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ABSTRACT
This article focuses on moral authorship as an element of the 
professional development of novice teachers in the Netherlands. 
Moral authorship refers to the ability of teachers to observe, identify, 
verbalize and reflect on the moral aspects of their work in a proactive 
and dialogical manner. We elaborate on moral authorship by 
theoretically exploring six interdependent tasks of moral meaning 
making: moral commitment, awareness, orientation and positioning, 
moral performance and evaluation. Narratives of 19 novice teachers 
were analyzed to explore moral authorship in teachers’ talk. The results 
show the opportunities of moral authorship to support, navigate, and 
reinforce the professional development of novice teachers. This study 
suggests professional self-dialogs for enhancing the development of 
moral authorship.

Introduction

The experiences of novice teachers are often associated with distress, uncertainty, and dilem-
mas (Eriksson & Olinder, 2011), and they should be understood in the context of changes 
in society, lifelong learning, and the professional development of teachers. When novice 
teachers enter teaching practice, they are full of ideas, ideals, and personal values about 
the teaching profession. Many of them experience a praxis shock that makes them aware 
of underlying, complicating processes of the collaboration with their colleagues, pupils, 
and the parents of pupils. In the Netherlands, student teachers are usually trained with 
an emphasis on technical operating skills with which to solve problems in the classroom. 
Student teachers are less explicitly educated in and prepared to cope with the underlying 
social aspects and morally salient processes of professional collaboration in school (Ballet 
& Kelchtermans, 2002). We believe, while coping with induction, novice teachers should 
be challenged to develop moral authorship; to think and argue in a proactive manner about 
these processes; and to be inclined to improve the inner dialog between sustaining habits, 
reflections, and proactive thinking about their practices. They should establish a rhythm of 
both problem-solving and problem-finding that results in self-respect, as well as in being 
respected by others for their skilfulness, commitment to the teaching profession, and the 
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practical wisdom in their teaching (Kinsella & Pitman, 2012; Kunneman, 2012; Sennett, 
2008). This article explores the concept of moral authorship from a situational perspective on 
learning and professional development of novice teachers (Borko, 2004). Teacher induction 
is understood as a process of cumulative involvement in the practice of teaching, becoming 
knowledgeable in and about teaching (Kinsella & Pitman, 2012).

Novice teachers develop their practical knowledge not only in an executive sense, during 
practice in their classroom or school. They also gain knowledge about the micro-politics, the 
strategies, and tactics used by individuals and groups in school, about leadership and school 
policy and the impact of public debate and national politics (Ballet & Kelchtermans, 2002).

To conceptualize moral authorship, we provide successive portraits of the implied moral-
ity of novice teacher induction, the concept of authorship (Baxter Magolda, 2008) using 
Dialogical Self Theory (Hermans & Hermans-Konopka, 2010). These resources aim to 
provide insight into the situational and therefore dialogical and narrative nature of moral 
authorship. Our objective is to determine whether the concept of moral authorship and 
the six distinct core tasks of moral authorship are useful to understand and discuss moral 
elements of novice teachers’ professional development.

Novice teacher induction and the implied morality of their practice

Research on the induction of novice teachers, but also research on the moral dimension of 
teacher practice shifted the primary focus away from the classroom toward social expecta-
tions about teaching and the moral implications of the work that teachers do with colleagues, 
parents and other professionals (Ballet & Kelchtermans, 2002; Borman & Dowling, 2008; 
Jurasaite-Harbison & Rex, 2010; Thomas & Beauchamp, 2011).

During their induction novice teachers experience the implications of being responsible 
both for their performance and for the actions of others like their pupils, teaching assistants, 
and fellow teachers. Novice teachers become aware that, in addition to being held responsi-
ble in terms of a sense of duty, they are accountable for responding to certain requirements 
from school principals, parent councils, school boards, government officials or other higher 
authorities. Comber and Nixon (2009) stated that novice teachers perform without under-
standing explicitly and consciously the underlying moral challenges of such accountability.

The socially given frames that influence the individual meaning making and knowledge 
construction of teachers are changing rapidly and generate a hybrid atmosphere in which 
choice is an inalienable feature. Within this atmosphere, novice teachers are challenged by 
numerous ideas about the future, as well as by ‘mixed moral meanings’ (Schuyt, 2006) and 
by lifelong entrepreneurial learning (Elchardus & Glorieux, 2003). Their moral choices are 
no longer outlined in the morality of family, religious tradition, education or professional 
community, but need to be constructed and regulated within this hybrid moral atmosphere 
to participate in a shared moral consciousness (Kunneman, 1998).

The hybrid moral atmosphere is depicted in Figure 1. The horizontal axis represents rules, 
considerations, dilemmas, and concerns, while the vertical axis represents the intensity of 
socially given frames for responding to obligations, care, and benevolence (Jensen, 2012; 
Moore, Jasper, & Gillespie, 2011). Depending on the intensity of the moral influence of 
social frames, novice teachers are more or less likely to engage in inner dialog concerning 
their person-centered morality, aiming to become teachers who are more or less unique 
(un-tuned), as characterized by the horizontal axis. Their inner dialogs also vary in intensity 
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concerning the morality expressed in the socially given frames concerning conventional 
and post-conventional morality, as marked on the vertical axis.

Conceptualizing moral authorship

To explain the inner dialogs of novice teachers concerning their moral meaning making 
during induction and develop a unifying language to explore novice teachers’ moral mean-
ing making, we draw upon Hermans’ Dialogical Self Theory (Hermans & Gieser, 2012; 
Hermans & Hermans-Konopka, 2010) and the concept of self-authorship developed by 
Baxter Magolda (2008).

The dialogical nature of moral meaning making

Neo-Kohlbergian researchers understood moral functioning as a dynamic and dialogical 
outcome of the social interaction and social communication that occurs between people 
in specific social, cultural, and historical contexts, and focused on components of moral 
functioning, including moral awareness; moral focus and motivation; moral reasoning and 
judgment; and moral action (Narvaez & Vaydich, 2008; Tappan, 2005; VanSandt, Shepard, 
& Zappe, 2006).

Dialogical Self Theory typifies the interdependence of these components as the inner-speech 
of multiple I-positions. I-positions are personal voices based on significant others, which can be 
real, remembered, or imaginary. Examples of I-positions of a novice teacher could be ‘I as the 
teacher of the pupils,’ ‘I as novice,’ or ‘I as colleague’ (Hermans & Gieser, 2012). During the pro-
cess of inner speech, the self can reflect upon the various I-positions in time and space, shaping 
them into organizing meta-positions that can provide coherence and linkages between posi-
tions. To create order and promote direction concerning the future of the self, some I-positions 
become promoter-positions that can authorize tuned and un-tuned thoughts, feelings, and 
actions, which are then captured in practical knowledge to form a more durable point of view 
in ‘the making of meaning’ (Bagnoli, 2012). These ‘habits of mind’ (Mezirow, 1997) act as a 
verification system that weighs possibilities according to their relevance to the authorized moral 
standards that the individual has thus far developed (Hermans & Gieser, 2012).

Figure 1. The hybrid moral atmosphere.



TeaCHeRS aNd TeaCHiNG: THeoRy aNd pRaCTiCe  573

Dialogues between cultural voices and personal voices depend upon the extent to which 
individuals claim authority and responsibility for what they say (Hermans & Hermans-
Konopka, 2010). Individual teachers can be aware of multiple ‘voices’ at the same time: their 
voices, their voices as teachers in the present, or as teachers in the future, the voices of the 
person they would like to become, they think society expects them to be (Beauchamp & 
Thomas, 2009). The various notions of personal and professional ‘voices’ might come into 
conflict with novice teachers, depending upon how strongly they are influenced by their 
teaching environments (Flores & Day, 2006). Novice teachers are challenged to understand 
the dialog between their multiple personal voices, the socially assigned moral frames (cul-
tural voices), their moral considerations (voices acquired through socialization), various 
moral meta-positions and promoter-positions (dominant personal voices) and their moral 
performance (Hermans & Gieser, 2012). In addition to dialogical mental abilities, moral 
authorship involves the capacity to execute good performance in dialog with the hybrid 
moral atmosphere (Jordan, Mullen, & Murnighan, 2011).

Moral authorship: intended moral meaning making

Exemplifying the dialogical interference of personal voices and socially assigned cultural 
voices concerning the moral implications of a changing society and the choices that novice 
teachers make in professional life, we apply the concept of self-authorship developed by 
Baxter Magolda (2008). Building on Bakhtin’s concept of authorship (1981) and Kegan’s 
concept of the ‘evolving self ’ (1982), Baxter Magolda (2008) developed a pedagogic approach 
to facilitate the development of self to the level of self-authorship and the narrative ability 
to claim authorship of beliefs, moral judgment and actions, in the same way that authors 
of novels express their authorship and assert authority in their creative and writing pro-
cesses. In this process, individuals coordinate their understanding of the socially constructed 
knowledge and their internally defined sense of who they are and how they are embedded 
within particular sociocultural contexts and specific semiotic and linguistic environments, 
which produces voices, languages, and forms of discourse (Baxter Magolda, 2008; Kegan, 
1982; Tappan, 2005).

As conceptualized by Baxter Magolda (2008), self-authorship is a continuing process of 
gaining control over thoughts and responses, developing a personal philosophy and living 
life authentically through the intrapersonal writing and rewriting (self-narration) of prac-
tical knowledge into narratives, to represent new experiences, as well as to assign meaning 
to them and to communicate about them with others. In this way, the narratives of teachers 
are personal statements of involvement, intentions, emotions, and moral choices that refer 
to a sense of self and that address questions concerning the intrapersonal dimension of 
self-authorship: Who am I, and who am I as a teacher?

We propose that moral authorship should be treated as the self-authorship of the ‘moral 
self,’ which is concerned with matters of morality, ethical conduct, and moral stances 
(Krettenauer, 2011).

Developing a tentative model of moral authorship

We present a tentative model of moral authorship to facilitate novice teachers to think 
and argue in a proactive manner about their awareness, moral focus and motivation, 
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their moral reasoning, moral judgment and moral action. The language elicited by 
the model enables novice teachers to establish a rhythm of both problem-solving and 
problem-finding.

The tentative model of moral authorship firstly visualizes the interdependent processes 
of moral meaning making, completed with six tasks where a teacher needs to focus on 
when committed to moral authorship: Gaining control over moral thoughts and responses 
(epistemological aspects), developing a personal philosophy (intrapersonal aspects), and 
living life authentically (interpersonal aspects).

In the process of constructing moral meaning, social experiences are incorporated into 
inner moral narratives, which are subsequently written and rewritten in dialog with them-
selves (self-narration) and others, serving to explain their experiences and provide clarifica-
tion as expressions of moral positioning (Hermans & Gieser, 2012). Although the narratives 
reflect existing conceptions of self, they also have the potential to exert influence on future 
self-views. When people narrate morally relevant experiences or upcoming events, they 
are engaged in constructing meanings, which also include beliefs, desires, and emotions 
(Pasupathi & Wainryb, 2010).

The model of moral authorship can be read like a map. The starting point  differs 
according to how the construction of moral meaning making is triggered. This 
 process can be triggered by an individual’s actions or by the actions of others, as well 
as by stories told by others, issues that are made explicit by society or even through the 
individual’s own practical knowledge and wisdom, thereby resulting in problem-finding 
(Figure 2).

Figure 2. Tentative model of moral authorship.
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Six tasks of moral authorship

The selected theories discussed in the preceding sections are used to determine moral 
authorship according to six distinct but not mutually exclusive tasks: moral commitment, 
moral awareness, moral orientation, moral positioning (i.e. judgment about potential moral 
choices), moral performance, and moral evaluation. The first five are aspects of moral func-
tioning, as discussed by the Neo-Kohlbergian scholars. In our concept of moral authorship, 
these aspects form mutually dialogical core tasks. In our understanding, moral performance 
can be regarded as the result of the first four, in addition to serving as the starting point 
for re-orientation and re-positioning. Applying the concept of moral authorship to the 
professional context, these six tasks express the importance of teachers articulating their 
positioning in professional language, with the aim of learning from moral experiences. All of 
these actions take place against the backdrop of the ethical, moral, and political significance 
of good work (Ballet & Kelchtermans, 2002; Kunneman, 2012; Sennett, 2008).

The six tasks we distinguish as landmarks of moral authorship are:

(1)    Moral commitment consists of commitment to the intent and the volition to be 
aware of goals, beliefs, and values of oneself, others, and the sociocultural context 
(Krettenauer, 2011; Pasupathi & Wainryb, 2010).

(2)    Moral awareness reflects the extent to which teachers consciously identify experi-
ences or upcoming events as morally salient (Eriksson & Olinder, 2011; Reynolds, 
2006).

(3)    Moral orientation consists of teachers’ quest for thoughts, feelings, and actions 
concerning morally salient events of others, along with their awareness of dis-
tinctions about their thoughts, feelings, and actions (Pizzolato, Nguyen, Johnston, 
& Wang, 2012).

(4)    Moral positioning refers to the process by which teachers authorize their tuned 
and un-tuned thoughts, feelings, and actions concerning morally salient events, 
which are captured as more durable points of view in moral knowledge. In this 
verification process, teachers weigh the possibilities of relevance to the moral 
standards that they have thus far authorized (Bagnoli, 2012; Hermans & Gieser, 
2012).

(5)    Moral performance refers to the directed performance of teachers in morally sali-
ent work situations. Having adopted a moral position, a teacher cannot simply sit 
back and wait, but must execute the appropriate performance (Jordan et al., 2011).

(6)    Moral evaluation consists of reflection and critical thinking on the part of teachers 
with regard to the effects of the mental processes described above, as well as their 
moral performance and the contribution of their pursuits, ultimately generating 
a conceptualization of their moral experiences (Bagnoli, 2012; Jordan et al., 2011; 
Tappan, 2005).

In demonstrating moral authorship, novice teachers express at least some extent of moral 
commitment to what they are doing. They are aware of moral issues, and they reflect their 
awareness by comparing the salient moral awareness of others. In authorizing their points 
of view, they reflectively check, understand and are conscious of their moral actions, which 
allows them to engage in critical thinking concerning the effectiveness of these actions and 
to develop succinct explanations of them. By highlighting the six tasks of moral authorship, 
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we emphasize the constructive intention of moral authorship, which is generated by act-
ing and interacting, by positioning and repositioning, and by enacting and performing 
(Tappan, 2010).

To explore and illustrate the possibility of marking moral authorship by six tasks, we 
examined narratives of novice teachers to identify differences in the way the various tasks 
were performed in practice.

Method and analysis

The empirical part of this study included successively semi-structured interviews and the 
grounded analysis of the transcripts, eliciting the substantive moral themes. To recruit 
participants, we approached by email, school principals, and coaches, the faculty of Teacher 
Education Utrecht collaborated with and asked them to encourage novice teachers work-
ing in Dutch primary education up to four years to sign up voluntarily, participating in an 
interview about their induction. Ultimately, fifteen female teachers and five male teachers, 
in large and small cities in the Netherlands, were interviewed, concerning in succession 
the context of their work with pupils, their collaboration with colleagues, the institutional 
context, and the context of their professional development. Each interview was divided 
into four parts concerning the contexts mentioned, and each session started with an open 
question about the issues they remembered about the responsibility or concern they had 
felt or the demands they had experienced, as well as the demands that had been placed on 
them or the requirements that they had placed on others. These questions were followed by 
more direct questions about salient moral themes (e.g. truthfulness, coercion, discrimina-
tion, or privacy). The interviews were recorded and transcribed orthographically (Table 1).

A grounded theory approach was used to encode the themes (Glaser & Holton, 2004), 
resulting in an iterative, inductive manner of generating I-phrases and classifying them into 
categories, displayed in Table 2. To ensure the quality standards of visibility, comprehensibility, 
and acceptability (Akkerman, Admiraal, Brekelmans, & Oost, 2008), we defined a coding 
procedure, consisting of a process-oriented instruction and a substantive instruction. We 
introduced a roadmap to paraphrase and tested whether the successive steps of this roadmap, 
used by different researchers, resulted in common I-phrases about the same transcript. To tune 
the use of language we used five criteria of critical thinking (Ter Berg, van Gelder, Patterson, & 
Teppema, 2009) to verbalize I-phases. The try-out showed that the utilization of the procedure 
resulted in common moral themes, and we encoded all transcripts, using this procedure.

Table 1. example of encoding i-phrases.

part of narrative interviewee 05 part of narrative interviewee 02
Quotes: ‘well i do speak truthfully, but perhaps sometimes 

matters are concealed. For example, when 
parents start discussing what went wrong […] 
two years ago in grade 4, i may think that was 
the case, but i will not tell the parents because 
i do not want to disadvantage my colleague, so 
yes then i do conceal what went wrong.

‘it bothered me a lot. […] cause, see, we start 
working her together, being friends becoming 
colleagues. Moreover, then there was the issue 
whether we stay assigned or not. There was a 
vacancy for one; We did not want to fight over 
it. We talked a lot together because we felt 
being friends and also competitors for getting 
the job. its not good for friendship 

i- phrase i do not always give truthful all information Financial considerations frustrate friendship 
between colleagues

sub category i dish out the truth delicately it frustrates me
Main category Truthful informing expressing emotions
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As the first step in analyzing the data, we executed a quantitative analysis (using Excel 
and NVivo) to identify and highlight the main categories of moral themes. Second, the 
quantitative analysis was followed by the qualitative analysis of the data to identify the 
occurrence of I-phrases. The units of analysis were the ‘moral themes,’ as described by the 
sub-nodes in the lowest category (i.e. the I-phrases). We organized the quantifiable attrib-
utes in an Excel datasheet. The grounded approach, encoding the themes in the narratives 
of the novice teachers yielded 531 I-phrases, classified into 53 sub-categories and 18 main 
categories of moral themes. Third, each main category was examined to determine whether 
it fit one of the six tasks. If that was the case, the fit of the underlying I-phrases (and, in the 
event of doubt, the underlying narratives) were verified.

Results

The results concerning the I-phrases revealed that the six tasks of moral authorship and its 
various forms can be identified in the narratives of novice teachers. In the following sections, 
we illustrate our findings for each of the six tasks of moral authorship.

Moral commitment

We explored whether the I-phrases articulated the intent of the teachers to be socially 
involved concerning their pupils and professionally involved concerning their membership 
in a professional community. The most prominent desire expressed by the novice teachers 
was to be committed to their pupils (e.g. ‘I feel powerless, when I see what happens to my 

Table 2. Main categories of moral themes.

ain 19 interviews, there were 260 quotes categorized as expressing emotions.

Main categories of moral themes example of quotes

Ratio 
interviews/

Quotes 
(1) expressing emotions i feel insecure. 19.260a

(2) expressing judgments i think it is important; colleagues notice my results. 19.216
(3) educational performance  

(pedagogic)
i prefer to convince pupils, above compelling them. 19.113

(4) Truthful informing To parents, i give dispensed information about the progress 
of their child.

19.99

(5) professional development of 
Teachers

i have learned to ask for help in time. 19.93

(6) collegial collaboration colleagues frequently do not respect the work agreements. 19.79
(7) responsibility i feel responsible for the safety of my pupils. 18.66
(8) having discussions i am reluctant to give my opinion. 18.65
(9) demands made by others i focus on the requirements; my pupils have to comply. 19.58
(10) concern i am concerned about some pupils’ home situation 18.52
(11) privacy i may violate privacy for pedagogical reasons. 19.41
(12) dealing with rules i am not well informed about the rules at school. 12.32
(13) aggressive verbal abuse i mainly notice aggressive verbal abuse among pupils 

themselves.
14.29

(14) discrimination i correct discrimination as it seems offensive. 16.21
(15) demands that the teacher places 

on others
i set high standards for myself. 9.18

(16) support i feel supported by colleagues. 12.18
(17) gossip i think gossip is incorrect. 8.9
(18) Teaching methodology i correct didactic mistakes i make. 4.4
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pupils’; Interviewee 15), followed by the desire to be committed to their colleagues (‘This 
is how we work. You should do your job the same way. I did not feel comfortable with 
that’; Int-17) and the desire to be committed to themselves (‘I know what I should do but, 
when I started, I was really worried about how I should do it’; Int-9). As illustrated in the 
I-phrases that were encoded as expressing emotions and judgments (the first and second 
most commonly encoded main categories), novice teachers are focused largely on the par-
ticular needs of pupils, on classroom practices, and on collaboration with colleagues and 
parents who are involved.

There was a girl bullied, and that was apparently happening for some years. However, now it 
happens in my class. So, of course, that got me concerned. Moreover, that is the right thing to 
be. We managed to reduce the bullying, but it did not totally disappear. I wondered if it is due 
to my inexperience, or solving bullying is very complex and hard to eliminate. Anyway, I felt 
responsible and a bit guilty, and powerless. (Int-15)

Only a few novice teachers expressed commitment or critical analysis with regard to the 
mission statements of their schools (‘I like to discuss the school’s profile with my colleagues’; 
Int-11) or with regard to their own personal beliefs about teaching and society (‘I am a 
supporter of development-oriented education’; Int-19). Only one of the 19 novice teachers 
interviewed exhibited an eagerness to discuss a subject other than classroom practice (‘I do 
not approve of the management allowing pupils from a Catholic Teacher Training Institute 
to do internships in our public school’; Int-16).

Moral awareness

Narratives in response to both the open questions and the more eliciting questions were 
analyzed to explore the moral awareness of novice teachers. Responses to the open questions 
revealed a limited number of practical issues, including concern for pupils, inappropriate 
behavior, obligations to teaching goals, parental involvement, using rules, collegial collab-
oration, and work stress. Most responses to the open questions mainly expressed concern 
about practical issues in classroom activities:

My class of 32 pupils consists of two grades, 7 and 8. It is tough to gain a good overview, and I 
force myself to give every pupil the attention he or she needs, but I cannot meet my demands. 
That makes me worry and think: yes, I know this kid needs extra explanation about fractions 
and Dutch language, but I do not have the time to overcome these problems. (Int-17)

In responding to the more direct questions, the novice teachers provided narratives about 
four topics. First, concerning the truthful use of data, 11 interviewees described truthfulness 
as a virtue that should be used flexibly. Second, concerning discrimination, 16 interviewees 
made remarks about pupil behavior, but no remarks were made about discrimination by 
adults. Concerning coercion, all of the novice teachers reported that they had never thought 
about their educational practice regarding coercion.

Well, as long as it is done with pedagogical tact. It is my job to help kids improve. Sometimes 
you need to stretch the limits and demand lots of effort. In that sense, I use coercion: demanding 
something a pupil does not want to do, but it has to be done. (Int-4)

Finally, concerning gossip, in a discussion concerning the truthful use of data, eight inter-
viewees mentioned that they had gossiped about colleagues or parents and that they dis-
approved of this behavior.
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Moral orientation and positioning

Concerning the category of expressing judgments, we identified statements that exposed 
moral orientation and positioning. The novice teachers tended to talk more about judging 
colleagues (‘I think some colleagues are lazy’; Int-7) than they did in judging themselves (‘I 
am critical about myself ’; Int-6). In particular, they expressed their disapproval of parents, 
about their pupils’ home situations or colleagues, and they expressed their points of view:

I want to contribute to school development, so when we discuss matters, I will always voicing 
my opinion, but I will never force a colleague to do what I feel is right because I believe we 
cannot do all in the same way, e.g. teaching pupils to cope with suspended attention by using 
the traffic light colors, should not be frustrated by colleagues using different tools. (Int-16)

Moral performance

Some of the statements illustrated deliberately constructed proper performance, particularly 
regarding painful, tragic, or frustrating situations. One example involved a family coping 
with the death of one of the parents.

Well, last year, a father…had cancer and…well, we teachers had a meeting and prepared  
ourselves how we would deal with the impending death (Int-7).

In less tragic situations, the narratives were more characterizations of the situations. The 
novice teachers expressed their moral evaluations, (sometimes in a relatively conceptual 
manner) only upon further questioning for purposes of clarification or explanation.

Moral evaluation

Only a few statements contained intentional expressions of the novice teachers’ moral eval-
uations and conceptualizations of their thoughts. In most cases, such aspects were inter-
woven into their stories, like a teacher talking about how she learned to limit setting aside 
her interests in favor of others and the way she was raised by her parents:

I always want to do the best, but I learned that setting aside your interests too much is not 
very successful. In work, but also private, I had my share, but it is still tempting. I want to 
do the best I can; it is how my parents raised me and demonstrated me with their attention 
and love they put into their horticulture company, at the expense of less attention for their 
children. What I missed? The pat on my head, my study results never were good enough, 
so as a kid, you want to be the best. I still set the bar high, also in relationships… until it no 
longer works. (Int-9).

Only a few interviewees stated conceptualizing thoughts (‘I cannot accept that I cannot help 
a kid any further unless I can argue the facts logically’; Int-4) or made genuinely conceptual, 
moral statements:

Truth can be spoken in different ways, without lying’, and ‘When teachers differ, it does not 
mean one is better than the other.(Int-10)

There is no discrimination among the pupils in the school I now work. It is a white school, 
compared to my previous school, where I taught pupils with a large diversity in cultural origins 
and pupils discriminating each other happened daily. (Int-17)

At this school parents lay quite a lot of pressure on me, to make sure their kid scores high test 
results. (int-9)
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Conclusions and discussion

Our exploration of the narratives of novice teachers and the encoded I-phrases of units from 
these narratives revealed differences between novice teachers whether or not they performed 
the tasks and distinguished the different ways novice teachers were occupied with the six 
interdependent tasks of moral authorship. These novice teachers expressed these aspects in 
their descriptions and explanations of their experiences of themselves and their teaching.

They constructed narratives, with which they explained themselves, their teaching and 
they affirmed choices they had made and wanted to make (self-narratives). Reflecting their 
conduct, they verified their points of view, often in an interrogative way and made their 
self-understanding explicit by authoring narratives that made them feel successful. Teachers 
also reported differences in intensity of social frames, between the school they currently 
were working and former schools they worked or did their internship.

To gain a better understanding of the moral authorship of novice teachers in the four 
contexts of work we distinguished, dialog about the issues with which they are occupied 
should be examined in order to identify topics of concern, in addition to identifying their 
practical knowledge and thinking (Craig, 2007; Elbaz-Luwisch, 2005). To expedite inner and 
interpersonal dialog in teacher education and professional development, novice teachers 
should be supported to gain an overview of their moral authorship, and they should be 
challenged to discuss the degree to which they perform the six tasks of moral authorship. 
When teachers exert moral authorship, they involve the professional community, since 
moral authorship will query their colleagues, management and the near environment of 
the school and in return, their reply will appeal to teachers’ moral authorship.

The results of this study are limited and indicative but introduce the concept of moral 
authorship as an important element of the professional development of novice teachers. 
Meanwhile, we continue our research to develop appropriate assessment tools for monitor-
ing and capturing moral authorship. Based on studies conceptualizing the measurement of 
self-authorship, a formative instrument for measuring moral authorship of novice teachers 
will be developed, to provide insight into the six interdependent tasks, and be able to support 
novice teachers to develop and plan interventions that could enhance their moral authorship 
(Baxter Magolda & King, 2007; Creamer, Baxter Magolda, & Yue, 2010; Pizzolato, 2007).

Based on the narrative and situational nature of moral authorship, it will be interesting 
to reveal which factors of the school context affect personal and collective moral authorship 
(e.g. parallel stories, Craig, 1999).

Monitoring the effects of formative instruments on the progress of novice teachers in the 
area of moral ability could support the implementation of the concept of moral authorship 
within teacher education and professional development programs. It could also facilitate 
further research on the moral authorship of novice teachers in primary school.
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