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Abstract 

 

 

The purpose of this exploratory case study was to explore and describe the 

experiences of seven teachers at a mainstream, secondary school in Johannesburg 

on the ethics training they received in their undergraduate years. The conceptual 

framework of this study was guided by constructs from the professional ethics 

perspective, deontological theory, consequentialist theory and virtue ethics. An 

interpretive paradigm and qualitative research methodology were used to understand 

participants’ experience of ethics training and how it equipped them to make ethical 

decisions in their daily work. Data were generated through a focus group and the 

findings suggested that the participants had contradictory experiences with some 

having received ethics training that was integrated into modules in their programme 

while others reported not receiving any ethics training at all. All the participants felt that 

their training was inadequate and they experienced feelings of uncertainty when 

required to make ethical decisions. In the absence of adequate training, they relied on 

cultural and religious beliefs, their personal values, their own understanding of right 

and wrong and the constitution to resolve ethical dilemmas. The participants 

recommended that future in-service and undergraduate ethics training should reflect 

the contexts in which they work. It should also emotionally equip them to manage moral 

stress and enable them to have an adequate understanding of their moral 

responsibilities. 
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• Ethics training 

• Undergraduate training 

• Ethical dilemmas 

• In-service training 

• Moral stress 
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Chapter 1 
Introduction 

 
 

1.1 INTRODUCTION AND RATIONALE 

Morality is always at play in classrooms whether intentionally or not, either through 

moral education or moral development. Teachers have to teach sensitive or ethical 

topics relating to social justice or conflict resolution. Furthermore, they are expected 

to be models that enable learners to develop a set of values consistent with the 

fundamental rights of humans (Maphosa et al., 2015; Osguthorpe & Sanger, 2013). 

Quality teachers are considered to be those whose beliefs and values are embedded 

in trust and high standards of professional ethics (Betweli, 2013; Maphosa et al., 

2015). These are teachers who can maintain professional relationships with learners, 

provide constructive encouragement, discourage discrimination, advocate for altruistic 

behaviour, and promote gender equality (Betweli, 2013; Maphosa et al., 2015). 

Considering the moral responsibility that teachers have, there is growing concern 

regarding how teachers are trained to assume such responsibility (Boon, 2011; Boon 

& Maxwell, 2016; Maxwell & Schwimmer, 2016). Evidence suggests that the ethics 

training of teachers does not adequately prepare them for the moral aspect of their 

work (Maxwell, 2017; Maxwell et al., 2016) and that they lack a professional language 

for the moral phenomena they encounter and the ability to address the complexity of 

the moral judgements they must make (Bullough, 2011; Colnerud, 2015). 

Although there is expanding research that speaks to the existence and outcomes of 

ethical training in teacher education programmes, research remains limited. 

International studies suggest that teacher education programmes have not met the 

standards set by other professions with regard to prioritising ethics education 

(Maxwell, 2017; Maxwell et al., 2016). Therefore, scholars in this field have invested 

in accumulating knowledge of whether or not ethics education is adequately 

addressed in teacher education programmes (Maxwell, 2017; Maxwell et al., 2016). 

Additionally, the limited studies conducted in South Africa seem to only focus on the 

professional conduct of teachers and the value of ensuring that teachers behave 

according to professional standards (Kimathi & Rusznyak, 2018; Maphosa et al., 2015; 

SADTU Curtis Nkondo Professional Development Institute, 2017). It is not yet known 
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how ethics training is being conducted in teacher education programmes or rather, 

how teachers are trained to understand their ethical obligations (Kimathi & Rusznyak, 

2018).  

This is concerning as teachers are required to make ethical decisions that implicate 

the well-being, personal development, and academic achievement of learners 

(Betweli, 2013; Maphosa et al., 2015; Maxwell et al., 2016). Society imposes on 

teachers moral standards that are higher than average, partly because they are 

assigned the responsibility of shaping future citizens (Maphosa et al., 2015). Teachers 

can only help produce individuals who have the wisdom to know right from wrong, who 

are honest, trustworthy, fair, respectful, responsible, and accountable, if they are 

sufficiently trained to do so (Maphosa et al., 2015). 

Therefore, critical to the value and logic of this research study was to fill the existing 

gap in the literature by exploring how teachers were trained on ethics in their 

undergraduate programmes. Furthermore, to enquire whether this training has 

equipped them to make ethical decisions and what their future training needs might 

be. Such an exploration will contribute to the body of knowledge regarding ethical 

training in the teaching profession. Additionally, the findings of this research study can 

inform teacher training and potentially encourage workshops on ethical conduct in 

education. 

Through exposure to family members who are in the teaching profession, I have 

observed the complex ethical matters that arise in their daily work and how they have 

felt unprepared to address these matters due to inadequate ethics training. I have 

observed the immense pressure they experience to make ethical decisions that benefit 

learners but simultaneously, the doubt they often feel after a decision has been made. 

Therefore, this observation of discomfort and indecisive decision making was the basis 

of my interest in this research inquiry. As an advocate for teacher support, I believe 

that for teachers to fulfil what is required of them, it is important to know what support 

exists that enables them to adequately carry out their responsibilities. 

1.2 PURPOSE OF THE STUDY 

The purpose of this exploratory case study was to explore and describe the ethics 

training teachers received during their undergraduate training. For this research study, 

ethics is broadly defined as a system of moral principles that guide people in making 
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decisions and how they lead their lives (White & Howard, 2017). Furthermore, ethical 

training is defined as the learning that teachers experienced in their undergraduate 

programmes to develop ethically (Ben-Jacob et al., 2018; Walters et al., 2018). 

1.3 RESEARCH QUESTIONS 

1.3.1 PRIMARY RESEARCH QUESTION 

What are the experiences of seven mainstream secondary school teachers in South 

Africa, of the ethics training they received during their undergraduate training? 

1.3.2 SECONDARY RESEARCH QUESTIONS 

The study also posed the following sub-questions: 

❖ How are teachers trained on ethics? 

❖ How has teachers’ training equipped them to make ethical decisions? 

❖ What are teachers’ future ethics training needs? 

1.4 WORKING ASSUMPTIONS 

This study will be based on the following assumptions: 

• Teachers may not have received adequate training on ethics. 

• Teachers have sufficient knowledge on whether the ethics training equipped 

them to make ethical decisions. 

• Teachers are faced with ethical dilemmas. 

• Teachers know what their future ethics training needs are. 

1.5 CONCEPT CLARIFICATION 

The key concepts of the study, which are ethics education, ethical dilemmas, and 

moral stress are clarified below. 

1.5.1 ETHICS TRAINING 

Ethics education is defined as the training of teachers on acceptable standards of 

behaviour in their profession (Walters et al., 2018). It intends to increase teachers’ 

ethical awareness and understanding, develop ethical character traits, and increase 
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motivation to act ethically (Boon, 2011; Lau, 2010). For the present research, ethics 

education refers to the training of teachers on how they ought to behave and how to 

make responsible ethical decisions. 

1.5.2 ETHICAL DILEMMAS 

An ethical dilemma is a conversation with the self about available ethical options and 

entails deciding between two or more courses of action. It is often difficult to decide 

which course of action to pursue because the available options all present with 

obstacles (Shapira-Lishchinsky, 2011). For the purpose of this research, ethical 

dilemmas refer to circumstances where teachers find it difficult to make an ethical 

decision because each course of action requires them to violate or compromise an 

ethical standard. 

1.5.3 MORAL STRESS 

Moral stress is defined as a psychological state marked by unrest, because of the 

uncertainty about one’s ability to fulfil moral obligations (Thunman, 2016). For the 

present research, the term “moral stress” refers to the psychological strain that 

teachers experience as a result of feelings of uncertainty when having to make ethical 

decisions. 

1.6 INTRODUCING THE CONCEPTUAL FRAMEWORK SUPPORTING THE 

STUDY 

The conceptual framework of this research study was informed by the professional 

ethics perspective, deontology, consequentialism, and virtue ethics. 

The professional ethics perspective states that there are norms of professional 

conduct that teachers must adhere to (Belinova et al., 2017). This perspective argues 

that the focus of ethics education should be to familiarise pre-service teachers with 

these norms of professional conduct (Belinova et al., 2017; Ćurko et al., 2015; Maxwell 

& Schwimmer, 2016). The inclusion of the professional ethics perspective provided an 

understanding of the ethical standards that guide the behaviour of teachers. 

In addition to the professional ethics perspective, the deontological perspective was 

included. Deontology is concerned with moral actions that obey rules or obligations 

and proposes that the moral status of an action is not dependent on the impact of the 
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consequences it yields (Gaus, 2001). The deontological perspective provided an 

understanding of how teachers’ ethical decision making was informed by their role or 

duty as teachers. 

Because of deontology’s disregard of the impact of consequences, consequentialism 

in the conceptual framework as a supplement was included (Paquette et al., 2015). 

Consequentialists propose that the moral rightness of an action is solely dependent 

on the consequences or the outcome of that action, with the right action producing the 

best consequences (Paquette et al., 2015). The consequentialist perspective helped 

in understanding how consequences were the source of teachers’ inner conflict when 

confronted with ethical dilemmas. 

The conceptual framework also consisted of virtue ethics which emphasises moral 

character – it considers the role that virtues or dispositions play in ethical decision 

making (Driver, 2011). Virtue ethics provided an understanding of how teachers’ 

personal values, character traits, and beliefs also informed their ethical decision 

making. 

The conceptual framework is discussed in more detail in Chapter 2. 

1.7 OVERVIEW OF THE RESEARCH METHODOLOGY, APPROACH AND 

PROCESS 

An interpretivist paradigm was utilised for this research study to gain a deeper 

understanding of teachers’ experiences of their ethics training. In line with the selected 

paradigm, a qualitative research methodology was employed as it provided the means 

to gain rich, contextual data (Willig, 2013). 

The research design that was utilised in this research study was an exploratory case 

study. The researcher conveniently selected seven teachers who were readily 

available to participate and a focus group was used to generate data on the research 

topic. 

Audio recordings, transcriptions, field notes, and a reflective journal were used to 

document the data. Data were analysed through thematic analysis in which six phases 

were followed. These included familiarisation with the data, generating initial codes, 

searching for themes, reviewing themes, defining themes, naming them, and 

producing the report. 
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Criteria of transferability, credibility, dependability, and confirmability were used to 

assess the rigour of this research study. Furthermore, the ethical considerations of this 

study included informed consent, confidentiality, anonymity, privacy, no deception, 

and protection against harm (Willig, 2013). 

A detailed explanation of the research methodology, approach, and process will be 

provided in Chapter 3. 

1.8 SUMMARY 

In this chapter, I discussed the rationale of the research study. I then provided the 

purpose of the research study and described the associated research questions. 

Clarification of the concepts that were used in this research study was also provided. 

Additionally, an overview of the conceptual framework of this study and the research 

approach and methodology were discussed. The next chapter will explore the 

literature on the ethics training of teachers. 

---oOo--- 
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Chapter 2 
Literature Review 

 
 

2.1 INTRODUCTION 

This chapter commences with a discussion about what makes a teacher ethical. This 

section will detail how ethical conduct is defined or conceptualised in the teaching 

profession. This is followed by an overview of ethics education for teachers, 

contextualising what ethics education for teachers entails, its origins, and how teacher 

education programmes nationally and internationally are currently equipping teachers 

to make ethical decisions. 

Subsequently, the inadequacies that have been identified in teachers’ current ethics 

training both nationally and internationally will be foregrounded. This section highlights 

how teacher education programmes need to improve the time spent on ethics 

education, how teacher education programmes should consider the ethics of care and 

familiarise teachers with the conduct that is expected of them by their profession. 

The chapter then focuses on how competent teachers feel to deal with the ethical 

dilemmas they are confronted with. This is to highlight how the ethics training of 

teachers internationally is currently not meeting teachers’ ethical needs. As a result of 

this, future directions on how pre-service teachers can be trained on ethics are 

discussed. In this section, the approaches that have been suggested in scholarly 

literature, which teacher education programmes can potentially use to sufficiently train 

teachers on ethics, will be discussed. Thereafter, the psychological implications of the 

ethical dilemmas that teachers experience are discussed. This section creates an 

awareness of how teachers and learners are affected by the moral nature of the 

teaching profession. 

This chapter concludes with a discussion of the conceptual framework that underlies 

this research study. The professional ethics perspective and theories such as 

deontology, consequentialism, and virtue ethics are discussed. Reference is then 

made to the relevance of this perspective and these theories to this research study. 
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2.2 BEING AN ETHICAL TEACHER 

Ethical teachers respect the constitutional rights of learners and strive to enable 

learners to develop a set of values consistent with these rights (South African Council 

of Educators [SACE], 2000). 1 They foster virtues such as integrity, equality, diligence, 

responsibility, cooperation and respect (Association of American Educators [AAE], 

1994). 

Ethical teachers exercise their authority with compassion. This includes avoiding and 

protecting learners from any form of abuse, either physical, sexual, or psychological 

(SACE, 2000). They conduct themselves appropriately by refraining from improper 

conduct with learners and from using inappropriate language and behaviour when 

interacting with learners (SACE, 2000). 

The teaching profession expects ethical teachers to deal with each learner in a 

considerable and just manner by acknowledging the uniqueness of a learner (AAE, 

1994). This entails understanding the specific learning needs of each learner and 

assisting the learner to reach his or her potential (AAE, 1994; Queensland College of 

Teachers [QCT], n.d.; SACE, 2000). 

The teaching profession also expects ethical teachers to conduct themselves 

appropriately when interacting with colleagues as well as the community (AAE, 1994). 

Such teachers value the diversity of the cultures represented in the community and 

respect the diversity of family backgrounds (AAE, 1994). They also treat colleagues 

with respect and work collaboratively with them in the best interest of education (QCT, 

n.d.). 

Ethical teachers are expected by the teaching profession to behave in a way that 

maintains the dignity of the teaching profession. This includes not engaging in illegal 

activities or those considered to be inappropriate such as drug-taking (SACE, 2000). 

Such teachers ensure they keep abreast with educational developments, strive for 

professional growth, and assume responsibility and accountability for their 

performance (QCT, n.d.). 

 
1 Terms will be first described in full. Thereafter, their acronyms will be used. 
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2.3 ETHICS TRAINING FOR TEACHERS 

Ethics training for teachers refers to the training of teachers on acceptable standards 

of behaviour in their profession (Boon, 2011). It entails developing teachers’ 

awareness, understanding, and practical judgement regarding ethical matters 

(Walters et al., 2018). 

In the early 20th century, in countries such as Australia, North America, and Europe, 

teacher education programmes were conducted in education colleges (Boon & 

Maxwell, 2016; Maxwell & Schwimmer, 2016). Pre-service teachers who were enrolled 

for a teacher education programme in these countries initially had to take modules 

such as Moral Philosophy and Ethics as part of their teaching course. This happened 

in their final year in order to set up their moral compass before they began their 

teaching career (Boon & Maxwell, 2016). 

However, this approach to ethics education began to recede when these teacher 

education programmes were absorbed by universities in the 1940s. Emphasis was 

then placed on pedagogy, which is the technical skill related to teaching (Boon & 

Maxwell, 2016; Maxwell & Schwimmer, 2016). 

Focus on training teachers to become moral models was reintroduced in the 1960s. 

This was to align teacher education with broader trends that were occurring in other 

professions with regard to ethics education (Maxwell & Schwimmer, 2016). Efforts to 

do this began in the United States when a report by The National Commission on 

Excellence in Education advocated that institutions responsible for teacher education 

programmes should reach a consensus concerning what constitutes teacher 

professionalism (Maxwell & Schwimmer, 2016). 

In addition, a new discourse in scholarly teacher education literature advocated that 

teacher education programmes should now focus on familiarising pre-service teachers 

with an ethical code and ethical concepts (Campbell, 2000; Maxwell et al., 2015, 

2016). 

In the 1980s, scholarly literature also started emphasising the need to prioritise the 

ethical and moral dimensions of teaching (Boon & Maxwell, 2016; Maxwell & 

Schwimmer, 2016; Osguthorpe & Sanger, 2013; Soltis, 1986; Strike, 1990). The 

authors of this scholarly literature argued that the teaching profession was too focused 

on making teacher education an applied science when in actual fact, teaching was 
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more about transforming learners in ways that ensure they have good morals than it 

was about imparting knowledge and skills to learners (Boon & Maxwell, 2016; Maxwell 

& Schwimmer, 2016; Soltis, 1986; Strike, 1990). 

Teacher education programmes in countries such as Australia and England have 

adopted two approaches. These programmes currently offer ethics education either 

as a stand-alone module or integrated into other modules, with the integrated 

approach being the most common (Boon & Maxwell, 2016; Walters et al., 2018). The 

objective of both approaches is to help pre-service teachers develop their philosophy 

of education by clarifying what they value. It is also to help pre-service teachers 

understand their professional ethical obligations, promote the professional values of 

teaching, and develop sensitivity to the ethical context (Boon & Maxwell, 2016; 

Maxwell et al., 2015). 

The Australian Institute for Teaching and School Leadership (AITSL) is a body that 

provides accreditation for teacher education programmes in Australia (The Australian 

Institute for Teaching and School Leadership, n.d). The AITSL requires that the 

minimum standard for education programmes is to ensure that pre-service teachers 

are equipped with and possess ethical qualities or attributes which they must 

demonstrate in the classroom and community (The Australian Institute for Teaching 

and School Leadership, n.d). 

Informed by what is stipulated by this professional body, teacher education 

programmes in Australian universities have mandatory modules such as Foundations 

of Education, Sociology of Teaching, Education of Law, and Multicultural Education 

which incorporate ethics (Boon & Maxwell, 2016). For example, Multicultural 

Education deals with topics such as inclusive education and also addresses questions 

of social justice and fairness in the classroom (Boon & Maxwell, 2016). Moral 

philosophy and professional ethics are then integrated as themes within this 

Multicultural Education module (Boon & Maxwell, 2016; Walters et al., 2018). 

Universities in England incorporate ethics education in modules such as “Professional 

Studies” in which ethical issues are addressed through group discussions. This usually 

occurs when themes such as professional procedures, teacher values, and 

professionalism are addressed (Walters et al., 2018). 
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There seems to be limited evidence which indicates how ethics education is offered in 

teacher education programmes in South Africa. However, what is known is that there 

is a policy framework and a professional body that informs the design of ethics 

education curricula of these programmes (Kimathi & Rusznyak, 2018). 

The Minimum Requirements for Teacher Education Qualifications is a policy in South 

Africa that details seven roles that the state expects every teacher to be able to fulfil 

after training (Kimathi & Rusznyak, 2018). This includes the role of learning mediator, 

specialist in a subject discipline, and interpreter and designer of learning programmes 

and materials (Department of Higher Education and Training [DHET], Republic of 

South Africa [RSA], 2015; Kimathi & Rusznyak, 2018). It also includes the role of 

leader, administrator, manager, scholar, researcher, lifelong learner, assessor and a 

community, citizenship, and pastoral role (DHET, RSA, 2015; Kimathi & Rusznyak, 

2018). 

The community, citizenship, and pastoral role is specifically associated with ethics 

(Kimathi & Rusznyak, 2018). I refer to these roles because, within this role, teachers 

are expected to practice and promote an ethical attitude that develops a sense of 

respect and responsibility towards others; therefore, the state expects ethics 

education, in teacher education programmes, to be in a format that trains teachers to 

uphold the constitution and promotes democratic values (DHET, RSA, 2015). 

The Minimum Requirements for Teacher Education Qualifications also indicates that 

one of the types of learning that should be the basis of the design of curricula of 

teacher education programmes is disciplinary learning – this includes the study of 

professional ethics and issues related to knowledge of relationships between the self 

and others (DHET, RSA, 2015). 

In addition to a policy framework, there is the SACE which is a professional body that 

aims to enhance the status of the teaching profession through the management of 

professional development, registration, and a code of ethics (SACE, 2000). The SACE 

plays a role in ethics education by advising the minister of higher education about the 

professional standards that teacher education programmes must develop (SACE, 

2000). Although there is evidence that teachers are being trained, there no sufficient 

evidence to indicate if these recommendations are incorporated adequately in different 

teachers’ undergraduate training in South Africa (Maxwell, 2017; Maxwell & 

Schwimmer, 2016; Walters et al., 2018). 
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2.4 THE INADEQUACIES IDENTIFIED IN THE ETHICS TRAINING OF 

TEACHERS 

Evidence suggests that pre-service teachers studying in the United States, England, 

Canada, Australia, and the Netherlands are still leaving university with no clear 

understanding of what is ethically expected of them by their profession (Maxwell, 2017; 

Maxwell & Schwimmer, 2016; Walters et al., 2018). 

Studies have revealed that pre-service teachers have indicated a need for more 

adequate training on ethics as they felt that this need was not met by their teacher 

education programmes (Heilbronn & Foreman-Peck, 2015; Maxwell, 2017). Maxwell 

et al. (2016) investigated undergraduate teacher education programmes of various 

universities in Canada, England, Australia, Netherlands, and the United States and 

found that there was a low percentage of teacher education programmes that focused 

on ethics. 

Scholarly literature from these countries have indicated that only 22% of teacher 

education programmes had at least one required course in ethics and that only 44% 

of teacher education programmes required pre-service teachers to study ethics in a 

stand-alone course (Maxwell et al., 2015, 2016).  

Additionally, there seems to be evidence which indicates that the more advanced the 

teacher education programme is, the less likely that it would contain a mandatory 

ethics-related course (Maxwell, 2017; Maxwell et al., 2016). To illustrate, while 30% of 

primary education programmes and 26% of secondary education programmes were 

found to have an ethics requirement, this was the case for only 8% in a master’s 

teaching programme (Maxwell et al., 2016). This is a low percentage considering that 

teachers are considered to be moral models (Maxwell, 2017). 

Administrative heads of academic units in teacher education programmes in an 

Australian university were consulted to understand why ethics education seemed less 

common in their teacher education programmes (Boon & Maxwell, 2016). These 

administrative heads indicated that ethics is embedded in all programmes as opposed 

to it being a stand-alone module, therefore, this may be the reason it was assumed 

that ethics education is uncommon (Boon & Maxwell, 2016). 

The administrative heads argued that it is difficult to have ethics as a stand-alone 

module in teacher education programmes because there was not enough time to deal 
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with ethics separately. This was due to the pressure they experienced from the policies 

that regulated them which emphasised preparing teachers for subjects such as 

Mathematics and English (Walters et al., 2018). 

Other reasons provided were that ethics had not been a priority as there was intense 

competition on what content to include in teacher education programmes. 

Furthermore, the administrative heads indicated that ethics did not warrant a stand-

alone module as what students needed to know about ethics could be integrated into 

the programme (Maxwell et al., 2015). They also indicated that offering a mandatory 

ethics module would require a faculty-wide agreement about the ethical obligations 

and responsibilities of teachers which seemed impossible as ethics was too personal 

and subjective (Maxwell et al., 2015). 

Another inadequacy identified in the ethics training of teachers is that it does not 

include the ethics of care (Taggart, 2016). Taggart (2016) called upon teacher 

education programmes in Europe to adopt an ethics of care that acknowledges that 

particular ethical situations require teachers to be responsive, effective, and flexible. 

Taggart (2016) argued that the current ethics training of teachers is based on men’s 

perspective on ethics – this is based on her proposition that the training focuses on 

cultivating ethical reasoning and marginalises the affective dimension of ethics. 

Taggart (2016) further stated that ethics education fails to acknowledge the relevance 

of motivation and intuition when making ethical decisions and that ethical practice 

cannot be understood impersonally. She reasoned that ethics engages the head and 

the heart because affect is part of our affiliation system and ontological package as 

human beings which comprises of the mind-body-spirit/heart (Taggart, 2016). 

In Tanzania, there is evidence that suggests that ethics training is not a priority as it 

seems to be the least important learning and teaching objective (Anangisye, 2010; 

Maxwell & Schwimmer, 2016). A study by Anangisye (2010) revealed that colleges, 

departments, and faculties of education in Tanzania did not have specific modules on 

professional ethics nor was ethics incorporated in other modules. The focus was on 

education modules such as classroom management, pedagogical knowledge, basic 

knowledge in Information and Communications Technology (ICT), preparation and 

use of teaching/learning materials, and the teaching and learning process (Anangisye, 

2010). 
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In South Africa, evidence suggests that teachers are not adequately trained on what 

professional conduct is and there are numerous cases of teacher misconduct that 

have been reported (Kimathi & Rusznyak, 2018; Maphosa et al., 2015). Such 

misconduct is related to teacher absenteeism and teachers’ poor discipline, where it 

has been reported that South Africa has the worst teacher absenteeism rate out of 14 

African countries (Maphosa et al., 2015). Teacher absenteeism has been reported as 

an act of indiscipline where teachers do not come to work as often as they are 

expected to (Kimathi & Rusznyak, 2018). The inadequacies identified in the ethics 

training is evident in that teachers are experiencing difficulties in dealing with the 

ethical dilemmas that they are confronted with (Kimathi & Rusznyak, 2018). 

2.5 TEACHERS’ INCOMPETENCE TO DEAL WITH ETHICAL DILEMMAS 

There is evidence that suggests that teachers experience ethical dilemmas that speak 

to a variety of situations and that they feel somewhat ill-equipped or unprepared to 

tackle such dilemmas (Boon, 2011; French-Lee & McMunn Dooley, 2015). 

Colnerud (2015) found that, when attempting to implement fair practices within the 

classroom setting, teachers find it difficult to decide which principle of fairness to 

adhere to. They are expected to treat learners equally, yet they are also expected to 

devote time to each learner according to their needs (Colnerud, 2015; Shapira-

Lishchinsky, 2011). They are required to understand that learners are unique but 

simultaneously, are faced with the institutional responsibility to grade learners based 

on the same rubric (Colnerud, 2015). Thus, teachers can often be confused about 

what would be the most beneficial way to contribute to a learner’s development 

(Shapira-Lishchinsky, 2011). 

In addition, there are circumstances where teachers have to make the ethical decision 

of either protecting a learner against harm or remaining loyal to a colleague (Colnerud, 

2015). For instance, a teacher may observe a colleague humiliating a learner or not 

attending classes. The teacher is then confronted with the difficulty of deciding whether 

to report the colleague and potentially expose them to the consequences that might 

follow or remain silent and leave learners vulnerable to further harm (Colnerud, 2015). 

Ethical dilemmas centred on confidentiality are also characteristic of the ethical 

decisions teachers have to make in their daily work (Shapira-Lishchinsky, 2011). This 

is evident in circumstances where a learner discloses sensitive information about a 
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personal matter to a teacher. In such instances, teachers feel conflicted about whether 

to make efforts to protect the learner against harm by reporting the matter or to keep 

what has been disclosed confidential (Colnerud, 2015). 

The uncertainty that teachers often feel when having to make ethical decisions has 

led to literature recommending how future ethics training could be structured in ways 

that would sufficiently equip pre-service teachers to deal with ethical matters. 

Therefore, the next section will explore future directions on the ethics training of 

teachers. 

2.6 FUTURE DIRECTIONS OF ETHICS TRAINING FOR TEACHERS 

Research conducted in Canada, England, Netherlands, and the United States have 

addressed how teacher education programmes can better equip teachers to make 

ethical decisions (Campbell, 2000; Ehrich et al., 2011; Maxwell, 2017). This research 

presented various approaches that are accompanied by their own limitations but 

indicate the diverse approaches that could be implemented. 

Forster (2012) and Maxwell (2017) advocated that teachers should be trained with an 

existing code of ethics as the value of a code of ethics lies in its ability to inform 

teachers about the collective norms in the teaching profession. In addition, Maxwell 

(2017) argued that a code of ethics provides teachers with knowledge of what it means 

to conduct oneself professionally. 

However, an argument against only using a code of ethics to train teachers on ethics 

is that it is a simplistic approach to ethics education and that it does not accommodate 

the complexity of ethical matters (Ehrich et al., 2011; Forster, 2012). In other words, it 

does not indicate what must happen should principles and standards in the code be in 

conflict (Barrett et al., 2012). 

This has been deemed problematic, especially because the likelihood of principles 

and standards conflicting in the teaching profession are high (Barrett et al., 2012). This 

is because the interests of those that teachers are in relationships with, including 

school boards, parents, the community, and the department of education, are 

sometimes in conflict (Barrett et al., 2012). For example, a parent may want their child 

to go through to the next grade yet the teacher might deem this disadvantageous 

because the learner needs further academic assistance (Lasater, 2016). Additionally, 

a code of ethics does not consider that what constitutes ethical behaviour is likely to 
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lie in a grey zone and that it is particularly that grey zone that tests teachers’ morality 

in their everyday work (Ehrich et al., 2011). 

Another argument brought forward is that a code of ethics contains merely principles 

and standards (Ehrich et al., 2011). It does not help pre-service teachers develop 

moral judgement and that, instead, it prevents them from developing ethical maturity 

(Colnerud, 2015). The learning of only principles and standards in the teaching 

profession encourages a culture of obedience as opposed to critical thinking – this is 

detrimental as ethics is a complex matter (Colnerud, 2015). 

In contrast, in a study conducted by French-Lee and McMunn Dooley (2015), teachers 

were familiarised with a code of ethical conduct of the National Association for the 

Education of Young Children (NAEYC). The NAEYC’s code of conduct stipulates the 

core values on which standards of ethical behaviour are rooted such as respecting the 

dignity of children; furthermore, it describes the ethical responsibilities that teachers 

have towards children and their families and the responsibilities they have towards 

employers and co-workers (French-Lee & McMunn Dooley, 2015). 

The authors of this study analysed how teachers would approach ethical dilemmas 

based on familiarity with the code and found that an ethical code can be useful in 

training teachers on ethics (French-Lee & McMunn Dooley, 2014). The authors 

indicated that the code of conduct helped teachers gain understanding and familiarity 

about professional and ethical behaviour in their profession and that teachers were 

able to exercise moral judgement and resolve ethical dilemmas by using the code 

(French-Lee & McMunn Dooley, 2015). 

Research conducted by Bullough (2011), suggested a curriculum that would 

familiarise teachers with moral concepts. However, there has been general 

disagreement about the nature of the content of this curriculum (Maxwell et al., 2016). 

This disagreement largely stems from the acknowledgement that the understanding 

of morality is subjective, therefore, the question posed is whose moral values the 

ethics in the curriculum would reflect (Campbell, 2000). 

Other scholars of teacher education literature have suggested that teachers can also 

be trained using problem-solving learning processes (Ehrich et al., 2011). This 

involves providing teachers with the opportunity to analyse ethical dilemmas. In such 

instances, teachers could be given ethically related scenarios in which they would 
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answer questions about these scenarios (Ehrich et al., 2011). Teachers could share 

ideas on how they would approach a particular ethical scenario, which means that 

teachers would then have to reflect on their own morals and values and consider how 

these morals and values may have implications for the ethical decisions that they have 

to make (Ehrich et el., 2011; Osguthorpe & Sanger, 2013). 

2.7 POSITIONING THE STUDY IN THE FIELD OF EDUCATIONAL 

PSYCHOLOGY 

Teacher incompetence, when confronted with ethical dilemmas, may cause moral 

stress (Colnerud, 2015). There is evidence that suggests that the high levels of stress 

that teachers experience can lead to occupational burnout, which often manifests in 

depersonalisation, emotional exhaustion, and a lack of feeling accomplished in one’s 

work (Roeser et al., 2013). 

These effects not only compromise a teacher’s well-being but have implications for the 

academic achievement of learners as stress interferes with learners’ opportunities to 

receive quality education (Roeser et al., 2013). Learners may feel frustrated, anxious, 

and demotivated as teachers will not be able to engage with them in ways that are 

beneficial to their learning (Roeser et al., 2013). 

However, it is important to note that the consequences of teachers not being certain 

on how to handle ethical dilemmas extends beyond how the classroom operates and 

whether effective teaching and learning can occur. A teacher’s unethical decision 

making or the inability to know which ethical decision to make may also compromise 

the psychosocial development of learners (Paterson, 2017). 

As an example, Paterson (2017) highlighted a circumstance where a teacher is unsure 

whether to report that a learner is being sexually harassed. The author explained that 

sexual harassment is known to have adverse effects on certain developmental 

processes such as emotional regulation and the coping mechanisms used. It is also 

known to create risks in that learners could develop depressive and dissociative 

symptoms, anxiety, fear and distrust of others, social isolation behaviours, and 

maladjustment at school. These are factors that affect the way learners will function 

beyond the school setting and may be determinants of who they eventually become in 

adulthood (Paterson, 2017). 
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Teachers are key role players in the optimal functioning of learners as they are models 

that shape learners through the knowledge they impart and how they conduct 

themselves (Maphosa et al., 2015); therefore, it becomes imperative to highlight the 

conditions that make it difficult for them to be these models to the very learners that 

are central to many referrals made to educational psychologists. Problems that are 

experienced in the school are systemic in nature, if a particular matter affects the way 

teachers do their job, it will essentially affect the way learners learn, develop, and 

function (Paterson, 2017).  

2.8 CONCEPTUAL FRAMEWORK 

The conceptual framework of this research study is based on the professional ethics 

perspective and theories of deontology, consequentialism, and virtue ethics. 

The professional ethics perspective emphasises that teachers are subject to common 

norms of professional conduct to ensure that they conduct themselves in a manner 

that maintains public trust in the teaching profession (Maxwell & Schwimmer, 2016). 

This perspective argues that the focus of ethics education should be to introduce future 

teachers to the norms of the teaching profession (Belinova et al., 2017; Ćurko et al., 

2015; Maxwell & Schwimmer, 2016). This whole perspective was relevant to this study 

because my research question aimed to understand how teachers were trained on 

ethics or rather how they were introduced to the ethical norms that govern their 

professional behaviour. 

Deontology emphasises that people should adhere to their duties and obligations 

when they are engaged in ethical decision-making (Paquette et al., 2015). 

Deontologists argue that moral actions have the moral character that they do by their 

own nature, irrespective of the consequences, whether good or bad (Paquette et al., 

2015). Deontologists state that what is morally good in every circumstance is goodwill 

– and that goodwill is the steady motivation to do one’s duty for its own sake (Paquette 

et al., 2015). This whole theory was relevant to the study because teachers are aware 

that they are considered to be moral models (Osguthorpe & Sanger, 2013), therefore, 

teachers deal with ethical concerns or dilemmas by considering the duty and obligation 

they have as teachers as emphasised by their training. 

However, deontology does not take into account the outcome of actions, therefore, I 

included consequentialism as it takes into account what deontology ignores. 
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Consequentialism focuses on the effects of the possible courses of action and what 

will achieve the best consequences (Paquette et al., 2015). This whole theory was 

relevant to this study because teachers often experience ethical dilemmas that are 

centred on the uncertainty, they experience regarding what course of action to take 

(Colnerud, 2015). This is because they worry about the outcome or consequence of 

their action as it will most likely impact someone, as teachers are involved in 

relationships with different role players such as colleagues, parents, learners, and 

other stakeholders (Colnerud, 2015). 

Virtue ethics is concerned with how character traits, whether negative or positive, 

motivate us in a given situation and takes into account how personal morals and the 

consideration of one’s reputation plays a role in ethical deliberation (Van Hooft, 2014). 

I chose to use this whole theory because teachers also resolve ethical concerns or 

dilemmas by relying on personal values or their conscience in cases where they feel 

the training has not equipped them (Bullough, 2011). 

2.9 SUMMARY 

In this chapter, I discussed how an ethical teacher is conceptualised in the teaching 

profession, followed by an overview of ethics education for teachers. I then discussed 

the inadequacies identified in the ethics training of teachers and presented the ethical 

dilemmas that teachers experience. Subsequently, I explored the future directions for 

teacher education programmes with regard to ethics training and continued with the 

positioning of the study in the context of educational psychology. The chapter 

concluded with a discussion about the professional ethics perspective, deontology, 

consequentialism, and virtue ethics which is the conceptual framework on which the 

research study is based. 

The following chapter will discuss the research design and methodology of this study. 

It will cover the underlying paradigm and research approach, data collection and 

documentation, data analysis and interpretation, and the ethical considerations. 

---oOo--- 
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Chapter 3 
Research Design and Methodology 

 
 

3.1 INTRODUCTION 

The chapter commences with a description of the paradigmatic perspective and 

methodological paradigm which I have used in this research study. This is followed by 

a justification for using these paradigms. Subsequently, a description of the research 

design, the selection of the case and participants, and how data were collected and 

analysed is provided. The chapter concludes with a discussion of the criteria I used to 

ensure the trustworthiness of the study and the ethical considerations I adhered to 

during the research process. 

3.2 PARADIGMATIC PERSPECTIVE AND METHODOLOGICAL PARADIGM 

3.2.1 PARADIGMATIC PERSPECTIVE 

An interpretivist paradigm guided this research study. Interpretivism focuses on 

understanding the meaning that individuals attach to phenomena through exploring 

lived experiences and different perspectives (Irshaidat, 2019).  

Interpretivism emanated from the German sociologist Max Weber. Weber believed 

that to understand human societies, we must begin with the individual actor and what 

was intended when choices were made. He argued that individuals do not simply 

respond to external stimuli but often think before they act; in other words, they attach 

meaning to what they do. Thus, the task of the sociologist is to try and understand or 

interpret what individuals intend when they make certain choices. Furthermore, he 

stated that one must get close enough to individuals to begin to empathise or to 

understand from their point of view why they made a certain choice (Irshaidat, 2019; 

O’Reilly, 2009; Willig, 2013). 

In addition to the influences of sociology, interpretivism stemmed from the 

philosophical traditions of hermeneutics and phenomenology (O’Reilly, 2009). 

Phenomenology is concerned with people’s lived experiences within particular 

contexts at particular times, through exploring judgments, perceptions, and emotions 

(Willig, 2013). Hermeneutics, first introduced as a method to illuminate the meaning of 

biblical and classical literary texts, is the study of interpretation. This approach 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



 

Page | 21 

critiques all notions of objective knowledge in favour of an understanding that 

considers the perspectives of others (O’Reilly, 2009). 

An interpretivist paradigm is based on a constructivist ontology, which is the belief that 

the social world is subjective as it is constructed by individuals through social 

interaction (Mack, 2010). Researchers who use this paradigm believe that multiple 

realities can exist as language, culture, assumptions, and experiences cause 

individuals to interpret or make meaning of events differently (Maree, 2016; Wahyuni, 

2012). Based on this understanding, interpretivists thus propose that knowledge can 

only be acquired through the eyes of participants as you directly interact with them 

(Mack, 2010). However, they understand that knowledge obtained is not value-free as 

researchers also use their own preconceptions to guide the process of enquiry 

(Chowdhury, 2014). 

Interpretivist researchers seek to understand the social reality of participants in the 

context in which it occurs. They are concerned with the uniqueness of a particular 

situation which contributes to the pursuit of contextual depth (Chowdhury, 2014). Thus, 

researchers who use this paradigm propose that knowledge cannot be generalised as 

knowledge gained is located within a socio-cultural determined community (Willis, 

2007). 

3.2.2 METHODOLOGICAL PARADIGM 

A qualitative research approach was utilised in this research study. Qualitative 

research is concerned with how people make sense of the world and how they 

experience events (Patten & Newhart, 2018). In other words, qualitative researchers 

aim to understand what it is like to experience particular conditions and how people 

manage them through exploring the subjective meanings that people attribute to these 

conditions (Willig, 2013). Therefore, qualitative researchers intend to possibly describe 

and explain experiences as opposed to identifying or predicting cause-effect 

relationships (Patten & Newhart, 2018). 

According to Creswell (2009), qualitative research has several characteristics. The 

first is that a qualitative research approach involves collecting data in a setting where 

participants experience the issue or problem under study (Creswell, 2009). Qualitative 

researchers do not bring people into a contrived situation, nor do they send out 
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instruments for people to complete but rather interact with participants within their 

context (Creswell, 2009). 

Second, qualitative researchers are considered as key instruments as they collect the 

data themselves through examining documents, talking directly to participants, and 

observing behaviour. Furthermore, researchers using the qualitative research 

approach collect the data from multiple sources as they do not rely on a single source 

(Creswell, 2009). 

Third, qualitative research entails inductive data analysis where patterns are identified 

and constructed into more comprehensive themes through working back and forth 

between the themes and the data. Theme construction also involves collaborating with 

participants interactively, for participants to be granted the opportunity to shape the 

themes that emerge from the research enquiry (Creswell, 2009). 

Fourth, qualitative researchers focus on learning the meaning that the participants hold 

about the problem and not the meaning the researcher brings. However, they 

acknowledge that qualitative research is an interpretive inquiry as researchers make 

their own interpretation of the data as they engage with it (Creswell, 2009). In addition, 

qualitative researchers understand that this interpretation cannot be separated from 

their background and prior understanding (Fossey et al., 2002). Therefore, qualitative 

research also encourages reflexivity, which is the awareness of the researcher’s 

contribution to the construction of meaning throughout the research process (Fossey 

et al., 2002). 

Fifth, qualitative research takes up an emergent design, implying that the initial plan 

of the research cannot be tightly prescribed. Questions may change and data 

collection methods may shift to understand the problem under study comprehensively 

(Creswell, 2009). Therefore, qualitative research can also be described as an open 

system where conditions continuously develop and interact with each other to give rise 

to a process of ongoing change (Willig, 2013). 

The last characteristic of qualitative research is that it provides a holistic account of 

the problem or issue under study. This includes presenting multiple perspectives and 

identifying the many facets involved in a situation or problem (Creswell, 2009). 
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3.2.3 JUSTIFICATION FOR THE PARADIGMS SELECTED FOR THIS STUDY 

The researcher used an interpretive paradigm because the purpose of the research 

study was to gain insight into teachers’ experiences of their ethics training in their 

undergraduate training. It was believed that teachers would provide varying accounts 

of how they were trained on ethics as the researcher would interact with teachers from 

diverse backgrounds who were trained in different institutions. Considering that the 

interpretivist paradigm acknowledges that multiple realities can exist, this paradigm 

because it was believed it would accommodate how teachers’ perspectives on ethics 

training could be influenced by their varying experiences. 

Additionally, the interpretivist paradigm was chosen because it enabled the researcher 

to achieve contextual depth. It was believed that teachers would provide insight on 

their unique understanding and experience of their ethics training and its adequacy, 

given the ethical decisions they have to make in their current school contexts. 

Lastly, it was imperative to understand from the teachers’ perspectives how they were 

equipped to make ethical decisions. Therefore, this paradigm was chosen because it 

allowed the researcher to explore ethics training from the teachers’ viewpoints. This 

was necessary as it is the teachers themselves who underwent the training and thus 

could provide an accurate understanding of what was under investigation. 

Methodologically, a qualitative research approach was chosen because it provided the 

researcher with a means to access teachers’ viewpoints through one of its data 

collection methods. The researcher was able to hear the teachers’ experiences directly 

from them, which provided the opportunity to get rich, detailed descriptions through 

the open-ended questions that were asked during the focus group interview. 

Furthermore, this data collection method enabled the researcher to hear from all the 

teachers involved, which encouraged the exploration of various perspectives. This 

provided a holistic account of teachers’ ethics training. 

3.3 RESEARCH DESIGN 

The research design that was utilised in this research study was an exploratory case 

study. A case study is an in-depth exploration of a case that is defined or described 

within certain parameters (Creswell & Poth, 2018). 
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Case studies that are exploratory set out to investigate any phenomenon which serves 

as a point of interest to the researcher (Zainal, 2007). An exploratory case study allows 

for questions that are meant to encourage further examination of a phenomenon, 

where not much research has been conducted (Streb, 2012; Zainal, 2007). 

Additionally, it enables a researcher to examine a relevant issue in-depth because it 

allows close interaction with participants (Denzin & Lincoln, 2008; Salkind, 2010; Yin, 

1981). 

An exploratory case study was chosen as a research design as teachers’ ethics 

training is still a relatively new area of research that has not yet been fully explored in 

South Africa. At the time of the study, there were barely any South African resources 

that address this topic. Therefore, through this exploratory case study, the researcher 

was able to reveal what could be learnt about teachers’ ethics training. This included 

the ethics training teachers received in their undergraduate training, how it has 

equipped them to make ethical decisions, and what their future ethics training needs 

are. 

Additionally, an exploratory case study was chosen because it granted the researcher 

the opportunity to interact with the teachers. This provided in-depth information as 

being in the presence of the teachers increased understanding and empathy about 

their experiences (Salkind, 2014). Teachers were able to express themselves in ways 

that were enabled by face-to-face interactions. 

The potential challenges identified concerning case studies are that they are criticised 

for a lack of rigour, they can be time-consuming, and that their focused nature limits 

the generalisability of their findings. Strategies that were implemented to address 

these challenges included ensuring that this research study contained illustrative 

examples such as direct quotations of what participants said (Creswell & Poth, 2018). 

Furthermore, time management was discussed with the researcher’s supervisor to 

ensure that the research schedule was adhered to. Additionally, the purpose of this 

research study was not to generalise findings but to acquire in-depth knowledge about 

how the selected teachers experienced their ethics training. Therefore, generalisation 

did not present as a potential challenge. 
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3.4 SELECTION OF PARTICIPANTS 

In this research study, convenience selection was used. Convenience selection is the 

process of selecting participants based on convenient accessibility and proximity to 

the researcher (Christensen et al., 2015). 

The researcher had an existing networking relationship with one of the staff members 

of the school. Thus, the school was selected the school based on this existing 

relationship. Seven teachers [this excluded the known staff member] from this 

government secondary school in the township of Daveyton, Johannesburg agreed to 

participate in the study after invitations to participate, which included the researcher’s 

contact details, were circulated to the teachers by the school principal. Those teachers 

who contacted the researcher, indicating their willingness to participate and that were 

readily available, were included. 

A disadvantage associated with convenience selection is that information received 

from such a sample is often not representative of the general population (Gravetter et 

al., 2021). However, as mentioned before, the purpose of this research study was to 

illuminate understanding of this particular case and not to generalise the findings. 

3.5 DATA COLLECTION – FOCUS GROUP 

For this research study, data were collected through a semi-structured focus group. 

A focus group is a group comprised of individuals with certain characteristics who 

discuss a given issue or topic (Dilshad & Latif, 2013). It consists of a small group of 

people, usually between six and nine in number, who are brought together by a 

researcher to explore attitudes, perceptions, feelings, and ideas about a topic (Dilshad 

& Latif, 2013). A focus group provides a setting for a relatively homogeneous group to 

reflect on the questions asked by the researcher (Dilshad & Latif, 2013). 

For this research study, the focus group consisted of seven teachers who taught at 

the selected secondary school. The focus group was arranged for a time convenient 

for all the participants, outside of school hours. Additionally, the focus group was 

conducted off the school premises, at a venue that was convenient for all participants. 

This was due to the safety measures that were put in place by the Gauteng 

Department of Education to reduce the risks associated with the spread of the 

Coronavirus disease 2019 (Covid-19). This venue offered a larger space to meet 
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safely. This adhered to the University of Pretoria and the secondary’s school protocols 

for social distancing.  

The focus group lasted about 75 minutes and the researcher asked questions that 

were open-ended but also relevant to the research question (Merriam, 2009). The 

focus group provided the researcher with the opportunity to hear participants talk about 

their experiences (Willig, 2008). However, the experiences that participants described 

were triggered by the questions that were asked from the interview schedule (Barbour, 

2007; Merriam, 2009). Therefore, although the semi-structured focus group aimed at 

encouraging the participants to talk, the researcher steered the focus group so that 

the research questions could be answered (Barbour, 2007; Merriam, 2009). In addition 

to the semi-structured questions, the researcher asked clarifying questions to ensure 

that the meaning of what the participants said was not lost. 

A semi-structured focus group was beneficial for this research study because it 

allowed participants to provide detailed information regarding the ethics training they 

received. It also accommodated the perspectives of different teachers and allowed the 

researcher to clarify anything said by the participants that were unclear (Willig, 2008). 

Focus groups are known to be influenced by the status of the researcher (Willig, 2008). 

Therefore, to alleviate such an influence, the researcher became familiar with the 

cultural meanings that participants attributed to the focus group to understand how the 

participants contributed to the focus group (Willig, 2008). Familiarity with the 

participants’ cultural backgrounds helped the researcher to understand how the 

participants used language in the focus group interview and the meanings attributed 

to what was being said (Willig, 2008). 

Additionally, focus groups are also known to influence the responses of participants 

because of the other participants (Dilshad & Latif, 2013). To alleviate such an 

influence, rules were established to ensure that the information shared during the 

focus group remained confidential. Rules pertained to not discussing information 

shared in the focus group with other staff members who are not involved in the study.  

Group dynamics were also managed. This management entailed careful observation 

of participants who had not spoken and to ask their input in order to ensure equal 

contribution.  
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3.6 DATA DOCUMENTATION 

An audio recorder was used to keep a record of the interview. In addition, field notes 

were taken, and a reflective journal was kept. 

3.6.1 AUDIO RECORDING AND TRANSCRIPTION 

An audio recorder was used with the consent of the participants. The purpose of this 

audio was to capture verbatim what the participants said to ensure that their words 

were not misinterpreted and for the researcher to fully engage with the focus group. 

In addition, the audio recording was transcribed to aid the process of analysing the 

data. The transcription assisted in the researcher gaining an in-depth understanding 

of how teachers were trained on ethics as it allowed for engagement with what 

teachers had said once again, word for word. 

3.6.2 FIELD NOTES 

Field notes are notes made by the researcher in the course of qualitative fieldwork. 

Often, they consist of observation notes on the participants, locations, or events. Field 

notes serve many functions, predominately, they aid in constructing rich descriptions 

of the study context, encounter, interview, focus group, documents, and valuable 

contextual data (Phillippi & Lauderdale, 2018). According to Phillippi and Lauderdale 

(2018), field notes can also be useful in subsequent analyses such as secondary 

analyses and meta-synthesis. 

To ensure that field notes that would be valuable for this research study were 

generated, the researcher either wrote the field notes during interactions with 

participants or immediately after interactions with participants. This was to ensure that 

what was observed was accurately reflected as the researcher remembered it. 

3.6.3 REFLECTIVE JOURNAL 

A reflective journal is a written or verbal record by the researcher during the research 

process which details what the researcher did and provides the researcher with an 

opportunity to engage in self-observation. Reflective journals are known to be 

beneficial because they foster an active and independent approach for researchers to 

take ownership of the research process (Fung & Hoon, 2013). 
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It helps researchers make sense of the phenomena under investigation and for 

researchers to take note of the processes they are engaged in. Reflective journals 

also help researchers develop a deep understanding and awareness of themselves 

and how their background and assumptions influence the research process (Fung & 

Hoon, 2013). 

A reflective journal was kept throughout the research process. The researcher’s 

subjective perspective of ethics was critically reflected on and how this might influence 

the understanding of the ethics training that teachers received in their undergraduate 

training. Reflecting on the researcher’s bias, standpoint, and opinions helped to better 

understand the perspective of the participants. 

3.7 DATA ANALYSIS AND INTERPRETATION 

A thematic analysis was used to analyse and interpret the data. Thematic analysis 

involves the interpretation of the implicit and explicit ideas that are evident in the data 

(Guest et al., 2012). Furthermore, it is a method for analysing and reporting patterns 

or themes that are identified in the data (Flick, 2014). The identified patterns or themes 

will not necessarily in and of themselves always be important (Braun & Clarke, 2012). 

Therefore, researchers need to ensure that they can identify important themes with 

the particular research question being explored (Braun & Clarke, 2012). Braun and 

Clarke (2006) stated that thematic analysis has the following six phases: 

Table 3.1: Six phases of thematic analysis 

 

Phase Description of the process 

1. Familiarise yourself with the data • Transcribing the data 

• Reading and re-reading 

• Noting down the initial ideas 

2. Generating initial codes • Coding salient features of the data in a 
systematic manner 

• Combing data relevant to each code 

3. Searching for themes • Combining codes into potential themes 
and gathering all data that corresponds 
with each potential theme 

4. Reviewing themes • Checking if the themes correlate to the 
codes and the data set 

5. Defining themes and naming them • Making clear the specifics of each 
theme and overall analysis 

• Creating clear definitions and names for 
each theme 
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6. Producing the report • The last opportunity for analysis 

• Finding a correlation between the 
analysis and the research question and 
literature 

• Produce a scholarly report of the 
analysis 

 
Thematic analysis was chosen as it is useful in capturing the complex nature of 

meanings that are evident in the data (Guest et al., 2012). Thematic analysis is based 

on analysing subjective viewpoints (Flick, 2014). This was beneficial to this research 

study as it captured the varied viewpoints or meanings that emerged from teachers’ 

experiences of their ethics training. 

Thematic analysis is generally criticised for being unreliable because much 

interpretation goes into the analysis especially with defining the data items (Guest et 

al., 2012). Therefore, a strategy that was implemented to deal with this challenge was 

participant validation where the participants were asked to confirm if the researcher’s 

interpretations were an accurate reflection of the meanings that they had attributed to 

their ethics training (Willig, 2013). 

3.8 TRUSTWORTHINESS OF STUDY 

The trustworthiness of a study refers to the rigour with which a study was conducted 

(Willig, 2013). The criteria that qualitative researchers use to judge the quality of 

qualitative research is based on the assumption that it is not possible to obtain 

objectivity because of the meaning-making that takes place on the part of the 

researcher and the researched (Willig, 2013). Therefore, trustworthiness in qualitative 

research ensures rigour while acknowledging the creativity that occurs during the 

research process (Willig, 2013). The criteria that were utilised to ensure the rigour of 

this study included transferability, credibility, dependability, and confirmability (Willig, 

2013). 

Transferability refers to the extent to which the study allows readers to explore whether 

or not the study is applicable beyond the specific context within which data was 

generated (Moon et al., 2016). In this study, transferability was ensured by fully 

describing the contextual features of the research study. 

Credibility refers to the degree to which the researcher represents the actual meanings 

of the research participants (Moon et al., 2016). In this study, strategies such as data 
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and method triangulation were used which means using multiple sources of data 

and/or methods (Moon et al., 2016). Field notes, an audio recording, transcription of 

the focus group, and a reflective journal were used.  

Lastly, member checking was used, which meant returning findings to participants to 

determine if the findings reflected their experiences (Moon et al., 2016). After the data 

were analysed, I sent the findings of the research study to the participants via email. I 

asked the teachers to comment whether they believed that I had interpreted the 

findings correctly by checking if my interpretations accurately reflected their 

perceptions or opinions. The participants were given the option to provide feedback 

individually or as a group, either via email or telephonically. They opted to provide 

feedback individually, each using their preferred means to communicate their 

feedback. Those who opted for a phone call were called at an arranged time that was 

convenient for them, outside of school hours. The average duration of the phone calls 

was 15–20 minutes. Member checking revealed that teachers agreed with how the 

researcher interpreted the data and had no concerns about being falsely represented. 

Thus, no new information was added or removed from the data. 

In addition to credibility is dependability, which refers to the consistency of research 

findings and the degree to which research procedures are documented so that other 

researchers can follow the same research process and obtain similar results (Moon et 

al., 2016). To attain dependability, the researcher’s research process was described 

which included evidence where possible. The data collection method and how data 

were analysed were also detailed. The researcher explained the use of field notes, a 

reflective journal, an audio recording from the focus group interview, and the 

transcriptions of the participants’ responses. 

Confirmability refers to the extent to which the findings are clearly linked to the 

conclusions in a way that can be followed and later replicated (Moon et al., 2016). In 

this study, confirmability was ensured by providing an audit trail and keeping a 

reflective journal so that the researcher could be aware of her assumptions and 

viewpoints and how that might influence the study. The researcher also had feedback 

sessions with her supervisor which assisted in ensuring that the interpretation of the 

findings was derived only from the data. 
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3.9 ETHICAL CONSIDERATIONS 

The researcher adhered to the ethical guidelines of research; furthermore, the 

researcher obtained ethical clearance from the University of Pretoria and also obtained 

informed consent from participants. Obtaining consent involved ensuring that 

participants indicated whether or not they agreed to participate in the research study 

and if the information gathered about them could be used (Christensen et al., 2015; 

Patten & Newhart, 2018). Additionally, I obtained consent from the Gauteng 

Department of Education to conduct research in the secondary school I selected. Data 

collection only occurred once permission was granted.  

The research process was not deceptive; participants were not misled about anything 

regarding the purpose of the research, the nature of their participation, and how the 

data gathered about them will be used. Participants were also made aware of their 

right to participate voluntarily and that they could withdraw whenever they felt the need 

to (Christensen et al., 2015; Willig, 2013). They were also informed of the advantages 

or disadvantages for participating in this study (Christensen et al., 2015; Willig, 2013).  

The confidentiality of participants was also a priority in the research process (Patten 

& Newhart, 2018). Participant information was protected by storing data electronically 

which was encrypted. The anonymity of participants was ensured by establishing 

group rules in the focus group to keep information shared confidential. However, they 

also informed of the limits to confidentially by virtue of the nature of the focus group. 

Additionally, the identity of participants was protected by removing their names from 

transcripts. Participants were also asked for consent to use direct quotes under a 

pseudonym (Christensen et al., 2015; Patten & Newhart, 2018). I informed the 

participants that the raw data would only be shared with my research supervisor.  

Case studies require participants to reveal and describe their experiences, therefore, 

the possibility of participants being confronted with feelings that may be a risk to their 

well-being was considered. The necessary steps were taken to ensure that 

participants were protected from harm by providing information on mental health 

services. Attention was paid to participant responses for any signs of concern to offer 

extended help after the research process (Denzin & Lincoln, 2008). 

As this research study was conducted during the Covid-19 pandemic, additional 

ethical considerations entailed ensuring that the risk of potentially spreading the Covid-
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19 virus was reduced. This was done by limiting contact with participants where 

possible and adhering to the Covid-19 regulations when interacting with them. This 

included ensuring that participants were encouraged to wear masks, to social distance 

themselves during the focus group, and to use the provided hand sanitiser. 

The participants were also informed that final results and a summary of the findings 

would be emailed to them and that the findings will be published in a mini-dissertation. 

Additionally, it was indicated that the data will be kept at the University of Pretoria for 

15 years and may be used for future research. 

3.10 SUMMARY 

In this chapter, the paradigmatic and methodological paradigm and the research 

design that was used for this research study were discussed. How participants were 

selected, how the data were collected and then analysed, were explained. 

Justifications for the choices made during the research process were provided and 

how the advantages and disadvantages of each choice were taken into consideration. 

Furthermore, the attempt to ensure the trustworthiness of this study and the ethics that 

were taken into consideration during the research process was discussed. 

---oOo---  
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Chapter 4 
Findings of the Study 

 
 

4.1 INTRODUCTION 

This chapter presents the findings of the study. Three themes from which six sub-

themes emanated are reported on. Theme 1 presents the ethics training participants 

received in their undergraduate years and the training received through in-service 

training. Theme 2 presents the ethical decisions that participants have to make and 

the ethical dilemmas they are confronted with. Theme 3 relates to the participants’ 

future ethics training needs. This includes their views on the inadequacies of current 

ethics training and future recommendations for this training. 

An overview of the themes and sub-themes is given in Table 4.1 below. 

Table 4.1: Overview of themes and sub-themes 

 

THEMES SUB-THEMES 

Theme 1: Ethics training Sub-theme 1.1: Undergraduate training 

Sub-theme 1.2: In-service training 

Theme 2: Ethical decision making Sub-theme 2.1: Ethical dilemmas relating to 

teaching 

Sub-theme 2.2: Sources used to resolve ethical 
dilemmas 

Theme 3: Teachers’ ethics training 
needs 

Sub-theme 3.1: Inadequacies of teachers’ current 
ethics training 

Sub-theme 3.2: Future recommendations for 
ethics training 

 
In the following section, the results of the study that emerged through data analysis 

are discussed. 

4.2 RESULTS OF THE STUDY 

The definitions for each theme and sub-theme that emanated from the data are 

provided. Furthermore, excerpts from the data are included to support the results. The 

inclusion criteria for each theme will be discussed after the working definition. 
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4.2.1 THEME 1: ETHICS TRAINING 

This theme includes a discussion of the ethics training the participants received during 

their undergraduate teacher education programmes as well as after qualifying as 

teachers. The participants also volunteered information about their ethics training after 

they qualified since some of them believed that that was the only ethics training they 

received. Therefore, this theme is divided into two sub-themes that speaks to 

undergraduate training and in-service training 

4.2.1.1 Sub-theme 1.1: Undergraduate training  

Table 4.2: Working definition and inclusion criteria for sub-theme 1.1 

 

WORKING DEFINITION: Undergraduate training  

Undergraduate training refers to training that equips pre-service teachers with the 
necessary knowledge and skills to apply themselves in the teaching environment (Avci, 
2017). 

INCLUSION CRITERIA 

Any reference made to the ethics training that the participants received in their 
undergraduate years. 

 
When asked about the ethics training they received in their undergraduate training, 

two participants indicated that they received ethics training and five participants shook 

their heads indicating that they did not receive any training. The two participants who 

indicated that they received ethics training indicated that this was integrated into a 

module in their programme. They stated the following in this regard: 

In my case, I was trained in my undergraduate years on professional ethics 

using management, which was a vocational module. So in2 that module, they 

touched on the importance of adhering to the prescriptions of the South African 

Council of Educators as an educator. So basically the content was speaking 

about the code of conduct of the educator as to say what is expected of me as 

an educator on the school premises and also in the community. (Participant [P] 

2, Line [L] 164–171) 

Back at varsity, there was this module that we did called Education Studies and 

then there we were taught about the role of the teacher in the classroom (P6, 

L180–182). 

 
2 Light editing was done on the verbatim quotes to promote readability. 
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Participant 6 elaborated further on the format of how this training formed part of the 

curriculum by explaining that this training was not provided through only one module 

but was integrated into various modules in the undergraduate programme. 

Teaching Studies was also talking about that. We had a module called 

Education Studies and we had a module called Teaching Studies (P6, L227–

229). 

Based on the fact that there were participants who did not receive ethics training in 

their undergraduate training, the discussion naturally progressed to other forms of 

ethics training received. Therefore, the next sub-theme introduces in-service training 

that the participants received. 

4.2.1.2 Sub-theme 1.2: In-service training 

Table 4.3: Working definition and inclusion criteria for sub-theme 1.2 

 

WORKING DEFINITION: In-service training  

In-service training refers to training that teachers receive during employment to enhance 
their teaching skills (Vu et al., 2015). 

INCLUSION CRITERIA 

Any reference made to the ethics training that the participants received during their course 

of employment.  

 
As indicated in sub-theme 1.1, most participants could not contribute to the discussion 

when asked about the ethics training they received in their undergraduate years. 

Instead, they referred to any experiences during their employment that guided them 

on ethics. I indicate in my field notes that there is more engagement on this part of this 

focus group interview. It seemed other participants could now contribute further to the 

discussion. This may be a reflection on that ethics training occurs more in employment 

rather than in undergraduate years.   

Two participants indicated that they made use of mentoring each other to develop their 

ethical decision making. 

Sometimes we are just talking ‘you know there is a learner who did this, and 

you know a learner who does this, deal with the learner like that’ you see? It is 

not like we mislead each other and say, ‘no you must slap the learner’, no but 

we advise each other that ‘you know, since you are new, when a learner does 
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this, you deal with them in this way’; so the male teachers that are older are the 

ones who show us so it is like it is training, people sit down, maybe we just have 

a conversation (P7, L850–858) 

Participant 3 confirmed this by stating: 

 It is informal (P3, L859). 

Another participant agreed with them but elaborated further on the in-service training 

that he received, which was more formal and presented by the school management 

team. He stated the following in this regard: 

We also get informal but partially formal training with the [School Management 

Team] SMT, sometimes the SMT used to highlight how you can – for the 

educators, especially the educators that are new in the system, they used to 

highlight how we can handle ethical situations. (P5, L860–864) 

The discussion of ethics training progressed to an exploration of how their ethics 

training enabled them to make ethical decisions. One participant indicated that the 

training he received in his undergraduate programme enabled him to make ethical 

decisions by stating the following: 

I work closely with the school social worker, the training has assisted me as I 

assumed the office last year, I was taught about the sensitivity of cases to say 

that the cases are not the same, bullying and rape cannot be handled or 

mediated the same. (P2, L441–446) 

Another participant indicated that the in-service training he received from the school 

management team helped equip him to make ethical decisions. P5 stated: 

It used to help in terms of how to deal with certain situations for the educators 

in class, in case learners did something (P5, L886–868). 

However, as the discussion progressed, the majority of participants were of the view 

that the ethics training they received did not adequately equip them to make ethical 

decisions. One participant illustrated her lack of knowledge through the following 

statement: 

Some of the decisions I am making them as I go along (P6, L494–495). 
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Upon discussing whether or not training equipped them to make ethical decisions, the 

participants began to reflect on the ethical decisions they are required to make daily. 

Therefore, the next section presents a discussion on the ethical deliberations that often 

take place in the participants’ workplaces. 

4.2.2 THEME 2: ETHICAL DECISION MAKING 

This theme illustrates the ethical decisions that teachers have to make in their daily 

work and the ethical dilemmas that arise when having to make ethical decisions. 

4.2.2.1 Ethical dilemmas relating to teaching 

Table 4.4: Working definition and inclusion criteria for sub-theme 2.1 

 

WORKING DEFINITION: ETHICAL DILEMMAS RELATING TO TEACHING 

An ethical dilemma relating to teaching refers to circumstances where teachers are 
required to make an ethical decision about a learner but experience difficulty choosing 
between two conflicting moral options (Colnerud, 2015; Ehrich et al., 2011). 

INCLUSION CRITERIA 

Any reference made to the ethical dilemmas participants have encountered in their 
teaching practice. 

 
The participants stated that a common ethical decision they are required to make 

relates to the confidential nature of their relationships with learners. They indicated 

that learners tend to discuss their personal matters with them as they are the adults 

that learners rely on during school time. However, sometimes the learners ask that 

they do not disclose the information shared with them but often these personal matters 

are harmful to the learners and are required to be reported to the school management 

team. 

Therefore, the participants indicated that they are often uncertain whether to disclose 

confidential information considering the implications of such matters or respect the 

learner’s request. Such an ethical dilemma seemed specific to male teachers who 

expressed that it is more difficult to make decisions if a female learner confides in 

them. This is because they fear that the decision to remain silent may give the 

impression that they wanted to take advantage of the learner in some way. 

One participant stated the following: 
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So you know those cases for us as males, sometimes it becomes difficult to 

advise and when the learners ask you not to talk out now you always become 

afraid because if I keep this confidential to myself, I do not know when it comes 

tomorrow, at what angle will it come; maybe then it will be as if I was taking 

advantage myself because I can listen because nowadays it is a problem to 

even listen. (P1, L365–372) 

Participant 3 agreed that the uncertainty arises when there is a fear that the ethical 

decision to remain silent may be an avenue for the learner’s parents or the school to 

misinterpret his intentions. He indicated that it could easily be assumed that he wanted 

to pursue an inappropriate relationship with the learner should the matter end up being 

disclosed. 

I do not want to be caught in a situation whereby ‘also P3 knew the secret’ 

because they may take advantage tomorrow and say ‘you knew about this and 

you kept quiet’ maybe you had ulterior motives (P3, L420–423). 

Another participant indicated that feelings of uncertainty arise when there is concern 

about what is being endorsed through the decision taken. Participant 7 stated that 

difficulty arises when he wishes to respect the learner’s request but worries that the 

learner may receive the wrong message based on his decision. Participant 7 stated 

the following: 

Since you told me that your boyfriend hits or molests you and I keep quiet, then 

it means my silence means that yes, the boyfriend is right, he must continue 

and do that (P7, L396–399). 

The discussion progressed to what guides teachers’ ethical decision making when 

confronted with ethical dilemmas. Therefore, the next sub-theme discusses the 

sources which the participants draw on to resolve ethical dilemmas. 

4.2.2.2 Sub-theme 2.2: Sources used to resolve ethical dilemmas 

Table 4.5: Working definition and inclusion criteria for sub-theme 2.2 

 

WORKING DEFINITION: SOURCES USED TO RESOLVE ETHICAL DILEMMAS 

Sources used to resolve ethical dilemmas refer to belief systems, professional codes, the 
constitution, or personal values that teachers refer to when needing to decide between 
two conflicting moral options (Colnerud, 2015). 
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INCLUSION CRITERIA 

A reference made to any source that assists with resolving ethical dilemmas. 

 
The participants indicated that they draw on various sources to resolve the ethical 

dilemmas they encounter. One participant referred to the constitution when resolving 

ethical dilemmas related to confidential relationships with learners. He stated the 

following in this regard: 

According to the constitution of the country, we have privacy as one of our rights 

but in section 36, which is limitations, we are allowed to limit the right of privacy 

on the grounds that it is reasonable and justifiable. (P2, L451–455) 

Participant 1 drew on policies implemented by the department of education when 

having to decide on how to deal with the difficult behaviour of learners. He indicated 

that the policy of inclusivity guides him to maintain order in the classroom yet still give 

learners the right to continue learning. 

I also indicated the policy of inclusivity, that each and every learner must feel 

welcome. If I can make an example with that one, I will make an example with 

the case of a learner misbehaving during my presence in the classroom. I 

cannot take that learner away from the class because of the policy of inclusivity, 

even if I give a punishment maybe I say stand by the door but I cannot say 

outside the door, a learner must be inside. (P1, L99–106) 

In addition, participant 1 also indicated that he is guided by personal values: 

As a human being, as an individual, you are guided by certain principles that 

you as a person subscribe to (P1, L43–45). 

Participant 3 relied on cultural and religious belief systems to resolve ethical dilemmas: 

Our black culture teaches us certain things that this and that cannot be done 

so I think we try to rely on that, and also different religions, I am a Christian (P3, 

L878–880). 

The participants progressed into a broader conversation where they agreed that any 

ethical dilemma should be resolved by considering the best interests of the learner. 

Participant 3 stated the following: 

So I think in certain circumstances when you make such decisions, you need 

to consider the best interest of the learner (P3, L307–309). 
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Participant 7 and participant 2 agreed and stated the following: 

I think this goes back to what sir already said, it goes back to the thing that you 

have to decide what is best for the learner (P7, L384–386). 

Me acting ethically means I will consider the best interest of the child (P2, L942–

943). 

The participants were of the view that ethical teachers will always strive to make 

decisions in the best interests of the learners. The conversation, therefore, steered to 

participants’ understanding of what makes a teacher ethical. One participant was of 

the view that an ethical teacher understands how not to interact with learners: 

It is a teacher that refrains from sexual harassment and sexual relationships 

with learners (P2, L10–11). 

Another participant indicated that an ethical teacher is a teacher who comes to the 

classroom prepared for class so learning can take place and does not deviate from 

their role of teaching. He stated the following: 

Ethically so I must come fully prepared, if I come to a class fully prepared, there 

is no issue for me now that I am looking at what is happening under the table, 

you understand? If I am coming in well prepared, there is not even a way for a 

learner to see a boyfriend in me because the way I come in, I come in fully 

prepared and I know my story, not unless I come in and make jokes and we 

find one another having topics other than the content that should be delivered 

to the learners. (P1, L58–66) 

For another participant, an ethical teacher understands the many roles they assume 

when interacting with learners and the moral responsibility that accompanies those 

roles. 

I think it goes beyond the delivery of content because as they speak about 

nation-building, it is not only the content but also motivating, also as a teacher 

you are a parent. So when you look at a learner with maybe needs or faced 

with circumstances that are maybe beyond one’s control, as a person you 

should be able to intervene and you need not take advantage of the vulnerability 

of those learners so it goes beyond the delivery of content to me. (P3, L76–84) 
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Other participants indicated that what makes a teacher ethical is choosing to 

consistently engage in moral behaviour regardless of the conditions. They stated the 

following in this regard: 

An ethical teacher could be someone who sticks with responsibility, inside and 

outside the classroom (P5, L16–17). 

An ethical teacher is a teacher who does right even if the conditions or the 

circumstances do not allow them, so doing right even under situations whereby 

everyone is doing wrong and when you are doing right you are seen as an 

unpopular person. (P3, L71–75) 

Two participant responses indicated that what makes a teacher ethical is adherence 

to the rules and codes prescribed by the teaching profession. They stated the 

following: 

An ethical teacher adheres to the prescriptions of the council of education (P2, 

L13–14). 

An ethical teacher is one who shows a strong understanding of what is right or 

what is expected or considered to be right as an educator all the time. Especially 

in classroom conduct whereby a teacher shows that he or she understands a 

code of conduct. (P5, L17–21) 

Participant 1 stated that what makes a teacher ethical is having a professional attitude 

when dealing with others. He indicated that an ethical teacher understands that they 

are required to engage with many role players with whom they might experience 

conflict. Therefore, he argued that an ethical teacher strives for positive engagement 

even when the behaviour from others is negative. He stated the following: 

With regards to attitude, attitude is something very difficult. The attitude you find 

from your colleague, the attitude you find from the learners but as an ethical 

educator, how do you behave in such circumstances? It is very important to be 

professional at all levels, at all times. (P1, L137–142) 

The participants reasoned that for a teacher to be ethical and understand what is 

expected of them at all times, they should receive adequate training on ethics. 

Therefore, the next section explores teachers’ ethics training needs. 
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4.2.3 THEME 3: TEACHERS’ ETHICS TRAINING NEEDS 

This theme reveals teachers’ views about the existing inadequacies in ethics training 

and what they believe can be done to address these inadequacies. Therefore, this 

section is divided into two sub-themes, inadequacies of current ethics training and 

recommendations for future training. 

4.2.3.1 Sub-theme 3.1: Inadequacies of teachers’ current ethics training 

Table 4.6: Working definition and inclusion criteria for sub-theme 3.1 

 

WORKING DEFINITION: INADEQUACIES OF TEACHERS’ CURRENT ETHICS 
TRAINING 

Inadequacies of teachers’ current ethics training refer to parts of the training that teachers 
felt were not sufficient to support them in making ethical decisions (Maxwell, 2017). 

INCLUSION CRITERIA 

Any reference made to how the training lacked in quality or quantity or where the training 
was insufficient for its purpose. 

 
Most of the participants in this study indicated that the ethics training they received did 

not sufficiently equip them to make ethical decisions because it was lacking in several 

ways. One participant was of the view that the training did not focus enough on ethics 

and the following excerpt illustrates this: 

It was not enough (P6, L494). 

Some participants spoke about how ethics training, in general, is conducted from a 

particular worldview of moral principles and does not consider that these principles 

might not apply to all contexts. One participant stated the following in this regard: 

It is more like a ‘one shoe fits all’, we are using the same principles and yet the 

circumstances are different (P3, L527–528). 

Participant 5 agreed and emphasised that ethics training is conducted from the 

perspective of working in model C schools and not from the perspective of working in 

township schools. 

So based on what is being spoken by P3, you need to keep in mind that the 

training is global, it is more like we are trained for a model C school but when 

you go to the township it functions differently. (P5, L551–554) 
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Participant 7 also agreed but went further by stating that the learners in township 

schools do not respond to what they have been taught in their ethics training. 

I just wanted to say what sir just said, when you look at the training, it focuses 

on model C schools and if you look we teach in ‘Yizo Yizo’3 situations. So the 

way they taught us that a child in class when they make a noise, you just say 

‘sorry, sit down you making noise’, does not work here you see? So the training 

focuses on one side, on model C schools. (P7, L563–569) 

Based on the participants’ experiences of their ethics training being inadequate, they 

began to talk about what could be done to improve the ethics training of teachers. 

Therefore, the next section explores recommendations for future ethics training. 

4.2.3.2 Sub-theme 3.2: Recommendations for future ethics training 

Table 4.7: Working definition and inclusion criteria for sub-theme 3.2 

 

WORKING DEFINITION: RECOMMENDATIONS FOR FUTURE ETHICS TRAINING 

Recommendations for future ethics training refers to suggestions that teachers believe will 
put them in a better position to deal with the ethical matters that they are faced with 
(Maxwell et al., 2016). 

INCLUSION CRITERIA 

Any reference made to how current ethical training could be improved. 

 
After detailing the inadequacies of the training they received, the discussion then 

progressed to how ethics training could be improved to close existing gaps and meet 

the ethical needs of teachers. One participant indicated that the training should speak 

to the real ethical issues that teachers are confronted with daily. He argued that the 

ethics training should show teachers an example of how to deal with the actual ethical 

issues that arise during teaching. He went further to say that real examples would help 

understand what their role as teachers is when confronted with an ethical dilemma. 

We must also look at the direct issues that are impacting teachers in the 

classrooms, if you are able to diagnose those matters, we will be able to identify 

our position and our responsibilities (P1, L624–628). 

 
3 Yizo Yizo was a television drama series that was based on a school located in a township. This series 
depicted the issues of gangs, drugs, rape, and misbehaviour from learners, as well as other 
psychosocial issues that were occurring within the school. 
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Another participant believed that ethics training should include training on emotional 

intelligence. He argued that many teachers are confronted with the difficult behaviour 

of learners and are under immense pressure to behave ethically. He went further to 

say that this is rather overwhelming for teachers and can easily result in them 

experiencing stress causing them to break down. Therefore, he indicated that 

emotional intelligence should be incorporated for teachers to know how to deal with 

moral stress. 

I feel that one of the other things that should be integrated into this training - it 

should also be on emotional intelligence, sometimes as teachers, we are 

confronted with situations whereby we may end up losing it (P3, 696–700). 

The same participant indicated that ethics training should also include indigenous 

knowledge. This participant reasoned that for ethics training to apply to all teachers 

working in different environments, it should be informed by other forms of knowledge 

as well. 

We need to integrate both the scientific and the indigenous knowledge system 

so that we can be able to accommodate everyone, I mean in education we have 

schools in the deep, deep rural areas, so whenever you are talking the scientific 

language it is something else to them so I think the training should also include 

that aspect of the indigenous knowledge system. (P3, L716–722) 

In the next section, I present the findings of this study within the context of the literature 

reviewed and this will be based on the results from each theme and sub-theme. 

4.3 PRESENTING THE FINDINGS OF THE STUDY WITHIN THE CONTEXT 

OF THE LITERATURE REVIEWED 

This study had mixed findings regarding the ethics training the participants received 

during their undergraduate years. Some participants reported that their ethics training 

was integrated into some modules of their training programmes, which is a common 

approach to ethics education in teacher education programmes (Boon & Maxwell, 

2016; Walters et al., 2018). In contrast to this, some participants indicated that they 

did not receive any ethics training in their undergraduate years. 

Irrespective of their training, the majority of participants still felt ill-equipped to make 

ethical decisions. For example, they found it difficult to make decisions about matters 

such as maintaining a confidential relationship with their learners. They felt conflicted 
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about protecting this relationship as opposed to protecting themselves from harm or 

being negative role models. Their experiences were similar to what Colnerud (2015) 

found, which is that teachers experience ethical dilemmas that require them to play 

conflicting roles and make ethical decisions that are often in conflict with one another. 

The participants’ perceived difficulties to adequately and competently manage the 

complexity of ethical dilemmas is supported by research, which found that teachers 

do experience feelings of incompetence when making ethical decisions. Maxwell 

(2017) found that teachers’ expressed feelings of incompetence were largely attributed 

to their beliefs that their training was inadequate for them to have a clear 

understanding of what is ethically expected of them (Maxwell, 2017). 

The participants’ views that their training was inadequate is further supported by 

research which found that ethics education is not made a priority in the teaching 

profession and that if it does exist, it is not adequately addressed (Anangisye, 2010; 

Maxwell et al., 2016). This is evident in how some participants who did receive ethics 

training expressed similar feelings of uncertainty when making ethical decisions as 

those who did not receive any training. 

The participants drew on several sources, which they used to aid them to make ethical 

decisions or resolve ethical dilemmas. This included sources at their disposal such as 

the constitution, policies, cultural or religious values, and the principle to act in the best 

interests of the learners. They also relied on their own view of what is right and wrong. 

Gülcan (2015) found that a lack of adequate training results in teachers relying on their 

own understanding of how to deal with ethical matters. This entails engaging in a 

process of trial and error decision making as they decide which source is most 

applicable to draw on, given a particular ethical situation (Gülcan, 2015). 

The participants believed that they would be better able to make ethical decisions if 

their ethics training needs were met. They indicated that the ethics training provided 

in general is currently inadequate, as it is designed for model C school environments. 

They argued that this training does not apply to the township context in which they are 

teaching. 

They suggested that future ethics training should be mindful of the varying contexts 

that schools are located in by incorporating an indigenous knowledge system. Similar 

to this view, research conducted by Beets (2012) argued how teachers’ morality can 
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be strengthened by infusing the principles of Ubuntu in the training of teachers. He 

argued that using the term “Ubuntu” is a way to train teachers in the South African 

context on ethics in a manner that resonates with them (Beets, 2012). 

The participants also indicated that ethics training should address real examples of 

the ethical matters that teachers are faced with daily. The participants believed that 

this would enable teachers to best understand which course of action to take given an 

ethical situation. The participants shared similar views with research conducted by 

Ehrich et al. (2011), which indicated that analysing real ethical dilemmas provides 

teachers with the opportunity to reflect on how to best approach an ethical situation by 

considering the implications of the ethical decisions made in that situation. 

Other suggestions included that ethics training needs to equip teachers with emotional 

intelligence as they indicated that expectations that come with their work can cause 

stress. Their view of the value of being trained on emotional intelligence aligns with a 

study conducted by Taggart (2016) who found that ethical practices cannot be 

understood impersonally as ethics engages our emotions. Therefore, this highlighted 

the need for the ethics of care to also be incorporated in ethics training as indicated 

by this research (Taggart, 2016). 

In the next section, I readdress the conceptual framework that supported this research 

study. 

4.4 REVISITING THE CONCEPTUAL FRAMEWORK SUPPORTING THIS 

STUDY 

The participants in this study indicated there were situations where their training was 

not well suited to the contexts in which they are working, or they were not trained at 

all. In such instances, teachers would rely on their personal moral compass to guide 

the ethical decisions they needed to make. Virtue ethics considers the role of character 

traits and moral values in ethical deliberations (Van Hooft, 2014). Similar to this 

understanding, the participants would use personal moral values informed by religion 

or principles they uphold to make ethical decisions. 

In other instances, the participants’ ethical decisions were guided by the norms of 

conduct in the teaching profession which they are subject to, as stated by the 

professional ethics perspective. For example, teachers understood that when dealing 
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with the misbehaviour of learners within the classroom, they had to adhere to the norm 

of inclusivity and not deprive the learner of the opportunity to learn. 

Teachers were also guided by their duty as teachers, similar to what was proposed by 

deontology (Paquette et al., 2015). Some teachers referred to their role as contributing 

to teaching and learning and that based on this, they must come sufficiently prepared 

to class to meaningfully contribute to that role. 

Some circumstances required ethical decision making that has to consider the 

consequences or outcomes as emphasised by consequentialism. Male teachers, in 

particular, seemed to experience ethical dilemmas and they resorted to wanting to 

make decisions that avoided any potential adverse consequences. These male 

teachers made decisions to ensure that they protected themselves as teachers but 

also attempted to act in the best interests of the learners. 

4.5 SUMMARY 

In this chapter, the findings of the study through a discussion of themes that emerged 

through data analysis were provided. Furthermore, the findings in the context of the 

existing reviewed literature were explored. The chapter concluded with a discussion 

of the findings concerning the conceptual framework that guided this study. 

The following chapter will discuss the research questions presented in Chapter 1. In 

addition, it provides limitations of the study and recommendations for further research. 

---oOo--- 
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Chapter 5 
Conclusions and Recommendations 

 
 

5.1 INTRODUCTION 

The purpose of this exploratory case study was to explore and describe the 

experiences of seven teachers at a secondary school in Johannesburg on their ethics 

training. A literature review conducted revealed that ethics training is included in 

teacher education programmes worldwide as either a stand-alone module or 

integrated into the curriculum across various modules. However, it also revealed that 

teacher education programmes are giving inadequate attention to ethics education as 

teachers have reported that they feel incompetent to make ethical decisions. 

Although research emphasised the moral duty of teachers, there is limited research 

that addresses how teachers in South Africa have been trained on ethics in their 

undergraduate years. Therefore, through a focus group, this study explored how seven 

secondary teachers were trained on ethics and how they believed this training 

equipped them to make ethical decisions. 

In this final chapter, the primary and secondary research questions, as presented in 

Chapter 1, are answered. Thereafter, the potential contributions, challenges and 

limitations of the study are discussed. The chapter concludes with recommendations 

for further research and concluding remarks. 

5.2 REFLECTING ON THE RESEARCH QUESTIONS 

In answering the primary research question, “What are the experiences of seven 

mainstream secondary school teachers of the ethics training they received in their 

undergraduate training?”, the secondary research questions that guided this study 

were first considered. The secondary research questions of this study concerned how 

teachers were trained on ethics and how this training equipped them to make ethical 

decisions. Furthermore, it focused on their future ethics training needs. 
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5.2.1 SECONDARY RESEARCH QUESTIONS 

5.2.1.1 Secondary research question one 

How are teachers trained on ethics? 

The participants in this study had contradictory experiences about the ethics training 

they received in their undergraduate programmes. Some participants reported that 

they received no ethics training as student teachers while others indicated that it was 

integrated into various modules in their teacher education programmes. All 

participants indicated that they received ethics training while already in service as 

teachers. Some of these learning experiences were either informal training through 

advising or guiding one another or formal training provided by the school management 

team. 

5.2.1.2 Secondary research question two 

How has their training equipped them to make ethical decisions? 

Irrespective of the nature or the extent of the type of training the participants in this 

study received, they were unanimous in their view that their training did not sufficiently 

equip them to make ethical decisions. They expressed feelings of uncertainty and 

indecisiveness when dealing with ethical matters that are commonly associated with 

their duties as teachers and feared that they may cause harm in the process. As a 

result of feeling ill-equipped because of their insufficient training, they tended to rely 

on personal values, cultural and religious beliefs, their own understanding of right and 

wrong, and the constitution to resolve ethical dilemmas. 

5.2.1.3 Secondary research question three 

What are their future ethics training needs? 

The participants expressed that ethics training in future should prepare teachers to 

deal with real-life ethical issues that they are faced with daily. This is to ensure that 

teachers are well equipped with knowledge about their moral responsibilities and roles. 

They were also of the opinion that ethics training should include indigenous knowledge 

systems for the training to accommodate the varying contexts that teachers in South 

Africa work in. Finally, the participants indicated that training on emotional intelligence 
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is necessary since it might enable them to manage the moral stress associated with 

making ethical decisions. 

5.2.1.4 Primary research question 

What are the experiences of seven mainstream secondary school teachers of the 

ethics training they received in their undergraduate training? 

The participants of the study felt that their undergraduate ethics training was 

inadequate, with some not having received ethics training at all. Irrespective of 

whether they had received training or not, the participants experienced feelings of 

incompetency when having to making ethical decisions that often involved learners. 

The participants’ feelings of uncertainty highlighted their need for ethics training to be 

provided in ways that are suitable for their contexts that ensure they understand their 

moral responsibilities, and that emotionally equips them to manage the moral 

demands of making ethical decisions. 

5.3 POTENTIAL CONTRIBUTIONS OF THE STUDY 

Considering that there is limited research on the ethics training of teachers in South 

Africa, this study could serve as a guide for further research. Furthermore, this study 

provided insight into the possible existing gaps in teacher education programmes 

concerning teachers’ ethics training. Therefore, this could encourage curriculum 

reform in teacher education programmes that aim to ensure that teachers can 

competently make ethical decisions. It could also stimulate thinking about continuous 

development programmes that can address the knowledge gap reported by the 

participants in this study. 

5.4 CHALLENGES AND LIMITATIONS OF THE STUDY 

A limitation for this study concerned the unforeseen challenge of finding previous 

studies that have been conducted in South Africa regarding this field of inquiry. Studies 

that were available mainly addressed the ethical conduct of teachers but there were 

limited studies that spoke to how ethics education is conducted in teacher education 

programmes in South Africa. This may have impacted the scope of discussion on this 

topic; however, I read extensively on international studies to ensure that I had a 

knowledgeable foundation on the ethics training of teachers. 
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5.5 RECOMMENDATIONS FOR RESEARCH 

To gain further knowledge on the ethics training received by teachers in their 

undergraduate training, recommendations for research include the following: 

• A research study with a larger sample. Considering that the research design 

was exploratory, a small sample of participants was included. Therefore, a 

large sample could provide diverse views from teachers who work in different 

school contexts. 

• A research study that investigates how teacher education programmes 

provide ethics education. Such a study could indicate how these programmes 

understand the value of ethics and illuminate the logic behind how ethics 

education is provided. Furthermore, it could highlight existing gaps in the 

current teacher education programmes and possibly include the challenges 

that may be hindering teacher education programmes to provide adequate 

ethics education. 

5.6 CONCLUDING REMARKS 

The purpose of this exploratory case study was to explore and describe the ethics 

training that teachers received in their undergraduate training. Based on the findings, 

it can be concluded that they received inadequate ethics training during their 

undergraduate years as the participants experienced difficulty in making ethical 

decisions. This finding in this study aligned with international research which argued 

that teachers are not being adequately equipped to manage the moral demands of 

their work. Although the study was limited in scope, the findings can be used to guide 

further research into teachers’ undergraduate ethics training. Furthermore, this 

research study was able to address an existing gap in the current knowledge in this 

field of enquiry as there are limited studies that exist in South Africa on this topic. 

---oOo--- 

 

  

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



 

Page | 52 

References 

 

Anangisye, W. A. L. (2010). Promoting teacher ethics in colleges of teacher 

education in Tanzania: Practices and challenges. African Journal of Teacher 

Education, 1(1), 64–77. https://doi.org/10.21083/ajote.v1i1.1578 

Association of American Educators. (1994). About us. 

https://www.aaeteachers.org/index.php/about-us 

Avci, E. (2017). Learning from experiences to determine quality in ethics education. 

International Journal of Ethics Education, 2(1), 3–16. 

https://doi.org/10.1007/s40889-016-0027-6 

Barbour, R. (2007). Introducing qualitative research: A student’s guide to the craft of 

doing qualitative research. Sage. 

Barrett, D. E., Casey, J. E., Visser, R. D., & Headley, K. N. (2012). How do teachers 

make judgements about ethical and unethical behaviors? Toward the 

development of a code of conduct for teachers . Teaching and Teacher 

Education, 28(6), 890–898. https://doi.org/10.1016/j.tate.2012.04.003 

Beets, P. A. D. (2012). Strengthening morality and ethics in educational assessment 

through ubuntu in South Africa. Educational Philosophy and Theory, 44(Suppl. 

2), 68–83. https://doi.org/10.1111/j.1469-5812.2011.00796.x 

Belinova, N. V., Bicheva, I. B., Kolesova, O. V., Khanova, T. G., & Khizhnaya, A. V. 

(2017). Features of professional ethics formation of the future teacher. Revista 

Espacios, 38(25). 

http://www.revistaespacios.com/a17v38n25/a17v38n25p09.pdf 

Ben-Jacob, M. G., Jones, N. L., Brock, R. W., Moore, K. H., Ndebele, P., & Thabane, 

L. (2018). Putting a positive spin on ethics in teaching. International Jounral of 

Ethics Education, 3(2), 125–133. https://doi.org/10.1007/s40889-018-0060-8 

Betweli, O. (2013). The nature of teacher professional misconduct in Tanzanian 

public primary schools: The case of Sumbawanga Municipal and Rural 

Districts. International Journal of Education, 5(1), 81–93. 

https://doi.org/10.5296/ije.v5i1.3291 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 

https://doi.org/10.21083/ajote.v1i1.1578
https://www.aaeteachers.org/index.php/about-us
https://doi.org/10.1007/s40889-016-0027-6
https://doi.org/10.1016/j.tate.2012.04.003
https://doi.org/10.1111/j.1469-5812.2011.00796.x
http://www.revistaespacios.com/a17v38n25/a17v38n25p09.pdf
https://doi.org/10.1007/s40889-018-0060-8
https://doi.org/10.5296/ije.v5i1.3291


 

Page | 53 

Boon, H. (2011). Raising the bar: Ethics education for quality teachers. Australian 

Journal of Teacher Education, 36(7), 76–93. 

Boon, H. J., & Maxwell, B. (2016). Ethics education in Australian preservice teacher 

programs: A hidden imperative. Australisan Journal of Teacher Education, 

41(5), Article 1. 

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative 

Research in Psychology, 3(2), 77–101. 

Braun, V., & Clarke, V. (2012). Thematic analysis. In H. Cooper, P. M. Camic, D. L. 

Long, A. T. Panter, D. Rindskopf, & K. J. Sher (Eds.), APA handbook of 

research methods in psychology (Vol. 2., pp. 57–71). American Psychological 

Association. https://doi.org/10.1037/13620-004 

Bullough, R. V., Jr. (2011). Ethical and moral matters in teaching and teacher 

education. Teaching and Teacher Education, 27(1), 21–28. 

https://doi.org/10.1016/j.tate.2010.09.007 

Campbell, E. (2000). Professional ethics in teaching: Towards the development of a 

code of practice. Cambridge Journal of Education, 30(2), 203–221. 

https://doi.org/10.1080/03057640050075198 

Chowdhury, M. F. (2014). Intepretivism in aiding our understanding of the 

contemporary social world. Open Journal of Philosophy, 4(3), 432–438. 

https://doi.org/10.4236/ojpp.2014.43047 

Christensen, L. B., Johnson, R. B., & Turner L. A. (2015). Research methods, 

design, and analysis (12th ed.). Pearson Education. 

Colnerud, G. (2015). Moral stress in teaching practice. Teachers and Teaching, 

21(3), 346–360. https://doi.org/10.1080/13540602.2014.953820 

Creswell, J. W. (2009). Research design: Qualitative, quantitative, and mixed 

methods approaches (3rd ed.). Sage. 

Creswell, J. W., & Poth, C. N. (2018). Qualitative inquiry and research design: 

Choosing among five approaches (4th ed.). Sage. 

Ćurko, B., Feiner, F., Gerjolj, S., Juhant, J., Kreb, K., Mazzoni, V., Mortari, L., 

Pokorny, S., Schlenk, E., & Strahovnik, V. (2015). Ethics and values education: 

Manual for teachers and educators. Pixabay. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 

https://doi.org/10.1037/13620-004
https://doi.org/10.1016/j.tate.2010.09.007
https://doi.org/10.1080/03057640050075198
https://doi.org/10.4236/ojpp.2014.43047
https://doi.org/10.1080/13540602.2014.953820


 

Page | 54 

https://ec.europa.eu/programmes/erasmus-plus/project-result-

content/ddcecfc2-43ab-4a83-b0c1-70f7bcb8ddab/ManualTeachers_EN.pdf 

Denzin, N. K., & Lincoln, Y. S. (Eds.). (2008). Strategies of qualitative inquiry (3rd 

ed.). Sage. 

Department of Higher Education and Training, Republic of South Africa. (2015). 

National Qualifications Framework Act (67/2008): Revised policy on the 

minimum requirements for Teacher Education Qualifications. Government 

Gazette, 596(38487). 

https://www.dhet.gov.za/Teacher%20Education/National%20Qualifications%20

Framework%20Act%2067_2008%20Revised%20Policy%20for%20Teacher%2

0Education%20Quilifications.pdf 

Dilshad, R. M., & Latif, M. I. (2013). Focus group interview as a tool for qualitative 

research: An analysis. Pakistan Journal of Social Sciences, 33(1), 191–198. 

http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.704.3482&rep=rep1&

type=pdf 

Driver, J. (2011). Consequentialism. Routledge. 

Ehrich, L. C., Kimber, M., Millwater, J., & Cranston N. (2011). Ethical dilemmas: A 

model to understand teacher practice. Teachers and Teaching: Theory and 

Practice, 17(2), 173–185. https://doi.org/10.1080/13540602.2011.539794 

Flick, U. (2014). An introduction to qualitative research (5th ed.). Sage. 

Forster, D. J. (2012). Codes of ethics in Australian education: Towards a national 

perspective. Australian Journal of Teacher Education, 37(9), Article 1. 

https://files.eric.ed.gov/fulltext/EJ995231.pdf 

Fossey, E., Harvey, C., McDermott, F., & Davidson, L. (2002). Understanding and 

evaluating qualitative research. Australian & New Zealand Journal of 

Psychiatry, 36(6), 717–732. https://doi.org/10.1046/j.1440-1614.2002.01100.x 

French-Lee, S., & McMunn Dooley, C. (2015). An exploratory qualitative study of 

ethical beliefs among early childhood teachers. Early Childhood Education 

Journal, 43(5), 377–384. https://doi.org/10.1007/s10643-014-0659-0 

Fung, Y. M., & Hoon, T. B. (2013). The use of reflective journal in a postgraduate 

research methodology course: Student experiences. Pertanika Journal of 

Social Science & Humanities, 21, 41–56. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 

https://ec.europa.eu/programmes/erasmus-plus/project-result-content/ddcecfc2-43ab-4a83-b0c1-70f7bcb8ddab/ManualTeachers_EN.pdf
https://ec.europa.eu/programmes/erasmus-plus/project-result-content/ddcecfc2-43ab-4a83-b0c1-70f7bcb8ddab/ManualTeachers_EN.pdf
https://www.dhet.gov.za/Teacher%20Education/National%20Qualifications%20Framework%20Act%2067_2008%20Revised%20Policy%20for%20Teacher%20Education%20Quilifications.pdf
https://www.dhet.gov.za/Teacher%20Education/National%20Qualifications%20Framework%20Act%2067_2008%20Revised%20Policy%20for%20Teacher%20Education%20Quilifications.pdf
https://www.dhet.gov.za/Teacher%20Education/National%20Qualifications%20Framework%20Act%2067_2008%20Revised%20Policy%20for%20Teacher%20Education%20Quilifications.pdf
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.704.3482&rep=rep1&type=pdf
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.704.3482&rep=rep1&type=pdf
https://doi.org/10.1080/13540602.2011.539794
https://files.eric.ed.gov/fulltext/EJ995231.pdf
https://doi.org/10.1046/j.1440-1614.2002.01100.x
https://doi.org/10.1007/s10643-014-0659-0


 

Page | 55 

http://psasir.upm.edu.my/id/eprint/40724/1/04%20Page%2041-

56%20%28JSSH-0905-2013%29.pdf 

Gaus, G. F. (2001). What is deontology? Part one: Orthodox views. The Journal of 

Value Inquiry, 35, 27–42. 

Gravetter, F. J., Forzano, L.-A. B., & Rakow, T. (2021). Research methods for the 

behavioural sciences. Cengage Learning EMEA. 

Guest, G., MacQueen, K. M., & Namey, E. E. (2012). Applied thematic analysis. 

Sage. 

Gülcan, N. Y. (2015.). Discussing the importance of teaching ethics in education. 

Procedia - Social and Behavioral Sciences, 174, 2622–2625. 

https://doi.org/10.1016/j.sbspro.2015.01.942 

Heilbronn, R., & Foreman-Peck, L. (Eds.). (2015). Philosophical perspectives on 

teacher education. Wiley Blackwell. 

Irshaidat, R. (2019). Intepretivism vs. positivism in political marketing research. 

Journal of Political Marketing, 0, 1–35. 

https://doi.org/10.1080/15377857.2019.1624286 

Kimathi, F., & Rusznyak, L. (2018). Advancing professional teaching in South Africa: 

Lessons learnt from policy frameworks that have regulated teachers’ work. 

Education as Change, 22(3), Article 4042. https://doi.org/10.25159/1947-

9417/4042 

Lasater, K. (2016). Parent-teacher conflict related to student abilities: The impact on 

students and the family-school partnership. School Community Journal, 26(2), 

237–262. https://files.eric.ed.gov/fulltext/EJ1124013.pdf 

Lau, C. L. L. (2010). A step forward: Ethics education matters! Journal of Business 

Ethics, 92(4), 565–584. https://doi.org/10.1007/s10551-009-0173-2 

Mack, L. (2010). The philosophical underpinnings of educational research. 

Polyglossia, 19, 5–11. 

Maphosa, C., Bhebhe, S., & Dziva, M. (2015). Interrogating the significance of 

professionalism and professional ethics in the teaching profession. Journal of 

Sociology and Social Anthropology, 6(2), 263–272. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 

http://psasir.upm.edu.my/id/eprint/40724/1/04%20Page%2041-56%20%28JSSH-0905-2013%29.pdf
http://psasir.upm.edu.my/id/eprint/40724/1/04%20Page%2041-56%20%28JSSH-0905-2013%29.pdf
https://doi.org/10.1016/j.sbspro.2015.01.942
https://doi.org/10.1080/15377857.2019.1624286
https://doi.org/10.25159/1947-9417/4042
https://doi.org/10.25159/1947-9417/4042
https://files.eric.ed.gov/fulltext/EJ1124013.pdf
https://doi.org/10.1007/s10551-009-0173-2


 

Page | 56 

Maree, K. (2016). First steps in research (2nd ed.). Van Schaik Publishers. 

Maxwell, B. (2017). Codes of professional conduct and ethics education for future 

teachers. Philsophical Inquiry in Education, 24(4), 323–347. 

https://doi.org/10.7202/1070690ar 

Maxwell, B., & Schwimmer, M. (2016). Professional ethics education for future 

teachers: A narrative review of the scholarly writings. Journal of Moral 

Education, 45(3), 354–371. https://doi.org/10.1080/03057240.2016.1204271 

Maxwell, B., Tremblay-Laprise, A.-A., & Filion, M. (2015). Enquête sur l’éducation à 

l’éthique professionnelle dans la formation initiale en enseignement au Canada 

[A survey of ethics curriculum in Canadian initial teacher education]. McGill 

Journal of Education, 50(1), 15–37. https://doi.org/10.7202/1036104ar 

Maxwell, B., Tremblay-Laprise, A.-A., Filion, M., Boon, H., Daly, C., Van den Hoven, 

M., Heilbronn, R., Lenselink, M., & Walters, S. (2016). A five-country survey on 

ethics education in preservice teaching programs. Journal of Teacher 

Education, 67(2), 135–151. https://doi.org/10.1177/0022487115624490 

Merriam, S. B. (2009). Qualitative research: A guide to design and implementation. 

Jossey-Bass. 

Moon, K., Brewer, T. D., Januchowski-Hartley, S. R., Adams, V. M., & Blackman, D. 

A. (2016). A guideline to improve qualitative social science publishing in 

ecology and conservation journals. Ecology and Society, 21(3), Article 17. 

https://doi.org/10.5751/ES-08663-210317 

O’Reilly, K. (2009). Key concepts in ethnography. Sage. 

Osguthorpe, R., & Sanger, M. (2013). The moral nature of teacher candidate beliefs 

about the purposes of schooling and their reasons for choosing teaching as a 

career. Peabody Journal of Education, 88(2), 180–197. 

https://doi.org/10.1080/0161956X.2013.775871 

Paquette, M., Sommerfeldt, E. J., & Kent, M. L. (2015). Do the ends justify the 

means? Dialogue, development communication, and deontological ethics. 

Public Relations Review, 41(1), 30–39. 

https://doi.org/10.1016/j.pubrev.2014.10.008 

Paterson, K. (2017). Sexual violence in schools. In F. Veriava, A. Thom, & T. F. 

Hodgson (Eds.), Basic education rights handbook: Education rights in South 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 

https://doi.org/10.7202/1070690ar
https://doi.org/10.1080/03057240.2016.1204271
https://doi.org/10.7202/1036104ar
https://doi.org/10.1177/0022487115624490
https://doi.org/10.5751/ES-08663-210317
https://doi.org/10.1080/0161956X.2013.775871
https://doi.org/10.1016/j.pubrev.2014.10.008


 

Page | 57 

Africa (pp. 311–329). SECTION27. https://section27.org.za/wp-

content/uploads/2017/02/Chapter-18.pdf 

Patten, M. L., & Newhart, M. (2018). Understanding research methods: An overview 

of the essentials (10th ed.). Routledge. 

Phillippi, J., & Lauderdale, J. (2018). A guide to field notes for qualitative research: 

Context and conversation. Qualitative Health Research, 28(3), 381–388. 

https://doi.org/10.1177/1049732317697102 

Queensland College of Teachers. (n.d.). Our role. https://www.qct.edu.au/about/our-

role 

Roeser, R. W., Schonert-Reichl, K. A., Jha, A., Cullen, M., Wallace, L., Wilensky, R., 

Oberle, E.,Thomson, K., Taylor, C., & Harrison, J. (2013). Mindfulness training 

and reductions in teacher stress and burnout: Results from two randomized, 

waitlist-control field trials. Journal of Educational Psychology, 105(3), 787–804. 

https://doi.org/10.1037/a0032093 

SADTU Curtis Nkondo Professional Development Institute. (2017). Understanding 

teacher professionalisation in South Africa. JET Education Services. 

https://scnpdi.org.za/resources/teacher-development/understanding-teacher-

professionalisation-in-south-africa-web.pdf 

Salkind, N. J. (Ed.). (2010). Encyclopaedia of research design (Vol. 1). Sage. 

Salkind, N. J. (2014). Exploring research (8th ed.). Pearson Education. 

Shapira-Lishchinsky, O. (2011). Teacher’s critical incidents: Ethical dilemmas in 

teaching practice. Teaching and Teacher Education, 27(3), 648–656. 

https://doi.org/10.1016/j.tate.2010.11.003 

Soltis, J. F. (1986). Teaching professional ethics. Journal of Teacher Education, 

37(3), 2–4. https://doi.org/10.1177/002248718603700301 

South African Council of Educators. (2000). Code of professional ethics. 

Streb, C. K. (2012). Exploratory case study. In A. J. Mills, G. Durepos, & E. Wiebe 

(Eds.), Encyclopedia of case study research (Vol. 1, pp. 372–373). Sage. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 

https://section27.org.za/wp-content/uploads/2017/02/Chapter-18.pdf
https://section27.org.za/wp-content/uploads/2017/02/Chapter-18.pdf
https://doi.org/10.1177/1049732317697102
https://www.qct.edu.au/about/our-role
https://www.qct.edu.au/about/our-role
https://doi.org/10.1037/a0032093
https://scnpdi.org.za/resources/teacher-development/understanding-teacher-professionalisation-in-south-africa-web.pdf
https://scnpdi.org.za/resources/teacher-development/understanding-teacher-professionalisation-in-south-africa-web.pdf
https://doi.org/10.1016/j.tate.2010.11.003
https://doi.org/10.1177/002248718603700301


 

Page | 58 

Strike, K. A. (1990). Teaching ethics to teachers: What the curriculum should be 

about. Teaching and Teacher Education, 6(1), 47–53. 

https://doi.org/10.1016/0742-051X(90)90006-Q 

Taggart, G. (2016). Compassionate pedagogy: The ethics of care in early childhood 

professionalism. European Early Childhood Education Research Journal, 24(2), 

173–185. https://doi.org/10.1080/1350293X.2014.970847 

The Australian Institute for Teaching and School Leadership. (n.d). Deliver ITE 

Programs. https://www.aitsl.edu.au/ 

Thunman, E. (2016). Coping with moral stress in the Swedish public services. Nordic 

Journal of Working Life Studies, 6(3), 59–77. 

https://doi.org/10.19154/njwls.v6i3.5528 

Van Hooft, S. (2014). Understanding virtue ethics. Routledge. 

Vu, J. A., Han, M., & Buell, M.J. (2015). The effects of in-service training on 

teachers’ beliefs and practices in children’s play. European Early Childhood 

Education Research Journal, 23(4), 444–460. 

https://doi.org/10.1080/1350293X.2015.1087144 

Wahyuni, D. (2012). The resign design maze: Understanding paradigms, cases, 

methods and methodologies. Journal of Applied Management Accounting 

Research, 10(1), 69–80. 

https://papers.ssrn.com/sol3/papers.cfm?abstract_id=2103082 

Walters, S., Heilbronn, R., & Daly, C. (2018). Ethics education in initial teacher 

education: Pre-service provision in England. Professional Development in 

Education, 44(3), 385–396. https://doi.org/10.1080/19415257.2017.1318773 

White, I., & Howard, D. (2017). Ethics in educations: Can teachers and school 

leaders afford to be ehtical in today’s world? Can they afford not to be? 

Bradford College Journal, 2(2),14–18. 

Willig, C. (2008). Introducing qualitative research in psychology (2nd ed.). Open 

University Press. 

Willig, C. (2013). Introducing qualitative research in psychology (3rd ed). Open 

University Press. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 

https://doi.org/10.1016/0742-051X(90)90006-Q
https://doi.org/10.1080/1350293X.2014.970847
https://doi.org/10.19154/njwls.v6i3.5528
https://doi.org/10.1080/1350293X.2015.1087144
https://papers.ssrn.com/sol3/papers.cfm?abstract_id=2103082
https://doi.org/10.1080/19415257.2017.1318773


 

Page | 59 

Willis, J. W. (2007). Foundations of qualitative research: Interpretive and critical 

approaches. Sage. 

Yin, R. K. (1981). The case study as a serious research strategy. Science 

Communication, 3(1), 97–114. https://doi.org/10.1177/107554708100300106 

Zainal, Z. (2007). Case study as a research method. Jurnal Kemanusiaan, 5(1), 1–6. 

https://jurnalkemanusiaan.utm.my/index.php/kemanusiaan/article/view/165 

 

---ooOoo--- 

  

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 

https://doi.org/10.1177/107554708100300106
https://jurnalkemanusiaan.utm.my/index.php/kemanusiaan/article/view/165


 

Page | 60 

 

Appendices 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

 
 
 
 
 

APPENDICES 
 
 

Appendix A: 
Sample of the Permission Letter to Conduct Research at Secondary School and 
of Informed Consent Form: School Management Board 
 
Appendix B: 
Sample of Information Letter and Informed Consent Form for Participants 
 
Appendix C: 
Focus Group Schedule 
 
Appendix D: 
Field Notes including Initial Coding 
 
Appendix E: 
Reflective Journal 
 
Appendix F: 
Transcript of Focus Group Interview including Initial Coding 

 

---oOo--- 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



 

Page | 61 

APPENDIX A: SAMPLE OF THE PERMISSION LETTER TO CONDUCT RESEARCH AT 

SECONDARY SCHOOL AND OF INFORMED CONSENT FORM: SCHOOL MANAGEMENT BOARD 

 
 
REQUEST FOR PERMISSION TO CONDUCT A RESEARCH STUDY 
 
Dear School Management Board 
 
I am currently registered as a student at the University of Pretoria and I am completing 
a Masters programme in Educational Psychology. As part of my degree requirements, 
I need to conduct a research study which I wish to conduct at your school. I hereby 
request your permission to conduct my research study at your school with five to eight 
of your teachers. The topic I am conducting my research on is: 
 
An exploration of teachers’ ethics training. 
 
The purpose of this exploratory case study is to explore and describe the ethics 
training teachers received during their undergraduate training. Teachers play a 
significant role in the moral development of learners. It is through them and other 
significant others that learners acquire, emulate and evaluate ethical and moral 
behaviours. However, research indicates that the ethics training that teachers are 
receiving is not adequate. Therefore, this study can contribute to knowledge on how 
teachers are trained on ethics. 
 
This research study will be in the form of a focus group interview with five to eight 
teachers from your school. The questions which will be addressed during the focus 
group interview are attached to this letter for you to review. The focus group interview 
will take place at your school, XXX Secondary School. This will be at an arranged time, 
outside of school hours, that will be convenient to all the teachers involved. The 
duration of the focus group interview will be approximately 90 minutes in which 
teachers will be encouraged to share with each other and with me about the ethics 
training they received during their undergraduate training. There will be one more 
session after I have analysed the findings from the focus group interview. This session 
will take approximately 30 minutes and will also be conducted at XXX Secondary 
School, outside of school hours, convenient to all the teachers involved. The purpose 
of this session will simply require the teachers to check that the findings were correctly 
interpreted. The final results, as presented in my mini-dissertation, will be made 
available to the teachers and to your School Management Board. 
 
Teachers who participate do so voluntarily and are allowed to withdraw at any stage if 
they wish to do so. Issues regarding confidentiality and anonymity will be discussed 
with the teachers. Rules will be established to ensure that information shared during 
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the focus group interview remains confidential. To ensure the identity of teachers is 
protected, their names will also be removed from transcripts in the dissemination of 
the research results and they will be given a pseudonym. The information you give will 
only be used for academic purposes, in my mini-dissertation. However, as the data 
sets will be the intellectual property of the University of Pretoria, I also would like to 
request your permission to use your data, confidentially and anonymously, for further 
research purposes. Further research may include secondary data analysis and using 
the data for teaching purposes. The confidentiality and privacy applicable to this study 
will be binding on future research studies. 
 
The collected data will be in my possession or my supervisor’s and will be locked up 
for safety and confidential purposes. After completion of the study, the material will be 
stored at the University’s Educational Psychology’s department according to the policy 
requirements. 
 
Your permission to conduct this research at your school will be highly appreciated and 
the contribution of your teachers will be of great value. Please complete the form below 
if your permission is granted. Thank you for your consideration of this request. 
 
 
 
 _____________________________   _____________________________  
Phumzile Kunene Dr Suzanne Bester (Supervisor) 
Cell number: 079 987 0213 Email: suzanne.bester@up.ac.za 
Email: phumzilegk@gmail.com 
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INFORMED CONSENT SCHOOL MANAGEMENT BOARD 
 
Title of research project: An exploration of teachers’ ethics training 
 
I, _____________________________ the undersigned, in my capacity as a 
representative of the School Management board at 
_______________________________ (name of school) hereby grant permission for 
Phumzile Kunene to conduct the above-mentioned research. 
 
Signed at _____________________ on __________________ 2021. 
 
 
 
 _____________________________   _____________________________  
Representative of Phumzile Kunene 
School Management 
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APPENDIX B: SAMPLE OF INFORMATION LETTER AND INFORMED CONSENT FORM FOR 

PARTICIPANTS 

 
 
REQUEST FOR PARTICIPATION 
 
Dear Sir/Madam 
 
I am currently registered as a student at the University of Pretoria and I am completing 
a Masters programme in Educational Psychology. As part of my degree requirements, 
I need to conduct a research study. I hereby request and invite you to participate in 
this study. The topic I am conducting my research on is: 
 
An exploration of teachers’ ethics training 
 
The purpose of this exploratory case study is to explore and describe the ethics 
training teachers received during their undergraduate training. Teachers play a 
significant role in the moral development of learners. It is through them and other 
significant others that learners acquire, emulate and evaluate ethical and moral 
behaviours. However, research indicates that the ethics training teachers are receiving 
may not be adequate. Therefore, this study can contribute to knowledge on how 
teachers are trained on ethics. 
 
This research study will be in the form of a focus group interview that will be audio-
recorded, with five to eight teachers. The questions which will be addressed during the 
focus group interview are attached to this invitation for you to review. The focus group 
interview will take place at your school, XXX Secondary School. This will be at an 
arranged time, outside of school hours, that will be convenient to you and all the other 
teachers involved. The duration of the focus group interview will be approximately 90 
minutes in which you will be encouraged to share with other teachers and me, as I 
audio record, about the ethics you received during your undergraduate training. There 
will be one more session after I have analysed the findings from the focus group 
interview. This session will take approximately 30 minutes and will also be conducted 
at your school, at an arranged time, outside of school hours, convenient to you and all 
the other teachers involved. The purpose of this session will simply require you to 
check that the findings were correctly interpreted. The final results, as presented in my 
mini-dissertation, will be made available to you and to your School Management 
Board. 
 
Your identity will be known to other participants who will partake in the focus group 
interview as you will share information amongst each other and me. Rules will be 
established to ensure that the information shared during the focus group interview 
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remains confidential. This matter will again be emphasized at the end of the research 
study. 
 
Your identity will be protected in the dissemination of the results as your name will be 
removed from transcripts and you will be given a pseudonym. Only my supervisor and 
I will know your identity and this information will be treated as confidential. The 
information you give will only be used for academic purposes, in my mini-dissertation 
and in any other academic communication. Collected data will be in my possession or 
my supervisor’s and will be locked up for safety and confidential purposes. After 
completion of the study, the material will be stored at the University’s Educational 
Psychology’s department according to the policy requirements. 
 
Your participation in this research study is completely voluntary and you are allowed 
to withdraw from the study at any stage if you wish to do so. If at any stage of the 
research you wish to withdraw, please inform me, the researcher timeously. The data 
collected from you up until the point of withdrawal will be incorporated into the overall 
findings of the study. 
 
If you are willing to participate in this study, please complete the form below. Thank 
you for your consideration of this request. 
 
 
 
 _____________________________   _____________________________  
Phumzile Kunene (Researcher) Dr Suzanne Bester (Supervisor) 
Telephone number: 079 987 0213 Email: suzanne.bester@up.ac.za 
Email: phumzilegk@gmail.com 
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INFORMED CONSENT FOR TEACHERS 
 
Title of research project: An exploration of teachers’ ethics training 
 
I, ___________________________________________________ the undersigned, 
in my capacity as a teacher at ___________________________________________ 
(Name of school) hereby agree to participate in the above-mentioned research study. 
I furthermore give my permission for the research session to be audio-recorded. I 
understand that my contribution will be treated as confidential and anonymous within 
the limitations discussed above. I would / would not like to use a pseudonym to be 
linked to my responses once the results of the study have been disseminated. I 
understand that I may withdraw from the study at any time if I wish to do so and will 
inform the researcher in a timeous manner of this decision. 
 
Signed at ________________________ on ___________________________2021. 
 
 
 
 _____________________________   _____________________________  
Participant Researcher 
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APPENDIX C: FOCUS GROUP SCHEDULE 

 
 
THE TEACHER INTERVIEW PROTOCOL 
An exploration of teachers’ ethics training 
Date: ____________________________________________________ 
Time of interview: __________________________________________ 
Place: ___________________________________________________ 
Duration: 90 minutes 
Interviewer: Phumzile Kunene 
Participants: ______________________________________________ 
 
QUESTIONS 
1. How would you describe an ethical teacher? 
2. What ethics training did you receive during your undergraduate training? 
3. Describe your experience of the ethics training? 
4. Describe the ethical decisions that you have been required to make? 
5. How did the ethics training equip you to make those ethical decisions? 
6. Do you think the ethics training you received in your undergraduate training is 

adequate? 
7. What are your future ethics training needs? / What do you recommend current 

teacher education programmes should do to prepare teachers for the ethical 
decisions they have to make? 
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APPENDIX D: FIELD NOTES INCLUDING INITIAL CODING 
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APPENDIX E: REFLECTIVE JOURNAL 

12 April 2021 
After struggling with gaining access to schools as a result of the Covid-19, I managed 
to get a school that has agreed to my request to conduct research at their school. I 
have also had a few teachers come forward indicating their willingness to participate. 
The task I have now is to find a venue where I will conduct the focus group as I was 
instructed by the Gauteng Department of Education to not collect data on the school 
premises. The Covid-19 pandemic has left many of us living in fear and I am grateful 
that I have teachers who are willing to meet and share their experiences with me, I just 
need to ensure that I find a venue that is safe, where social distancing is possible as 
it my responsibility to ensure participants are protected from harm. 
 
31 May 2021 
Today I conducted my focus group interview. I was initially concerned that I was not 
be able to gain in-depth data about their ethics training as many of the participants 
where not necessarily verbal. They communicated through non-verbal gestures such 
as nodding or shaking their heads. I wondered if maybe they were uncomfortable with 
the language I was using, therefore, I would say a word here and there in isiZulu to 
indicate that I am welcoming of other languages. I think I did this because I made the 
assumption that teachers who work in the township may prefer to speak their own 
language. I have also been thinking about other assumptions that I have of teachers 
that work in schools located in the township and how being a former learner in the 
model C schooling system affects my understanding of these teachers. There is 
nothing I think of at this point but I will take note of it. 
 
As I reflect, I think I should have maybe asked, also I think it is important to 
acknowledge that it was the first few minutes of the focus group and teachers or the 
participants were probably just easing into it. I think it will be beneficial to reframe this 
experience for me and understand that even with non-verbal gestures, the teachers 
did communicate in some way, in a manner that is most comfortable at that moment 
because they were able to give me an idea of their experience through confirming and 
disconfirming my statements through these gestures. 
 
As the focus group progressed, the participants seemed to have become more 
comfortable as they were contributing more to the discussions by sharing their 
experiences and thoughts. Many understood their moral responsibility as teachers, 
they spoke of themselves as responsible for teaching and learning but also nation 
building. It seemed that to them, the impact of their roles was far reaching beyond the 
school context and I can only imagine the weight they feel because of that 
understanding. There is always a level of empathy and sensitivity I feel towards 
teachers as I come from a family background of teachers who I have seen, are 
expected to perform their duties exceptionally but do not always have the support to 
perform these duties. I think I should be aware of this sensitivity and how it may impact 
the way I make sense of their findings. 
 
Teachers seemed to be clear on their understanding of what an ethical teacher is and 
it was interesting to see as I have read that teachers particularly in South Africa, rate 
high with regards to engaging in misconduct. It was interesting to see how others could 
recall in detail how they trained on ethics in their education programmes, while others 
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seemed did not experience training. I should consider how that speaks to the 
prioritising of ethics education in teacher education programmes and maybe why there 
are such contrasting experiences. 
 
The participants had to make ethical decisions that had a great implication for the 
development of learners, usually in a social and emotional aspect, which would 
essentially affecting the learning aspect. I think it highlighted just how being a teacher 
or teaching is indeed moral in nature. Despite this fact teachers were clear that they 
were not sufficiently prepared to make ethical decisions. It was definitely similar to 
what I have read in the literature, they felt training was not enough or incompatible to 
their experiencing. It was interesting to see how they resorted to own resources to 
make ethical decisions where training was not provided. 
 
Although they attempted to find ways to deal with the demands of their work, they were 
able to provide a lot of insight on what would be helpful if included in the ethics training 
of teachers. They had diverse views about the kind of knowledge that should be 
included, and how training should be conducted. It essentially highlighted existing 
ethics needs. 
 
15 July 2021 
The process of transcribing and coding has made me feel closer to data, I believe. I 
discovered a number of things that participants were expressing through other ideas. 
This has eased my mind because I think I went into the focus group with the 
assumption that participants were required to answer the questions a particular way 
but I could see how the expression of other ideas can reflect answers to other 
questions I was looking to explore. I am glad I am now aware of this blind spot because 
then I can engage more meaningfully with the data. 
 
3 September 2021 
Writing Chapter 4 has not been the easiest for me, I am trying to balance writing it in 
a manner that reflects what the participants have said but organising in a way is 
meaningful to my supervisor and eventually the examiner. Talking to my supervisor 
about this difficulty helped greatly as she explained how such this chapter is usually 
approached. I think it was also be helpful when participants check that the findings 
accurately represent what they have said. 
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APPENDIX F: TRANSCRIPT OF FOCUS GROUP INTERVIEW INCLUDING INITIAL CODING 
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