained indicative notes of extension 

illustrating the ethical principles contained therein, it was the view of almost a third 

of the sample that these notes should be amplified in a more specific manner. In 

response to this call for amplification the signposts offered over (Table 7) bring 

together the items cited by the sample in chapter six, in response to `behaving 
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professionally' and the contents generated for inclusion in a possible professional 

code, in chapter seven. A number of the items contained within Table 7 substantiate 

the indicative notes of the GTC [England and Wales] (1996) draft statement and are 

presented here not as an alternative rather, to offer further guidance in a more 

specified way. 

A number of matters should be heeded in relation to the signposts presented in Table 

7. Firstly, in keeping with the GTC [England and Wales] draft statement (1996), they 

should be regarded as indicative and not inclusive; to do otherwise might jeopardise 

individual professional autonomy and lead to a ̀ minimalist' approach. Secondly, 

although the substance of the teacher views have been fully aired in chapters six and 

seven, there is recognition of the need for further investigation and wider 

consultation before adequacy, appropriateness and generalizability can be claimed, 

most notably in respect of teacher-pupil relations. Cognisant of this comment, the 

signposts are offered as a contribution to the current debate. Minimally, the 

signposts provide opportunity for secondary-school teachers to consider and reflect 

on their current standards of professional behaviour, although it should be noted there 

is little reason to believe that the specification could not be applied equally to 

professionals in other phases of education. Finally, for clarity and continuity, the 

individual elements raised by the teachers are catalogued under the broad headings 

utilised in chapter six for identifying teacher professionality, namely professional 

undertaking, relations with other teachers, relations with pupils, obligations and 

relations with others. Cataloguing and presentation in this manner is not to suggest 

that they are used as lampposts to support instability in a kind of protectionism which 
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forms a boundary between teachers and the public, but rather to help all stakeholders 

on the way to ensuring that they do not operate separately. 

Table 7: Signposts in standards of teachers professional behaviour 
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Professional undertaking 

The qualified or pre-entry teacher should: 

" act always in the best interests of pupils and the school 
" maintain and improve expertise and professional competence to carry out 

their professional role, with a commitment to continuing professional 
development throughout their career 

" ensure that no action or omission in the sphere of their responsibility is 
detrimental to the welfare and safety of clients 

" acknowledge and seek to address any limitations of personal competence 
in the duties they are required to carry out 

" acknowledge the limitations of their professional role 
" maintain an agreeable standard of dress and personal presentation 

Relations with other teachers 

The qualified or pre-entry teacher should: 

" work in a co-operative manner with etiquette and mutual respect 
" ensure all information acquired about others as part of their professional 

practice is subject to confidentiality, with the exception of just grounds for 
disclosure, which will normally be subject to notification and consent. 

" assist others in the context of their own sphere of expertise and 
responsibility to develop their professional competence 

" notify an appropriate person of any circumstances which compromise 
standards of practice 

" communicate openly and freely in the interest of clients 
" respect each others area of expertise 
" ensure that others are not required to undertake a task beyond their 

expertise 
" recognise that others have skills which they can exercise with appropriate 

independent judgement 

" refrain from denigrating others 
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Table 7 (continued) 

Relations with pupils 

The qualified or pre-entry teacher should: 

" recognise and respect the individualism of each pupil and respond to their 

educational needs, with due regard to the education of others, 
irrespective of any factor 

" act in an impartial, equitable and consistent manner 
" ensure all information acquired about pupils in their professional practice 

is subject to confidentiality, with the exception of just grounds for 
disclosure, which will normally be subject to notification and/or consent 

" refrain from denigrating pupils 
" avoid any romantic or sexual relationship with pupils, irrespective of the 

age of consent 
" avoid any abuse of their privileged relationship with pupils 

................................................................................................................................ 
Obligations and relations with others 

The qualified or pre-entry teacher should: 

" acknowledge and respect the involvement of parents/guardians and other 
professionals in the planning and delivery of education 

" communicate in an open and co-operative manner with parents/guardians 
in the educational welfare of pupils 

" work in a collaborative and co-operative manner with other professionals 
involved in the educational welfare of pupils 

" ensure all information acquired about other's in their professional practice 
is subject to confidentiality, with the exception of just grounds for 
disclosure, which will normally be subject to notification and consent 

" refrain from denigrating others 

Clearly, Table 7 is not an exhaustive list of all areas related to teachers' professional 

behaviour, it merely illustrates this particular sample's response. In accomplishing 

this it is recommended that the next stage of development is to provide an explicit 

commentary which examines each statement and explores the comments and 

problems that relate to it for presentation to a wider audience. In this manner the 

signposts might be amended appropriately and offered for presentation in the 
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professional education of teachers to enable them to develop greater autonomy and 

make reasoned judgements in the conduct of their professional behaviour. 

(ii) Professional education 

A primary focus of the research was how teachers acquire knowledge in professional 

ethics and learn to apply it to the judgements they make in practice. As discussed in 

chapter six, the relativist reality explications offered by the subjects revealed that 

teachers learn to `behave professionally' and discern the appropriateness of their 

motives and actions in two broad ways - permeation and formal strategies. Further, 

within the broad concept of permeation, it was possible to distinguish a range of 

professional and personal influences which teachers reflected upon to inform and 

uphold their views and actions. The full range of constructs cited by the teachers is 

presented in Table 8 below. From these strategies, the notion of Schon's (1995) 

`reflective practitioner' was manifest in all of the samples accounts of how they 

determined an appropriate standard of conduct in practice. 

Table 8: Strategies employed in learning to `behave professionally' 

Formal Permeation F 

Professional Influences 

ITE: The scope of 
professional conduct' 
- didactic content 
- dilemma discussion 

- mentoring 
- HE/school based 

Induction 
School policy/guidelines; 

Scanning the professional 
landscape 
Critical incidents 
Mentoring 
Comparative reflection 
Collaborative discussion 
Role modelling as a pupil/ 
practitioner 

Personal Influences 

Family 
Religion 
Critical incidents 
Local/national cultures 
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The table endorses the notion that teachers' ethical principles are informed in part 

from ordinary morality, though specification to the professional context is the result 

of complex moral reasoning, informed from a variety of professional and personal 

influences. 

Perhaps not surprisingly, the key professional influence in the majority of novice 

teacher's views, was professional education at the pre-entry level i. e. ITE 

programmes. The novice teachers confirmed that the current arrangements for ITE 

needed refining. There was a need, in their opinion, for greater specification at this 

level as well as experience in the demands placed upon them by a range of different 

schools. Notably, the full sample's response confirmed the appropriateness of the 

content of the current UCET (Impe}". 1996, Weller, 1996) introductory papers on 

how professional ethics could be broached within current ITE frameworks, as well as 

the TTA (1997) consultation document on `Training, Curriculum and Standards for 

New Teachers'. However, how fully these documents meet the request of the 

teachers for greater specification remains unknown. It is, therefore, recommended 

that subject to wider consultation, the deliberation and endorsement of the 

`Signposts in Standards of Professional Behaviour', presented earlier, (Table 7) 

should form part of the pre-entry professional education programmes of all teachers. 

Further, full consideration should be given to either contrasting placements in the 

school-based element of ITE, and/or appropriate attention to the demands of 

`difficult' schools within the curriculum of the HE element of the programme. 
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In addition to the issues raised in relation to ITE, a significant number of the sample 

considered that professional ethics ought to be addressed in continuing professional 

development, particularly when accepting a position of responsibility for the 

management of other staff. From the expert and headteachers' views this was a 

significant omission from their current CPD programmes. Basically, those teachers, 

in recognising their own position of authority and influence, asserted the need for 

knowledge and understanding at a theoretical level, as well as competence in carrying 

out the moral dimensions of their own role and monitoring that of other teachers. 

Yet, this would seem to be a significant omission, or paradigm lost within the current 

TTA national framework for the CPD of teachers. If standards are to be raised, it is 

recommended that this national framework addresses the full scope of professional 

conduct at key stages in a teacher's career. Such action has overt implications for the 

professional education of teachers when issues, like for example, conflicting values, 

dual obligation, disclosure and so forth, can be formally addressed to enable teachers 

to "... reason soundly... " (Shulman 1987: 13) with "... the freedom to discriminate 

appropriately in the midst of flux... " (Beckett 1996: 136). 

Finally, if each of the recommendations stated in relation to teachers' professional 

education above, is to be realised, then they should be informed from epistemological 

authority, as exemplified by Tomlinson and Little (1996: 7) and referenced earlier in 

chapter one. Currently, it would seem that the corpus of knowledge in professional 

ethics in teaching is insubstantial, pointing to the need for preliminary and sustained 

inquiry on the moral frameworks which may inform the moral decision-making of 

teachers. Without such inquiry it is difficult to envisage how professional education 
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programmes can be furnished to explore and inform the judgements teachers are 

required to make in practice. 

Implications for Policy 

At both a macro and micro level, acceptance of each of the recommendations 

emerging from the research stated so far, have perceptible implications for policy. 

For example, further inquiry necessitates funding and such funding is subject largely 

to national priorities and criteria, likewise CPD programmes. Notwithstanding this, 

the intention at this stage of the study is to move away from the policy issues 

surrounding further inquiry and professional education to consider the important 

factors related to ensuring professionality. 

In chapter seven it was asserted, from the sample's opinion, that the current 

mechanisms which ensure teachers ̀behave professionally' are largely sufficient and 

can be grouped into two broad categories- ̀ authoritative influences' and `holding'. 

However, a third of the sample contended that there was a need for further guidance 

to qualify professional behaviour, sustained in four cases by the need for a 

professional code. Given the increasing debate surrounding this issue and looking 

ahead to what might be, the study sought to elicit teacher responses to this idea in an 

overt manner. The response to this inquiry from the full sample has clear 

implications for policy, most significantly, at a national level. The concise and 

largely unanimous views of the teachers are illustrated in Table 9 over, which 

represents an amended version of the potential sufficiency model for a professional 

code in teaching presented previously at the conclusion of chapter three. 

161 



Table 9: The amended potential sufficiency model for a professional code in 

teaching. 

Foundation ti ý Condition 

Purpose " enhance service 
" meet the needs of pupils, the public 

and profession 
" affirm professional purpose 

.......................................... 
Process 

............................. . 
" singular national forum 

" public and professional representation 
" evoke public and professional 

.... 
confidence 

................................. ........................................ 
Content " professional values 

" ethical principles 
" broad indicative guidelines with 

specified illustration 

........................................... 
Status 

...................................... ................................................... 
" valid for the full professional 

community 
" national 

Endorsement " professional education 
" professional affirmation 

............. 
" sanctions 

............................................................................................. ........................... 
Continuance " re-affirmation 

" evolutionary 

Drawing together the teacher responses to the notion of a professional code generally, 

as well as the GTC [England and Wales] draft ̀ Statement of Ethical Principles for 

the Teaching Profession' (1996), three issues emerge - the preference for 

specification related to content, support for a General Teaching Council [England and 

Wales], or an equivalent body, as well as sanctions to endorse the code. Whilst it is 

not clear that the full sample supported the notion of a self-regulating body to 

monitor and uphold the code, there was nevertheless overwhelming endorsement that 
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it should be constructed by a singular body. Given the current position of the 

teaching profession, at a policy level, it is recommended that a professional code 

should be generated by a statutory General Teaching Council [England and Wales] 

with appropriate professional authority to fulfil the task. It is patently clear from all 

of the, teacher accounts that if such a strategy were to emerge then there should be 

strong practitioner as well as public representation if it is to educe confidence and 

trust for teachers and pupils alike. 

Finally, quite evidently, this research study has affirmed that there is both a 

willingness and hankering for teachers' standards of professional behaviour to be 

made explicit, thereby contributing to a more rounded sense of professionalism. It is 

the teacher's views that this should not be established in isolation or haste, yet, 

somehow a middle ground needs to be found between procrastination and dynamism. 

Ultimately, a pragmatic way forward might be to follow the framework of the 

amended potential sufficiency model presented in Table 9 and bring together the 

existing GTC draft document (subject to minor amendments), with the `Signposts in 

Standards of Teachers' Professional Behaviour' offered earlier. 

Summary recommendations and concluding comments 

Before summarising the research recommendations consideration of two key factors 

should be borne in mind. Firstly, the limitations of the study and secondly 

contemporary developments in relation to a professional code and a General 

Teaching Council. 
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Primarily, it should be noted that the study was exploratory with the substantive aim 

that it should provide a foundation for continued study in professional ethics and 

teaching. In achieving this aim the study has methodological limitations imposed by 

its small-scale nature and sample emanating only from public sector, secondary 

school, teachers in two LEAs in Wales. Yet there is no reason to believe that the 

subjects are atypical of their counterparts in England, or elsewhere in the country. 

Further, from the outset there was recognition that teacher professionality necessarily 

embraces both practice and conduct and is currently, largely under-researched. This 

factor presented a challenge in developing both a theoretical and methodological 

approach to the study. Necessarily, a standpoint was taken on the complex concept 

of profession, adopting in part a semantic approach, thereby uncoupling status 

issues. Seemingly, this approach has been beneficial in uncovering a number of 

assumptions and suppositions surrounding teachers' professional behaviour. 

Nevertheless, in reading the summary recommendations which follow, there is a need 

to be mindful of this factor. 

Additional to the methodological limitations of the study there is a need to be 

cognisant of relevant and recent developments which emerged after the empirical 

investigation was conducted. Largely, these developments have been brought about 

by a change in Government (from Conservative to New Labour) in the early summer 

of 1997. In keeping with the election manifesto of New Labour the DfEE (1997) has 

issued a consultation document ̀ Teaching: High Status, High Standards' seeking 

views on a General Teaching Council which the Government intend to legislate for 

later this year. Contained within the document are proposals for a GTC which will 
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be independent of government and which will establish agreed standards of conduct 

as well as regulate the profession. Given this most recent development the Forum of 

the General Teaching Council [England and Wales] has referred all of it's work on 

the draft `Statement of Ethical Principals for the Teaching Profession' (GTC 

[England and Wales], 1996) to a future legislative council. The DfEE preliminary 

consultation will not be completed until the autumn of 1997 and therefore the 

recommendations which follow can contribute to this process. 

The salient recommendations of the research are as follows: 

that the `Signposts for Standards of Professional Behaviour' presented 

in Table 7 are offered for wider consultation within the professional 

community, together with an explicit commentary which examines 

each statement and explores the comments and problems related to it. 

Contingent upon this wider consultation, that the signposts are offered 

to guide the professional behaviour of pre-entry and qualified 

teachers; 

that the TTA national framework for the continuing professional 

development of teachers explicitly addresses the full scope of 

professional conduct; 

that ITE provides the opportunity for contrasting school placements 

and/or attention be given to the demands of `difficult' schools within 

the curriculum of the HE element of the programme; 
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that all schools provide an adequate induction programme for pre- 

entry, NQT and experienced teachers in relation to school policy and 

guidelines; 

that the sample's response to the draft `Statement of Ethical Principles 

for the Teaching Profession' (1996) be forwarded to the GTC 

[England and Wales]; 

that full consideration for a professional code for teachers be made by 

a statutory General Teaching Council [England and Wales] with due 

attention given to the conditions highlighted in the amended potential 

sufficiency model illustrated in Table 9; 

. that further inquiry be conducted on the moral frameworks which 

inform the decision-making process of practitioners in all sectors and 

phases of education, as well as exploration of the moral climate and 

structure of individual institutions. 

In conclusion, the research has confirmed that it is possible to contemplate normative 

ethics for teachers in both a specified and applied sense. The teachers in the sample 

affirmed their understanding of what it means to `behave professionally' and how 

they acquired competence in this area. Further, they were emphatic that the 

professional behaviour of all teachers should be guided by specific principles, thereby 

enabling objective professional standards to be formed. This was not to suggest that 
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teacher professionality would be blemished in some way without a professional code 

or guidelines, rather that there can no be denying the effectiveness of making a 

collective, professional conscience guardian over all teachers conduct. Equally, as 

Shakespeare points out that conscience can make cowards of us all, individual 

teachers cannot and should not seek to shuffle individual, professional responsibility 

on regulations. 

Finally, whilst it is anticipated that each of the research ̀products' deliberated in this 

chapter attest to the accomplishment of the aims of the study, to return to the 

rationale for the research, the conclusive statement is reserved for the final interview 

comment of one headteacher in the sample: 

What I actually feel is that you are involved in something, that in all my 
professional experience I am least well equipped to comment on. So, in 
attempting to articulate the responses to your enquiry it is difficult, and what 
it actually reveals is that the whole issue you are exploring is desperately in 
need of being explored 
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Date 

Institution 

Pupil age range 

Pupil nos 

Staff nos 

LEA 

Staff 

Gender 

Category ET HT NT 

Introduce Self: Doctorate Student/ Lecturer 

Explain Purpose: Focus of interview is professional ethics and 
professional practice. Under University supervision 
I am conducting a small scale study to explore 
teacher conceptions of professional ethics, what it 
means to behave professionally and how they gain 
knowledge in this area, as well gathering data on 
responses to professional codes. 

Confidentiality: This study will focus on issues not individuals or 
schools. 
All information collected will be in confidence and 
the findings will not identify any individual or 
school. 

C_: Are there any questions you would like to ask me 
first? 

173 



Biographical Details Section (i) 

1. Firstly, could I just clarify a number of biographical details? 

a) How long have you been teaching? 

b) How long have you taught at this school? 

c) How many other schools have you taught at? 

d) Have these been with the same LEA? 

e) Number of other LEAs? 

f) What is your current position in the school? 

g) Do you have a pastoral responsibility? 

h) Could I ask you your age? 

i) Familial situation - are you married/with a partner? 

other (single or divorced) ? 

j) Do you have children? 

details: 

Thank-you. 

I should like to go onto the main focus of the interview now. 

(=:; ý professional ethics) 
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Professional Ethics Section (ii) 

2. Firstly, what do you understand by the term professional ethics? 

( behaviour, localised, morality, values) 

3. In your own work, do you think it is possible to identify situations where 
teachers make moral judgements in practice? 

(behaviour, curriculum, management, relationships) 

.... could you give me some examples 

.... most recently, in your view, do you think these situations have increased - or 
decreased? 

(probe).... explain to me why? 
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4. Do you think that the moral judgements you make in your professional life 
are different from those in your personal life? 

(probe) ..... (if so) how ..... (example) 

.... can you explain to me why you think that. 

5. In practice, what principles do you actually base these judgements on? 
(care, duty, rules) 

... and what do you regard as the purpose of these principles? 

6. In your view, do you think that the moral judgements of all teachers ought to 
be upheld by these same principles? 

... explain to me why you think this. 

(=Professional behaviour) 
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Professionality Section (iii) 

7. We often hear the term `behaving professionally' being used, is it a term you 
use yourself? 

... explain to me what this term means to you? 

..... could you give me some examples of what you perceive `behaving 
professionally' is? 

.... and what about `unprofessional behaviour'? 

.... again, do you have any examples? 

S. In your view are there any forms of behaviour all teachers ought to adhere 

(probe) ..... examples 

... can you explain to me why you feel this? 
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9. In your experience, do teachers adhere to this kind of behaviour? 

(probe) ... evidence, examples. 

10. Given the points you've raised, what mechanisms, which you know of, 
already exist to ensure teachers behave professionally? 

.... in your view are these sufficient? 
[probe] 

.... do you think this situation could be improved upon? 

explain to me how and why? 

(= Professional codes) 
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Professional codes Section (iv) 

11. It has been suggested that a professional code might be useful for the 
teaching profession, on a general level, is this something you would support? 

.... explain to me why you think this? 

12. If a code were to be introduced for teaching, in your view, what purpose 
could it achieve? 

..... and who should it be designed to benefit? 
[probe] 

... do you think that there would be any limitations in introducing a code? 

13. Obviously, if a code were to be introduced there would be a need to bring 
together a group of people to construct it. In your view, how do you think this 
could be best achieved? 

.... membership 
(employers, government, professionals, public, unions) 

.... 
forum 

(local, national, professional associations) 
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14. In terms of the content of a possible code, what form do you think it ought to 
take? 
[Prompt: for example, health care professionals have a duty of confidentiality - do 
you think it should be broad! specific...? ] 

.... if you were responsible for drawing up a code for teachers what two or three 
items would you want to include in it? 
[prompt: up to three examples] 

(a) 

(b) 

(c) 

15. Do you think the code should be valid for all teachers? 
(conformist, local, national, voluntary) 

.... explain to me why you think this? 

.... how could this be achieved? 
[prompt: conditions of service, statute] 
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16. And that about endorsing the code, how you think this might happen? 
[Prompt: for example, some professional groups fine or suspend members who do 

not conform to their code... ] 

explain to me why you think this would be most appropriate? 

17. In terms of continuance - or `shelf life' - what do you think should happen? 
(absolute, amended, evolve, relative, static) 

explain to me how and why you think this should happen? 

(z Professional education/enculturatio, t) 
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Professional education/enculturation section (v) 

18. You have already described what you think `behaving professionally' is, or 
ought to be, can I ask you, how did you learn what is acceptable or unacceptable 
behaviour in practice? 
(professional education, socialisation, trial and error) 

ITE 

Post registration 

.... in your view is this adequate? 
[Probe: explain why] 

19. In your view do you think this situation could be improved upon in any 
way? 
[Probe - how] 

ITE 

Post Registration 
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20. If code were to be introduced, how do you think teachers ought to be 
educated or socialised into such a code? 

ITE 

.... HE institution 

... school based 

Post registration 

(= GTC supplied code) 
Supplied `code' section (vi) 

21. Finally, I have a copy of a proposed draft Statement of Ethical Principles for 
the Teaching Profession, constructed by the GTC [England and Wales], I 
wonder if I could ask you to take a few minutes to read this now, and then let 
me know your immediate response to it. 

{Give copy of draft) 

If you don't mind I shall turn the tape off while you read this. 

(Turn tape off} 

check - Have you had sufficient time to look at it? 

check- I shall turn the tape back on 

(Turn tape on) 
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22. Could I ask you for your views on this statement? 

... do you think it is appropriate to be offered to the teaching profession? 
[probe : strengths/limitations/adaptations/adoption] 

.... how might this be done? 

23. Obviously your first response is impressionistic, if you were willing, what I 
would quite like to do is to give you time to look at this more fully and then get 
back to you to discuss it a little more - say in a week's time. Would you be 
willing to do this? 

When would be a convenient time? 

(check - time and telephone number) 

(=Personal position) 
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Personal Position 

24. Finally, I am interested in what has shaped your views and where they come 
from, to enable me to see if there is any relationship between peoples 
backgrounds and ethical stance. Do you mind sharing with me some of the 
major influences on your views on ethics? 
(education, familial, personal, professional, religious) 

Thank-you very much. 

Conclusion 
25. Is there anything else you feel I should know about, or have left out? 

Thank-you for your time and sharing your thoughts and experiences. 

Could I just re-confirm that anything I write will not identify any individual or 
school. 

I anticipate being able to send a short report to you at the start of the new 
academic year. 

Thank-you. 
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GTC 
England & Wales 

2 jt nmin is Strc t, I. otldon VVCIX 9J1' 

cuqui ics to Shir! cy Lrr telephone 0171 837 3636 facsimile 0171 837 4403 

Chair Piof'rwor John Toiniinson cnr: Secretary Rogcr I Iax12m 

JRCT/pmp 

TO: All in membership of the Forum 

Dear Colleague. 

A Statement of Ethical Principles for the Teaching Profession 

October 1990 

The Forum of the GTC (England & Wales) have devised the enclosed draft Sla tcnmcnt which 
they now offer to those in membership for further discussion and comment. 

The Forum believe that it is important that. the profession collectively should state the 
principles which underlie their professional practice. Such a statement would be it public 
declaration that teachers, parents and the employers of teachers all believe that tcachin is 

not only a technical process, based on knowledge and competence, though it is eel tainly that, 
but also one which takes place in a variety ofunique settings and always by and on behalf of 
individuals who themselves have unique capacities and needs. In consequence, teaching 
always calls not only for competence but also for accepting personal responsibility for tltc 
exercise of judgement informed by knowledge, training and experience. lt follows that sucli 
work requires an ethical framework, and it- is that which we have sought to bring out in our 
Statement. 

The GTC (T? ngland & Willes) is a voluntary association sccking to have established a 
statutory General Teaching Council. As hart of this process we hiti\'c pubiishcd doctor eats 
on key issues which speak with the authority of the quality of their argument and of their 
origin in the broad. alliance of the Forum. This document should be seen in that light. 

W6 would task for your views on the Statement itself and upon the way in which a future 
document might be offered to the profession, governors; parents, enmhloycrs and others in 

association with the GTC' (Englaticl & \Valcs). 

We should he grateful for a reply by mid January 1997 so that we may take: the in t; cr 
forward at the February meeting of the l: oyunm. 

ýaý. 
ý.. 

ý�u, eý, u,, ý,; 
John Tomlinson 
Chairman 

tcc: "r. r 1"S 6rý'nra 1. I%4(, l rc(Sjrcrcd ufr, 't dLuvt 



GTC 
England & Wales 

27 Britannia Street, tdon WCIX ß)J1' 

cu quiric n Shirley Lee telephone 0171137 3636 facsimile 0171 837 4403 

CL. rä Professor John Tomlim tBt Scrrerary )Zogvr I laslam 

A STATEMENT of E1111CAL PRIACIP] ES for the TEACHING, PRO). I? SSION 

THE CONTEXT 
1. Tcachers have m work, as public sm=, or the empkoyees of private corporations, within 

the terms of thcEr contracts and the resin :. es available for the time being. It follows that the 
Statement muss be construed as a guide: -3 good practice for the teacher and an indication to 
the student and public of the standards to which teachers aspire in their work; but it cannot 
be used to dem d actions which it wor: }d be unreasonable to expect in the particular context 
in which the teaser is working. 

Z. The term `stud=i' is used throughou! "- the sake cif simplicity. It embraces anyone for 
whom the tcac3 has a responsibility as ̀ a learner in their charge'. *Thus, young children 
under school a Vending nurscry c. .: tion, school pupils, students in further or higher 
education and i ^alts in adult education zings are till included. 

3. Our starting pc; t is that teaching re ý-: s all the cssentittl attribute. q of a profusion and 
therefore needs, for the guidance of its 7-wtitioners and the reassurance of its clients, a clear 
statement of thr. ethical priricihlc; s of i: --rzctice. This is bee cruse it dcrcnds essentially an 
the knowledge.: i11s and eOnscictuicýc;: ý s of each practitioner, matters -which arc beyond 
the reach of s : Vision or periodic = cction and must therefore arise from and he 

,,, aitItained by ttc to ch'ýrs themselves dually and collectively. 

This is the cas., notwithstanding, tha; 77 the public edtication service, it is le&itintatc and 
customary for ==3vcrnmcnt or other Puh : au horities to lay clown the minimum curriculum 
to be taught in schools or for other nur, ;, ses, the methods of assessment and accreditation, 
ýýncl the minimum standards required fc try to teaching. To the extent that this is clone, it 
creates a duty qcn the public authorit; :;. provide the resources by which the teachers may 
be educated and trained to meet the reqý:;:; -rncttls set d0Wn. The concern of this Statement is 
with the duty of the teacher to make tlh. hest use of those opportunities for education and 
training "aud the ethical principle which, should inform the, . relationships. necessary 
between 1cachc and Stu(IC)1N, teach4r: 1lei other teachers and teachers and the hlrenls or 
advocates of 14116=3s. 

tcc:, tauJ In Lý, glind 1oiý,. u: "6.,. ýedvüi, c it abo%e 



1) 

THE STATEMENT 

Ethical principles which underlie conduct are valucg-in-action. We prOpme four value.; and 111rce 
principles. 

T la-y'a cs wlliclijil>, orm leaching 

Respect for the subject-knowledge and the domain of knowledge to which it belongs. 
That is, subject methodology (the processes of invcstigation, evidence, tests for truth etc. ) 

and subject content. These arc different for each domain of knowledge. 

2. Respect for each student, with due regard for the interest of others. 

3. Respect for profcssional collcagucs and acceptance of a duty to work co-operatively well 
as individually) for the good of the body of those being taught. 

4, Rcspcct for the rule of law and acceptance that the teacher should try J() 1)1*()Illc)lc tile 
valucs of human interdependence and mutual respect. 

Th ; 1h c, t -. =I)ICS of thkk Teaching P ofcs,, u 

I. Protcssional Competence 

s'hicli is based on the assertion that those who choose to be teachers ; houlj seek to gain and 
keep up-to-date the necessary knowledge and cxpcrti'se, and should also seek to extend these 
in the light of experience and changing expectations. 

2. The Duty of Reasonable Care 

which is based on the assertion that in. the casc of children under IS the teacher is -ill loco 
parentis' and in the case of other students has a duty of reasonable care for their wcifarc in so 
far as it may be affected by the teaching relationship. 

3. Pro fC551011 al 0.01111111 t111C11t 

which is based on the assertion that teaching which tilkvs place through an orga; tis; lticlnt 
(SChOol, college or other institution) requires collegial as well as individual effort by teachers. 
'Teachers thus have a duly to contrihlltc to the professional development of coil ca t s, ti: r 
organisation of'the school or college and to contribute to the wider debate oll Ile ý)li; 'jlo c of 
cduc: ation and to the continuing effort to improve standards of achievement. 
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3 

The following arc notes of extension in illustration of the three principles, but should not be taken 
as either directive or comprehensive, since the principles must be applied by teachers and others 
in the pai1ir!:. '": r -; r,:: ! nslances in which the teachers work, which cannot be foreseen in sufficient 
detail to make any detailed prior statement feasible. These further notes arc therefore indicative 
not inclusive. 

PROFESSIONAL COMPETENCE 

- Intellectual integrity 

Teachers should respect the tradition of human enquiry, reficction and speculation 
implicit in the curriculum they teach, and help students to understand and respect it also. 

- Pedagogy 

Teachers should gain and maintain competence in the diversity of the ways in which 
teaching can be done and learning facilitated and assessed. 

Tcacherc should be aware. of and apply appropriately - factors which contribute to 
scihooi/college effectiveness. 

Lcaming relationships should be positive and optimistic, with the object of helping 
students to develop intellectually, morally, spiritually, socially and physically. 

REASONABLE CARL 

Teachers should take all reasonable steps to ensure the emotional Security and physical 
safety of students in their charge. 

- Teachers should proinotc-thc valueti of both inclividual identity acid mutual reslicct. 

- Teachers should acknowledge. the importance of parcntti and carers in the cductition Of 
-children and work positively with those having responsibility for their students outside the 
school or college. 

PRO1ThSS]ONAL COMMITMENT 

- Teachers should accept a responsibility to promote their own l: nowlccigc and c. otnphtcncc 
and assist other teachers to do the same. 

- Teaching is a demanding calling and tcachcl's should aUcnd to matters afTectill4 tllcir own 

self-esteem and the collective morale. of the profession. 



4 

- Teachers should work on behalf of their professional community, to increase and transmit 
professional knowledge and collectively to raise levels of achievement. 

The exercise of independent judgement by each teacher is of the essence of good 
professional practice. Teachers should be aware of this, promote the wise use of the 
insights required in teaching and be willing to defend the principles of good professional 
practice. 

Teachers and others who exercise managerial or governing responsibility for the work of 
teachers should promote the values and principles of this Statement. 

1996 
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Professional Ethics and Professional Practice 

Doctor of Education Research Project 

Denise Whiting 1996-97 

Information Sheet 

Professional ethics in both private and public sector occupations is currently a topic 
of some considerable debate. At a general level the impetus for this debate rests 
largely in claims for professional status, the introduction of public charters setting 
transparent and equitable guidelines for standards of practice and performance, as 
well as the need for some occupational groups to raise their public image. It has been 

suggested that the level of interest in teaching is fuelled by two further dimensions, 
firstly notable cases of misconduct which can increase the demand for training in 

ethics, and secondly, the increased willingness to see teaching as a "moral craft" as 
opposed to a "technical endeavour ". The interest in professional ethics in teaching is, 
therefore, more prevalent and concentrated than in the past. 

Despite this level of interest, the concept is difficult to get to grips with. Part of the 
reason for this is the generative nature of the issue and the lack of research 
undertaken in the area. To forward both knowledge and practice, in consultation and 
under the supervision of Professor Eric Hoyle, of The University of Bristol, I am 
conducting an exploratory study to analyse the response of a selected sample of 
novice, expert and headteachers in secondary schools to the concept of professional 
ethics - what teachers understand by the term, what it is to behave professionally and 
how they are socialised and educated into the norms, values and principles which 
govern their behaviour. 

The collection of data will be from recorded semi-structured interviews, with a 
selected sample of secondary school teachers. The foci of the interviews will be 

" professional ethics 
" professional behaviour 
" professional codes 
" learning in this domain. 

It is a basic principle of the investigation that all data gathered will be collected in 
confidence and will not identify any individual or particular school. 

If you would like further details, or wish to discuss any aspect of the study further, 
please do not hesitate to contact me at the University of Glamorgan by letter or 
telephone, details as shown above. 
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