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Abstract
In Indonesia, the landscape of education system changed following the fall of last authoritarian regime in 1998. For decades, the
past regimes maintained low spending in education and Indonesia found itself among the lowest ranking countries in the world in
terms of its education budget. In post-authoritarian era, a number of key laws and regulations have provided an overall framework
for the country’s education reforms indicating that government pays attention to teachers, including teachers of disabled students.
The purpose of this study was to examine the perceptions of a national sample of teachers of students who are deaf or hard of
hearing following the reform especially with regard to their job satisfaction as well as to identify the specific factors that positively
and negatively affect their ability to do their jobs well. In addition, responses of different subsets of teachers were compared.
Responses from 245 teachers of students with hearing impairment are reported. Collectively, 54% of participants stated that they
were satisfied to very satisfied with their overall job. Specific aspects of the job that respondents indicated that they were most
satisfied or most dissatisfied with are presented and suggestions for addressing some of the identified challenges are provided.
Keywords: job satisfaction, teacher, students, hearing impairment
1. Introduction
Job satisfaction refers to the gratification and sense of
fulfillment individuals feel about specific aspects of their job
or their job in general (Locke, 1969) [58]. Typically, it alludes
to the assessment that people make about regardless of
whether their employment related necessities are being met
(Evans, 1997) [33]. Investigation on job satisfaction began in
the early 1930s and was influenced by developments in
attitude measurement and employment crises of the depression
(Weiss & Brief, 2001) [93]. There has been a generally
accepted belief ever since that worker are more motivated in
their work and perform better, if they find satisfaction in their
job (Judge, Thoresen, Bono, & Patton, 2001) [49]. On the
contrary, job dissatisfaction has been linked with employee
issues like job outcomes such as lateness, absenteeism and
diminished performance, as well as reduced retention (e.g.,
Currivan, 2000; Tett & Meyer, 1993; Cotton & Tuttle, 1986)
[28, 88, 27]
.
Additionally, disappointment on employment also affects
psychological wellness in that people who are unhappy with
their occupation may display the harming impacts of burnout
(i.e., lack of personal accomplishment, emotional exhaustion
and depersonalization) (Lee & Ashforth, 1996) [53], lack of
self-esteem, anxiety and depression (Faragher, Cass, &
Cooper, 2005) [34]. Furthermore, they may show expanded
counterproductive work practices, for example, activities that
are intended to hurt collaborators or the organization as a
whole (Mount, Ilies, & Johnson, 2006) [72].
1.1 Teachers’ work pressure
Educators are under public pressure, in the current educational
climate, because there seems to be a general perception that
there are grave problems with public education and that major

fundamental changes are needed in order to fix these
problems. Accordingly, there has been a strong education
reform movement focusing on more academically challenging
standards for graduation, make teachers and school
administrators accountable for students’ failure or success,
substantial reliance on assessments to test students’
knowledge and new curriculum frameworks to guide
instruction (Luckner & Dorn, 2017) [66]. Along with the
requirement to educate more students, these increased societal
pressures are significantly changing the working conditions of
all teachers (Grissom, Nicholson-Crotty, & Harrington, 2014;
Nichols & Berliner, 2007; Skaalvik & Skaalvik, 2011) [44, 74, 83].
Another issue at present contributing to teachers’ work
pressure is the manner by which they are being assessed.
Lewis and Young (2013) [55] reported that some states in the
United States have actualized teacher assessment systems that
base as much as half of the weight of educator evaluation
decisions dependent upon students’ scores on standardized
tests. In Indonesia, a national exam was still considered an
important instrument for the government to assess students.
However, the exam became a primary source of stress not
only for students but also for teachers.
However, since scores on standardized tests may be heavily
influenced by socioeconomic factors, the fairness of this
practice has been called into question. These socioeconomic
factors may include parents’ education, family health, family
mobility, influence of peers, family resources, the home
communication and literacy environment, and school
demographics (Berliner, 2014; Luckner & Dorn, 2017) [11, 60].
At the point when these continuous contemporary workforce
challenges are added to the general steady requests of the
occupation, it is not amazing that a few educators are getting
to be plainly disappointed with the calling.
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When the regular persistent demands of the job is combined
with these ongoing contemporary workforce challenges, it is
not surprising that some teachers are becoming discontent
with their profession. The feeling of numerous educators was
abridged by one educator who made a YouTube video as part
of her abdication from teaching. She said, “Everything I loved
about teaching is extinct. Curriculum is mandated. Minutes
spent teaching subjects are audited. Schedules are dictated by
administrators. The classroom teacher is no longer trusted or
in control of what, when, or how she teaches” (Gates, 2013)
[40]
.
Schools depend on teachers who work with one another to
build a workplace community and who are satisfied with their
jobs. Educators’ sense of job satisfaction has been associated
with their commitment to teaching (Feather & Rauter, 2004)
[35]
, motivation (Barnabé & Burns, 1994) [9], and well-being
(Vansteenkiste et al., 2007) [91]. Teacher’s well-being and
welfare is one of important motivation to boost teachers’
quality and performance to improve and to better the quality
of education development. Nevertheless, data from World
Education Indicators (WEI) in 2007 showed that teachers in
Indonesia were significantly underpaid compared to their
international counterparts. Indonesia has the second-lowest
income per person among WEI countries at less than one-half
of the group average (OECD, 2005) [76].
Between 1995 and 2002, development in Indonesia was
dominated by the Asian economic crisis of 1997 and an
ensuing national political crisis that brought down the
country’s last authoritarian regime in 1998. For decades, the
past regimes maintained low spending in education and
Indonesia found itself among the lowest ranking countries in
the world in terms of teachers’ salaries due to a combination
of the oversupply of teachers and limited government funding.
Education spending was focused on building infrastructure
while neglecting teacher salaries. The hymn of teachers,
which designates them as ‘heroes without medals', was an
accurate expression of teachers' hard work without proper
reward (Bachtiar, 2015) [8].
The landscape of education system changed following the fall
of the last regime in 1998 when Indonesia entered the
democratic era that made education reform possible. The
amended constitution mandated that the government prioritize
budget for education at least 20% from national budgeting to
fulfill the necessity of national education. The mandate from
the constitution brings fresh air to fund all education costs in
Indonesia. All products of legislation about teachers that
follow suit have given an understanding that government pays
enough attention to educators from regulation perspective
(Sulisworo, et al., 2017) [86].
A number of key laws and regulations have provided an
overall framework for education reform in Indonesia. These
include Law 20 of 2003 on the National Education System,
which defines a number of key areas, including the function
and purpose of education; the rights and obligations of
citizens, parents, communities, and government; national
education standards, curriculum, education personnel and their
roles and responsibilities; and finance, management,
evaluation, accreditation and certification (OECD, 2015) [76].
Law 14 of 2005 on Teachers and Lecturers increased the
minimum teacher academic qualification from D2 (two years

education after completion of senior secondary education) to
an academic bachelor’s degree (S1) or D4, a four-year
diploma. It also requires teachers to have successfully
completed the certification process and that all teachers must
meet this requirement by 2015 (OECD, 2015) [76].
Further, the law sets minimum competency standards in the
areas of professionalism, pedagogy, social skills and personal
behavior. The law not only specifies what teachers should be
able to do and how to behave, but also addresses the issue of
teacher welfare by introducing a set of new professional
allowances (equal to their basic salary) for teachers who have
successfully completed the teacher certification process.
However, the full implementation of education reform takes
time because the real problems actually come upon real field
implementation at school, goodwill from people to support
government’s programs of teacher development, and multiinterpretative regulations (Sulisworo, 2016) [86].
Actually educator’s welfare cannot be measured from incomes
only, but also from other aspects, such as professional
development opportunities, comfort, protection, career
opportunity, further study, and simple bureaucracy to manage
functional teacher degree as regulated by law (Sulisworo,
2016) [86]. Teachers who are less satisfied may be less
motivated to meet educational objectives, and dissatisfaction
with conditions of teaching may lead to higher stress,
absenteeism, and turnover (Grissom, 2012; Ingersoll, 2001;
Allensworth, Ponisciak, & Mazzeo, 2009; Ladd and Chiu,
2011; Loeb, Darling-Hammond, & Luczak, 2005;
Perrachione, Rosser, & Peterson, 2008; Renzulli, Parrott, &
Beattie, 2011) [43, 45, 3, 51, 59, 79, 80]. Attrition is another
consequence of teacher job dissatisfaction (Boe, 2014;
Billingsley, 2004) [14, 13]. Schools as well as students were
adversely affected when teachers leave their positions.
Students face barriers to quality teachers as their schools are
regularly replacing them (Barnes et al., 2007) [10].
1.2 Students with hearing impairment
In Indonesia, the number of disabled persons accounted for
11-13% of total population in 2015, an increase of 9% from
only 2.45% of the approximately 249 million population in
2012. There were several causes of the increase including
social conflict, natural disaster, and alcohol abuse. Among the
disabled, the proportion of those physically impaired reached
39.37%, blind 29.63%, and deaf 7.89% (Akmal, 2017; Central
Bureau of Statistics, 2012 & 2015) [2, 24].
Indonesia ratified the UN Convention on the Rights of Persons
with Disabilities in 2011, and the government included
provisions on the need for education for disabled people in
Law No. 20 of 2003 on National Education. The Indonesian
government's policies on inclusive education determine that
students with all type of disabilities (physical, mental and
social) should be mainstreamed into only general schools.
However, it has always been challenging to teach disabled
students especially deaf or hard of hearing students. So much
so that Stewart and Kluwin (2001) [85] wrote: “Deaf students
arguably present the most complex challenge for teachers of
any group of students in both the general and special
education populations. Every corner of their educational
process is multidimensional and each dimension has the
potential to significantly impact their academic achievement”
(p. 14).
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In addition to the contemporary issues mentioned above, most
teachers of students with hearing impairment are required to
be able to communicate with students who use a variety of
modes of communication. Schools for the deaf in Indonesia
have adopted the educational methodology of “total
communication” (or simultaneous communication) from
Western models. This method combines signs from American
Sign Language with spoken Indonesian and other foreign
languages. They refer to this as Signed Indonesian (Brown et
al, 2013) [18]. Few teachers are fluent signers, and many sign
very little. Students communicate in their every day natural
sign language outside of the classroom.
Teachers are also required to provide direct instruction to an
increasingly culturally and linguistically diverse student body,
to consult and collaborate with administrators, colleagues,
families and community agencies, and to write Individualized
Education Programs (IEPs) that include goals and objectives
that align with state standards and meet unique student needs,
to stay updated on continuously changing hearing assistive
technology, to conduct and support frequent progress
monitoring, and to facilitate transition services (Luckner &
Dorn, 2017) [60]. These activities occur along with limited
planning time, and the expectation that teachers will complete
due process compliance paperwork and attend compliance
related meetings, often with a lack of administrative support
(Bullard & Luckner, 2013) [20].
Working conditions can also seriously affect teachers’ quality
of work, morale, and level of effort. Negative responses to
day-to-day work may lead teachers to leave the profession or
teachers may maintain their jobs, but simply cut their effort
and overall involvement. Likewise, instructors may bring
down their expectations for students, which can prompt a
substandard quality of education for students who are deaf or
hard of hearing. Students are likely to experience decades of
underachievement, frustration and dependence if they do not
acquire the knowledge, skills, and strategies needed for adult
functioning during their years in school. Conversely, those
who have great mentalities toward their jobs are are more
highly motivated to stay in and perform their jobs effectively
(Luckner & Dorn, 2017) [60].
1.3 Previous Studies
This section presents a brief review of previous studies on
teacher stress, teacher morale, Teacher burnout and job
satisfaction of teachers of students who are deaf or hard of
hearing. Johnson (1983) [47] examined the job stress of
teachers of students who are deaf or hard of hearing (n = 377).
She reported that 27% rated teaching as very stressful or
extremely stressful and that the primary sources of stress were
(1) paperwork, (2) developing IEPs, (3) planning and
preparing materials for a wide ranges of abilities, (4)
inappropriate and/or disruptive behavior of students, and (5)
inadequate time for planning.
McNeill and Jordan (1993) [64] compared teachers of students
who are deaf or hard of hearing using an oral approach (n =
31) with teachers of students who are deaf or hard of hearing
who used a total communication approach to teaching (n = 93)
for stress and job satisfaction and reported that the two groups
did not differ significantly and that neither group reported
high stress.

Stedt and Palermo (1983) compared the morale of a group of
teachers of deaf students with a group of teachers of deaf
students who had additional disabilities. They reported that the
teachers of students with additional disabilities had higher
morale than the teachers of students without additional
disabilities and higher than the norms for general education
teachers.
Moores (1991) [71] reported that teachers of students who are
deaf or hard of hearing (n = 231) were experiencing low
morale due to the workload and pressure from community
expectations. Meadow (1981) [65] reported that 80% of a
sample of teachers of students who are deaf or hard of hearing
(n = 240) were satisfied with their jobs, but that they
experienced sig- nificantly more “emotional exhaustion” than
a sample of teachers of hearing students.
Luckner and Hanks (2003) [60] surveyed teachers of students
who are deaf or hard of hearing (n = 608) and reported that
overall, respondents were satisfied with their jobs. Of the 59
items in the survey, 51 were rated as satisfied or very satisfied
by more than 50% of participants. In addition, subgroup (i.e.,
itinerant, elementary, secondary, and resource room teachers)
responses were similar to those of the group as a whole. The
items teachers reported being most satisfied with were (1)
relationships with colleagues, (2) opportunity to use training
and education, (3) importance and challenge (i.e., meaningful
work and the drive to be successful), (4) structuring lessons to
promote learning, and (5) job as a whole. The items they
expressed the most dissatisfaction with were (1) amount of
paperwork, (2) state assessment tests, (3) lack of family
involvement, (4) time for nonteaching responsibilities, and (5)
providing students with adult role models.
Most recently, Luckner and Dorn (2017) [60] examined the
perceptions of a national sample of teachers of students who
were deaf or hard of hearing to identify the factors that
positively and negatively affected their ability to do their jobs
well. Responses were analyzed from 495 teachers from across
the United States. Eighty-nine percent of participants reported
being satisfied to very satisfied with their overall job. In
addition, of the 64 aspects of the job identified in the survey,
52 aspects were rated as satisfied or very satisfied by more
than 50% of participants.
2. Research Methods
The objective of this study was to study the perceptions of a
national sample of teachers of students with hearing
impairment with regard to the factors that positively and
negatively affect their ability to do their jobs well in postauthoritarian Indonesia. The research questions that guided the
study were:
1. How satisfied or dissatisfied are teachers of students with
hearing impairment with their job in general and with
particular aspects of their job specifically?
2. How satisfied or dissatisfied are different subsets of
teachers of students with hearing impairment with their job
in general and with particular aspects of their job
specifically?
I used questionnaire consisted of 59 statements on the “Job
Satisfaction of Teachers of Students who are Deaf or Hard of
Hearing” created by Luckner and Hanks (2003) [60] to answer
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the above research questions. The survey consisted of four
parts. Part one explained the survey objectives and provided
the consent form for respondents. Part two contained
questions related to participants’ professional and personal
demographic information. The items in this section asked
about gender, years of teaching experience, highest degree
earned, job responsibilities, student services provided, and the
type of program where teachers worked.
Part three contained the 59-statements that focused on a
variety of aspects of the job such as satisfaction with salary,
opportunity for promotion and advancement, physical work
environment, pride and respect felt from being in this
profession, relationships with colleagues, amount of
paperwork required, number of students on caseload etc. I
added a few job-related items previously discussed to reflect
current trends in Indonesia resulting in 64 items in the
questionnaire. Participants answered to each item using a fourpoint Likert-type scale ranging from “strongly agree” to
“strongly disagree.”
The fourth part contained three open-ended questions that
asked respondents to comment on the most enjoyable and the
most challenging aspects of their job and to predict how long
they thought they would continue working as a teacher of
students with hearing impairment.
A face-to-face combined with telephone survey was
conducted in order to explore the responses of the respondents
and to gather more and deeper information. A face-to-face
survey implies a door-to-door interview that involves going
directly to the place of the respondents and conduct the
interview either on-the-spot or at a scheduled date. A
telephone interview was conducted in case the respondents
were not available at the time of visit or they agreed to an
impromptu telephone interview or on a scheduled date.
Cronbach’s coefficient alpha was calculated to determine an
internal consistency estimation of reliability of the items on
the survey. The Cronbach’s alpha was. 82 indicating that the
questionnaire items have relatively high internal consistency.
This study employed a three-step process to obtain data from a
broad-based sample of teachers of students who are deaf or
hard of hearing. First, preparing a list of schools and programs
that educate students who are deaf or hard of hearing. An
available database on the number of teachers of students with
hearing impairment in the nation does not exist. Since we do
not know what percentage of the true population is captured in
this study, so sampling procedure used is purposive, a
nonprobability sampling without involving random selection.
Some four hundred and sixty-five addresses were entered into
a database. Second, schools or programs for students who are
deaf and hard of hearing were called and sent an email
message asking them to share the information about the
survey with the teachers on their staff.
Third, two hundred forty-five teachers were selected
purposively, interviewed and completed the survey
questionnaires. Years of teaching experience ranged from one
to twenty-two, with the mean being 11 years. One hundred
and seventy-six were female (72%) and 69 were male (28%).
Twelve teachers (5%) described themselves as deaf, fifteen
(6%) as hard of hearing and 218 (89%) as hearing. Most had a
bachelor’s degree (n = 159, 65%). Thirty-seven percent (n =
91) indicated that their primary job responsibility was as

itinerant teachers, 24% (n = 59) were elementary teachers,
15% (n = 37) were secondary level teachers and 24% (n = 59)
checked “other” and added the specifics of their position (e.g.,
preschool, home intervention, resource room, consultant, parttime itinerant part-time resource room, transition specialist,
outreach consultant).
Regarding direct services to students, the majority (n = 103,
42%) had a caseload of between seven and 15 students, 64
(26%) worked with less than six students, 44 (18%) of
teachers worked with between 16 and 20 students, and 34
teachers (14%) had more than 20 students on their caseload. In
addition, they provided consultation services for one to six
students (n = 142, 58%), seven to 15 students (n = 42, 17%),
16–20 students (n = 22, 9%) and more than 20 students (n =
39, 16%). Participants were also asked to report the different
types of communication they use with students. They were
encouraged to check more than one option, or “check all that
apply.” Auditory/oral (n = 159, 65%) was the most often used,
the second most frequently used communication approach was
total communication (n = 125, 51%), the third was sign
language (n = 68, 28%) and Cued Speech was used by three
respondents (1%). Table 1 provides additional demographic
details about the participants.
3. Results
The first research question asked: How satisfied or dissatisfied
are teachers of students who are deaf or hard of hearing with
their job in general and with particular aspects of their job
specifically? To answer the first part of the question we
examined the responses to the final item of the survey, which
asked participants to share their perceptions of “the job as a
whole.” The biggest portion of replies was “satisfied” (n = 78,
32%), many were “very satisfied” (n = 54, 22%), the second
biggest replies were “dissatisfied” (n = 64, 26%) and some
were “very dissatisfied” (n = 49, 20%). In order to identify the
positive and negative trends for the total group, very
dissatisfied and dissatisfied replies were combined, as were
satisfied and very satisfied responses for articles in the
questionnaires. Collectively, 54% of participants reported
being satisfied to very satisfied with their overall job.
The second part of the first research question asked: How
satisfied or dissatisfied are teachers of students with hearing
impairment with particular aspects of their job? Participants
were satisfied with some facets of their jobs and dissatisfied
with others. The greater parts of items on the survey were
scored as positive by more than 50% of respondents. Table 2
shows the 10 aspects of the job that the group altogether
identified as being satisfied or very satisfied. Table 3 shows
the 10 items reported as dissatisfied or very dissatisfied.
An item ‘salary and fringe benefits’ appear in table 2 and table
3 indicating that the item became a source of both satisfaction
and dissatisfaction. The teachers interviewed in this study said
they felt satisfied with professional allowances they received
as the most enjoyable of their job since it contributed
significantly to their incomes. The teachers added that they
became motivated in doing their job because of the allowance.
Those who said satisfied were mainly teachers who have
successfully completed the teacher certification process as a
prerequisite to receive professional allowances. On the other
hand teachers who haven’t completed the certification process
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found themselves dissatisfied with their minimal salaries
prompting some of them to look for a second job. For this
group of teachers, professional allowance was the most
challenging of their job because without it they felt their status
were still unrecognized by the government.
The second research question asked: How satisfied or
dissatisfied are different subsets of teachers of students who
are deaf or hard of hearing with their job in general and with
particular aspects of their job specifically? The four categories
of itinerant, elementary, secondary, and other were used
because they represented the majority of the respondents.
The combined “satisfied” and “very satisfied” percentages by
group are presented in Table 4 while the combined
“dissatisfied” and “very dissatisfied” percentages by group are
presented in Table 5. Variance analysis was made to compare
ratings for “job overall” with a result that was not statistically
significant (F(3, 242) = 0.635, p<. 05). The eta squared was.

006567, indicating that the independent variable of job type
explained only 0.66% of the variance in the dependent
variable of “job overall” rating.
The second part of the second research question asked: How
satisfied or dissatisfied are different subsets of teachers of
students who are deaf or hard of hearing with particular
aspects of their job specifically? As in Tables 4 and 5, the four
categories of itinerant, elementary, secondary, and other were
used.
The comparison between the satisfied or very satisfied
responses are presented in Table 6 while the comparison
between the dissatisfied or very dissatisfied items and
percentages were presented in Table 7. Overall, the subsets of
participants replied in a similar manner, yet the elementary
and secondary teachers were more dissatisfied with the lack of
professional development related to deaf education and the
state assessment tests.
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In order to identify common themes, a qualitative analysis of
open response questions in section four of the survey was
conducted. All responses were transcribed and grouped
according to the individual prompts, (a) “What are the most
challenging aspects of your job?” (b) “What are the most
enjoyable aspects of your job?” and (c) “Additional
comments.” To create the categories, the constant comparison
method of data analysis was used. Each reply was compared
with every other reply in order to look for consistency of
meaning, similarities and differences. As a new concept
appeared, themes were expanded and similar items were
grouped into provisory categories. All responses under each
question were organized on a comprehensive list.
Responses to the question about challenging aspects of the job
were similar to those presented in Table 3, but the most
frequently reported issues in order of recurrence were salary
and fringe benefits, state assessment tests for students,
providing students with deaf adult role models, professional
development related to deaf education, amount of paperwork
required, time to collaborate with school staff, family
involvement, availability of appropriate tests for students, time
for nonteaching responsibilities, time to collaborate with
families and evaluation system.
The satisfaction felt from relationships with colleagues and
amount of time spent with students were common responses to
the question about the most enjoyable aspects of the job.
Relationships with coworkers and colleagues were frequently
mentioned as was comments such as, “I am happy to see
students learn, grow and succeed” and “the aha moments
when the students understand” were repeated continuously.
Salary and fringe benefits were at number 3 as the most
enjoyable aspects of the job while the item was number one in
the list of challenging aspects of the job. As mentioned earlier,

almost half of teachers’ income came in the form professional
allowance from the government for teachers who passed
certification program. Those who felt dissatisfied are teachers
that didn’t pass the certification process.
Some participants gave ardent responses to the open-ended
question that asked for additional comments. Several
individuals indicated that they enjoy the opportunity to be part
of a team and they love their job, nevertheless there is not
sufficient time for them to do their job effectively. Other
individuals revealed the difficulties they faced in fulfilling
their obligations as teachers (discussed in the following
discussion section). The final question on the survey asked
respondents “Do you see yourself in this field in: 5, 10, 15, or
more years?” Twenty eight percent reported that they would
work up to five more years, 16% stated that they plan to work
6–10 years more, 17% thought they would continue to work in
deaf education for 11–15 years, and another 39% indicated
that they plan to be in the field more than 15 years.
The first reason for leaving the job, the majority of
respondents said that they plan to retire. The second most
frequently reason mentioned by the participants to leave their
job was because they dislike certain aspects of the job. The
third reason stated by participants was shrinking caseloads
since they were concerned about whether or not they would
continue to maintain their job due to declining student
number.
4. Discussion
This study has objective to examine the perceptions of a
national sample of teachers of students with hearing
impairment to identify the factors that affect positively and
negatively their ability to do their jobs well in postauthoritarian Indonesia. Responses were analyzed from 245
40
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teachers from across Indonesia. Fifty-four percent of
participants reported being satisfied to very satisfied with their
overall job. In addition, of the 64 items of the job identified in
the survey, 42 items were rated as satisfied or very satisfied by
more than 50% of participants.
Apart from the education reform, the changes that occurred in
schools became the boost for this study. For example, general
education trends such as the use of annual state-level
assessments to evaluate educators’ effectiveness and test
students’ knowledge through national exams, more
academically challenging standards, increased requirements to
use evidence-based practices, the increasing cultural and
linguistic diversity of the student population, and the inclusion
movement have altered how general education teachers do
their job. In education of students with hearing impairment
specific trends, such as greater acceptance of sign language,
newborn hearing screening, early intervention, cochlear
implants and improved hearing assistance technology, have
changed what teachers teach, where they teach, and the
population of students they serve (Lenihan, 2010; Miller,
2014; Mitchell & Karchmer, 2006; Antia & Rivera, 2016;
Foster & Cue, 2009) [54, 68, 69, 6, 36].
Table 1 shows additional evidence of the changes taking place
in this field because 24% of the teachers who participated in
the study checked “other” indicating their job responsibilities
were significantly different from working as a self-contained
elementary or secondary classroom teachers (e.g., transition
specialist, home intervention, and outreach consultant). Many
respondents also reported that their job was a combination or
two positions (e.g., part-time resource room, and part-time
itinerant). Finally, it is important to note that most of
respondents (37%) were itinerant teachers of students with
hearing impairment.
The major challenges teachers face (items participants
identified most frequently as dissatisfied or very dissatisfied)
include, salary and fringe benefits, the state assessments, lack
of professional development specific to the field of deaf
education, paperwork, and the lack of time to cooperate with
other professionals and families. (items participants identified
most frequently as dissatisfied or very dissatisfied). Based on
items participants identified most frequently as satisfied or
very satisfied, the primary aspects of the profession that
teachers gain pleasures from are their relationships with
students, colleagues, and families as well as professional
allowance they got from the government.
4.1 State assessments
It is not surprising that the attitudes of teachers of students
with hearing impairment were affected negatively by the state
assessments. Participants of this research said they often feel
frustrated because they are required to limit the curriculum
and teach toward the state assessments, which does not allow
them to address other necessary skills needed by students with
hearing impairment in order to become successful adults (e.g.,
study skills, self-advocacy, social-emotional skills, learning
strategies and career development). Furthermore, they said,
the pressure to raise student exam scores, to the avoidance of
other essential objectives, can dishearten good educators and
incite them to leave their job, while simultaneously discourage
talented young professionals from entering the profession.

Additional concerns often expressed about state assessments
of national exam that include: concern that students are being
assessed at levels that they are not prepared to pass the
assessments and the negative impact that has on the students’
motivation.
National exam is one of the issues in the Indonesian
educational system as major controversies occurred in
implementing it. As a state mandatory exam that every student
has to take part, it determines whether a student deserves to
graduate or must stay. The government believed the exam will
push the educators to teach better and students will be
motivated to learn more (Nafida & Musthofiyah, 2017) [73].
However, some revealed negative impacts of the policy. One
educator said “The exam has become very political, with
teachers, principals and local governments pushing students to
get good scores for the reputation of the schools and the area.”
(Supratno, 2013) [87].
Teachers said they gives as many drills and practice as
possible to make students be able in recognizing the answer to
multiple-choice questions. Participants said they have begun
to “teach to the test” and it can be assured that teacher only
ask students to apply lower-level cognitive strategy. Teachers
ignore the higher level cognitive such as critical thinking,
problem solving and analysis.
With such a great amount of pressure on one test, cheating has
become a major issue and teachers have been part of the
problem, with some encouraging students to cheat and
circulating answers to enable them to get higher marks
possible. Critics have accused local governments of
encouraging cheating because they want to show up their
reputation with a high pass rate. Local governments felt
embarrassing when knowing their students failed in the exam.
The cheating was illegally acceptable and considered as
commonplace to saving face. It is a shortcut to keep the
prestige of school and region high (Nafida & Musthofiyah,
2017) [73].
4.2 Lack of professional development
Educators of students with hearing impairment expressed a
concern about a lack of professional development specific to
the field of deaf education. This is justifiable when
considering what has generally been considered professional
advancement, that is a scope of formal, organized exercises in
which teachers are brought together, for the most part outside
of the classroom, to further build up their teaching skills, learn
new skills or knowledge, and/or to familiarize themselves with
new regulations that influence their teaching. These
approaches typically have required release after school time,
release time during the school day, or in-service days in order
for teachers to participate.
Three factors have contributed to the decline of professional
development for all educators in Indonesia, including teachers
of students with hearing impairment: teacher welfare, teacher
quality and teacher politicization (Chang et al., 2014;
Sulisworo, et al., 2017) [25, 86]. First, from welfare point of
view, teachers said satisfied with their jobs especially those
who have successfully completed the teacher certification, and
thus improve teaching quality and, eventually, student
performance.
Second, from the teacher’s quality aspect, certification
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instruments demanded teachers to fulfill all constitutional
criteria designed by the government, e.g. to master four basic
competences: pedagogic, professional, personality and social
competence. Furthermore, educators are also required to fulfill
academic qualification on the subject level, and to participate
in all professional development and training programs
organized by private sectors, government and their own selfdevelopment programs. In addition, staff development trainers
and teacher preparation programs should expose teachers of
students with hearing impairment to online resources that
provide a variety of tools that can save educators time and
effort (Luckner & Dorn, 2017) [60].
However, the World Bank report in 2014 revealed that the
certification instrument fell short of measuring competence; as
a result, a number of teachers who lacked minimum subject
knowledge and pedagogical skills received double income but
did not improve the outcomes of their students (Chang, 2014)
[25]
. There is no proof that the certification procedure and the
expanded levels of pay have led to better teaching quality in
the classroom. Certification didn’t make teachers teach better,
at least not in ways that are measurable through student test
scores. Overall, the experimental evidence shows that the
certification process and the payment of the professional
allowance do not benefit student learning. “It seems that there
is no dormant, unused potential that can be activated by
paying teachers more money” the World Bank said in the
report.
This finding is not surprising, given that there are no clear
theoretical reasons for why salary increases that are not
conditional on classroom performance or further professional
development would lead to better performance. It is also not
surprising given the earlier analysis of the civil service
mentality of many teachers (mostly older) who have focused
for many years more on “educating” their students than on
“teaching” them (Chang, 2014) [25]. The greatest impact of
certification is expected from the higher quality of new inflow
and the academic upgrading of teachers who did not yet
qualify before the law was passed.
Third, the last problem is teacher politicization commonly
happens to the local regions particularly at the political
momentum such as legislative election, regional election and
presidential election (Sulisworo, et al., 2017) [86]. Since the
number of teachers is by quantity significant enough to gain
votes, the candidates usually make use of educational issues
like teachers as their political commodity. Moreover, some
teachers are also recruited as success team of a candidate.
Teachers were promised a job promotion to be headmaster,
head of education district or other strategic position for getting
their votes. This dirty political practice make someone become
a high rank officer merely more on his contribution as success
team of the political candidates not because of his personal
competence and meet standard qualification. On the contrary,
if a teacher takes part in the political competition and lose, as
a punishment he will be mutated or removed to a certain
remote area (Sulisworo, et al., 2017) [86].
4.3 Lack of consultation and collaboration
Teachers of students with hearing impairment reported that
they do not have sufficient time to collaborate or consult with
school staff and families. Although collaboration and

consultation take time, it is important for supervisors of
teachers of students with hearing impairment to comprehend
that in addition to teaching directly to students, teachers of
students with hearing impairment need time in their schedules
for meeting with educators, administrators, and families so
they can help them increase their knowledge and skills about
the needs of children and youth who are deaf or hard of
hearing.
The collaboration has become essential for many students who
are deaf or hard of hearing also attend general education
classrooms for some portion of their school day.
Unfortunately, most general educators have a limited
understanding of the needs of students with hearing
impairment and they need ongoing collaboration with teachers
of students with hearing impairment in order to make
appropriate adaptations so that students with a hearing loss
have access to the academic content and social interactions
(Bullard & Luckner, 2013) [20].
Meanwhile, most parents also have a limited understanding of
what it is like to have a hearing loss since they have never
knowingly come in contact with a person who is deaf or hard
of hearing. Consequently, similar to general education
teachers, many families rely on collaboration and consultation
from teachers of students with hearing impairment to help
them navigate the variety of challenges that do not occur for
the parents of typical children and youth, but do exist for
them.
In order to gather data about how well students with a hearing
loss are functioning in general education classrooms, it is
important that teachers of students with hearing impairment
have time in their schedules to observe the room setting.
Observation provides teachers of students with hearing
impairment with data that enables students to adapt to the
room so they can participate and benefit from the time spent in
the general education classroom (Luckner & Dorn, 2017) [60].
5. Conclusion
The results of this study indicate that more than half of
participants reported being satisfied to very satisfied with their
overall job. As a group, they are most satisfied with the
aspects of their job that relate to relationships with colleagues
and amount of time spent with students as well as salary and
fringe benefits. Professional allowance became a source of
both satisfaction and dissatisfaction.
Teachers felt satisfied with professional allowances they
received as the most enjoyable of their job. On the other hand
teachers who haven’t completed the certification process
found themselves dissatisfied. They were also dissatisfied
with the aspects that surround the performance of their job
(e.g., state assessments, lack of professional development,
amount of paperwork).
Three factors have contributed to the decline of professional
development for all educators in Indonesia, including teachers
of students with hearing impairment: teacher welfare, teacher
quality and teacher politicization.
The increased salary from certification program has prompted
teachers to drop their second jobs, and many of them claim to
no longer face income difficulties. However, there is no proof
that the certification procedure and the expanded levels of pay
have led to better teaching quality in the classroom.
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Teacher also takes part in the political competition, and this
teacher politicization commonly happens to the local regions
particularly at the political momentum such as legislative
election, regional election and presidential election. This
political practice make someone become a high rank officer
merely more on his contribution as success team of the
political candidates not because of his personal competence
and meet standard qualification.
Teachers of students with hearing impairment do not have
sufficient time to collaborate or consult with school staff and
families. Most general educators have a limited understanding
of the needs of students with hearing impairment and they
need ongoing collaboration with teachers of students with
hearing impairment.
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