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Abstract 

Teacher misconduct and unprofessionalism, together with. corruption amongst educatioilaP 
administrators, threaten to undermine current initiatives to improve educational quality in 
many low-income countries, includ.ll;tg mostof sub-Saharan Africa. In this paper it is argued 
that strategies to raise ethical standards need to be based on an understanding of the 
positive professional models to which educators aspire. Research conducted in Tanzania 
elicited the views of teachers ~nd other educationalists on misconduct and primary school 
teachers' constructs of their professional identity. Similarities exist between Tanzanian 
teachers' understandings of their professionalism and those found a~ongst teachers in other 
parts of Africa. Prevalent forms of misconduct 'were found to transgress four orienting 
themes of the Tanzanian teacher identity landscape. On the basis of these findings, we 
suggest ways forward for tackling teacher misconduct and recommend the research 
approach taken for appli~ation in other contexts. 

Introduction 
Professional misconduct is as old as the pro
fessions themselves (for a historical look at 
professionalism and misconduct see Lieb-. 
erman 1956: 419; Kaneko 1999) and no pro: 
fession is immune from the problem. How
ever, unethical practice tends t~ be most 
common and most extreme in conditions of 
economic scarcity (Bennett 2001; Hallak and 
Poisson 2005: 2). When it comes to teache~s, 
ethical conduct is considered important be
cause of their responsibilities in relation to 
the care and development of young people 
~.nd children: 

If parents in search of a good education for 
their child discover that the best avail
able in terms of academic knowledge and 
pedagogical skills is a person who is 
known to be privately a liar and an adult
erer as well as disloyal, shifty, .sarcastic 

and bullying, irrespective of his attested 
knowledge and skill as a teacher in some 
more technical sense, they may well have 
grave reservations about' placing their 
child in his care (Carr 1993: 195).. . 

. Whilst parents and organizationsadvo
cating children's rights may worry about the 
effects of teacher misconduct on students' 
welfare, internationally, the planners and 
sponsors of education focus on the impact 
that unethical behaviour has on access and 
quality. This has' prompted UNESCO's 
International Institute for Educational 
Pliuining (IIEP) to embark on a programme 
of research into corruption in education 
(Hallak and Poisson 2005). Previous re
search in this area has tended to be small
scale and has traced the causes of teacher' 
misconductto low salaries 'and poor manage
ment practice,s (e.g; Davies 1992;' Hedges 
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2002; Voluntary Service Overseas (VSO) 
2002). Unethical behaviour has' also been 
related to the occupational culture of the 
teaching force, variously described as char
acterized by patriarchal attitudes (Davi~s 
1993), resignation in the face of systemIc 
ineffectiveness (Harber and Davies 1997) 
and a collective identity as victims denied 
employment rights (Welmond 2002). Sug
gestions for raising teacher morale have tar
geted the management and professional 
support given to teachers, at the' national 
and school levels (e.g; Coombe 1997; VSO 
2002). 

In Tanzania, concerns have repeatedly 
been raised regarding-the prevalence of mis
conduct am~ngst college and school teachers 
in recent years (see, for example, Mosha 
1997; Kuleana 1~99; Warioba 2000; Sambo 
2001; Boimanda 2004; Telli et al. 2004). Yet, 
whilst the phenomenon is widely recognized 
and frequently reported in newspapers (e.g. 
Ngoya 2000; Limu 2001; Mussa 2001), there 
have been few studies investigating miscon
duct and its causes amongst teachers and 
educators. The only recent example known 
to the authors, Telli et al., has been contro
versial because of both its findings and its 
methodology. The non-governmental organ
ization _(NGO) publishing the research 
invited the general public to enter an essay 
competition addressing the two questions, 
'What forms of corruption are prevalent 
within the education sector?' and 'How 
might they be combateq?' From an analysis 
of 3 000 submissions, Telli et al. deduced 
that the most prevalent forms of corruption 
were sexual misconduct, bribery, nepotism, 
misuse of pupils' labour by teachers and 
mismanag~ment by head teachers. 

, Comparative researchers have ..long ar
~ed that policies to improve teacher(prac
tice need to be founded on an understanding 
of. the educational values that teachers 
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themselves hold and that these depend 'on 
Country context (Bro~dfo'ot et a[ 1993; Jes
sop and Penny 1998). In this paper; we argue 
that in a similar way initiatives to improve 
the ethical conduct of teachers need to be 
informed by a qualitative under~t~nding of 
teachers' own constructions of their profes

'sional identity. We set out to demonstrate 
the potential of such an approach by de
vising a schema, based on the findings of 
research conducted in Tanzania between 
2002 and 2005. Within this schema the most 

. common forms of misconduct are interpreted 
as violations of specific elements of teacher 
professionalism, 'as understood. by Tanzan~ 
ian teachers~ The schema may be used io 
inform the design of initiatives to tackle 
misconduct tailored to the Tanzanian con
text .. There are significant similarities be
tween Tanzanian teachers' conceptual
ization of professionalism and that found by 
research into teachers" narratives and iden
tity elsewhere in Africa (Jessop and Penny 
1998; Welmond 2002). This suggests that 
our research approach may be applied in 
other sub-Saharan African countries. 
Throughout the text, the term 'professional 
identity' is used to refer to teachers' shared 
identity as an occupational group that they 
collectively construct through interaction 
with each other and other groups, such as 
education administrators, parents, students 
and the media (for further elaboration see 

, / 
~arrett 2005a: 44). , / 

Professionalism is a contested concept 
(pownie 1990) :~hat has traditionally been. 
normatively defined in terms of the char ... 
acteristics of th~se o~cupations, such as law 
and medicine, that were by common consent 
regarded as 'professions' (Hoyle and John 
1995: 1-2). In this manner, sociologists iden
tified expert,ise, autonomy, altrUism or ser
vice for the public good as the most essen,tial 
ele~ents (e.g. Elliot 1972; Bennett and 
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professional identity and misconduct 

Hokenstad 1973; Freidson 1994). This view 
of professionalism is historically rooted in 
the UK and North America; where, overthe 
past two decades, it has given way to 'notions 
that owe more to business and management 
than the classical professions (Whittington 
et al. 1994; Bottery 1998). One consequence 
of this shift is that teachers' status as 'profes" 
sionals has become less ambiguous than in 
the past' (Etzioni 1969), as the" association 
between professionalism and an extended 
training has been superseded by anempha
sis on marketization of services and account
ability against measurable standards (Cald
well 1997; although critics argue teachers 
are being deskilled; e.g., Ozga ,1995). The 
dimension of professionalism that COI1cerns 
us most here, however, is that of altruistic 
service or, more simply, ethics. 

As the quote in the opemng paragraph of 
this paper implie!3, teachers have always . 
been expected to conform demonstrably to 
certain moral standards, whether formally 
defined or otherwise. In the' past" when 
many schools in Britain and America were 
sponsored by churches, these were more 
closely aligned with expectations placed on 
Christian priests or ministers than the 
benevolent altruism expected of doctors or 
lawyers (Waller 193211965; Lortie 1975). To
day, in many sub-Saharan African coun
tries, Tanzania included, this expectation is 
formalized in a professional code (e.g. 
Wright 2004; Ukpo 2005). However, in this 
paper, we draw on interview data collected 
from educational professionals in Tanzania 
to infer shared notions of what constitutes 
ethical or unethical behaviour. 

The next section gives an overview of the 
methodology and methods used in tw'o 
independent research projects, the findings 
of which form the basis for our argument. 
Section three is based on a project concerned 
with professional ethics and outlines the 
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forms of misconduct that teachers,' teacher 
trainers and education officers observed as 
prevalent. Section four draws on a research 
project on teacher ident~ty to outline 'the four 
main orienting themes that shap'e ,~ach~r~' 
constructions of their professional' identity. 
Section five reflects on the implications of 
this model for tackling misconduct in Tan
zania and inform'ing theoieticai insig,hts 
into teacher identity and its ~elai,ion to mis
conduct in low income contexts more gen
erally. 

Research design 
The findings presented in the next two'~ec
tions are drawn from two separate studIes 
on teacher professionalism in Tanzania. The 
studies shared an interpretivist approach, in 
which meaning is viewed 'as' socially 
constructed through interaction between 
people. Hence, research 'is viewed as con
structing knowledge through dialectic inter
action between researcher, research partici
pants and literature. Findings. on mi~con
duct are derived from ongoing research by 
Anangisye on the ethical dimension of 
teacher professionalism. Fieldwork was con
ducted in three of Tanzania's 21 regions, 
Mbeya, Iringa and Dar es Salaam (see map 
in Figure 1), between July 2004 and January 
2005. Besides having colleges of teacher edu
cation, the regions are renowned' for' their 
academic performance. In 2002, Dar es 
Salaam, Mbeya and Iringa 'were ranked 
first, second and 'fourth respectively out of 
20 regions in the 'Primary School Leaving 
Examinations (United Republic of Tanzania 
(URT) 2003). The main data collection 
activity consisted'of semi-structured one-to
one interviews' with 'a range of educational
ists, pupils, community members and'law 
enforcement officials. Table 1 gives thecate-' 
gories and' p.umbers of informants inter
viewed. In addi~ion, 190 primary school pup-

! 
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Table _1:lnfonnants interviewed by Anangisye 

Category , Number 

Teachers: "- ,- I " 

Scho,ol and college teachers '2,8 I 

Retired teachers 3 
Teacher educators 13 
Student teachers 19 

SUBTOTAL 63 
-, 

Other educationalists: 
I School inspectors - 4 

District education -officers 2 
Retired regional education officer 1 
Officers of Teachers Service 
Commission (TSC) 6 
National curriculum developers 3 
Officer of Tanzal)ia Teachers Union 
(TTU) 1 

, SUBTOTAL 17 

Pupils and community: 
I Primary school pupils 7 
I School board members 2 

Village community members 2 I 
- SUBTOTAL 11 

Law enforcement: , 
I Prevention of Corruption Bureau 

(PCB) officers 2 
Police officers 2 

SUBTOTAL 4 

TOTAL 95 

ils were invited to list in writing the charac
teristics they liked and disliked about their 
teachers and three discussion groups, each 
involving four teachers, were conducted. 
Interviews were supported by documentary 
research drawing on articles in journals, 
books, booklets, policy documents, unpub-
lished dissertations and grey literature. The 
forms of misconduct reported by teachers
nearly always referred to colleagues, rather 
than being fIrst-hand accounts, and were 
broadly in agreement with the forms .of 
misconduct identified in the literature and . 
by administrative staff. This suggests a con- -
sensus between researchers, the media, stu-> 

Anangisye and Barrett 

dents, practising teachers and their" man
agers on the ethical standards and~conduct 
expected- of ed ucational professionals. 

,The fmdings on professional identity in 
section four are taken from Barrett's re
search on teacher ideniity, which is reported' 
in full elsewhere (Barrett 2005b). Data was 
collected'in the two regions of Shinyanga 
and Pwani between November 2002 and 
May 2003 (see -map in Figure 1). Neither 
region is regarded as educationally ad
vantaged, .with Shinyanga consistently be
ing ranked last in the Primary School Leav
ing Examinations.Pwani was ranked 1 Hh 
out of 20 regions in 2002 CURT 2003). -How
ever, within-region and even· within-district 
variations, which-do not appear in national 
statistics, are of ten- more dramatic than 
those between regions. Hence, in each region -
about half of the schools visited were located 
in a relatively advantaged cosmopolitan dis- . 
trict and half within a less advantaged rural 
area. Thirty-four primary school teachers 
from 18 schools in both rural and urban 

Figure 1: Map of Tanzania 
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professional identity and misconduct 

areas were Interviewed one-to-one. at their 
schools. The schools were a mixture of large 
schools located in urban areas with around 
30 to 40 teachers and ~etween 1 000 and 
2 000 pupils, medium-sized village schools 
located close to a main road or town with 10 
to 15 teachers for around 500 pupils, and 
remote village schools that usually had less 
than their entitlement of seven teachers 
(one for each year group) and served 
upwards of200 pupils. The interview sample 
included teachers with lengths of service 
ranging from 1 to 38 years, with 12 having 
trained within the last 10 years. Sixteen of 
the interviewees worked in town schools and 
18 were women. In 2002, 45% of teachers 
were women CURT 2002). The reason for the 
over-representation of women in this study 
is the relatively small number of very re
mote schools visited, where there are low 
numbers of female teachers. In a survey of 
over 1 700 primary school teachers, Cook
sey et al. (1991) found that over 80% of tea.' 
chers in urban schools were women, and this 
appeared still to be the case in the urban 
schools visited as part of.this study. In short, 
the sample was not in any sense statistically 
representative of the population of all tea
chers in Tanzania, but did cover the range of 
ages and types of po stings available. 

The interviews were semi-structured and 
included questions on characteristics of a 
good teacher and relations with pupils, par
ents, the community and various levels of 
administration from school committee to 
central government. As teachers'espoused 
educational values may differ from the val
ues they put into practice (as demonstrated 
by Schweisfurth's case studies of teachers, 
2002), interviews were supported by one 
week's intensive observation in each of two 
schools. This gave the resear.cher insight 
into teachers' day-to-day routine that aided 
her interpretation of the interview data and 
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also gave her an opportunity to get to know 
several teachers over a period Of tinie, as she 
made return visits to the schools following.' 
the period offormal observation. In addition, 
in-depth' studies of three teachers were 
carried out, for which a series of interviews 
were conducted alongside observation of 
classroom practice. 

Forms of misconduct found in 
Tanza.nia 
This section draws on both field research 
and documentary research on professional 
ethics carried out by Anangisye. It provides 
a categorization of the types of misconduct 
mentioned most frequently by students,' 
teachers, administrators and law enforcers. 
The four categories used are corruption,' 
abusive behaviour to others, behaviour 
inappropriate to status, and purposeful 
dereliction of duty. Each of these is 
discussed in sequence. 

Corruption 
Included under corruption are leakage or 
cheating in examinations, securing or' 
awarding a position for illegitimate reasons 
and mismanagement of school resources. 
Teachers' complicity in examination irreg
ularities has been observed in various sub
Saharan African countries (Bumpoh 2002; 
Maunda 2002: 219; Odongo 2002). In 
Tanzania, examination officials and local 
education officials are also commonly sus
pected of leaking examination papers. Irreg
ularities in the .conduct of examinations 
generally take the following forms: (1) host 
teachers at the examination centre conspire 
with invigilators, (2) parents bribe head 
teachers or examination invigilators to 
release examination papers or help their 
children, (3) teachers smuggle their solu
tions to previously leaked papers into 
exammation rooms for students to view, 

/ 
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and, more rarely, (4) teachers sit examina
tions on behalf of their s~u<i.ents (see, for, 
example, Mgaya and Alute 2002). There are 
also reported incidents of teachers cheating 
when they are themselves the examinatio~ 
candidates, as one officer' within the Teach
ers Service Commission (TSC) r~ported: 

She registered to sit for the form four 
examinations [national secondary exami
nations] but because offear that she might 
not perform well she conspired with her 
daughter, a form six leaver, to take the 
ex.aminations on her behalf. (TSC officer, 

,Innga) 
Corruption in the, allocation of positions 

is similar to that practised throughout the 
public or private sector (Warigi 2001). In 
focus, group discussions, officers from the 
Prevention of Corruption Bureau (PCB) 
uffirmed that they had come across incidents 
of education officers, inspectors and head 
teachers practising nepotism or tribalism in 
the selection of personnel for promotion and 
other privileges. Bribes or sexual favours 
were also exchanged for career development 
opportunities or professional development 
opportunities, such as selection for examin
ation invigilation or to attend in-service 
training. There was evidence of teachers 
offering 'gifts' such as sacks of rice or goats to 
education officers and individuals forging 
certificates, e.g. academic qualifications or ' 
marriage certificates,in order to obtain pos
itions, transfers or promotions as teachers. 
PCB officials also claimed that they handled 
i!lcidents of teachers, sometimes in collusion 
with administrators, embezzling public 
funds or property ,meant for school or college 
projects, Since 2001, as part of a recent 
nationwide programme to improve access 
and quality of primary education, the gov
ernment has disbursed funds for classroom 
construction. There was evidence that some 
of these had been diverted: 

Primary school head teachers in 
collaboration with other teachers, for 

Anangisye and Barrett 

, example, would claim to have hir~d a lorry 
to transporf cement from town to a school' 
in the remote village at one hundred 
thousand shillings [roughly equivalent to 
100 US dollars] instead of sixty th9usand. 
They conspired with the lorry owners or 
drivers. ,Or where· the actual cost of 
carrying sand for construction, was sixty 
thousand they would write one hundred 
thousand shillings. Lik~wise, they were 
accused of stealing cement. Also, if the 
target were to build three classrooms, only 
two would be built. (pCB. officer, Mbeya) 

Perpetrating a form of theft that abuses 
their position of ~esponsibility tow~rds 
students, teachers have also been accused of 
swindling money from students. This type of 
malpractice is particularly common in 
private schools. In one case, reported by a 
sec~mdary school student in a letter of 
complaint that was found in the school files, 
a teacher had 'borrowed' and failed to return 
money the student had brought to school as 
payment for school fees. 

Abusive and violent behaviour 
This is arguably the most serious form of 
misconduct and, in T~nzania, has been the 

, subject of research concerned with children's 
rights (Kuleana 1999; URT and UNICEF 
2001). Whereas corruption is a cross
sectoral problem in Tanzania (lshumi 1988; 
Warioba 2000), it has been argued that mass 
education is peculiarly susceptible to 
explicitly or implicitly supporting violence 
and abuse towards students (Harber 2002' 
Tafa 2002). Aqusive behavio~ withi~ 
education institutions can have far-reaching 
consequences for, the individuals affected 
and, when it is widespread, the society as a 
whole. Precisely :because schools and col
leges ar~ places ~here children and young 
people learn the norms of social behaviour 
they have the potential to perpetuate and 
escalate cycles of violence and corruption 
across generations (as argued by Bennett 
2001). 
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professional identity and misconduct 

Corporal punishment is legal in Tan- .. 
zania. Hoy/ever, legislation exists to control 
its use. Only the head teacher or one care, 
fully selected ~ember ofthe teaching ~taffis . 
authorized to ad~inister. corp<?ral punish~. 
ment,schools areob4ge9. to record its use 
and caning should be. limited to no more 
than four strokes at a tiDle, eve!! for the most 
serious offences. Many schools nominate a 
female teacher to be responsible for dis-

I J' • 

cipline of girls. Nonetheless, observations 

or enter them .freely. Securing.a 'sugar, 
daddy' is a.sFrategy 'used by ~ome tee.nllge 
girls and YOlmg women ~or funding tl?-eir _ 
education (Leach 2001: 35;, yavrus 2003). 
Nonetheless, in this study, informants ex- . 

. pressed disapproval n~t only, of conse~su~·' 

. sexual .relations between teachers . and 
students, in secondary schools or teachers' 
colleges: but also of adulte~ous ~ffairs be
tween members of staff. 

and interviews. indicated that. corporal. Behaviour inappropriate to status 
punishment is commonly administered un- . Informants regarded behaviour such as 
officially, with significa~t variations be- drunkenness, drug addiction and dressing 
tween districts in the extent to which it is . inappropriately as unethical and bringing 
used. This may be because discipline is more not only the individual teacher concerned 
of an issue in urban than r~ral schools (as but also the profession as a whole into dis
Sumra has observed, c.2004: 26). PrimarY repute: It is hard to conduct any research in 
school pupils complained of its inapprop- schools in Tanzania without encountering 
riate or excessive use as a reprimand· for teachers who suffer from alcoholism to the 
relatively minor infringements or merely to point that it affects their ability to do their 
vent a teacher's frustration. One group of job. In many of the schools visited, a member 
secondary teachers also argued that corpor- of staff was regularly or long-term absent 
al punishment was often out of proportion to owing to alcohol-related illnesses, including 
the offence and degenerated into an a contact teacher who was supposed to 
exhibition of teachers' power over students . facilitate access to other inf9rmants. On one 
or expression of a grudge against the 
targeted student. Students also raised con
cerns over teachers verbally insulting stu
dents. One group of pupils gave the example 
of a teacher who consistently called them 
'goats'. 

In Tanzania, reports of teachers sexually 
abusing female and, less often, male stud
ents are widespread and range from verbal 
harassment to rape (Chumi 2001; Mwero 
2004; Telli et al. 2004). A female pupil 
observed that some teachers would publicly 
humiliate schoolgirls by verbally abusing 
them in. front of their classmates as ven
geance for rejecting sexu~ advances made 
in private. As Leach et al. (2003) point out, it 
is not always clear to what extent girls are 
coerced into sexual relations with teachers 

occasion Anangisye came across .a college 
tutor' in a drunk and disorderly state on 
campus while lessons were in progress. A 
former district education officer observed 
that alcoholism was most common amongst 
well qualified men posted toremote areas, a 
group that Barrett (2005b: 269) found to be 
particularly demoralized by a sense of being 
neglected by 'the governm~nt', 

Teachers' dress was viewed as sending 
strong messages to colleagues, students and 
the community. Hence, teachers wereexpec
ted to dress in a manner that was approp
riate to their status as white-collar workers 
and distinguished .them from peasants or 
manual workers. This meant wearing 
clothes that were neither too casual nor too 
smart and that were clean and not crumpled 

R
ep

ro
du

ce
d 

by
 S

ab
in

et
 G

at
ew

ay
 u

nd
er

 li
ce

nc
e 

gr
an

te
d 

by
 th

e 
Pu

bl
is

he
r (

da
te

d 
20

13
)



12 

or torn. Women were expected not to dress' 
provocatively in partially transparent mat
erials or short skirts. However; in rural 
areas, many teachers raise extra income 
through farming and may in a single day 
move between the classroom and their farm
ing plot. Hence, it is not uncommon to hear 
accusations of, schoolteachers or college 
tutors appearing in class dirty and shabby, 
with crumpled clothes and dirty shoes or 
flip-flops. The following is an excerpt from a 
l!eWSpaper report: 

The Teachers Service Commission of 
Serengeti district rebuked the scruffy 
dress amongst teachers in the district, 
where one teacher was found in a 
classroom teaching with mud-covered feet 
with trousers folded up to his knees; and 
another one benefited from Samaritans 
who bought him clothes which he later 
sold to get money for a drink (Uhuru 
25/311999: 1), 

Informants in both research studies were 
quick to condemn slovenly dress on the 
grounds that it was inappropriate to 
teachers' role as an example to students and 
community members. Primary school 
teachers in rural areas were deeply 
resentful if the state of their housing was 
such that there was no dust-free cupboard or 
surface on which to keep their clothes. 

Dereliction of duty 
Dereliction of duty amounts to breach of 
contract conditions by repeatedly taking 
absence without leave for parts of or a whole 
working day or insubordination to manag
ers. As'was mentioned above, absenteeism 
runs at chronic levels in Tanzania. In 1995, a 
World< Bank survey found· that 38% of 
primary school teachers were reported to 
have been absent for a minim um of two days 
in the week prior to data collection (Schlei
cher et a1. (1995) cited in Kuleana 1999: 33). 
However, a large proportion of absences 'are 
for legitimate reasons, such as illness or 

Anangisye and Barrett 

attendance at in-service training. None
theless, teacher truancy featured in inter
views with inspectors, 'education officers; 
students and TSC officers, suggesting,tha't 
illegitimateabsenteeisni is a serious prob
lem affecting quality of education. A TSC 
officer categoriied long-term 'truancy' into 
three types: 'retail truancy', where a teach
er's commercial business takes him' or her' 
away from the classroom for days or weeks 
at a time; 'absconding', when teachers break 
contract without notice in order to take up 
employment in the private sector; and, last
ly, when 'a teacher is absent for a legitimate 
reason, such as illness, but has failed to 
notify the head teacher or request leave. 
Reasons given by informants for regularly 
missing lessons or days at work included the 
time demands of private informal business
es or delivering private tuition and indulg
ing in leisure activities during the working 
day, such as plaiting each others' han 
(amongst female teachers), chatting in the 
staffroom or visiting a local bar for a drink 
(more common 'amongst male teachers). 
Absenteeism thus appears to have 'economic 
as well as social or personal explanations. 

There were complaints that some 
teachers persistently refused to accept the 
authority of heads of department or head 
teachers who were less well qualified than 
themselves. The other form of insubord
ination mentioned was resistance tQ:trans
fers. Government teachers' contrfcts stipu- . 
late that they may be posted anywhere with
in Tanzania at any time CURT 1990). ' 

Professional identity 
The frequenct and extent of miscondu"ct 
suggests a need to transform what Davies 
(1992) calls the occupational culture of 
teachers. However; policy initiatives need to' 
take into account teachers' own constructs of 
their professional identity. Informants' uni-
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Professional identity and misconduct 

form disapproval of all the forms of.miscon
duct described above, even amongst those 
who were known sometimes to indulge in 
misconduct themselves,' indicates that 
teachers in Tanzania do share a framework 
of ethical values and recogniie -a positive 
model Qf(p~ofession~lis~,' Only after under
standing their ideals of profe~sionalism is it 
feasible to postulate reasons why so many 
teachers'in Tanzania today fail to live up to 
these ideals, to understand the implications 
for their collective professional identity and 
individual ~e,lfidentities and to consider how 
policy c!'ln create the conditions for a regen
eration of professional ethics. 

The identity of any social or occupational 
group' is' aiways complex, with ~erences 
between subgroups (e.g, male and female, 
town and village-dwellers, young and old), 
and individuals. Identity is als'o d~amic, 
constantly changing over time as members 
evolve their shared'sense of identity 'through 
dialogue and in, response to contextual 
change. It is for'this reason that identity has 
been referred to as both differmg and defer- , 
ring (Hall 2003: 239). It is deferred in the 
f:1EmSe that identity is always evolving, in ihe 
process of becoming. It is also deferred in the 
sense of being a model, which may be as
pired to but is never perfectly realized. 

, In his work o~ Beninese pnmary school, 
te'achers, , Welmond (2002) accommo'daied
differences in teacher identity by theorizing 
an identity landscape upon which teachers. 
negotiate ,their position: He, 'located four
different 'cultural;- schemata'positioned 
relative to the t~o axes of 'teaching for the 
state' versus 'teaching for the community' 
and 'teaching as doing' versus' 'teaching as 
being' (see Figure 2). 'Beac'on tea:chers~ are 
vessels of special knowledge available as a 
conduit between the commuruty and the 
outside world. They convey knowledge in the' 
classroom not so much through the 'act of 
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teaching as by their 'presence. The teacher as 
'civil servant' is a civil servant who happens 
to teach. 'Civil servants in Benin have ~ccess 
to peripheral entitlements, many of dubious 
legality, ahd can; if properly compensated, 
serve as a conduit between their commun
ities and government. The 'dedicated teach
er' is a self-s~crificing, hardworking good 
person, who is a surrogate parent, a moral 
example and a key figure within the com
munity. In return, 'dedicated teachers' ex
pect respect and gratitude, often expressed 
through material gifts. Lastly, the 'efficient 
teacher' holds a restricted view of respon
sibility as ensuring that students pass 
examinations~'Jessop & Penny (1998) found 
that the' narratives of primary school 
teachers in the Ganibia and KwaZulu-Natal 
contained two 'frames', the relatiOIial and 
instrumental, which had similarities' with 
the last two. of Welmond's schemata. 
Relational teachers"like dedicated teachers, 
saw themselves as moral examples who care 
for children and the community. The intrin
sic rewards of teaching founded in -their 
loving relationships with 'pupils were priv
ileged over any formal or informal material 
rewards. Instrumental teachers, like effic-' 
ient teachers, were concerned with trans: 
ferrin'g knowledge, 'producing results, 
receiving their salary and other contractwil 
entitlements. They tended to blame 'educat
ional'failure on a lack of resources: ' 

By presenting their findings in terms of 
'narrative frames', Jessop & Penny implied 
that a single teacher is not necessarily lock" 
ed 'within' one frame or the other but may' 
draw on disco'urses 'associated wiih either. 
Welmond tise'd the' analogy of a landscape to 
explain how' 'teachers try to negotiate im 

~ , , 

identity for themselves that is aligned with 
one or more of the' schemata. Movement 
arouild a landscape represents the flUidity, 
even duplicity,' of positions that individuals 

I 
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teaching as doing 

efficient teacher dedicated teacher 

teaching for • ___ ... ___ .. 

the state 

teaching for 

the community 

civil servant beacon teacher 

teaching as being 

Figure 2: Teacher identity map for Benin 
primary school teachers (from Welmond 
(2002: 53» 

may assume as well as highlighting the 
tension between those positions. In the Tan
zanian teacher landscape it is possible to 
identify four orienting themes that overlap 
with the characteristics described by Jessop 
& Penny and Welmond. The first, teachers 
as 'second parents' to children, expands on a 
theme included in Jessop & Penny's relat
ional frame. The second, teachers as role 
models, can be traced within Welmond's 
description of both the beacon teacher and 
the dedicated teacher as well as Jessop & 
Penny's relational frame. The third concerns 
the position of teachers as contracted gov
ernment employees and carries elements of 
both the civil servant and instrumental 
teacher. The last revolves around the con
ception of teaching as a vocation and bears a 
strong resemblance to the Beninese dedi
cated teacher. 

Teachers as 'second parents' 
Primary school teachers frequently drew on 
the parent metaphor, describing themselves. 
as 'second parents' or 'second guardians' to 
their pupils. The parent analogy did not 
necessarily imply an intimate or nurturing 
relationship between adult and child, but 
rather emphasis was placed on moral guid-. 
mce and, where possible, material or prac-

Anangisye and Barrett 

tical provision. Although integral to their 
occupational identity, the assumption of a 
'duty of care' was traced to the culture and 
values of Tanzanian society.and considered 
to be generic to all responsible adults: 

To be a ,teacher is to be a guardian. To care 
for children as if they are one's own f~m:ily 
is the responsibility of a teacher, to attend 
to any important needs. This is the custom 
and tradition of Tanzania, to care about 
each other. (priinary teacher discussion 
group in ~ani) . 
Teachers' extended contact with children 

provided them with the opportunity to care 
for children whom they perceived' as bei~g 
neglected by their own parents. 'Care' was 
usually interpreted as pri:u;:tical action, e.g.' 
making sure a child who had turned up at 
school with a fever received medical atten
tion or providing a new shirt for a child 
whose clothes had fallen into disrepair. One 
teacher, however, discussed counselling a 
girl who suffered neglect by her mother a~d 
stepfather. 'Correction' was also considered 
to be a part of care, which might include cor
poral punishment but also required paying 
special attention to the child over a long 
period of time. 

Teachers as role models 
The ideal that teachers should be'role mod
els or exemplars for their students and the 
com~unities in which they live has a long 
history in Tanzania, relating to the visibility 
of teachers with~n villages as rel~tiv~l{ well-
educated salaried employees: ' 

The village school teacher must remember ' 
that his work is not only confined in the 
four walls of the classroom. He is a teacher 
o~both the chil~en and the people around' 
his school. PuPils and other people will 
copy what he does and so he must set a 
good example. (Fovo 1965: 16) 
All informants in the study on teacher 

identity regarded themselves as an 'exam
ple' or 'mirror' in which children should s~e 
the possibility of an attractiv~ future for 
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professional identity and misconduct 

themselves. This principle was foundational 
to a shared code of ethical conduct, which 
teachers claimed had been taught to them 
formally as part of their teacher training 
and was repeatedly reinforced by their man-' 
agers. 

Teachers should be an example in all their 
behaviour. ,.. Because many times 
children copy the behaviour of the teacher. 
If the teacher has good behaviour and 
habits. the child learns from the teacher. 
But if the teacher uses bad language and 
does unsuitable things. the child will learn 
these from the teacher. (primary school 
teacher, Pwani) 

This emphasis on being an example blurs 
the boundary between professional and 
social identity: When asked to elabor~te on 
what they meant by 'ethics', teachers talked 
about behaviour that is yisible beyond the 
school, most especially appropriate dress,. 
polite language and not being a drunkard. 
Being a good teacher was synonymous with 
being a good citizen. To an extent, this is 
true in any country and context, as the quote 
contained in the' opening paragraph of this 
paper illustrates. In Tanzania, ho~ever, a 
teacher is not only an example of a moral 
citizen but also of an educated. citizen. 
Rather like Welmond's 'beacon teachers', 
Tanzanian teachers are supposed to embody 
in their conduct and appearance the cultural 
an~ material advantages of education and 
hence motivate their students to persevere 
wi,th schooling and seek. promotion to the 
ne.xt educational level. 

j 
Teachers as government employees 
A~ well as having a moral responsibility to 
cai-e for children, encapsulated in the pareht 
m~taphor, teachers acknowledged that they 
had formal duties, which' are defined by the 
government. Official requirements of them 
included being in the school compound dur
mg certain hours, teaching their timetabled 
classes and carrying out duties' allocated to 
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them by the school administration; such as 
acting as school storekeeper or caretaker. 

However, it was ~the fl,ipside of their con
tractu~l r~lationship with, the governDlent
their rights as employees - that dominated 
teachers' talk; most' especially when they 
were gathered in groups. They shared a 
fierce sense of grievance fuelled primarily by 
dissatisfaction with salary levels and delays 
in payment (Sumra elaborates on teachers' 
pay conditions, c.2004). Other sources of 
grie~ance, such as the curtailmentofvariou8 
allowances added on to salaries prior to 1997 
and' shortfalls in housing provision in re
mote areas, related to a sense of erosion of 
their entitlements and status. To' illustrate 
the legitimacy of their complaints, teachers 
compared their employment conditions with 
those of other public sector workers, most 
commonly the army or police. 

Teachers by vocation 
Long-service teachers, who had qualified be
fore the mid-eighties, often identified them
selves as 'teachers by vocation'. They had 
entered teaching during or shortly after a 
period of rapid expansion and came from 
peasant backgrounds or, in the case of the 
eldest women, were amongst the first gener
ation of female teachers. They gave altru
istic reasons for entering teaching that were 
also personal, such as love for children or a 

, desire 'to develop children in the same way, 
that I was developed'. There were distinct 
similarities between the vocation theme and 
Welmond's 'dedicated teacher'. Those posted 
to remote schools compared'their position as 
'teachers by calling'· to that of priests or 
Catholic nuns. The analogy' was not only 
meant to indicate a moral dedication to their 
work but a sense of being in some way 
'special' or set apart from the community, 
which they served. At the same time, it illus
trated the sacrifice, in terms of their income 
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and lifestyle,that their occupation demand
ed of them: 

The life of a teacher, on my side, I see that 
truly it is like· the life of a priest, not to 
have a large income, and this helps a 
person to be respected and to be attractive, 
as I was attracted by my teachers. (Female 
village teacher in Shinyanga with 40 years 
of service) 

For many village teachers, teaching was· 
more than a job that they did during school 
hours. It was a way of life because it deter
mined where they lived, how they lived and 
the· conditions in which they brought up: 
their own families, without easy access to 
pmenities, such as a hospital or pre-school. 

However, some teachers in urban schools 
also identified themselves as teachers by 
vocation. They contrasted themselves, ei
ther implicitly or explicitly, with a negative 
reference group (Nias 1989) for whom 
teaching is just a job, in order to construct 
their own identities as 'good teachers': 

In my experience in teaching I have learnt 
that there are two types of teacher. There 
are those who are teachers by vocation and 
there are others who just come to work. 
They don't have a sense of compassion 
towards the children. (Long-service male 
teacher, Shinyanga) 

Other teachers in urban or peri-urban 
schools emphatically rejected the term 
'vocation', complaining that government 
tiaed it to oblige them to work for unaccept
able rate~ of remuneration. They also felt 
that it no longer represented their lifestyle, 
which resembled that of any other urban
dwelling white-collar worker. Some deploy
ed the term strategically, claiming that if 
they did not have a sense of vocation they 
would not be teachers at all, as the e~ploy
ment· conditions were not sufficient to 
attract and retain e~plo~ees. Teachet:s' 
conflicting views on the vocation discourse 
illustrate .the tension between orienting 
themes within the teacher id.entity .land
scape as well as movement in tea,qhers' col-

Anangisye and Barrett 

lective sen\'je of identity in rel3ponse to their 
evolving work contexts. 

.. 
A schema relating misconduct to 
teacher identity 
In this section the forms of misconduct, des
cribed above are related to orienting themes 
in Tanzanian teachers' identity landscape. 
The. purpose is to show how teachers' profes
sional identities contribute to their under
standing of what constitutes misconduct and 
their tolerance of misconduct.- Misconduct is 
recognized and defined as such because it 
conttavimes an ethical ideal of profession
alism. Each theme on the teacher identity 
landscape implies the possibility of its own 
transgression. Table 2 illustrates· this by 
equating each category of misconduct given 
above with violation of one of the themes of 
professional identity. Less directly, the same 
discourses that represent positive elements 
of teacher professionalism may be deployed 
strategically to conceal or even tacitly con
done unethical behaviour (for an in-depth 
discussion of the approach taken to dis
course analysis, see Barrett 2005b: 81-86). 
The relationship between professional iden
tity and forms of misconduct is more com
plex than the rough. schema in Table 2. 
Whilst each theme of professional identity is 
unequivocally violated . by one particular 
form of .misconduct, associated discourses 
may be deployed to excuse other ~orms of 
misconduct, especially when. teachers feel 
that they are themselves misused by their 
employer, The :disc~ssion below shows how 
this works in pt:actice for each· theme of prof
essio~al identity. 

'Second parents' and abusive behaviour 
Violent or abusive behaviour. towards 
students violates the positive model of the 
teacher as parent. The authority that an 
adult hal3 to reprimand a child becomes 
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professional identity and misconduct 

detached from its purpose of giving moral' 
guidance. When teachers behave abusively, 
they not only break a professional code of 
conduct but also show contempt for societal 
culture. The perpetrator is both an unethical 
teacher and an irresponsible adult member 
of society. At the same time; the 'second 
parent' discourse may' be interpreted as 
justifying reasonable use of physical punish
ment as part of guiding the child. Parenting 
is an informal activity, unregulated by the 
legislation that surrounds teaching as a 
formal profession. Whilst the 'second parent' 
analogy implies teachers, bring their intu
ition and social values to their relations with 
children, the same is also' true for the 
discipline of children. Hence, where society 
as a whole accepts that parents have the 
right to physically rebuke children, 'teach
ing as parenting' may be viewed as extend
ing this right to teachers. At the very least, it 
overlooks the role of legislation or a formal 
professional code of ethics in regulating 
teachers' interactions with students. 

Table 2: Misconduct as transgression of the 
themes of Tanzanian teacher identity 

Theme Violation 

Second parent Abuse and violence 

Role'model 
' Behaviour 

inappropriate to status 

Civil servant 
Corruption and 
dereliction of duty 

Vocation versus job Dereliction of duty 

'Role models'and status 
B~haviour inappropriate to status makes a 
mockery of the role model theme that was 
integral to all informants' sense of profes
siorial identity. 'This partly explains the 
importance that teachers and others placed 
on a smart appearance and avoiding alco
holism. The repeated mention of alcoholism 
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also represented acoijective acknowledge
ment that, this was 'a common problem. In 
rural areas, disapproval of drunken behav
iour was associated with disapprovalofl~cal 
bars, where potent home-,brew was served 
cheaply. Many considered it inappropriate 
for teachers to frequent these places, pre
sumably for the same reasons that they were 
supposed to differentiate themselves from 
peasants through their dress. Village 
teachers are placed in a double bind as they 
are expected to survive in rural areas -
which often means undertaking some kind 
of farming activity - but be visibly different 
from their neighbours. It is not surprising 
that many teachers, especially highly quali
fied teachers who, after several years in the 
cosmopolitan environment of educational 
institutions are in many ways least well
equipped to adapt to village life, find this a 
difficult line to walk. Recognition of the 
value placed on an appearance of respect
ability underlines the extent of personal and 
professional tragedy that chronic alcoholism 
is for teachers. It also explains the strength 
of feeling that poor housing and low income, 
generate when teachers perceive this to 

'undermine their social status within their 
communities. 

'Government employees" corruption 
and dereliction of duty 
Corruption and dereliction of duty may be 
interpreted as direct transgressions of the 
terms of contract of government employees. 
However, teachers' perception that the 
government as their employer does not fulfil 
its obligations means that identification as a 
wronged government employee may be 
interpreted as a justification for the same 
forms of misconduct. In a pyramidal bureau
cratic system, where each tier of managers is. 
answerable to the tier above, those located 
in institutions />r offices at a distance from 
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the administrative centre may find that 
their management of finances and people is 
relatively invisible. This creates specific 
coriditions upon which unscrupulous school 
leaders can capitalize to the direct detriment 
of the quality of education in their schools. 
Not only does corruption impoverish a 
school's material resources, but· teachers 
who had worked under corrupt head 
teachers in the past recalled experiencing 
intense demoralization as their efforts in the 
classroom were undermined by deliberate 
mismanagement at the school. level. 
Demoralization can in turn lead to derelic
tion of duty, in particular frequent absentee
ism or inattentiveness to work. However, 
even in schools where the head teacher was 
respected and liked by staff, vagaries in the 
payment of salary or provision of basic 
resources could become a justification for 
dereliction of duty. Whether salary delays 
were caused by genuine administrative 
hitches or because money was diverted 
illegitimately, teachers tended to assume 
corruption on the part of the education 
officers. If teaching is a job underpinned by a 
contract, then teachers' persistent derelic
tion of duty and lax attitudes to work even 
when in school may be viewed as a collective 
protest against their employment con
ditions. 

Vocation and dereliction of duty 
The vocation theme is the most complex. It 
compounds aspects of the other themes into 
a single holistic image of what a teacher 
should be that includes dedication to the 
development of children, a position of status 
and responsibility within the community 
and being a representative of government. 
So any form of misconduct may be construed 
as transgressing the vocation construct of 
professionalism. What is unique to vocation, 
however, is the notion that teaching involves 

Anangisye and Baffett 

personal sacrifice. Hence, withholding this 
sacrifice through deliberate dereliction of 
duty violates the foundation of vocation by 
prioritizing personal welfare over the de
mands of being a teacher. The tension that 
teachers perceive between the ideal of voc~ 
ation and teaching as a job highlights weak- . 
nesses in the vocation theme. Vocation 
powerfully provided a sense of professional 
identity and pride for an earlier generation 
of teachers, who had modest levels of 
education (primary or primary plus two 
years of secondary). Since 1993, entrants to 
teachers' colleges are required to have at 
least four years of secondary schooling. 
Hence, many newly-qualified teachers have 
grown up in urban areas and all have spent a 
longer period of time in the cosmopolitan 
environments of secondary schools and 
teachers' colleges. Consequently, they have 
higher career aspirations (see Barrett 
2005b: Ch. 6, p. 169). In a survey of student 
teachers, Towse et al. (2002) found the 
majority had entered teaching having failed 
to gain entry to a more desirable occupation. 
For this group, the sacrifice expected of a 
teacher by vocation is not a reasonable one. 
They are more likely to be attracted to a 
model of professionalism premised on teach
ers being employees, in which effective 
teaching, diligence and skill development is 
rewarded by intellectually-engaging work, 
ongoing professional development oppoitun-
ities and securi~y of income. / . 

Conclusion 
In the discussion of professional identity 
above; identity; was described as complex 
and dynamic. G1iven this, initiatives aimed 
at the renewaL,of professional ethics will 
involve changes to teachers' notions of pro
fessionalism in ways that are not necessarily 
predictable. Teachers may be expected to 
mediate policy aimed at improving ethical 

R
ep

ro
du

ce
d 

by
 S

ab
in

et
 G

at
ew

ay
 u

nd
er

 li
ce

nc
e 

gr
an

te
d 

by
 th

e 
Pu

bl
is

he
r (

da
te

d 
20

13
)



professional identity and misconduct 

conduct in the same way that they have been' 
found to mediate policy aimed at changing 
their pedagogic practice (Osborn et al. 2000; . 
Schweisfurth 2002). Nonetheless, the 
relationship between professional identity 
and misconduct outlined above does suggest 
ways forward. for improving conduct. 
Teachers who genuinely identify as second 
parents need to be encouraged to be 
intolerant of abusive behaviour by their 
colleagues. This means establishing mech
anisms for reporting and investigating mis
conduct that protects whistleblowers.1t also 
requires that education managers and 
inspectors demonstrate intolerance of 
violent or abusive behaviour. As being a role 
model is such an essential element of 
professional' identity, teachers could be 
encouraged to reflect on what this should 
mean for their conduct and practice beyond 
a concern for their appearance before stu
dents and society. Even ifit is not possible to 
raise teachers' salaries to a level that will 
allow them. to live and bring up their 
families without recourse to informal 
income-raising activities, it is essential that 
salaries and pay rises be awarded on time 
and that management practices are as 
transparent as possible. Then teachers' 
identification as government employees can 
wor k positively to reinforce timekeeping and 
ru¥gence . rather than excusing corruption 
ana dereliction of duty. Finally, the vocation 
id~ntity tells us much about the challenges, 
of lworking in remote village schools. Early . 
caJ..eer teachers need special support when 
po~ted to 'such schools, not. just from col
le~gues at the schoolbut also from the wider 
edhcation system. This may take the form of 
visits from a mentor or centrally located in
service training events during the first two 
or three years in a post. ,. 

The understandings of misconduct and 
model of professional identity discussed in 
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this paper are specific to Tanzania .. Teach
ers' professional identity depends on the 
particular history, politics aJ;ld~r.ganization 
of the education systems in which:they·work. 
However, similar forms of misconduct are 
known to be common in other' parts of sub
Saharan Attica a~d there were cle~r simi
larities, as well as differences, be.tween the 
findings of B'arrett's research reported here 
and research conducted by Jessop & Penny 
(1998) in the Gambia. and KwaZulu~Natal 
and by Welmorid (2002) in Be,nin. Whilst the 
schema devised in this paper is unlikely to 
be transferable beyond Tanzania, it can 
provide insight into professional misconduct 
in other parts of Mrica. Further, the 
approach taken can be applied to other con
texts. A deficit approach to teacher profes
sionalism . is likely to yield only a partial 
understanding of why misconduct is so 
prevalent amongst teachers in low-income 
contexts. By contrast, seeking to understand 
teachers' own constructions of their profes
sional identity can provide deeper insight 
into why certain forms of misconduct are 
tolerated and what changes are likely to 
have the greatest impact on improving 
ethical conduct. 
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