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Abstract

For some time in England, concerns have been expressed about high levels of
teacher turnover. In response, a great deal of research has focussed on what
compels teachers to leave the teaching profession (Bubb and Earley, 2007,
Smithers and Robinson, 2003, 2005). However, much less is known about why
teachers choose to stay. This thesis examines teacher retention from an alternative
perspective by exploring how long-serving teachers, or ‘stayers’, account for why
they choose to stay teaching in challenging London primary schools. Identity and
motivation theory are utilised as analytical tools to illuminate the reasons why a
group of London primary teachers and headteachers stay and what it is about who

they are that influences their decisions to stay.

The study adopts a qualitative approach to explore the professional lives and
career decisions of 24 London primary school stayers using in-depth semi-
structured interviews. While the concept of a ‘stayer’ is contested, this study
interprets the stayer as a teacher who has taught in the same school for five or
more years. Participants consist of serving class teachers and headteachers who
work in disadvantaged London primary schools. A small number of former
stayers, who have now left their London primary schools, have also been

interviewed in order to invite a retrospective discussion of stayers’ motivations.

The findings indicate that because staying is contingent on a number of personal,
professional and situational factors related to identity and motivations, staying is a

multi-layered process. Most stayers express a firm commitment to stay in the
3



future, but some ‘unsettled’ stayers voice doubts about staying in the years to
come. The study concludes that closer attention should be paid to the reasons why
teachers stay in challenging schools to counterbalance the focus on teacher
turnover. This is so that, at the very least, supportive structures can be put in place
to encourage more teachers to stay and contribute to the success and wellbeing of

children from disadvantaged backgrounds.
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Chapter 1

Researching Stayers

1.1 Introduction

In this chapter, | explain why | chose to research ‘staying teachers’ in
disadvantaged London primary schools. | outline the background to my research
on teachers’ motivations for deciding to teach and, crucially, for remaining in
their jobs. | then turn to examine the London context in which my research is
located and discuss the specificity of the context in which the stayers work.
Following this, | set out the research questions which provide the direction and
focus for my study. Finally | provide a brief overview of the chapters contained in

my thesis.

This study is inspired by my own experience as a long serving teacher in one
disadvantaged inner London primary school. Having been offered a financial
‘recruitment and retention’ incentive at the start of my career (in 2002), I was
keenly aware of the need to retain teachers in London’s primary schools,
particularly those located in disadvantaged communities. | observed that there
was a handful of teachers who had remained in my school for a significant period

of time, while others moved on.

Many teachers, with whom | worked, regularly came face to face with the
significant social inequalities within the city where they lived and worked
(Maguire, Wooldridge and Pratt-Adams, 2006). Those who stayed exhibited

16



strong commitments towards ‘making a difference’ to the lives and learning of
children who were experiencing sometimes chaotic and complex pressures in
their lives. These teachers recognised that their commitment towards the children
in the school, reflected in their staying, would make a difference. A high teacher
turnover can impede a school’s capacity to support and extend the learning of
children, particularly in disadvantaged circumstances. Therefore, the retention of
teachers in disadvantaged schools becomes a matter of social justice. If high-
needs schools located in deprived areas have to struggle to recruit teachers, who
then leave at a disproportionate rate, children attending these schools are more
likely to experience poor educational progress (Darling-Hammond, 2000; Lyons,
2004). This observation fuelled my MA dissertation (Towers, 2011) where |
researched the reasons why a small number of teachers remained teaching in one

challenging school.

This study, which builds on my previous research, uses identity as a theoretical
lens through which to extend my understanding of why teachers choose to remain
working in their challenging London primary schools. Later in this chapter I argue
that it is essential to explore teachers’ motivations through the lens of identity, if

we are to gain a comprehensive understanding of why teachers stay.

1.2 Background to my research

1.2.1 Teacher recruitment and retention

Recruiting and retaining teachers in London’s challenging inner London schools
has always been problematic (Lupton and Sullivan, 2007). In recent times, the

recruitment and retention of teachers in many parts of the UK has reached crisis
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point (Hallgarten, 2015; Ward, 2015; Wilshaw, 2015). Apart from London, areas
where teacher recruitment and retention present significant problems for schools
are those which are located in deprived coastal towns and rural regions (Ofsted,
2013). Those schools are particularly hard to staff for a number of contextual,
social and professional reasons and further research into the retention of teachers
in deprived and isolated rural areas is warranted. However in disadvantaged areas
in London, schools continue to experience significant problems recruiting
teachers due to a number of reasons: schools which have a high proportion of
children from deprived backgrounds may be less attractive to potential recruits;
disadvantaged schools in certain areas have to compete for teachers against
independent and selective schools; and the costs of living in the city can be

prohibitive for many teachers (Howson, 2016; Rice, 2015).

The financial pressures of living in London are greater now than ever before.
Housing, transport and childcare costs are higher in London than elsewhere in the
UK and is therefore unaffordable for many public sector workers such as teachers
(Skapinker, 2015; Trust for London, 2015). Although London teachers are
compensated in part by an additional payment called the ‘London weighting’
allowance, for many this is not sufficient. A survey by the National Association of
Head teachers (NAHT, 2015) of over two thousand schools in England and
Wales, found that 63% of schools in inner London reported their recruitment

problems were ‘because of high housing and living costs’ (NAHT, 2015, p.4).

In terms of teacher retention in London, it is difficult to pinpoint precise up-to-

date statistics on how long London teachers stay in one school. However, the
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most recent statistics (from 2011) for teacher turnover in inner London schools
show that just over 40% of inner London teachers and headteachers remained in
their posts between 1 and 5 years. Between 5 and 10 years, nearly 25% of
teachers and headteachers in inner London remained teaching in their schools.
Just over 20% of teachers and headteachers in London stayed in their posts for
over 10 years (Allen, Burgess and Mayo, 2012). However, this data was collected

in 2011 and costs have risen since then while salaries have remained the same.

Fears of teacher shortages in the UK (including London) have been compounded
by recent warnings from some of the country’s current high profile educational
figures such as Sir Michael Wilshaw, the current Chief Inspector of Schools and
Head of Ofsted, as well as leaders of the UK’s main teaching unions. They
caution that unprecedented high numbers of teachers are leaving the profession in
the first few years of teaching (Bousted, 2015; Blower, 2015; Wilshaw, 2015).
Over the years, many studies have examined teacher retention problems by
focusing on the reasons why teachers leave their schools and the profession
(Ingersoll, 2001; Jacob, 2007; Smithers and Robinson, 2005; Struyven and
Vanthournout, 2014). More recently, a number of teaching union surveys as well
as media reports have explored the reasons why teachers are currently leaving the
profession in high numbers (for example: The Guardian, January 2015; The
Telegraph, October 2015; NASUWT, 2016; NUT,2016). A clear picture has been
constructed about the reasons why teachers leave their jobs; the main reasons
being: a burdensome workload; weak school leadership and management; lack of
work-life balance and poor student behaviour (for example: NUT, 2016; Smithers

and Robinson, 2005; Struyven and Vanthournout, 2014). However, relatively
19



little is known about why a teacher chooses to stay in his or her post. Therefore,
in my study, | address the retention issue from a different angle and pose the

question: Why do teachers stay, particularly in hard-to-teach schools?

1.2.2 Motivations and ldentity

Much can be gained from examining teacher retention by focusing on teachers’
motivations for staying in their schools, rather than solely relying on data from
those teachers who leave. As previously mentioned, studies on teacher retention
have provided a clear picture of the reasons why teachers leave. The same is true
for why urban teachers leave challenging inner city schools; the most significant
reasons given being: poor discipline/student behaviour; and lack of appropriate
support from leadership and management (for example: Freedman and Appleman,
2009; Guin, 2004; Ingersoll, 2004; Smithers and Robinson, 2005). However a far
richer and more comprehensive understanding of urban teacher retention can be
realised if teachers’ motivations for staying are illuminated, and then added to
what we already know about why teachers leave. Furthermore, understanding
motivations for staying could have significant implications for urban teacher
recruitment and initial teacher education specifically geared to teaching and
staying in hard-to-teach schools. In addition, understanding teachers’ reasons for
staying in challenging schools may influence aspects of continuing professional
development designed to support teachers who work with urban children; and
may also influence the school structure and organisation (Freedman and

Appleman, 2009; Lyons, 2004; Tricarico, Jacob and Hoppey, 2015).
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Teachers’ motivations for staying cannot be examined in isolation. The stayer’s
professional (and personal) life needs to be explored in order to make sense of the
reasons he or she gives for staying. A stayer’s identity is influenced by a number
of structural elements, such as their gender, social class and ethnicity. Teachers’
identities are influenced by their backgrounds and biographies; their values and
beliefs, which in turn shape the ways they teach and the kind of teachers they
become (Dillon and Maguire, 2011; Olsen, 2010). As a result, much can be learnt
from exploring teachers’ reasons for staying through the theoretical lens of
identity; it offers the opportunity to unearth a rich, rounded and holistic picture of

the teacher retention issue.

1.3 The London context

All urban areas share similar problems and issues such as extremes in poverty and
wealth, high levels of immigration, and high levels of crime. However, London
differs from other UK cities not least because it is the biggest city in the UK and
continues to grow and expand at a rapid rate (Brighouse and Fullick, 2007).
London is the most unequal city in the UK; it has the largest gap between the
richest and poorest people in the country (Lupton et al., 2013). It differs from
other cities in that it has a more transient population which is growing and
changing more quickly than other UK city with a ‘more rapid increase in the
proportion of its population born outside the UK or Ireland’ (Lupton et al., 2013,
p.14). London is a draw for a ‘wide range of consumers, entrepreneurs, investors,
artists, workers, refugees and asylum seekers’ (Maguire, 2016, p.2) and is by far
the most ethnically diverse city in the UK: London is characterised by its ‘super-

diversity’ (Vertovec, 2007). All of these factors mark London out from other UK
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cities to make ‘London a unique setting in the UK’ (Maguire, 2016, p.2).

London’s unique character is also reflected in its schools.

1.3.1 Education and London’s schools

Historically, educational policies directed at urban schools were based on a deficit
view of urban communities, families and children. As Maguire et al. (2006)
argue, ‘policy responses to these schools have frequently been couched in a
problems-oriented approach’ (p.15). Indeed, throughout history successive
governments have attempted to tackle the ‘problems’ facing urban schools, by
introducing a range of programmes to improve educational achievement in urban
areas. It could be argued that these policies were shaped by the belief that urban
children were ‘‘deficient’ in some way’ (Maguire et al., 2006, p.12). The New
Labour governments (1997-2010) oversaw substantial investment directed at the
UK’s more disadvantaged schools. Programmes such as the Education Action
Zones (EAZs) and the Excellence in Cities (EiC) programme were set up to
provide support for schools in socially deprived contexts and in challenging
circumstances (Bubb and Earley, 2007). Certainly much of the political discourse
was preoccupied with the notion that London needed to provide a ‘world class’
education system to compete in a competitive global market (Brighouse, 2007). A
London-specific approach to tackle disadvantage and raise standards of teaching
and learning began with the introduction of the ‘London Challenge’ initiative in
2003 which invested in schools and local authorities (Brighouse and Fullick,
2007). As part of the initiative, the Chartered London Teacher (CLT) programme
was introduced which, ‘sought to create a pan-London identity for the work and

professional development of London teachers’ (Brighouse et al., 2007, p.318).
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The CLT state that, ‘For London to be a world leader in education, London

teachers must be recognised as among the best in their profession’ (CLT, 2015).

Over the last 15 years, progress has been made in raising levels of achievement in
London’s schools. A 2013 report on London’s poverty profile states that in terms
of education: ‘London performs better than the rest of England, particularly for
children on free school meals and children from ethnic minority backgrounds’
(Aldridge et al., 2013, p.71). The reason for the success of London’s schools is
contested. One argument is that the schools’ success is a result of government
policies and the introduction of initiatives like the London Challenge, Teach First
and the Academies programme (Baars et al., 2014; Hunt, 2013). On the other
hand, such policies, which may have had an effect on the success of London’s
schools, cannot alone be credited for their success, as improvement in pupils’
performance can be charted back to the mid-1990s before the policies were
implemented (Blanden et al., 2015). In this case, according to Blanden et al.
(2015), other educational initiatives directed at primary schools (not specific to
London) such as the introduction of the numeracy and literacy hours in the mid-
1990s could have been, at least partly, responsible for the achievement in
London’s schools. Another reason for London’s success is attributed to the
diversity of London’s schools where, it has been argued. ‘the children of
immigrants typically have high aspirations and ambitions, and place greater hopes

in the education system than the locals do’ (Burgess, 2014, p.16).
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Measuring the success of London’s schools, including those in the most
disadvantaged communities, through exam results is one way to determine the
achievement of children in such schools. At the moment, many London children
from disadvantaged backgrounds are making good educational progress.
However, London’s schools’ current exam successes do not necessarily predict
continuing future achievements, particularly if London’s schools suffer further
serious teacher shortages in the coming years (Howson, 2016). Meanwhile there
are many other aspects of a child’s life and experience at school which cannot be
solely measured by academic outcomes. Families continue to live in deprived
neighbourhoods and still face daily challenges and difficulties. Inevitably this
leads to emotional and psychological stress for many children attending the most
disadvantaged London primary schools. Although London’s schools may be
presented as an educational success story, there are numerous untold stories of
instability, chaos and hardship of children in these schools. One way in which
children can be supported in their schooling is through the continuity of
committed, caring and capable teachers. Teachers who ‘stay the course’ can build
relationships with the children, with their families and with the community and

make an impact beyond the classroom (Brunetti, 2006, p.813).

1.3.2 The London children and their schools

In this thesis, |1 examine stayers in schools which have intakes that ‘reflect higher
levels of social deprivation, poverty and disadvantage’ (Maguire et al., 2006,
p.17). Throughout the thesis, | use various terms to describe these schools:
‘disadvantaged’, ‘hard-to-teach’, ‘challenging’ and ‘inner city’ schools. While 1

refer to ‘inner city’ schools, it is important to make the distinction between those
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schools ‘in the inner city’ and those ‘of the inner city’ (Maguire et al., 2006, p.5).
The schools I am focused on are those ‘of the inner city’. The crucial distinction
here is the disadvantages experienced by the children who attend these schools of
the inner city. In the last decade, London has seen changes to the geographic
locations of economic and social deprivation. Some inner London areas have
become increasingly gentrified which has pushed poverty to parts of outer
London as families on lower incomes have, by necessity, migrated. In addition,
the effects of the recession have been felt more profoundly in outer London areas

(Aldridge et al., 2013).

| have chosen to examine London primary school teachers who work in schools
that have certain characteristics which can be true of disadvantaged urban schools
anywhere in the UK. Urban schools tend to have higher than average levels of
children on Free School Meals (FSM); lower levels of attendance; a higher than
average proportion of children who experience emotional and behavioural
difficulties as well as learning difficulties; and a higher than average turnover of
staff (Pratt-Adams, Burn, and Maguire, 2010). Despite many London’s schools’
academic success, for teachers, these schools remain emotionally, socially and
personally challenging places to work for a range of reasons which this study will

gxamine.

In London’s disadvantaged schools, there is a greater diversity of children; a
significant proportion who speak English as an additional language.
Disadvantaged children in London are more likely to live in ‘deprived

neighbourhoods’ than disadvantaged children outside of London (Blanden, 2015,
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p.22). In many of London’s disadvantaged schools, the transient population (of
asylum seekers and newly arrived immigrants) is reflected in those schools
located in more deprived communities, of which many have a high mobility of
pupils. Furthermore, more children in London live in poverty than elsewhere in
the UK (End Child Poverty, 2016). Due to the high costs of housing, poorer
children (who attend London’s more disadvantaged schools) are more likely to
live in temporary housing thus contributing to some children’s sense of instability
and insecurity. Thus one argument presented in this thesis is that teachers who
stay can contribute to a greater sense of continuity and security for children in

those schools (Canrinus and Fokkens-Bruinsma, 2011).

1.4 Research Questions

My study explores three research questions which help me understand why
teachers remain in their schools. The three main research questions | examine are:
RQ1: Stayers. What is a ‘stayer’ and who are stayers?

The 'Stayer' is a complex and contested concept (McKinney et al., 2007; Smithers
and Robinson, 2005) as there is no general consensus as to how long a teacher
must serve to qualify being a stayer; or whether a stayer may be someone who has
returned to teaching after a career break and/or maternity leave. Furthermore,
there is no agreement as to whether a stayer is a teacher who has remained in one
school, or has stayed in the profession and has taught in a number of schools over
a period of time. There is, however, some agreement that stayers serve at least 5
years in one school (Bubb and Earley, 2007; Johnson and Birkeland, 2003).
Stayers, who are uncommon in urban schools, generally demonstrate resilience if
they remain teaching in challenging schools, for they need to ‘recover strengths or
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spirit quickly and efficiently in the face of adversity’ (Gu and Day, 2007, p.1302).

My study theoretically explores what is meant by, and involved in ‘staying’ itself.

My second research question explores the stayers’ motivations.

RQ2: What motivates stayers (or has motivated them in the past) to stay in
disadvantaged inner London primary schools?

Rising teacher shortages in many OECD countries (Watt and Richardson, 2008)
have led to an increase in research by academics as well as policy makers on the
motivations of those choosing to teach. In my study, | draw on research from a
number of studies on teacher motivation (for example: Kyriacou and Coulthard,
2000; Moran et al., 2001; Purcell et al., 2005; Watt and Richardson, 2008). Many
of these studies explore a variety of different factors under three main categories
of reasons: altruistic, intrinsic and extrinsic motivations. For the purposes of my
study, I draw variously on these categories of reasons to explore why teachers
remain in their schools. Although | acknowledge that such categories are not
necessarily exhaustive nor mutually exclusive, they act as a valuable starting
point and useful theoretical frame in my study when examining my participants’

motivations for staying in their schools.

My third research question considers the concept of identity:

RQ3: How, and in what ways, does a stayer’s identity (professional and/or
personal) influence their decisions to stay?

Aspects of identity influence teachers’ motivations, commitments and job
satisfaction (Canrinus and Fokkens-Bruinsma, 2011; Day, Elliot and Kington,

2005; MacLure, 1993). In order to delve deeper into the reasons why teachers

27



remain in their challenging schools, it is crucial to understand who these teachers
are. | have therefore taken identity as a critical lens towards refining my
theoretical approach towards ‘stayers’ and staying. Research into teacher identity
shows that identity is dynamic, fluid and shifting (Day et al., 2007). Research also
demonstrates the ways in which the teacher’s professional and personal self can
become integrated over time (Nias, 1989). This study explores to what extent
identity factors influence ‘staying’, and whether ‘stayers’ have integrated their
personal and professional selves. These aspects of a stayer’s identity will be

further examined in the thesis.

1.5 Overview of thesis

This chapter has set out the background for the thesis with a particular focus on
the London context in which I research my participants’ reasons for remaining in
their hard-to-teach schools. I have also provided a rationale for the thesis’ guiding

research questions.

My thesis is structured in the following way. The following two chapters (chapter
2 and chapter 3) examine the research literature on teacher motivations and
teacher identity. As discussed previously in this chapter, teachers’ motivations for
remaining in their schools are interwoven with dimensions of their professional
and personal lives and identities; influenced by various emotional and social
factors. As a result, stayers’ motivations cannot be examined in isolation, but need
to be considered through the lens of the stayers’ identities. In this way, a richer
and comprehensive picture of the reasons why teachers stay in their schools can

be unpacked. The chapters link the theoretical frameworks of motivation and
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identity to an examination of the wider research on teachers’ motivations and
identities. These two chapters address the topics of motivation and identity in the

following ways.

Chapter 2 provides a theoretical framework for my study in which | explore the
concepts of identity and motivation. It examines what is meant by identity before
focusing more specifically on personal and professional identities and how these
contribute to shaping teacher identity. The chapter considers some of the main
factors which influence teacher identity: emotional factors; personal biographies
and narratives; contextual and social factors. The chapter also examines
motivational theory in relation to teachers’ career decisions. It employs the
categories of altruistic, intrinsic and extrinsic motivations as a theoretical
framework for analysing teachers’ motivations. It concludes by considering how
these theoretical frameworks of motivation and identity can be used to understand

why teachers stay in challenging London schools.

Chapter 3 examines how the stayer is constructed and why they stay. The chapter
considers the ‘stayer’ as a contested concept and examines the issues involved in
being a stayer. Drawing on a wide range of research, the chapter focuses
specifically on why teachers choose to work and stay in challenging urban
schools and how stayers’ motivations can be understood through the perspective
of identity. It also explores the concept of resilience and self-efficacy as key

aspects of a teacher’s identity and motivation to stay.
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Chapter 4 provides a methodological framework for my data collection and
analysis. As | conducted semi-structured interviews for my research, the chapter
will critically review the arguments for and against using a qualitative approach in
empirical research. It also examines how the sample was constructed, how the
literature has been used to construct the interview questions and how the coding
process and data was managed. The chapter also focuses on the ethical

considerations of the study.

Chapters 5, 6 and 7 present analyses of the data drawn from the participants.
Chapter 5 examines the relationship between motivation and identity by
considering the identities of my participants, prior to becoming teachers. It
explores how the stayers ‘early beginnings’ influenced them to become teachers;
then to decide to work in disadvantaged primary schools in London. The chapter
explores how the stayer’s identity has influenced his or her reasons for staying in
the same school. Chapter 6 focuses on the headteachers in my sample. | dedicate a
chapter to the headteachers in order to focus fully on the reasons why they choose
to remain in challenging schools. I consider their motivations and identities and in
doing so, discuss what impact they have on the teachers in their schools. Chapter
7 focuses more closely on the personal and professional identities of the stayers in
my sample; it considers how the stayers construct and manage their personal and
professional identities in the challenging contexts in which they work, and how

they sustain this over a period of time.

Chapter 8 draws together the key findings from my study, and examines these

findings in the light of the research questions posed in this thesis. Following this
30



in chapter 9, | present a summary of the findings from my study; discuss the
implications of my study and then consider its wider contribution to research for

the future.
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Chapter 2

Identity and Motivation: theoretical frameworks

2.1 Introduction

The purpose of this chapter is to establish a theoretical framework for my study in
which | explore and deploy two concepts: identity and motivation. Research
suggests that aspects of identity influence teachers’ motivations and commitment
to their jobs (Canrinus and Fokkens-Bruinsma, 2011; Day et al., 2005; MacLure,
1993). Thus, my argument is that identity and motivation are inextricably linked
in the context of teachers and their careers, and one cannot be examined fully
without taking into consideration the role of the other. This chapter examines the
theories which underpin both identity and motivation in the context of teachers’

career decisions, specifically the decision to stay in the profession.

The concepts of identity and motivation are complex to navigate. To date,
research from a wide range of disciplines has theorised interpretations of identity
and motivation. Research in the fields of psychology, philosophy and
anthropology has examined what is meant by identity (Beauchamp and Thomas,
2009). Similarly, theories of motivation have been examined from the
perspectives of philosophy, psychology and social science (Steers, Mowday and
Shapiro, 2004). It is not within the scope of this study to examine these concepts
from such a wide range of perspectives. Instead, this study focuses specifically on
identity and motivation as they are explored in educational literature and in

particular within the context of teachers’ career decisions. Even within the field of
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educational literature, there are many different and contrasting interpretations of
identity and of motivation. However, the purpose of this chapter is to provide a
workable theoretical framework for my study. The aim of a theoretical framework
is to anchor my study and support my data analysis as well as highlighting salient

aspects of ‘staying’ as a teacher.

For the purposes of clarity, when discussing teachers’ professional lives, | shall
examine these concepts separately. In the first part of the chapter, | begin by
exploring interpretations of identity in the context of teachers and teaching. I
consider more specifically how both personal and professional identities
contribute to shaping teacher identity. I then turn to discuss personal and
professional identities separately in order to highlight their differences and also to
show the ways in which they are linked. Although there are many elements which
influence the shaping of a person’s identity (Beauchamp and Thomas, 2009) in
this chapter | focus on three key factors affecting teacher identity: personal
biographies and narratives; the role of emotion including how vulnerability
affects teacher identity; and the influence of context and social relations. These
are the key factors which | have identified from the literature and which merit

further discussion and analysis in this chapter.

In the second part of the chapter, | examine the concept of teacher motivation.
Theorists such as Herzberg (1964;1987) and Vroom (1964) have researched what
motivated (and de-motivated) employees in the workplace, and have constructed
theories to explain people’s motivational behaviour. To some extent, their

theories can be used to explain teachers’ motivations for staying in their schools.
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These theories can be applied when considering the role which salary plays in
retaining teachers. Also their theories can be used to help explain the relationship
between what urban teachers value in their work and their motivations for doing
that work. However, this chapter will concentrate mainly on research on teachers’
motivations. Indeed over the years much of this research has focused variously on
three categories of motivations: altruistic, intrinsic and extrinsic motivations (for
example: Brookhart and Freeman, 1992; Heinz, 2013; Kyriacou and Coulthard,
2001; Purcell et al., 2005). Research has also examined motivations outside of
these categories (for example: Huberman, 1993; Watt et al., 2012). In this chapter,
I frame my theoretical discussion of teachers’ motivations in the context of
people’s motivations for choosing to embark on a teaching career. When
examining teacher motivations, | also consider what is known about teachers who

choose to teach in challenging urban schools.

2.2 ldentity — a theoretical framework.

The term ‘teacher identity’ is frequently used interchangeably with ‘professional
identity’ (Day et al., 2006b). However, teacher identity encompasses more than
just professional identity. Rather, it is a combination of multiple identities (ibid).
Unsurprisingly, research has found that there are a number of school-located
influences which contribute to the formation of teacher identity. These school
factors include the teacher’s teaching and social experiences; the teacher’s unique
relationships with his or her students and colleagues; the teacher’s role as a
subject expert (particularly in the case of the secondary teacher); and the teacher’s
professional role or responsibility in the school (Alsup, 2006; Beijaard, Verloop

and Vermunt, 2000; Day et al., 2006a). There are other education related factors
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which are external to the school site and school structure that also influence the
formation of teacher identity, such as policy directives and educational reforms.
Added to this, teacher identity is also influenced by public and cultural
projections of what kind of person a teacher ‘should” be (Alsup, 2006; MacLure,
1993). Such influences have a significant bearing, not only on the professional
identity but, on the personal identity of a teacher. Teacher identity involves a
combination of a teacher’s personal and professional identities (Nias, 1989;
Pearce and Morrison, 2011). A teacher’s ‘significant personal investment’ (Day et
al., 2006a, p.603) in their work infers that the personal identity of a teacher is
intimately connected to that of their professional identity. As a result, ‘teacher
identity’ incorporates a teacher’s multiple identities that are continually
constructed and reconstructed in response to a variety of ever-changing

influences.

2.2.1 Defining Teacher Identity

The concept of identity has been applied in a substantial body of educational
research as a lens through which to examine a range of educational issues in
respect to teachers (Day et al.,, 2006a; Flores and Day, 2006; Pearce and
Morrison, 2011). Such literature aids the understanding of what identity is, yet
definitions of identity are more difficult to reach (Beauchamp and Thomas, 2009;
Sfard and Prusak, 2005). Taylor and Littleton (2006) suggest that identity can be
viewed from two perspectives: on the one hand, the focus is with the individual in
creating themselves and presenting themselves to the world; and on the other
hand, the individual is a creation of what the ‘world makes them and constrains

them to be’ (Taylor and Littleton, 2006.p.23). Many researchers have attempted to
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incorporate these two perspectives when constructing their interpretation of
identity. For example, Day and Kington (2008) suggest that identity is ‘the way
we make sense of ourselves to ourselves and the image of ourselves that we
present to others’ (p.9). Similarly Beijaard (1995) suggests that identity is ‘who or
what someone is, the various meanings someone can attach to oneself or the
meanings attributed to oneself by others’ (p.282). Meanwhile Spillane (2000)
suggests that identity is ‘an individual's way of understanding and being in the
world’ (p.308). MacLure (1993) claims that identity is how people ‘make sense of

themselves in relation to others, and to the world at large’ (p.311).

The literature on teacher identity often refers to the concept of the ‘self” in place
of, or along with, various concepts of identity (Day et al., 2006a). It is, however,
not within the scope of this chapter to analyse philosophical and psychological
writings on the complex constructs of identity and the self. Certainly though,
earlier understandings of identity tended to centre on the argument that a person’s
identity was static, that there was an unchanging ‘self” (Beijaard et al., 2000).
When exploring the concept of identity, Day et al. (2006a) suggest that
historically the ‘self” was seen to be a ‘singular, unified, stable essence that was
little affected by context or biography’ (p.602). More recently, however, there is
common consensus that identity is not static, it is multi-faceted and shifts over
time (Beauchamp and Thomas, 2009). Kelchtermans (2005) suggests that he
would rather use the phrase ‘self-understanding’ rather than ‘identity’ as ‘identity’
is in its essence seen as ‘static’ (p.1000). According to Kelchtermans (2005),

‘self-understanding” suggests a ‘dynamic and biographical nature’ which
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develops over time (p.1000). This is exemplified by Sachs (2001) who writes that
a teacher’s identity is:
. mediated by their own experience in schools and

outside of schools as well as by their own beliefs and

values about what it means to be a teacher and the type of

teacher they aspire to be (Sachs, 2001, p.154).
Giddens (1991) talks about identity as being a ‘reflexive project’ (p.75): we are
what we make of ourselves. He uses the term ‘self-identity’ for this purpose and
argues that a key aspect to the structuring of a person’s identity involves
‘reflexively organised life-planning’ (p.5), making choices and decisions about
lifestyle. Similarly Zembylas’s (2005) work on emotion and identity in teaching,
asserts that individuals manage their own identity construction. Drawing on a
Foucauldian perspective, he suggests that ‘the self is continuously constituted,
never completed, never fully coherent’ (p.938). This approach is highlighted in
MacLure’s (1993) study of 69 secondary and primary school teachers in the UK,
where she found that teachers’ identities appeared to be fragmented and not
coherent. She found that teachers had a much less secure sense of identity when
they struggled with various cultural projections of the type of person a teacher
‘should’ be. Thus the teachers in her study were preoccupied with shaping and
reshaping their identities to work out their place in relation to others, as well as
who they desired to be and become. MacLure (1993) added that teachers’
biographical stories were central in making sense of their identities. Similarly,
when discussing the notion of the ‘self’, Zembylas (2005) suggests it is constantly
‘negotiated and reshaped through discursive practices’ (p.938). However, other
researchers (for example: Gee, 2000; Nias, 1989) argue that a person still

maintains a stable and immovable identity against which other multiple identities

37



are shaped and reshaped according to contextual, social and other influences. |
will examine these ideas about core and relational aspects of identity in the

following section in relation to the personal identity of the teacher.

The general consensus appears to be that a person’s identity is dynamic and
shifting and constructed and reconstructed by a number of factors: through
emotion (Day and Leitch, 2001; Zembylas, 2005); through discourse, including
personal biographies and narratives (Alsup, 2006; Giddens, 1991; Sfard and
Prusak, 2005); and through cultural and social contexts and relationships with
others (Beijaard et al., 2000; MacLure, 1993). These are key factors in helping to

understand the notion of identity.

2.3 Teacher identity

2.3.1 Personal and professional identities

Many studies suggest that the formation of a professional identity is also a
dynamic process which involves the integration of both personal and professional
identities (Alsup, 2006; Day et al., 2006a; Nias, 1996). In these perspectives,
personal and professional identities are inextricably linked; a teacher’s personal
experiences are ‘intimately linked to the performance of their professional roles’
(Day et al., 2006a, p.603). Nias (1996) offers, what | find to be, a convincing
argument for this connection. She suggests that the nature of teaching requires
teachers to ‘invest their ‘selves’ in their work’ (p.297). Therefore certain aspects
of their personal identities and professional identities merge over time and thus,
any discussion of professional identity cannot avoid the inherent role played by
personal identity. Despite the difficulty in clearly distinguishing between
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professional and personal identities, | will attempt to arrive at a workable
understanding of the teacher’s personal and professional identity before
continuing with further discussions about how teacher identity is shaped and

influenced.

2.3.2 The personal identity of a teacher

According to Nias (1989), the values and beliefs which make up the personal
identities of teachers, as opposed to those occupations where ‘a person can be
easily separated from the craft’, are particularly significant because teachers tend
to have such a heavy personal investment in their ‘craft’ (p.203). Therefore, she
claims that understanding what is involved in the make-up of a teacher’s personal
identity is key to understanding their professional identity. As previously
suggested, both professional and personal identities are entwined, and thus a
teacher’s personal identity is as central to a teacher’s motivation and commitment
as their professional identity (Day, 2002; Van Veen, Sleegers and Van de Ven,
2005). Personal identity can be seen to embody a person’s ‘basic beliefs or
assumptions about self” (Nias, 1996, p.297) and is linked to a sense of personal
agency. However, as | have already argued, while acknowledging the importance
that personal identity plays in the shaping of a teacher’s professional identity,
some still regard the two as distinct (Day and Kington, 2008; Pearce and

Morrison, 2011).

Day and Kington (2008) argue that a person has multiple personal identities
which are linked to a variety of social and family roles outside of the work

context. Similarly, Gee (2000) suggests that people have multiple identities but
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that these do not pertain to a person’s ‘internal state’. Rather, Gee believes this
internal state is a person’s ‘core identity’ (p.100) which is relatively stable and
unchanging. Similarly, Nias (1989) argues that a teacher’s personal identity is
central to what she suggests is a ‘stable sense of identity’ (p.297). The core
identity or ‘substantial self’ (Nias, 1989, p.20) of which she speaks is generally
stable and more impervious to change. Nias (1989) places an emphasis on the
concept of the ‘self” which is ‘simultaneously, socially constructed (the ‘me’) and
autonomous (the ‘I")’ (p.203). It is the ‘I’ which equates to the core identity and
which cannot be fully articulated. On the other hand, the ‘me’ is created through
self-reflection and as a result of various influences. These concepts are important
to Nias’s (1989) understanding of how personal and professional identities of
teachers interact. Presenting a similar case for a stable sense of personal identity
Pearce and Morrison (2011) draw on the work of Bullough (2005) to suggest that
personal identity ‘persists’ behind changing public identities, of which there can
be many (p.49). One argument may be that if a teacher’s personal identity (made
up of the teacher’s closely held values and beliefs) is, as Nias (1989) argues,
impervious to change, this personal identity may be a key influence on the
teacher’s decision to remain in a school. In other words, if a teacher’s personal
values and beliefs have influenced him or her to choose to teach underprivileged
children in a challenging school in the first instance, then those very beliefs and
values will remain steadfast in the teacher’s decision to stay in teaching. In the
following chapter, I will discuss how a teacher’s personal identity can influence

their career decisions in more detail.
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2.3.3 The professional identity of a teacher

The concept of professional identity has also been conceptualised in different
ways (Beijaard, Meijer and Verloop, 2004). Some studies focus on professional
identity in the context of the teacher’s personal identity and sense of self (Alsup,
2006; Canrinus et al., 2011; Nias, 1989). Other studies discuss professional
identity in terms of the teacher’s role and their practice (Beijaard et al., 2000;
Sachs, 2001). Further research suggests that professional identity is made up of
multiple identities or sub-identities (Day et al., 2006a; Sachs, 2001). I turn to
discuss a selection of key studies to explore different interpretations of a teacher’s

professional identity.

Canrinus et al. (2011) examine professional identity from the point of view of the
teacher’s image of themselves. They argue that a teacher’s professional identity is
how the teacher sees him or herself ‘based on their interpretations of their
continuing interaction with their context’ (p.594). In their study of over 1000
secondary school teachers in The Netherlands, Canrinus et al. (2011) found that
the key areas in which a teacher’s sense of professional identity were shown
included: their satisfaction with the job; commitment to their profession; their
sense of self-efficacy and a change in their level of motivation. They concluded
that a teacher’s professional identity is not the same for all teachers, but is unique
to each individual. Similarly Lasky (2005) argues that a teacher’s professional
identity is how ‘teachers define themselves to themselves and to others’ (p.901).
However, for Nias (1989) the professional identity of a teacher grows over time.
Once teachers are being ‘themselves’ in the classroom, they arrive at a point

where they are ‘prepared to identify [themselves] as teachers’ (p.204). At this

41



stage teachers have managed to negotiate a ‘fit’ between their professional and
personal identities or between their ‘situational and substantial selves’ (p.78).
According to Nias, in cases where there is a ‘good fit’, teachers are more likely to

remain in the profession and continue teaching.

Other studies see professional identity in terms of roles. For example, Sachs
(2001) who draws on Wenger (1998) suggests that ‘identity and practice mirror
each other’ (p.154). She is of the opinion that teachers may have multiple
identities due to the different roles they have in a school. In Sach’s (2001)
argument, significant others have clear expectations of a teacher’s role.
Professional identity is something which is ‘imposed’ on teachers by ‘outsiders or
members of the teaching fraternity itself” (p.153). Beijaard et al. (2000) do not see
professional identity in terms of something externally imposed by others, but they
do see professional identity in terms of the teacher’s role. In their study of 80
experienced secondary school teachers in The Netherlands, they examined the
teachers’ sense of professional identity in terms of being a ‘subject matter expert’,
a ‘pedagogical expert’ and a ‘didactical expert’ (p.750). They found that most
teachers saw their professional identity in relation to all three expert categories
and that they could express how they saw themselves professionally using these

categories.

Some of the key literature on teacher identity constructs its professional
component as a struggle and an ongoing process which has to be continually
renegotiated (Beijaard et al., 2000; Canrinus, 2011; Day et al., 2006a; Sachs,

2001). Day et al. (2006a) highlight this continuous flux in the construction of
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professional identities by arguing that professional identities can become both
stable and unstable at various points in teachers’ lives depending on situational
factors. As Sachs (2001) puts it, it is too much of a challenge to establish a ‘fixed’
definition of professional identity in the same way that the concept of identity
itself cannot be understood in a linear way. If it is agreed that professional identity
IS a dynamic and ongoing process, it must interact with different aspects of
identity. Professional identity cannot be easily understood in isolation. This point
is discussed by Day et al. (2006b) who suggest that there are three dimensions to
a teacher’s identity: the professional dimension, which includes social and policy
influences as well as the teacher’s concept of what makes a good teacher; the
personal dimension, which features life outside of school; the situational
dimension which involves environmental influences. They argue that it is the
‘interplay of these three dimensions which constitute [the teacher’s] identity’
(Day et al., 2006b, p.xiii). It is important to note that these dimensions frequently
overlap and influence each other. For example, in an exploration of the role of
emotion in constructing identity, Day et al. (2006b) found that teachers’ narratives
and personal biographies featured strongly, just as when examining contextual
and social influences on identity, emotions also played a role. It is this interplay
between the different aspects or dimensions of professional identity to which I

now turn.

2.4 Discourse and ldentity

2.4.1 Biographies and narratives

According to some researchers such as Giddens, 1991; Pearce and Morrison,
2011; Sfard and Prusak, 2005, identity is constructed through discourses which
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includes dialogue with others about oneself, personal narratives and biographies.
Indeed, much work has been done on teachers’ biographies in order to understand
the personal and professional dimension of their lives (MacLure, 1993). MacLure
argues that taking a ‘biographical attitude’ (p.311) to research teachers’ lives
helps in understanding how they construct their professional identities. Giddens
(1991) highlights this point when suggesting that a person’s identity is tied to the
biography which they present about themselves. He emphasises that a person’s
identity, rather than being found in a person’s behaviour or in others’ reactions,
lies in ‘the capacity to keep a particular narrative going’ (p.54). Pearce and
Morrison (2011) suggest that the function of maintaining a particular personal
narrative is crucial for teachers, in particular to ‘overcome dissonance’ (p.55). For
Pearce and Morrison, the stories which teachers tell themselves and others are
most important for building teacher resilience in difficult times. However, if a
teacher cannot overcome experiences of dissonance in this way, then his or her
resilience may well be adversely affected and result in that teacher leaving the

profession.

Taylor and Littleton (2006) take a narrative-discursive approach to their study on
the biographical talk of post graduate Art and Design students. They state that
biographical talk is how people ‘construct accounts of both their previous
experience and the possible future trajectories of their lives’ (p.24). In this way
they present a similar argument to MacLure (1993) who suggests that teachers’
‘biographical accounts are inescapably explanatory, moral and justificatory’
(p.320). Moreover, she claims that people use their personal histories to justify

their place in relation to others.
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For teachers, biographical accounts can be used to justify why they have decided
to teach, as seen in Olsen’s (2008) study with six newly qualified teachers in
California. He found that their reasons for entering the teaching profession were
bound by their biographical histories. Most of the teachers recounted childhood
histories which involved school stories, including ‘playing school’, to explain
their decisions to enter teaching. The key role which biographical histories play in
headteachers’ decisions to work in certain schools is similarly highlighted in
Pratt-Adams and Maguire’s (2009) study on urban headteachers. The majority of
the headteachers spoke of their backgrounds in attending similar disadvantaged
urban schools and this biographical narrative appeared to influence their decisions

to ‘make a difference’ for the disadvantaged children in their schools.

For Giddens (1991) identity is closely tied up with the stories we tell about
ourselves. He suggests, however, that a person’s biography may be ‘fragile’
(p.55) as it is just a single ‘story’ among many others that a person tells about
themselves. For this reason, though a person’s sense of identity may be fragile, it
can paradoxically be robust in nature as the person withstands the tensions which
arise from changes in environments (Giddens, 1991). The robust nature of a
person’s identity can be seen in studies on teacher resilience as will be discussed

in chapter 3.

Narrative is used by teachers and about teachers in understanding teaching and
teachers’ lives. Narratives enable people to ‘construct and reconstruct themselves

and their world’ (Day and Leitch, 2001, p.406). Sfard and Prusak (2005) present a
45



similar argument but emphasise that a person’s identity isn’t just influenced by
their narratives because they are their narratives. They see the individual as a
storyteller and, in their study, they present several different models of an
individual’s identity depending to whom the individual is telling their story. By
framing a person’s identity through these models, Sfard and Prusak (2005)
conclude that the stories which individuals tell themselves have the most
profound impact on their actions and thus on their identity. In contrast, the stories
individuals tell others have the least impact on their actions and shaping their

identities.

Alsup (2006) is also a strong advocate for the importance of discourse in shaping
a teacher’s identity. In her study of six student teachers and the development of
their professional identities, Alsup (2006) uses the term ‘borderland discourse’
(p.6) to confront teachers’ ideas about themselves and their profession. She claims
that ‘borderland discourse’ takes place on the ‘borders’ of other discursive forms.
These other discursive forms involved the discourse of the students’ university
experiences; discourses relating to their own past experiences or ‘narrative
memories’ (p.37); discourses involving the students’ personal and private lives
and the discourse of the schools where they taught. Alsup (2006) argues that a
teacher’s identity is shaped through different discursive forms, such as the ones
described, as they express the various understandings a teacher has about his or
her ‘self’. In her study, Alsup showed the power which these discourses had to
shape and extend the students’ personal and professional identities as they became
teachers. Indeed Alsup (2006) showed how engaging in ‘borderland discourse’

can result in the merging of a teacher’s personal and professional identities.
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As for teachers or school leaders who are established in their roles, personal
narratives play a significant role in their understanding of themselves. In
Crawford’s (2009) work on emotions and school leadership, she argues that
memory plays an important part in the construction of a school leader’s
professional identity. By drawing on work on memory and narrative (for example,
Singer and Salovey, 1996), Crawford (2009) discusses how memories can be
vehicles by which people define and understand themselves. For the school
leader, positive memories or past goals can have a considerable bearing on a
school leader’s motivation and thus their future decisions. This act may even
involve ‘repressing painful memories or re-orientating them’ (Kirk and Wall,
2010, p.631) in order to ensure that the decisions they make, and who they believe
themselves to be, fit better into their current context. This argument can be

applied to all teachers whatever their role and responsibility in their schools.

2.5 Emotion and ldentity

The role of emotion has received much attention in research on the identity of
teachers (Day and Kington, 2008; Van Veen et al., 2005; Zemblyas, 2003). Nias
(1996) also emphasizes the important role emotions play in the formation of a
teacher’s identity. She claims that teachers’ emotional reactions to their work are
tied in to how they see themselves as well as how they see others. Nias (1996)
argues that teaching involves a strong ‘emotional dimension’ (p.296) due to
teachers’ strong personal investment in their work. A teacher’s work involves
intense personal interactions with large numbers of pupils. Teachers are

responsible for children’s progress as well as their behaviour and general conduct.
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This is particularly acute for the urban headteachers in Pratt-Adams and
Maguire’s (2009) study where they claim that in disadvantaged urban primary
schools, ‘the emotional charge is high, the costs are high but so are the rewards’
(p.123). They argue that high cost emotional investment by teachers and
headteachers (particularly in challenging contexts) can yield highly rewarding
results for teachers. However, the higher the emotional investment, the stronger
the reaction when a teacher’s practice, ideas or values become threatened and they
become more at risk of leaving (Nias, 1996). There is a strong case to claim that
teachers’ emotional investment in their work has a significant influence on their

identity as teachers and on their motivations to stay or leave the profession.

Expressing and feeling a range of emotions is an inescapable aspect of teaching
(Van Veen et al., 2005). Thus it follows that emotion plays a key role in shaping a
teacher’s identity (Zembylas, 2003). Crawford (2009) suggests that the emotional
aspect of a person’s life, ‘glue[s] together chunks of experience to provide
meaning to what’s happening’ (p.43). In this way a person’s emotions help shape
their understanding of themselves and relationships with others and their place in
the world (Day and Leitch, 2001). In Crawford’s (2009) work on emotions and
school leadership, she argues that school leaders have to attend to ‘social-
emotional narratives’ (p.130) about who they were, who they are and who they
wish to be in the future. Drawing the past, present and future into understanding
teacher identity is highlighted in other work on biographical talk where past,
present and future identities are intimately related (Taylor and Littleton, 2006).
Crawford (2009) argues that for school leaders, emotion features at the

foreground of their personal narratives. Drawing on Fineman (2008), Crawford
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(2009) presents a convincing argument that the emotional aspects of
headteachers’ lives and work are critical in shaping their identity. Indeed, research
shows the same is true of class teachers (Day and Kington, 2008; Kelchtermans,

2005).

Hargreaves (1998) attests to the key role which the emotional aspect of teaching
and school life plays in teachers’ understanding of themselves and others. He
suggests that in some schools, ‘a lack of closeness in relationship or of similarity
in identity threaten the bases for effective emotional understanding’ (Hargreaves,
1998, p.968). Such relationships or the lack of them shape teachers’ ‘social-
emotional narratives’ (Crawford, 2009, p.130) which in turn can have a profound
impact on teachers’ professional identities and how they fit into the culture of a
school. Unsurprisingly, the extent to which a teacher fits into their school culture
impacts on their motivation for remaining in teaching (Gu and Day, 2007). It is
the teachers who have learnt to develop emotional resilience who are most likely
to remain in their jobs and this is particularly noticeable in school environments

that are considered ‘challenging’ (Day and Kington, 2008).

Where emotions are involved, the issue of vulnerability is certain to exist. In
Lasky’s (2005) study on professional vulnerability among secondary school
teachers, she argues that vulnerability is a ‘multidimensional, multifaceted
emotional experience’ (p.901) which people can feel in a variety of contexts. For
the teacher, it is the classroom; for the headteacher, it is the school. These spaces
become sites for an array of emotions including feelings of vulnerability. Lasky

(2005) presents two scenarios where vulnerability is manifested in teachers’
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work: one is positive and the other negative. The first scenario is where a person
may open themselves up to potential emotional pain. But this is done for the
benefit of his or her development or for the benefit of another, such as a pupil. For
a teacher, this could mean that they are willing to recognise a professional
weakness they may have in order to improve their practice. However, for this to
‘work’, the environment must first be one in which the teacher feels safe,
supported and encouraged and would therefore be willing to take the risk to show
their vulnerability (Lasky, 2005). Showing vulnerability in this way can bring
about a necessary transformation (Zembylas, 2005). Indeed, the consequences of
showing vulnerability in this way can lead to improved teaching practice and thus
have a positive effect on the lives of students (Kelchtermans, 2005). Such a
transformation can in turn lead to a positive sense of professional efficacy which
results in the positive emotions of ‘joy, excitement, exhilaration and deep

satisfaction’ (Nias, 1996, p.297).

On the other hand, the emotion of vulnerability can result in more negative
consequences. For example, if teachers have to act against their beliefs and
values, this can negatively affect self-esteem, leading to feelings of anger or fear
(Lasky, 2005; Nias, 1996). In these situations, rather than being open to change, a
teacher may act more defensively, unwilling to take risks for fear of failure. The
consequences of such vulnerability can result in such a negative sense of efficacy
that teachers can eventually leave the profession. The experience of vulnerability
in a school situation is influenced by its context, whether that be its social or
cultural environment, or the policy climate of the school (Kelchtermans, 2005).

The ‘high cost/high reward’ aspect of showing vulnerability undoubtedly has
50



consequences on teachers’ sense of self and is ‘directly linked to teachers’

identity’ (Kelchtermans, 2005, p.997) as well as staying or leaving the profession.

2.6 Context/ social relations and identity

Many definitions of identity focus on how identity formation is mediated through
social relationships and interactions (for example: Day et al., 2006a; Pearce and
Morrison, 2011) therefore an important aspect of identity is understanding where
a person ‘fits’ in relation to other people. A teacher’s personal identity is shaped
by the influence of relationships with friends and family which also make up their
personal histories and which they use to help frame who they are. Once becoming
a teacher, their professional identity is influenced by colleagues - who either share
or do not share a new teacher’s values, beliefs and practices - and pupils, who can

affirm or destroy a teacher’s emergent professional identity (Nias, 1989).

School cultures embody sets of values and norms which can lead to specific ways
of working (Nias, 1989). Such school contexts, teaching cultures, and the
relationships with colleagues influence how teachers shape their professional
identity (Beijaard et al., 2000). A teacher will often evaluate the structure of a
school, its management, its practices, values and colleague influences. By
positioning themselves in relation to these structures, a teacher actively constructs
and reconstructs their identity (Coldron and Smith, 1999). The school culture
must, therefore, have some influence as to whether a teacher leaves or remains in

that school.
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The emotional responses of a teacher have a significant effect on how the social
context of a school influences their sense of self-esteem and in turn their sense of
identity. Nias (1996) suggests that often primary school teachers have very strong
feelings in regard to their pupils, their colleagues and school structures and that is
reflected in their emotional responses. In her study on primary school teachers,
Nias (1989) found that ‘in-school reference groups’ (p.51) were important to a
teacher’s sense of professional identity. A supportive and encouraging school
reference group can validate a teacher’s sense of self; equally a teacher working
in a school where the majority of their colleagues hold different values, would
seek alternative ways to maintain their sense of self. This is highlighted in the

experiences of the teachers in Flores and Day’s (2006) study.

In their longitudinal study on early career teachers’ identities, Flores and Day
(2006) found that contextual influences played a central role in the development
of teachers’ identities. Perhaps unsurprisingly, they found that schools which
were supportive, encouraging and fostered a culture of collaborative learning had
a positive effect on teachers’ attitudes to their work. However, schools which did
not offer encouraging environments in which to work and learn led to
‘balkanization and competition amongst teachers’ (Flores and Day, 2006, p.229).
Unsupportive work environments generally led to negative attitudes in new
teachers. Yet, in their study the context alone was not solely responsible for how
teachers shaped their identities. Rather, the researchers found a particularly
powerful connection between the teachers’ personal biographies and contextual
influences. The teachers’ personal biographies functioned by ‘making sense of

teachers’ practices and their beliefs about themselves as teachers — and in
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reshaping teacher identity’ (Flores and Day, 2006, p.230). This is shown in some
(minority) examples from their data where teachers worked in school cultures
which were at odds with their personal beliefs and values, yet those very personal
core values and beliefs about teaching took precedence and thus they continued to
be inspired and motivated by their profession. In contrast, Nias (1989) found that
maintaining a sense of self within a culture hostile to a teacher’s beliefs and
values, often ended in a decision to leave the school, or the profession. Flores and
Day (2006) focused only on early career teachers and therefore we do not know if
these teachers decided to remain in their schools over time. Their study illustrates
that teacher identity is influenced by context but is also mediated by the teacher’s

personal history.

Overall, it is clear from the literature that identity is dynamic and changing; it is
influenced by a wide range of factors including a teacher’s personal and
professional relationships; social and professional contexts; and teachers’ life
experiences, including their emotional life. However, a teacher’s sense of self-
efficacy and sense of resilience are other factors which can influence (and in turn
are influenced by) identity. | examine these factors in the next chapter, when
discussing identity in the context of stayers. This theoretical frame goes some way
to understanding what is meant by identity, which is essential for my use of this

concept as a lens to examine teachers’ motivations later in this study.
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2.7 Motivations — a theoretical framework

2.7.1 Motivations for why people choose to teach

Much of the research literature on teacher motivations examines pre-service
teachers’ reasons for choosing to teach; indeed there is a substantial body of
literature from all over the world focused on why people choose a career in
teaching (for example: Fokkens-Bruinsma and Canrinus, 2012; Heinz, 2013;
Kyriacou and Coulthard, 2000; Watt and Richardson, 2012). Such studies are
commonplace for two key reasons. First, having a comprehensive overview of
beginning teachers’ motivations help policy makers design effective recruitment
strategies. Second, it helps educators identify what aspects of the teaching
profession provide job satisfaction, which may influence whether people are
likely to stay in the profession (OECD, 2005). As such, researching pre-service
teachers’ motivations not only provides an understanding of the factors which
attract people to teaching, but also may influence teachers’ subsequent career
decisions (Heinz, 2015). It is difficult to examine motivational theory in isolation
without rooting it in the context that | need to interrogate: teachers’ career
decision making. Therefore when exploring theories of motivation, 1 do so
primarily in the context of people’s motivations for choosing to teach. As my
study is concerned with teachers in urban schools, | also position motivation in
the context of teachers’ reasons for wanting to teach in challenging urban schools

and to remain in these schools.

The terms ‘altruistic’, ‘intrinsic’ and ‘extrinsic’ dominate the research literature
that explores the reasons why people enter a career in teaching (Bastik, 2000;
Brown, 1992; Heinz, 2015; Kyriacou and Coulthard, 2000; Moran et al., 2001;
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Purcell et al., 2005). Because researchers employ these categories of motivations
variously and in different ways, there are different perspectives on how such
categories are interpreted. As Watt et al. (2012) suggest:
. various operationalisations of intrinsic, extrinsic, and

altruistic motivations have resulted in a lack of definitional

precision and overlapping categorisations from one study

to another (p.792).
Indeed, there is a distinct blurring between these forms of motivations, in
particular between altruistic and intrinsic motivations. While | acknowledge that
these interpretations are indeed just a starting point in understanding teachers’
motivations, nevertheless they provide a useful framework for the purposes of this

review. In the remainder of the chapter, | examine the different interpretations of

these categories and indicate how I will interpret these categories in my study.

2.7.2 Altruistic Reasons

Watt et al. (2012) claim that researchers exploring people’s motivations for
choosing to teach have not always agreed on interpretations of altruistic, intrinsic
and extrinsic motivations. This difficulty appears to be even more pronounced
when it comes to understanding what is meant by ‘altruism’ in teacher motivation.
The fact that altruistic motivations and intrinsic motivations are often used
interchangeably has meant that altruistic motivations are seldom distinct from
intrinsic ones in the literature (Bielby et al., 2007; Bruinsma and Jansen, 2010;
Moran et al., 2001). This lack of clarity has led to various differences in
researchers’ understandings of what the altruistic and intrinsic reasons are for
choosing to teach. However, here | will attempt to arrive at a general

understanding of altruistic reasons.
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Although altruistic motives are mentioned frequently in the literature on teacher
motivations and they tend to score high in motivations to teach, the literature
reveals some very different interpretations of what they involve (Brown, 1992;
Heinz, 2015; Huberman, 1993; Kyriacou and Coulthard, 2000; Moran et al,
2001). For example, altruistic reasons given for entering the teaching profession
include the enjoyment from having ‘contact with young people’ (Huberman,
1993, p.114), the ‘desire to help society improve’ (Kyriacou and Coulthard, 2000,
p. 117) and having ‘a love of children” (Moran et al., 2001, p.21). All these
reasons are described as being altruistic and all of these feature in other studies on
teacher motivations (Bielby et al., 2007; Thornton, Bricheno and Reid, 2002). For
example, Bielby et al.’s (2007) report on the recruitment and retention of new
teachers found that they most frequently gave altruistic reasons for teaching.
These included: ‘having a high regard for the teaching profession’ and ‘wanting
to work with children’ (Bielby et al, 2007, p.4). Similarly, in a report on teaching
graduates in the UK, Purcell et al. (2005) found that the majority of graduates had
pronounced altruistic reasons for entering the teaching profession. This finding is
also echoed in Moran et al’s work. (2001) where they argue that ‘the reasons for
choosing the teaching profession as a career have been predominantly altruistic
and intrinsic’ (p.19). Brookhart and Freeman (1992) even go so far as to say that:
Altruism and a desire to work with children are the
primary reasons people enter teaching. The message is

clear enough that no more research to establish this fact is
needed (Brookhart and Freeman, 1992, p. 20).

However, | am less convinced that the subject of altruism is so easily understood

or that no further research is needed. Unlike Kyriacou and Coulthard (2000),
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other literature in the field does not differentiate specifically between intrinsic and
altruistic reasons (Bielby et al., 2007; Moran et al., 2001). Moran et al. (2001)
refer to the ‘love of children and sense of vocation’ as well as ‘intellectual
fulfilment’ (p.21) as intrinsic reasons for teaching. In terms of understanding
teachers’ reasons for entering teaching, I believe it is important to make a
distinction between the ‘love of children’ and ‘intellectual fulfilment’: these are
two distinct areas. Certainly, in Kyriacou and Coulthard’s (2000) definitions, ‘the
love of children’ would be undoubtedly altruistic. Indeed this interpretation of
altruism is reflected in accepted descriptions elsewhere where an altruistic act
means to behave with selfless concern for the wellbeing of others (Kerr, Godfrey-
Smith, & Feldman, 2004). This is particularly evident in studies which examine
the reasons why teachers choose to work in urban schools (Frankenberg et al.,

2010; Freedman and Appleman, 2009).

In terms of choosing to teach in challenging urban schools, teachers’ motivations
can be varied, but they are more often than not inspired by altruistic reasons
(Frankenberg et al., 2010; Olsen, 2010) and the desire to ‘make a difference’
(Maguire et al., 2006). This altruistic motive for teaching in disadvantaged urban
schools is also highlighted by Freedman and Appleman (2009) who reported that
graduates had a ‘sense of mission’ (p.330) to teach in urban schools. Freedman
and Appleman (2009) undertook a study focusing on a cohort of 26 secondary
school English teachers in California who participated in a Masters programme
designed to provide beginning teachers with specialised training in urban
education. Their study focused on charting the students’ careers into their fifth

year of teaching, but they also discussed the reasons these students joined the
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programme. Students reported that they had a ‘kind of calling’ (Freedman and
Appleman, 2009, p.330) to teach in an urban setting. Similarly Nieto (2001)
echoes this (altruistic) language of commitment to suggest that teachers choose to
work in urban schools because they have ‘a solid faith in the capability of
students to learn’ (p.11). It would appear that altruistic motivations for urban
teachers can be interpreted as a teacher’s desire to address social inequalities; to
improve society; and to demonstrate a steadfast commitment to disadvantaged

children.

Another reason for how different interpretations of altruism can affect our
understanding of why individuals choose to become teachers, is seen in how
teachers’ comments are interpreted. For example, Purcell et al. (2005) suggest in
their study of teaching graduates, that altruistic reasons given for entering
teaching could well be a ‘post-facto rationalisation and a conception of the ‘right’
answer’ (p.20). Brown (1992) also questions whether beginning teachers have
solely altruistic motives for teaching. In her study of more than 100 first year
teachers in the Caribbean, Brown (1992) concluded that the majority of those
questioned cited ‘wanting to help children’ (p.194) as a reason for teaching.
However, in her analysis of her data, she questions whether some of the
participants’ desire to ‘help’ children was indeed an altruistic motivation or if, in
fact, it meant ‘disciplining’ or ‘moulding’ children (p.194). Rather than being
altruistic, Brown (1992) suggests these reasons could be regarded as selfish,
answering the teachers’ own ‘personal growth needs’ (p.194). This is a point
taken up by Huberman (1993) in his seminal work The Lives of Teachers. In his

longitudinal study of 160 Swiss secondary school teachers Huberman (1993)
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suggests that motives which fall under the altruistic category may indeed be
‘problematic’ (p.113). Altruistic motives such as the enjoyment of helping

children could actually mean ‘pleasure in directing others’ (p.113).

Although in some cases the reasons for entering teaching may not be entirely
altruistic, nonetheless it is important not to underestimate the value of teachers’
initial altruistic motives. There are undoubtedly overlapping interpretations of
what altruistic motives are, and interpretations of these motives differ from person
to person, depending on cultural and educational contexts as well as experiences
and personal interpretations. However, much of the literature does reveal a
common interpretation of altruistic motivations to mean the ‘love of children’ and
a ‘desire to make a difference’. It is these interpretations of altruistic motivations
which I will use as a guide in my study when examining teachers’ motivations for

staying in their schools.

2.7.3 Intrinsic Reasons

As has been discussed, while some studies appear to blur the lines between
altruistic and intrinsic motives (Bruinsma and Jansen, 2010; Moran et al., 2001),
other studies make explicit references to what they see as intrinsic motivations.
Kyriacou and Coulthard (2000) suggest that intrinsic reasons ‘cover aspects of the
job activity itself” (p.117). This refers to the ‘activity’ of teaching the children.
Similarly, Bielby et al. (2007) refer to the actual activity of teaching and ‘helping
children’ (p.4) as an intrinsic motivation. However, Nias (1989) suggests that it is
not only teaching activities with children which are intrinsic to the nature of

teaching, but that the 'work itself includes [the teachers’] involvement in the
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school as a social system, and thus their interactions with their colleagues as well
as with their pupils’ (p.236). She argues that because the daily life of school
‘affects the lives of pupils and staff” (p.245), it is very much intrinsic to the nature
of the job. I have highlighted this point in my previous study (Towers, 2011)

where | found that teachers highly valued their interactions with colleagues.

Many studies attest to the importance attached to the effective leadership of a
school (Bielby et al., 2007; Purcell et al., 2005; Smithers and Robinson, 2005). In
their report on teacher turnover in the UK, Smithers and Robinson (2005)
suggested that without clear leadership and management structures in place, a
school was unlikely to attract or retain staff. In terms of motivations for teachers
to become leaders, Margolis and Deuel (2009) suggest that the predominant
reason for teachers to aspire to leadership is to create a better working
environment for teachers and students. Thus, it appears that the leadership of a

school will have a bearing on teachers’ intrinsic motivations to stay.

Another factor which is linked the intrinsic value of teaching is a teacher’s self-
belief in his or her ability to teach well. Richardson and Watt (2006) designed a
framework to assess the reasons for people’s decisions to teach. The Factors
Influencing Teaching Choice (FIT Choice) scale examined a range of motivations
which did not necessarily fit neatly into the three categories as used by other
researchers (Kyriacou and Coulthard, 2000; Moran et al., 2001). One of the
motivational categories included in the ‘FIT Choice’ scale was that of a person’s
perceived teaching ability. When the ‘FIT Choice’ scale was used in research on

student teachers in Australia, USA, Norway and Germany (Watt et al., 2012), it
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was found that for a person to feel they can succeed in teaching, the task of
teaching must first hold an intrinsic value for them. Without this, the teacher
cannot feel successful in what they do. Watt et al. (2012) concluded that among
the highest rated motivations for becoming a teacher in these four countries was

an intrinsic valuing of teaching coupled with self-belief in teaching ability.

The idea that intrinsic motivation includes teachers’ self-belief is echoed in
Olsen’s (2008) work. He discusses how the majority of the teachers in his study,
of high school English teachers in urban schools, perceived teaching as being an
intrinsically worthwhile activity and they described ‘specific talents or capacities
they possessed that they believed suited them well for teaching’ (p.31). This
concept of teacher self-efficacy is inextricably linked to teacher motivations (Gu
and Day, 2007) and will be discussed in more detail in the next chapter where |
explore the concept of identity and motivation in the context of why teachers stay
in 