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‘A teacher who is a happy
teacher will teach well and a
happy school is a good school”
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Executive Summary

During the World Education Forum on Education For All at Dakar in April 2000 one
theme that emerged was that access to education has overshadowed quality in the push
for Universal Basic Education in developing countries. It is well known that a major
determinant of improved educational experience and outcomes is the quality of teaching,
and there is much interest among policy-makers in improving teacher performance. Yet
crucially, understanding of teachers’ own attitudes to their profession is poor. VSO’s
experience, backed by desk-based and field research, suggests that if teachers are to be
effective as the main deliverers of educational reform in the coming decade, significant
investments in improving their motivation and professionalism are essential.

The aim of undertaking this particular research case study in Papua New Guinea (PNG) was to
gain a better understanding of the factors affecting teacher’s commitment and motivation to
deliver good-quality education in Papua New Guinean high and secondary schools, and to
identify important issues that need to be addressed under current and forthcoming education
policies. This report summarises the findings and makes recommendations that will also be taken
up by a wider VSO advocacy policy initiative, “Valuing Teachers’, to be launched in October
2002.

From analysis of questionnaires from VSO volunteers and national teachers, focus group
discussions and interviews with teachers and headteachers, and consultations with policy-makers
and key stakeholders in education in PNG, this research has built up a picture in which certain
key factors affecting teachers’ motivation have emerged:

e Terms and conditions of service, including salaries but also the system of allowances and
other benefits such as housing

e  Management, including relations with regional education structures and in-school
management

e Lack of professional support, development and training, including a lack of support for
professional development and poor availability of in-service training

Underlying these issues is a further area of concern identified by the researcher, through
consultation with policy-makers and key stakeholders:

e A lack of voice for teachers in decision-making
In analysing the findings to identify necessary action, the eleven major areas for recommendations
can be split into 3 distinct themes that will be discussed below with suggested actions in order to

implement them (see Recommendations at back of report for detailed recommendations).

A) Priorities for action

A number of issues requiring urgent attention are immediately identifiable from the research.
1) Improve management at all levels of the system

2) Change job descriptions for inspectors

3) Revise the promotion system

4) Reduce workloads for teachers through better division of labour

5) Offer more school-level staff development opportunities



6) Better housing conditions, rewards and incentives

B) Teachers’ voices as stakeholders in decision-making

1) Better co-ordination of teachers’ voices

2) Pilot study on motivation and performance

3) Carry out a cost benefit analysis study

C) Teacher motivation as a manifestation of problems within the education system
1) Co-ordination of Government and donor plans on education

2) Introduce better monitoring systems for financial management and administration
3) More funding needed at all levels for management and training

4) Better funding for teachers terms and conditions

5) Give more autonomy to local or school level

6) Decision-making channels and communication and co-ordination and mechanisms for
civil society to be involved.

Teachers should not be seen as mere ‘inputs’ in the delivery of quality education. To ensure
commitment, motivation and high quality classroom performance, teachers’ remuneration issues,
management and professional support and training must be addressed. Furthermore, it is clear
that policy-makers must take account of teacher voice in decision-making and planning to ensure
that educational reforms do not founder on the lack of value and support that teachers’ feel they
receive within the educational system.
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“The big educational project of many developing countries, in the next decade or so, is
involving wholesale change on a level quite unprecedented in those countries. The
successful management of this change is therefore crucial. However, this cannot be
undertaken without a clear understanding of the reaction of the professionals to changes
in their work and the heightened expectations being made of them.” DFID Education
Paper: Roger M. Garrett, Graduate School of Education, University of Bristol

Introduction

The ‘Valuing Teachers’ research initiative in Papua New Guinea carried out by VSO in
February and March 2002 set out to discover what the level of teacher motivation was and to
identify the critical factors influencing this. This report has been prepared in order to inform
policy-makers about what can be done to remedy the demotivating factors that could now, or in
the future, have a negative impact on teacher performance. As outlined throughout this report,
often it is the implementation of the policies rather than necessarily the policies themselves where
change needs to occur.

This research report is aimed at all key stakeholders related to the education system in PNG.
This includes teachers, Government Ministers, officers of the National Department of
Education (NDOE), donors and Associations and Councils related to teacher affairs.

The findings of this report, along with other country specific reports, will form the basis VSO’s
international advocacy initiative, ‘Valuing Teachers’. A VSO Position Paper on teachers will be
published in September 2002. Both this report and the international report will be used as a basis
for engagement with policy-makers at national and international levels.

Teacher motivation and performance: cutrent thinking and the PNG context

In all education systems the performance of teachers is one of a handful of key factors
influencing school effectiveness. VSO’s experience bears out research that indicates that it is even
more important in developing countries, where teachers are often the major learning resource.
Yet, despite the huge proportion of some education budgets spent on teacher salaries, teaching
quality is variable. The reasons for this are clearly complex. Research suggests that teachers’
motivation is a significant factor affecting their performance and that current policy trends have
not taken sufficient account of this. Nor have adequate studies been carried out into the factors
affecting teachers’ motivation in their daily lives in many countries. Yet if teachers are the delivers
of education they must also be seen as partners and stakeholders in planning and implementing
change in education systems. To ensure that can fulfil this role, an informed understanding of
their perspectives on their lives and work is essential.

As the OECD/UNESCO publication “T'eachers for Tomorrow’s Schools’ (2001) obsetves:

‘More information is needed about how teachers themselves view their
profession and its demands and incentives, particularly at the
classroom level.’

There is already a mature discourse on the subject of teachers’ terms and conditions in Papua
New Guinea. The well known, and often cited, ‘Last In Line: Teachers’ Value Work Study’
commissioned by the PNG Teachers’ Association (PNGTA) and carried out by the National
Research Institute (NRI) looked at this subject in depth. This study contained fifty-four
recommendations for policy change, mainly, though not exclusively focusing on teachers’
remuneration package. This is cleatly a lot to ask of any government and begs the question of
where the priorities for change should be. VSO supports the report and particularly endorses



many of the recommendations presented within the study'; but aims here to take a more open-
ended or holistic approach to the subject of teachers’ motivation and performance, looking
beyond salaries and conditions without negating the huge importance that needs to be afforded
to these.

VSO?’s research and policy initiative on teacher motivation in Papua New Guinea

VSO’s research set out to explore in depth, the causes and effects of varying levels of teacher
motivation and performance amongst high and secondary school teachers in Papua New Guinea
(PNG). Using a range of surveys and participatory approaches (see Appendix 1), the research
sought answers to the following questions:

e What is the level of teacher motivation in PNG?
e What are the critical factors influencing teacher motivation in Papua New Guinea and why?
e What policy or implementation changes, if any, are required to enhance teacher motivation?

The primary objective of this research was to gather views of teachers in order to feed them into
education decision-making in PNG. A further objective was to identify opportunities for on-
going dialogue between the VSO PNG programme office and key stakeholders to ensure that
changes in policy and practice do occur where deemed necessary.

VSO, an international development agency, has been providing teachers and other volunteers for
the education sector in Papua New Guinea for 40 years, is well placed to make a significant
contribution to the understanding of the problems that teachers face. Volunteers work at local
school level and see first-hand the issues affecting teachers. VSO is therefore in a unique position
to facilitate the process leading to the identification and implementation of possible solutions.
One further reason for VSO’s interest is the ambition that there will eventually be less need for
VSO volunteers to teach in rural and hardship schools where national teachers don’t currently
want to take up posts through better availability of national teachers to take up of these positions.
This nationalising of the teacher workforce is also one of the aims laid down in the PNG
National Education Plan 1995 — 2002.

VSO recognises that teachers are not a homogenous group but over the course of the research
it became extremely clear that there are some common themes and issues that emerged about
which teachers feel particularly strongly. Unsurprisingly, it is not just one discrete factor that is
affecting teachers’ motivation and morale but a complex interplay of issues. All teachers
spoken to expressed their appreciation for being able to talk about the areas affecting them as
teachers because, with the exception of the PNGTA, they do not feel anyone is listening to
them as a professional group. The issues that they identified as important fall into broad
themes as follows:

Lack of voice in decisions affecting them
Poor administration and management

e Teachers don’t feel enabled to perform well through over work and lack of staff
development

e Teachers don’t feel justly compensated, incentivised or given fair conditions

It is issues relating to these themes that teachers feel have either a positive or negative affect on
their motivation and in the majority, they say, their performance. How much motivation affects
performance is a difficult area to untangle but all teachers spoken to in PNG felt that there was
a very strong link between the two and that if the issues that they felt were negatively impacting

1'The recommendations from the report that VSO particulatly endorses are as follows (see appendices for the text of
these recommendations): 1, 2, 4, 6, 8, 10, 11, 13,14,15, 18,21, 22, 26, 27, 28, 29, 30, 31, 34, 35, 40, 43, 50.



on their motivation were improved, the education system would be substantially more
successful overall.

Currently the motivation of high and secondary school teachers in PNG is fragile. This means
that they are not yet at the same stage as a number of other countries where VSO works, such
as Zambia, where the motivation of teachers is in ‘severe decline’. In such countries, teacher
absenteeism is commonplace and the quality of education has declined to the point where
community confidence in education is reaching breaking point: student enrolment has gone
down and drop out rates are rising. Although PNG is by no means at this point, it is still not a
reason for complacency and means that now is the time to ensure that teachers” motivation
does not deteriorate further, leading to possible bad impacts on petrformance and quality of
teaching.

The research was carried out over a period of five weeks spanning eight provinces (Morobe,
Central, West New Britain, East New Britain, Madang, Eastern Highlands, West Highlands and
Sandaun). The methodology used by the researcher combined both mixed and, where possible,
gender disaggregated focus groups with teachers, one to one semi-structured and open interviews
with head teachers and other informants, including VSO volunteers, at school level (see
appendices for list of schools where focus group discussions were cartied out). One to one semi-
structured interviews were also held with provisional and national education officials. Other
research methods used were questionnaires given out to all participants of the focus groups and a
scale for the teacher participants to mark their motivation against performance.

A total of 45 national teachers were consulted (17 females teachers, 28 males) along with ten 1:1
interviews with head-masters, principals or their deputies? , 22 key stakeholder interviews and one
large focus group meeting made up of 23 participants from the Department of Education, the
Papua New Guinean Teachers’” Association (PNGTA) and the Teachers Service Commission

(TSC).
Who are the teachers?

As emphasised above, there isn’t a ‘typical’ teacher in Papua New Guinea. As in any other
country, there is an infinite variation of people who go into teaching as a profession. It is
possible however to generalise to a certain degree: there are those for whom the dedication and
belief in the teaching profession is paramount and this outweighs any focus on incentives; there
are those who are still dedicated to the job but need better incentives and conditions without
which they could begin to feel demoralised and frustrated and may eventually leave the
profession who:

“...if conditions are made better, then old teachers will be happy and
new ones will stay.” Teacher, secondary school

Finally, there are those who had never intended to go into teaching but due to the bad
economic climate and lack of other job opportunities have gone into the profession as a last
resort — they ‘end up’ as teachers — and as soon as an opportunity arises they believe they will
choose to leave the profession.? The second group makes up the bulk of teachers in Papua
New Guinea. Teachers who position themselves within the latter two groups did say that if the
situation for teachers were noticeably improved in the areas that they highlight, then teacher
attrition rates would undoubtedly go down. This is important, as training teachers who then
leave the profession is waste of already scarce funding. Such changes would, furthermore, make
it be easier to attract qualified graduates into the profession and retain them. All of this is aside

2Different terminology is used for different types of schools; high schools have head-teachers; secondary schools have
principals. For ease of reference, both will be referred to as head-teachers in this report. Collectively, senior staff in the
school are refetred to as management and/or administration

3 After the introduction of education reforms in 1987, there was a need for teachers so a huge recruitment drive of
university graduates ( science, commerce and business studies) was launched in order to fill teaching positions.



from the effect that better motivation would have on their actual teaching performance in the
classroom. Teachers correctly pointed out how important retention of teachers in the
education system was for the reforms laid out in the National Education Plan to be a success.

Specific context of the field research

In Papua New Guinea, there are huge differences between schools in rural and remote areas,
particularly those in less developed and even more resoutrce-poor provinces, compared to those
in urban areas; both in physical and operational facilities*. Disparities are also obvious between
government and church schools where the extra help in funding from church agencies has an
evident effect on the general teaching facilities and operations, and on the equipment.”> The
researcher was informed that donors tended to support church agency schools as these schools
are already better resourced than many rural government schools even before the additional
funding. There is a general perception that the church agency schools are better managed
compared with the regular government-run schools.

This report is mainly concerned with the remote and rural schools because it is there that the
problems are undoubtedly the most serious, and because VSO in its development strategy both
aims and already has lots of experience of working with the disadvantaged.

For the average teacher in a remote, rural school, the difficulties are endless. These range from
the very poor condition of teacher housing (if available) where there is no running water in the
house and limited or no supply of electricity or gas. It is self-evident that housing conditions
are very important to a teacher’s life and motivation especially when, as is common in PNG,
they are far away from their home areas. In these regions, frequently the cost of living is
extremely high due to the need to transport the food by expensive air travel, meaning that the
basics such as tuna fish and rice can cost as much as four times as that in urban areas. Often
the only reliable form of transport out of the area is by foot, as boat or air transport if available
is far too expensive for a teacher on his or her wage. This makes all communication difficult
and this causes problems for teachers’ ability to attend to vital personal administration such as
collecting their salaries and entitlements. Those teachers who are working in areas away from
their home villages therefore rely on a government home leave allowance in order to be able to
afford to spend time back with their families and communities (‘wantoks’)S.

Most services, such as health centres, primary schools, banks and shops, are either limited or
non-existent. Teachers, often the main wage earners within their wantok, are under huge
pressure to remit money back to their villages. This creates a great burden of responsibility and
stress even outside their day-to-day teaching lives, because the reality is that teachers are often
constantly on credit from the school stores. This means that when the pay does arrive, the
teachet’s balance only goes back to zero. This prevents the teachers from fulfilling their
responsibilities to their wantoks. Many teachers are among the first generation from their
family group or village to have progressed through higher education and secured salatied posts.
They carry the weight of responsibility and demands that this brings. They are not able, as with
other better paid professions, to supply money to their wantoks, and so many have to attempt
to share other aspects of what they have gained in education and experience — thus making
teachers important advocates for the need for education and communities to remain closely
supportive of each other.

The working conditions are also poor. There is frequently a dramatic lack of teaching and
learning materials in the schools. Many cases classrooms are dilapidated with leaking roofs and
broken windows, classes are cramped and there are barely blackboards or desks. Added to this

4 Physical facilities refer to buildings, classrooms, locations; while the operations refer to office equipment, teaqchers,
transport, funding, and teacher and learning materials (TLMs).

¢ The wantok system is a general term used to denote not only shared clan but also extends to broader context such as
professional friends, tribal clan members as well as ‘other people one knows’.



there are often not enough staff to fulfil the teaching duties, which creates extra work along
with more multi-grade teaching for teachers in post.

The education officials who are expected to make visits to the schools (in-service coordinators
and secondary school inspectors) do not make enough and therefore teachers feel neglected
within the education system They perceive themselves as isolated from the changes taking
place within national reforms, and inadequately compensated and unacknowledged for the
often tireless effort that most put into their teaching and other duties in difficult circumstances.

“ One of the main hurdles for teachers is related to the lack of support
from provincial and national education department staff.” VSO teacher,
high school

Access to professional development is limited. Teachers want and expect the opportunity to
renew and upgrade their skills through full-time courses at teacher training institutes. However,
places are limited and are, for the foreseeable future, likely to remain so. More worryingly, the
shorter courses that are supposed to take place at provincial or school level are not taking
place. This leaves teachers feeling unsupported and aggrieved.

At present many teachers believe there are no means to access staff development or up-grading
training courses. They also suspect, as do many teachers in urban schools, that the system is
mired with nepotism and favoritism on grounds of shared clan, (known as the ‘wantok system’)
resulting in lack of transparency and accountability.

Female teachers have the additional burden of their gender-specific roles in the households on
top of already heavy teacher workloads. In a male-dominated society, women feel this is not
accounted for, and with fewer women in senior positions in the education system, they
perceive that they are discriminated against when it comes to training and promotional
possibilities.

Despite this long list of problems associated mainly, but not exclusively, with rural or remote
schools, teachers do say that there are definitely positive aspects of working in rural areas.
These, they say, come down to the respect and status they receive from the local communities.
The students are perceived generally to be more willing to focus on their studies and to be
harder-working than those in urban areas, the environment is normally peaceful and they can
be given senior teachers’ responsibility, which is good experience for future promotions.
However, most teachers say that benefits don’t outweigh the negatives without more
compensation and teachers feel that their basic needs and conditions are not being met and
they are not offered adequate incentives to work in these circumstances. This is perceived to be
a particularly unjust situation in light of their large and complex workloads and the
expectations placed on them by the education reforms.

Political commitment to education and reforms

The education reforms are ambitious but there can be no doubt for anyone who is observing
the changes that the government of PNG is very committed to education. The reforms are
seen by the majority of stakeholders to be positive in policies and documents, but it is
imperative that the implementation is carried out in a coordinated manner, that the changes are
communicated well to all levels in the system and the appropriate measures are taken to ensure
that they are a success. This co-ordination is important not just for staff within the education
system but also between different donors, the government and the National Department of
Education NDOE).
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Donors such as Ausaid, EU, ADB and JICA have taken on huge responsibilities to design and
fund a large number of education programmes throughout the country. This in many cases has
brought in vital capital, necessary for the reforms to be a success. However, this is an area
where co-ordination and communication seems to be lacking. Donors do not always
consideration the strategies of the PNG government, or the realities of the PNG context.
Some informants commented that this led to the launch of many vertical programmes taking
place in a vacuum. In the absence of proper coordination and channels of communication
between donors, government, and teachers, it is clear that some inappropriate or ineffective
programmes are developed. The result is that there is a feeling by key stakeholders that
innovations are floundering. As one senior member of staff at Goroka University said:

“The reforms are going in the right direction but they have put the cart
before the horse. Schools need to have chalk and dusters before they
can implement new ideas and methods. Teachers are working in very
tense situations and this makes them frustrated and unhappy.” Dr
James K. Yoko, ex- Acting Head of Curriculum and Teaching, Goroka
University

It seems probable that had teachers themselves been consulted throughout the various process
this would be far less likely to be the case.

At the time of this research, the PNG government had recently announced that user fees and
other associated costs of education should be lifted. VSO supportts the principle of provision
of free education but only when the Government treasury can sustain it financially without
having to reduce substantially the budgets from other education department divisions in order
to subsidise this. This policy, which was described as a ‘knee-jerk reaction’ by one key
stakeholder informant, has evidently had a negative impact on the NDOE’s ability to manage
the education system as a whole.? The whole education system suffers from chronic under-
funding so there is a lack of capital to catry out the reform policies. The result of this then
leads back to the demotivation and demoralisation of teachers and the associated negative
impact on petformance as described later in this report. Because teachers still feel, 3 years on
from the ‘Last In Line: Teacher Work Value Study’ (PNGTA/NRI, 1999) report that they
remain last in line and that the system is failing them and their students.

The report presents an analysis of some key issues affecting teacher morale in today’s Papua New
Guinea. It will not concentrate on teacher remuneration packages per se, partly because this is a
matter for collective bargaining between teacher unions and government; and partly because VSO
felt that its contribution to the body of knowledge on teachers in PNG would be more
appropriately focused on other contextual factors.

In the main body of the report, each chapter examines one priority area identified by teachers
themselves, highlighting the depth and nature of their concern and the current and projected
impact on their motivation and performance. Each chapter then also briefly examines the policy
commitments pertinent to the issue (if indeed they exist) and offers a view as to their relevance
and efficacy. Finally, the discussion and conclusions chapter summatises the findings and puts
forward recommendations, categorised into three main areas: priorities for action; teacher voice
in decision-making; reflections on the education system in PNG.

As mentioned above, this research has enabled VSO to develop a holistic understanding of
factors having a negative and positive impact on High and Secondary school teacher motivation
and morale in Papua New Guinea. It has also provided a valuable insight into an education
system on which many hopes and dreams for the future of the nation currently depend.

8 At the time of writing, this was an election platform of the current ruling party to stay in power. It still remains to be
seen whether this policy of free education will endure whether the current recent ruling party stays in party or not - at
the time of the writing of this report PNG was going to the poll.
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Chapter One: School-based support, management and training.

“If management are okay, we are okay.” Male
teacher, high school

The problem: Teachers feel unsupported in their welfare and training needs.

One of the overriding factors that teachers cited as affecting their motivation and morale was
in relation to the quality of management support they felt they were receiving in their daily lives
at school. This had negative impacts in a number of areas such as:

e The general welfare of teachers, particulatly securing adequate housing and healthcare

e A feeling that unfair decisions were made by administration such as promotion

e Disorganisation in getting the teaching and learning materials (TLMs) needed for
teaching

e Lack of praise or encouragement by senior office staff

e Lack of support in getting entitlements owed to them

e Lack of support to access statf development or up-grading courses

Welfare

In general, the teachers feel they are not listened to either by superiors at school level or when
dealing with the provincial education offices (PEO). There is a strong sense, particularly in the
more rural schools, that stringent expectations are placed on teachers to work hatrd in harsh
conditions, with extended working hours and to be committed to improving student
examination results, without enough support being given for their own needs. No one, it
appears to them, is actually sitting down with teachers to hear their viewpoints. They feel that
requests for help are not responded to either at school level or above, and that if a teacher does
try to meet with someone in the PEO that there is either no one there to see them or they just
get passed around from one office to another. This all leads to a feeling of disempowerment
and hopelessness.

The majority of people within the education system to whom the researcher spoke do appear
to be aware of the neglect of teachers’ needs. One inspector said that if the welfare of teachers
is not taken care of then, from his viewpoint as an inspector, he could see how it does affect a
teacher’s motivation and he believes that the problems will stay...

“...unless we start tackling them...A teacher who is a happy teacher
will teach well and a happy school is a good school”. Luke Maiyu,
Secondary Inspector, Vanimo

But teachers feel that nothing is being done about their situation and that they are reliant on
the efficiency of other staff within the education system who, they believe, aren’t carrying out
their assigned roles for them.

The perception of a lack of support extends above teachers at classroom level to school level.
One headmaster confirmed the view that it is the duty of the head in any school to make the
difference for the teachers. He felt personally that despite the problems that teachers face in
dealing with the delays in payment of entitlements and allowances, the low salary levels and
often poor housing conditions, it is the head-teacher and administration staff of the school that
can make the difference in a teacher’s motivation; that it is his or her responsibility to create
good relationships with the staff of the school and to build their teachers’ morale. This
definitely appeared to be the case in a comparison of the schools seen by the researcher. This
motivational aspect of management can even, according to one group of female teachers, boil
down to being given simple things such as:

13



“...little treats like coffee or orange juice at break or after meetings, or
torches for women for the darkness.” Female teacher high school

In this case obviously it is not the orange juice per se that is important, rather the style of
management that recognises that teachers need to feel valued. Many times it was said that even
small steps such as these could be just enough to make teachers feel respected by their own
immediate supetiors. And as one headmaster reported:

“...the incentive is from the Headmaster — if there is a problem within
the school it is the teacher and/ or headmaster; so the headmaster is so
important...students and teachers must feel there is a headmaster and
deputy headmaster who is willing to Zisten to them.” Deputy headmaster,
high school

A group of women teachers also voiced concerns about the lack of women at any senior levels
throughout the education system. They conceded that this is perhaps partly due to women not
applying for the positions but mainly due to the unfairness in appointments:

“The criteria for the appointments is supposedly being good at the job
but society is male-dominated. The policy says equal participation of
women...but the implementation is not there.” Female teacher, high
school

Training of head-teachers and teachers

There is a general feeling amongst teachers that in order to be successful in this area it is
important that the head should be promoted up the teaching levels from the classroom. It is
also necessary, other than with exceptional individuals, to provide adequate management
training for the role - both to be good administrators, financial managers and in people
management. Head-teachers themselves backed this view. Speaking from personal expetience,
one head explained how difficult it is to work in the management or administration side of the
school without proper training:

“I didn’t get training for this and it would make for more confidence,
otherwise I don’t feel I know whether what I am doing is right or the
correct method...the way in which I do things is according to what I

have observed from other Deputy Headmasters.” Deputy headmaster,

high school

He then went on to say that he felt management training would help his performance as a
deputy. According to the teachers’ views this training would need to incorporate learning about
positive approaches to managing a team, planning and budgeting skills, principles of supportive
and motivational management and better information sharing. Apparently according to one
informant (who had already left teaching due to the problems outlined in this report) heads do
receive some type of management training, and it is generally recognised that proper training is
needed, but what is provided is not good enough. As he says:

“If the school is run down, we don’t blame the current headmaster, it
comes from before or more from Central Office — the headmaster is
trying his or her best but has been appointed to be head from Central
Office...so headmaster should not just be picked by someone saying
‘you are the headmaster of this school’ — that person should have been
identified some years before and done training.” Male ex-teacher, Port
Motesby

It was reported that there used to be a system of mentoring whereby deputy heads of schools
were ‘mentored’ by the school head as a way of training ‘on the job’. The heads who
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experienced this said they found it useful in giving them the confidence and skills to take on
the role of head-teacher successfully when the time came®. This was the case in one of the high
schools visited by the researcher where one head said that the reason he felt he was able to be a
good head and administrator was due to the amount of support and management training he
himself had received from a previous well-trained head and administrator. The success of this
system was evident in the reports from the teachers themselves.

Teachers undoubtedly support the view that good management is key:

“...it’s administration that provides the support to counteract the other
factors...any success rates from the school come back to the
administration at the school level.” Male teacher, secondaty school

Another teacher who was soon to retire from a school in the same province was also adamant
that training and support do result in helping a teachet’s motivation that then positively affect
the performance levels:

“A motivated teacher will give 200% more.” Male teacher, secondary
school

This link was expressed by all respondent teachers. It carries a strong message. The impression
from one group of teachers was that, in the right conditions — as in their particular school — the
positive results felt by teachers will mean it will become much more possible to attract teachers
or other skilled people into the profession and keep them in their jobs. They feel that this in
itself should be a strong message for the government to realise especially under the new
education reforms; that the government needs to focus on improving motivation levels among
teachers for retention and commitment of teachers. This impression was borne out from
observing one exceptional school where, despite not having any better salaries or allowances
compared to their colleagues in other schools, the teachers say that they felt supported and
encouraged which in turn made them willing to keep their discontent about teachers’ terms and
conditions out of the classtoom. So the picture emerging is that teacher motivation in PNG is
not just about pay alone. Of course, better pay would help significantly, but teacher motivation
is affected by a range of complex factors surrounding the effective management of teachers.

What makes a good manager in the eyes of teachers?

¢ Transparency in financial accounting

¢ Transparency in decision-making

¢ Supportive Management of Teachers and their needs
— incentives/ praise/ advice/ listening to and
respecting teachers views

¢ Good organisational planning

e Hard-working role models

¢ Good managers of information and consultations

e Delivering or accessing professional development
opportunities for their teachers

? There are no actual specifications in the Headmasters’ responsibilities to train designated staff to become deputies or
head teachers.
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In the absence of supportive management, and in a situation where favouritism and nepotism
prevails, teachers end up feeling that they have no avenues through which they can
communicate their grievances. The PNGTA, one possible channel, does not have offices in the
provinces.

It is clear that just as head teachers’ training needs have been neglected, so too have the needs
of teachers. Teachers, quite justifiably, have expectations that they will be supported to renew
and refresh their professional practice but as noted previously, places for further training
courses are both scarce and under-funded. Regrettably, it appears that school-based in-service
training — arguably more important to maintain and broaden teachers’ skills — is taking place far
less frequently that in the past. This could be due, in part, to lack of head teacher capability, but
also a result of the failure of appointed national and provincial staff to fulfil their training
remits.1

Although the National Education Plan (NEP) acknowledges the need for management training
and says that the Staff Development Unit (SDU) will ensure appropriate training programmes
relating to: “..in-house courses to improve efficiency in management of the system;” it is
not clear whether this refers to any specific management training for head-teachers and school
level administrators. The NEP does say however that the system will:

“...implement significant co-operative projects with stakeholders, such
as providing training for schools’ Boards....” p.94 PNG National
Education Plan volume (1995-2004)

This is definitely a step in the right direction as the boards of governors (BOGs) have a large
role to play in the management of the schools. However, it still doesn’t clarify or even make a
specific point relating to what type of training or capacity building will be available specifically
for head-teachers.

The plan does however, under the chapter on staff development, have high and commendable
hopes for staff development with activities designed to impact on:

“...the promotion of action learning from which specific organisations
training programs will be developed in management and
administration...” PNG National Education Plan volume (1995-2004)

The beneficiaries who have been pinpointed for this are said to be teachers, inspectors, trainers
of trainers and education managers at all levels'!l. However, the success of this will depend on
whether those involved in the training programme design have sufficient understanding of
participatory approaches to training and whether a comprehensive and participatory needs
analysis was carried out in order to inform these training programmes. Regrettably, no one the
researcher spoke to had themselves, or knew of anyone, who had been consulted or asked to
contribute feedback on what teachers felt their training needs to be. Further, the impression
gained from the schools is that not nearly enough of the training under responsibility of the
SDU is actually available for head-teachers or their staff; even though the national system sets
out requirements for a preliminary/induction week at the start of the school year and a national
in-service week (NIST) in another week during the year. However according to the majority of
those spoken to by the researcher, the general quality and quantity of in-service and

10 This trend, it has been suggested by various informants, is aggravated by the fact that some of the funding which the
Staff Development Unit (SDU) might wish to access, is currently being used by Donor agencies to bring in expensive
consultants from outside the country. There is a risk therefore that, instead of building the capacity of national officers,
including teachers, too much aid is still being spent on these expensive consultants.

11 It is the role of the Provincial in-service co-ordinators to make need assessments for training and to organise specific
training for teachers. The scheduled PIST and NIST in the education calendars are not however dedicatedly carried
out.
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professional development in schools needs to vastly improve. This was a point felt not only by
the headteachers but also strongly by the teachers themselves.!?

As the majority of school administrators and heads don’t feel they are getting enough support
themselves, some informers felt this is a role that could be cartied out by an extended and
better funded cadre of inspectors in their capacity as school level advisors on institutional
support and teachers’ professional development. Their opinion was that if inspectors could
give in-service management training, then this in turn would have a positive impact on
teachers’ daily lives, because head-teachers would be able both to motivate staff at school level,
and better represent their interests to higher levels within the education system and the
teachers would feel like they were getting the training that they feel they need not only to
perform better but also to feel valued and supported in their work.

“Policy-makers need to take in the fact that teachers need support.”
Curriculum Development Officer, Port Moresby

One policy option is to implement a system whereby teachers who want to go down the
administration and management career route are identified in advance of their appointment in
order to receive appropriate training and sign contracts to this end for guaranteed length of
service. It should however be noted that other teachers, who are not interested in the
management and administrative roles, need to be able to get a pay rise and promotions whilst
remaining as classroom teachers. This is also a comment made by the Teaching Service
Commission in their response to recommendation 13 of the “Last In Line: Teacher Work
Value Study” (PNGTA/NRI 1999):
“Make teachers happy to remain in teaching rather than
transferring...Make it possible for good teachers to remain as teachers
without being forced to take up private sector jobs to gain a salary
increase” TSC

One immediately apparent implication of increasing the role of inspectors in supporting head-
teacher professional development is a corresponding need to reduce the very large remit of
inspectors and to increase their numbers in the system so they have more time to focus on
training and support at school level. This theme will be further examined in chapter 4.

12'This is perhaps unsurprising considering that at present, as the NEP acknowledges, there are less than twenty SDU
staff who manage the in-service training of some 20,000 personnel in the NDOE and this is one of many of the under
funded divisions of the NDOE.
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Chapter 2 — Decentralisation and administration of teacher benefits and salaries

“If management recognise these [teachers’] efforts and if the agreed
allowances are paid on time then most teachers keep cheerful even with
quite excessive hours. Poor and insensitive management and non-receipt
of dues drains people quickly.” Peter Cradock, VSO Curticulum
Development Officer, Port Moresby

Problem: The bureaucracy of the system means that teachers find it impossible to
access benefits, allowances and entitlements.

The response of the vast majority of the teachers interviewed over the course of the research
identified ‘timely processing of salaries and benefits’ as a priority issue affecting their
motivation and performance.

Amazingly, it was reported that there are a total of 13 different types of allowances or
entitlements that teachers may be eligible for on top of their basic salary. These are meant to be
cither paid fortnightly or yearly. In order to access the allowances that are due to them, teachers
are required to fill out the relevant forms and submit to the specific section of the Education
Department. The allowances should then be deposited into the bank. The problem is that in
reality the teachers spoken to feel, in the main, incredibly frustrated by knowing that they have
a right to get these allowances or entitlements but in most cases they are not receiving them
within a reasonable timeframe, if at all. This is not particularly surprising considering the huge
bureaucratic task involved in administering these successfully to all the teachers in PNG.
Typically, when teachers do receive them, it is only after long delays (anything from months to
several years) and investing effort and personal costs in chasing them up. This is exacerbated
by the fact that teachers feel that only in exceptional circumstances do they feel that anyone is
actually taking up their cause or listening to them.

Claims for allowances are frequently left open or unsigned and then when teachers realise that
they haven’t been paid they spend their own personal money to pay the travel costs into the
provincial centres or Port Moresby to try to sort out their claims. One example of this involved
three teachers who had recently, at the time of the research, gone to Port Moresby from a very
remote school. They spent more than a month trying to claim their backdated allowances, so
that in the end it cost them more than the total amount that they were owed to start with.*?

“...the things that would drive me out of the profession would be the
problems with the allowances and entitlements...” Teacher and
administrator, secondary school

This is one of the reasons, voiced by teachers, for why their colleagues leave the profession or
keep a look out for other job opportunities. As one informant felt in relation to the form filling
and lack of payment of entitlements:

“...it is these things on top of the salary, these extras, that make the
difference and what keep teachers; and that without these teachers will
go due to all the frustrations...they are just tired...” Administrator,
secondary school

The VSO volunteers, who see the teachers’ frustrations on a daily basis, corroborate this view.

One informant told the researcher that there is 50 million kina (10 million pound sterling) owed to the teachers
in back-dated pay.
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An immediate effect of non-payment that the researcher observed, as in the case of Boarding
Duty Allowances (BDA), is that teachers are beginning to refuse to take on the extra
responsibilities if they are not paid for the additional time and work on top of already heavy
workloads. If this reaction by teachers becomes widespread it will have serious consequences
for the running of boarding schools unless measures are taken (see next chapter for further
suggestions relating to this problem).

The other allowance that causes a lot of discontent amongst teachers is the Home Leave
Allowance, intended to cover the cost of visiting their home village once in 2 years. The non-
payment or delays, according to both the teachers and also heads of schools, have a very
negative effect on teachers’ motivation and even results in them not returning to their schools
if they have paid the fares out of their own pocket. If a teacher is not able to go back to their
home village for 4 years because he or she cannot afford the fares, as does occut, it is not
surprising that this can impact on an individual’s motivation. Women teachers appear to be
doubly disadvantaged in this regard. One group of female teachers said that they do not get any
travel allowance at all if they have husbands working within the education system, even if the
females are eligible themselves. (One woman had not received any travel allowance in 26 years
of teaching])

While there is general agreement on the severity of the problem, stakeholders reported a variety
of views about from where it originates. Many teachers and head-teachers believe that the
blockage occurs at provincial level. On the subject of the Provincial Education Boards and
negotiating on what a school requires or is due, one head-teacher said:

“...either style of trying to negotiate with the PEB, softly or
confrontationally, doesn’t get anywhere, you don’t get anything; you are
wasting your time...” Head teacher, secondary school

Adequate supervision and monitoring of the officers involved with providing the allowances is
perceived to be lacking. Teachers feel that they are being constantly scrutinised but that there is
not the same level of supervision or monitoring for the relevant public servants of the NDOE
either in terms of their efficiency or financial accountability. The teachers think part of the
problem is that, in the main, the provincial office staff are not adequately qualified for the job,
and often perceive that they have got the positions through nepotism and the wantok system
. This is particularly serious for teachers as the Provincial Education Administration positions
are viewed as being responsible for much of the teachers’ support issues outside school level.
This view was echoed by a number of informants:

“PEOs are eating away at morale. This is a major problem.”

“Decentralisation must be accompanied by taking on responsibility.
Those to whom power has been decentralised must be trained. This

never happened and there is no monitoring.” PNGTA national officer,
Port Moresby

As described eatlier, the researcher was told time and again by teachers how difficult it was
either to get the money for salaries and reimbursements from the salary section at Waigani in
Port Moresby down to the Provinces or to get the cheques distributed from the provincial
offices, as one expatriate teacher (not VSO) explained:

“The pay problems are what affect teachers. The teachers know they
themselves are working hard so they get frustrated when they see the

14Some teachers also felt that as not all the PEO staff had been teachers they could not understand the problems
teachers face. They therefore strongly suggested that teachers who have been in the system are better placed to
understand and meet the practising teachers’ needs.
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paymaster, office staff and senior administrators at national and
provincial level not performing.” Expatriate female teacher, high school

In fact, in one provincial education office, the researcher was told that a PEO was going to
Waigani to collect 1.4 million kina worth in reimbursement claims that had not been paid since
1995. It has taken this long because there are no funds to pay PEOs to go to Waigani. The
PEO present then told the researcher that there are always problems receiving funds in the
provinces and that money doesn’t arrive until:

“...alot of noise and arguing about services.” Headteacher, secondary
school

It is difficult for the outside observer to judge whether the serious blocks to efficiency occur at
national or provincial level. What 7s clear is that the system is complex and unwieldy. National
and VSO teachers are of the opinion that communication and coordination structutes,
procedures and systems need to be dramatically improved to remove delays to payment of
salaries and entitlements. It is also self-evident that if there was a good accountable calibre of
financial management staff at provincial or even closer to school level, and a good monitoring
system in place then there would be more likelihood of teachers getting their pay and
entitlements on time.

“The provincial government system hasn’t worked — it has proved to be
a drain on cash and is too politicised. It is now a hybrid system and a
decision must be taken whether to re-centralise or build capacity to
enable it to work better.” PNGTA national officer, Port Moresby

There doesn’t appear to be anything written specifically about policies relating to the
administration of entitlements and allowances!’; or more specifically about giving teachers
more voice in relation to these nor about what the levels of accountability will be and what
procedures. Reform or simplification of the administration and bureaucracy is necessary but
the provinces do not appear to have the calibre or capacity of staff to take on more
responsibility. The NEP does acknowledge that there are implementation issues affecting
planning and management and writes:

“...management and planning problems continue to exist. The
education system suffers from the fact that policies are not consistently
implemented” PNG National Education Plan volume (1995-2004)

However, the plan doesn’t actually clarify what specific measures will ensure that policies will
be consistently implemented in the future. There are supposed to be appropriate and suitable
training programmes for officers at various management levels to improve their skills and to
provide effective and efficient management of the education system but as outlined previously,
the teachers feel that this is not happening. And even though administrative and other
personnel at national and provincial level will be targeted for increased planning and
management supposedly resulting in ‘strengthening and enhancement of management
efficiency in planning and administration of the education system’, the question that
teachers asked was: while staff are not always appointed on merit, and while there is not an
adequate system of accountability, will the implementation of good policies on this subject ever
realistically be successful?

It is clear from the accounts of the PNG and VSO teachers who spoke to the researcher, that
fairer and more transparent appointments of qualified staff in the offices involved with the
administration of entitlements would probably increase both efficiency of the service and the

15 According to one informer those policies that are in place are too cumbersome to be effective and teachers are not
informed about them, particularly those that have been recently introduced.
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confidence of the teaching body in that service. Secondly, as commented on by one VSO
teacher, there are too many increments, allowances and entitlements to be administered
successfully and efficiently in the current climate. Part of the answer to this problem could be a
simplification of the system of teachers’ allowances, perhaps by mainstreaming them more into
salaries, reducing the numbers of forms that teachers have to fill in and cutting out the
different levels of the system that have to approve the forms. There were also suggestions that
the fortnightly pay system could become monthly in order to reduce administration.

Another possibility is to bring the budget of the teachers’ salary and allowances down nearer to
school level so that the head-teacher and school administration, or the BOG, have the
responsibility for paying out the salaries and allowances from within the school budget.
Howevert, since this seems unlikely to occur in the foreseeable future, the remit of the
inspectors and school administration could be changed so that they have more power or
authority to get the entitlements from those responsible.

Ideally, however, maximum benefit would probably result from a move towards a two-tiered
salary system for rural and urban schools where salaries for teachers in rural schools include a
heavy incentive, streamlining all or most of the allowances into the salary. This would
obviously require more financial management capabilities and transparency systems at school
level as has been noted in Chapter 1.
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Chapter 3 — Workload

“...used as ‘jack of all trades’ —i.e. as security, councillors, policemen,
work parade supervisors, mess management, dormitory managers etc.
which means that all these other jobs take away from all the school work —
the focus is always being taken away from the teaching with no extra
money and this affects our performance.” Male teacher, high school

Problem statement: Teachers have a heavy teaching workload but they also have
numerous other duties that they are expected to carry out, taking time away from
teaching.

During the course of the research, one resounding view that came across from the teachers was
that, despite all the problems that teachers face, one of the factors that does make them feel
positive on any typical working day is when they feel they have been able to plan lessons well,
that the objectives of the lessons have been achieved, and they can see students perform well.
This, they say, raises teachers’ morale and motivation levels. Yet the numerous other duties
expected of teachers in secondary schools a/ng with the heavy teaching workload leads them to
feel as if they ate, as highlighted in the quote above, used as jack of all trades, and unable to
concentrate on the actual task of teaching.

To highlight this, one teacher gave an example of an ‘on duty’ roster for a typical teacher on
boarding duty to highlight their situation:

5.30 am Wake students up and organise work parade On duty
6.30 - 7.00 am Breakfast On duty
7am — 12pm Teaching Teaching
12.00 — 1.00 pm Lunch On duty
2.00 — 4.00 pm Work parade On duty
4.00 —6.00pm Misc. duties around school On duty
6.00 pm Dinner On duty
6.30-8.30 pm Night study supervision On duty
9.30 pm Dormitory check On duty
11pm After last duty Home - prepare school work

finished

Total hours: 17+ hours

It should be immediately apparent that these duties are additional to the actual task of teaching —
which in rural schools is compounded by problems with electricity supply or generators that are
either sporadic, or limited. This practical problem prevents teachers from preparing lessons or
marking students’ work after dark resulting in teachers not having enough time to focus on their
teaching activities. This causes feelings of pressure and frustration. In spite of the fact that not all
the extra duties are compulsory, the inadequate basic salary means that many teachers take on
additional work in order to gain from the additional allowances. The problem, as outlined in
chapter 2, is that the allowances are often paid late or not at all.

In the end teachers feel that they spend more time on non-teaching duties and on form-filling
than they do on teaching effectively. This leads to them feeling demoralised when they don’t feel
they are performing to the best of the abilities, but also annoyed at their overall workload
compared to the pay they get. Despite all this teachers were still described by one VSO teacher as:

“...an amazingly hardworking, competent group of professionals despite
difficult conditions and workloads.” VSO teacher, high school
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So bearing all this in mind, it is not surprising that when a VSO teacher (who had been working
in a remote school for 2 years) was asked what he felt would improve a teacher’s performance his
reply was:

“Some of the load should be lightened by prioritising the areas of work
and adjusting what is required in the light of shortages or staff etc.” VSO
teacher, high school

The amount of tests and assessments that are imposed on teachers by superiors leads to a further
feeling of frustration, particularly when already overworked teachers don’t see the use of them for
either the students or the teachers. In one school, in the staff room, there were beautifully laid out
sheets of graphs of assessments on a pin board. When the researcher asked what the graphs
demonstrated one teacher explained that it was a way of supposedly motivating teachers to carry
out a certain number of ‘internal to the school’ class tests per subject area. These assessments
were nothing about the quality or pass rates of students, just basically a competition for which
subject teachers could carry out the most assessments, regardless of the outcome. Teachers resent
such exercises when they feel time pressured already.

One critically important factor that contributes to heavy workloads is the lack of material
available to teachers such as teaching aids and efficient or adequate clerical assistance. The
haphazard availability of syllabuses and TLMs (teaching and learning materials), the delayed
typing or duplicating of work sheets, test papers or curriculum material by clerical staff all adds
up to teachers feeling that they are not being supported and that they are not able to perform as
well as they could. The frustration at the lack of TLMs or clerical support is also aggravated by
the fact that teachers say they are often asked to teach classes in subjects other than the ones they
have been trained for. This means that teachers understandably feel they need more of their
scarce time to prepare lessons in subjects that they are not able to teach well. Subject coverage
they feel, then becomes poor and can result in students not performing well, which then
demoralises the teachers still further. As succinctly put by a group of female teachers in one
school:

“Lack of teaching materials leads to teachers not prepared for class -
which leads to disobedient students - which leads to lower teacher
motivation.” Female teacher, high school

Other teachers felt frustrated that so much of their time is taken up with non-teaching duties
whilst at the same time the system doesn’t give teachers the opportunity to develop their own
materials to teach. Some teachers feel the syllabuses are too restrictive, which was also one of the
comments made by a VSO maths teacher. The curriculum requirements from week to week place
a lot of added pressure on the teachers, and at the same time reduce their autonomy and
opportunities for creativity. Because as one VSO teacher observed:

“Teachers rarely feel able to initiate curriculum development or advocate
teaching method changes - such lack of engagement in professional
development adds to the depressed mood...” VSO teacher, Port Moresby

So, when asked how they feel all these workload problems could be alleviated, the teachers feel
the solutions lie in:

e Employing more staff for non-teaching duties i.e. clerical, work parade, guidance,
community liaison officer, income-generation officer.

e Improving basic salaries so teachers don’t feel they have to take on extra , to make ends
meet, and feel more incentivised to carry out a smaller range of duties better.

e Devising duty statements that explain clearly what teachers’ roles are, as recommended in
Teacher Work Value Study
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e Ensuring that there is an adequate supply of TLMs to schools by the first week of the first
term each year.

If these recommendations were to be put in place, it would allow teachers to get on with the
tasks that they believe they were trained and employed to do - teaching.

“If teachers cannot perform, how can we expect a high standard in
education?” World Bank Project Coordinator, Port Moresby
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Chapter 4 — Teacher appointments, promotions and inspections

“The system doesn’t know what different people are doing at each level
and how well- this happens year on year. The reforms are looking at this
and the documents and policies are in place but these changes need to be
made aware at all levels so everyone knows their responsibility...” Ex-
teacher and curriculum development officer, Port Moresby

Problem: Appointments and promotions system creates instability and insecurity for
teachers and schools

There appears to be a tendency in Papua New Guinea, particularly for teachers in rural schools,
to be constantly applying for new jobs and moving from school to school. This is, cleatly, the
right of all teachers who want promotion, but in this instance it reflects the deeper malaise
outlined in previous chapters. Many teachers want to move out of rural schools where conditions
are poor and morale is low. The problem is further exacerbated by the fact that very often
teachers are not in a tenured position and therefore feel entitled to seek more security. In rural
schools the researcher was told how there are many changes of teachers and head-teachers, which
prevents continuity and ownership over performance.

“When it comes to applying for next year’s posts, those who suffer might
leave this place...and find where are the schools with housing etc....”
Male teacher, secondary school

“Teachers are moving around to other schools because conditions are not
right.” Male teacher, secondaty school

The difficulty with the frequent movement of teachers between schools however, is that it puts
much strain on the school administration for the coordination of teaching timetables and tasks at
school level, and on the administrative arrangements between school, province and national
education departments. This has a serious knock-on effect for the remaining teachers who are
called upon to cover vacant posts, increasing their workload and affecting their morale.
Furthermore, the lack of clarity around appointments and promotion is ##se/fa source of
demoralisation. This situation has a number of policy-related causes, which are examined in the
following sections.

Tenure

The teachers report that their contracts are subject to a system of secured tenure for 3 years once
a teacher has been approved through the inspections and promotions system and after the
Provincial Education Boards (PEB) makes the appointments. The problem with the system as it
stands is that tenured teaching positions are held by an individual teacher, rather than attached to
a particular post. If a teacher has a tenure and moves to another ‘acting’ position, then the school
cannot re-advertise for that position until the tenure time is up because it is officially held by the
absent teacher. Within the present system, there are large numbers of teachers in such ‘acting’
positions. Essentially, this means that large numbers of vacancies advertised in the Gazette are in
fact already occupied by a non-tenured teacher. This allows the Provincial Education Boards
more flexibility to move teachers from the post but leads to a feeling of insecurity for teachers in
their posts. Furthermore, teachers say they don’t know whether they will be ‘called up’ again for
the same school or be moved often until a day before the new school term.

Many rural schools, which already find it difficult to attract teachers, are left with teacher
shortages (particularly at the beginning of the school year), leading to heavier workloads for those
in post. Schools are left in the dark about when a replacement will come to the school. For
example, in one province, the researcher was told that one remote rural school had only 5
teachers in post for 300 students because the school cannot keep the teachers.
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To address these issues, teachers suggested that there could be contracts for teachers so they stay
longer in one school. It would be necessaty to ensure that a form of incremental promotion could
take place within one school, which is the responsibility of that school to administer and approve.
This contract would be fixed, but would allow for a teacher to give notice if and when they were
offered a definite promotion in another school.

This approach would also require a proper incentive within the salary scale for rural schools and a
concerted effort to narrow the gap in the conditions for teachers between rural and urban
schools. 16

Promotions
One sentence in the ‘Last In Line: Teachers’ Work Value Study’ (PNGTA/NRI, 1999) describes
clearly one of the problems reported also to the researcher of this report:

“The ability to move up the promotional ladder is very much affected by
the willingness of the teacher to move to a new location and the number
of other eligible applicants”. PNGTA/NRI, 1999

Teachers, like other professionals, are ambitious and tend on the whole to seek out positions with
greater responsibility and better financial reward. The problem is that promotion and preferment
issues in general appear to the teachers to be mired in inefficiency and a lack of transparency
which, they say, definitely affects their motivation after their first few years teaching.

Teachers rely on inspectors’ visits in order to be awarded eligibility for promotion. The inspector
submits his or her reports to the provincial level and then up to NDOE for decisions. Following
this, the list of teachers eligible for promotion is given to the appointing authority to choose
from. The teacher #hen has to apply for a vacant position, but won’t know until just before the
school term begins whether he or she has been selected. If the teacher doesn’t get a position
within 3 years, he or she loses the eligibility and has to go through the inspection system all over
again. Teachers feel that this system creates confusion, lack of stability and poses a patticular
problem for them and their families particularly when, as is well recognised, inspectors are not
able to make the required amount of visits to rural schools for the system to work well.

The system also relies on teachers receiving reliable information on what posts are available. As
discussed eatlier, this is very rarely the case in the rural schools. Teachers say that there is a need
for much better communications about job vacancies. Currently the administrative problems
associated with the appraisal of teachers are aggravated by problems with the publication of the
Gazette. The publication of the Gazette is frequently delayed, meaning that advertisements for
teachers’ jobs are out of date, or it contains incorrect information. This can block hundreds of
teachers eligible for promotion, leading to unfilled posts. Extensions in eligibility and expiration
dates have been awarded to teachers in the past, but actually these problems highlight the
complications and difficulties in the current system. Apparently in 1994 the IGD ( Inspections
and Guidance Division) proposed the abolition of the entire system but the only concession from
the Teaching Service Commission (TSC) was the extension of eligibility to 3 years until 2003.

It is worth noting here that the whole of the Inspections and Guidance Division suffers from
under-funding!” There are only 22 secondary inspectors for the whole country, very often with

16The Rural Disadvantage Allowance (RDA) exists to encourage teachers to work in rural areas in order to
counterbalance the ‘urban drift’ of teachers. However, the RDA criteria are felt to be too strict; and many teachers in
rural schools voiced concerns about the criteria and how they need to be relaxed to shift the focus from urban schools
to rural schools. As it stand,s the allowance is not perceived to be, by the teachers spoken to, in any way an adequate
recompense to attract teachers to go to the more rural or disadvantaged areas. Simplifying the system of allowances (as
recommended in Chapter 2 of this report), would be an opportunity to improve incentives to work in rural schools.

17'The researcher was told that the 2002 budget for the Inspections and Guidance Division was 11% of the previous
financial year.
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extremely limited travel budgets, meaning that they are inevitably overstretched. They also have
too large a remit to be able to do all aspects of it well. Teachers feel neglected if inspectors, upon
whom they rely for promotions and advice are not able to reach their schools. Therefore, there
appears to be a need to recruit more inspectors to carry out the roles expected of them. On its
own, however, this is probably not an adequate solution as inspectors’ remit is still too large.

The ‘Last In Line Report’ recommends increasing the number of inspectors, but it does not
necessarily question the inspectors’ specific remits. Perhaps one solution is to transfer
responsibility from the inspectors to school management. Under the NEP part of the Education
reform processes is supposed to include:

“...the establishment of a system allowing a greater appraisal role for
head-teachers” PNG National Education Plan volume (1995-2004)

This could alleviate some of the problems associated with the eligibility system. However, it
appears that, realistically, there is a general need to simplify or do away with the appraisal-
eligibility-reports-promotion system because it is not clear why it is needed at all. Instead, the
answer could be to simply advertise available jobs in the Gazette (if this can be published on
time) and national newspapers; teachers can then apply with a reference and give notice from old
contract on appointment. Inspectors could then concentrate on appraisal for performance-based
feedback and general quality control as part of their support to teachers’ professional
development, something which teachers themselves would find far more rewarding.