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ABSTRACT
This study has its roots in my striving to become a competent teacher. Despite being

armed with a teaching qualification, I found that I was ill-prepared for the rigours of the
classroom and the broader school environment. It was in trying to rectiff this situation
that I realised that as a beginner teacher it seemed that I would have to find my own way
through the myriad of problems and concems that faced me in everyday practice. Was I
alone in experiencing all these difficulties or were school environments into which
beginner teachers were being inducted simply not supportive of addressing the needs and

concerns of the newest members of the profession?

Experience taught me that beginners received little or no support on entry to the
profession. The research literature revealed a similar world-wide trend. The consequences

of this situation was evident in the daily struggles within schools and together with a
changing political arena in South Africa motivated this study into the induction and

socialisation of beginner teachers in one district in Cape Town schools. A review of the
literature revealed two major directions, a developmental tradition and a teacher
socialisation tradition. Major trends internationally lean towardthe development of
induction programmes in line with the professional development/ effective schools
philosophy to address the needs of beginners entering the profession. The emergence of
professional development philosophy as the way forward in teacher education for
beginning teachers is questioned in terms of its prescriptive nature and other
shortcomings. These shortcomings include the strict research to policy formula as well as

the deficit theory of beginning teacher problems and needs which fails to recognise the
historical and contextual perspectives beginners bring with them into the profession. This
is a direct result of the dominance of quantitative research in this field.

The South African context is investigated by studying the possibilities of emerging
educational policy for beginning teacher support. An analysis of the educational policy
proposal literature reveals that the professional development roue is seen as the way
forward in the South African context despite the emerging criticism from the teacher
socialisation perspective.

The complex school environment in South Africa that is undergoing transformation
required a research approach that broke the dominance of the quantitative research

methods to ensure that new perspectives emerged to provide balance to the solutions
being advocated for beginning teacher problems and needs Therefore this study uses a
qualitative technique in the form of a focus group interview to seek beginning teachers

own meanings, views and interpretations of their problems and concerns. Their
perspectives reveal a startling depth in terms of their understanding of the processes of
induction and socialisation. This research study lays the basis for more qualitative
research in the field to enhance resolution of poor and uncaring entry into the teaching
profession and to assist in creating a teaching and learning culture in our schools.
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ABSTRAK

Hierdie studie is gesetel in my strewe om 'n effektiewe onderwyser to word. Ten spyte van my

formele onderwys kwalifikasie het ek nog steeds 'n Ieemte in my mondering ervaar om die

uitdagings en eise van die klaskamer en bre6r skool omgewing te trotseer. Dit was tydens my

pogings om hierdie realiteit aan te spreek dat ek besef het dat ek op myself aangewese is om 'n

1""g oop te baan deur al die uitdagings. Die vraag wat telke male na vore gekom het was of ek

alleen met die situasie gekonfronteer was of was die skool opset en kultuur maar net nie

ontvanglik en onderstuenend genoeg vir die beginner onderwyser was nie.

My ervaring het my geleer dat die beginner onderwyser min indien enige ondersteuning kry by

die toetrede tot die ondeywys. Hierdie ervariin word ondersteun deur die literatuur wat 'n

soortgelyke internasionale tendens besvestig. Die gevolge van die situasie was duidelik

identifiseerbaar in die problemewat in die skole onstaan het. Dit, sowel as die veranderende

polietieke scenario in Suid Afrika het grootliks bygedra tot hierdie studie wat hoofsaaklik die

induksie en sosialiseering van die beginner onderwyser wil ondersoek in een distrik van die skole

van Kaapstad. Die literatuurstudie het veral twee hoofrigtings aangedui. Die eerste is 'n tradisie

wat op ontwkkilinggemik is en tweedens 'n tradisie wat meer met sosialiseering te make is. Die

mees algemene internasionale tendense neig egter na die ontwikkeling van induksie programme

wat in lyn is met 'n filosofie van profesionele ontwikkeling van effektiewe skole wat dit ten doel

het om die behoeftes van die beginner onderwyser aan te spreek. Hierdie filosofie wat geskoei is

op die gedagte van profesionele onywikkeling as 'n moontlike oplossing om die probleme van die

blginnir onde.*yser aan te spreek, word bevraagteken as 'n voorskriftelike benadering met etlike

ander te kort komings. Hierdie te kort komings sluit onder meer die volgende in; navorsing vir
beleidsbepaling asook die Gebreksteorie (deficit theory) ten opsigte van die probleme wat die

beginner onderwyser ervaar. Hierdie teorie misken egter die historiese en konteksuele

perspektiewe wat deel uitmaakvan die beginner onderwyser se realiteit. Die dominante rol van

kwantitatiewe navorsing in die veld beklee, het grotendeels tot die situasie bygedra.

Die Suid Afrikaanse kontekl word ondersoek deur die moontlike ontluikende opvoedkundige
beleidsrigtings rondom die ondersteuning van beginner onderwysers,te bestudeer. By nadere

ondersoek van die literatuur oor opvoedkundige beleidsvoorstelle oor die beginner onderwyser,

wil dit voorkom dat die profesionele ontwikkelingsbenadering die pad vorentoe is vir Suid Afrika
en dit ten spyte van die toenemende kitiek vanuit die sosialiseeringsbenadering tot die beginner

onderwyser.

Die komplekse en snel veranderende transformasionele konteks waarbinne die skole in Suid

Afrika gebed is het 'n benadering tot.navorsing vereis wat die dominasie van 'n kwantitatiewe

paradigma kon aanspreek. Slegs dan sou nuweperpektiewe oopgedek kon word wat 'n balans sou

skep ten opsigte van die oplossings wat aangebied word om die behoeftes en probleme van die

beginner onderwyser aan te spreek. Gevolglik word van 'n kwalitatiewe navorsings tegrriek ,

fokus groepe, gebruik gemaak om beginner onderwysers in 'n posisie te stel om eie betekenis ,

opinies en interpretasies te formuleer ten opsigte van hulle probleme en kommernisse. Hulle
uitsprake openbaar verstommende diepte ten opsigte van hulle begrip van induksie en

sosialiseering. Hierdie doel om traumatiese toetrede tot skole vir die beginner onderwyser te

fasiliteer en ook om by te dra tot die daarstelling van 'n onderrig- en leerkultuur in die skole.
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Chapter One

Beginning Teaching

1. A Personal History

In 1985 I was appointed as secondary Assistant (teacher) at an Afrikaans medium

Secondary school as an English Second Language teacher. Having successfully

completed a Higher Diploma in Education the previous year, I was proudly anticipating

my entry into the teaching profession. My main concern was to establish myself as a

competent teacher and to carry out any duties assigned to me to the best of my ability.

Since my education diploma provided me with sound theoretical knowledge, I was

quietly confident that I was in possession of the necessary tools to realize my goals. If all

went according to plan, my transition from student to teacher would be relatively smooth

sailing.

l.l The First Day

Thsfirst day or two at the beginning of a new school year is used for administrative

preparation in anticipation of the pupils' arrival a day or two later. It is normally

characterized by lengthy meetings at which the principal ernphasizes how the staffcan

best contribute to achieving the goals, objectives and mission the school has set for itself.

Also the contentious and crucial logistics concerning division of labour, class and

standard allocations are finalized in preparation for the pupils' arrival.

The first day of my teaching career was somewhat disappointing to me. The word of

welcome to the five new teachers was brief and formal, and the principal expressed the

hope that we (the new members of staff) would 'fit' in quickly. My personal

disappointment stemmed from the fact that none of my new colleagues seemed overly

pleased at the fact that we (the beginners) were now part of the teaching complement.
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The next half an hour was taken up with a stern speech by the principal in which teachers

were reminded of their duties as teachers, their responsibility toward the child, the parent

body and the community in general. We were wzuned that frequent teacher absenteeism,

not being prepared for lessons, etc, created an unhealthy educational climate and

provided pupils with the space for undisciplined behaviour. This behaviour on the part of

teachers was unacceptable and not in the interests of education. I was taken aback that

such..unprofessional" behaviour took place or even that it was even implied that this

behaviour took place. I immediately made a mental note that such behaviour could not be

condoned and that it would definitely be contradictory to my ambition of becoming a

competent teacher.

Subsequent meetings on the day related to extra-curricular activities and duties of the

staff. These activities it was said were offered in the best interest of the pupils and

contributed to the.'total" education of the child. It was claimed that they played a vital

role in the task of "getting to know your pupils" and eased disciplinary problems within

the classroom context. Participation in sport coaching or cultural activities brought pupil

and teacher closer together, providing each party with unique insights into each other's

background. I concluded that I would pursue any extra-curricular duties with vigour and

enthdsiasm in order to advance my ambition of becoming a competent teacher.

1.2 Division of Labour

The next day's prograrnme was dominated by subject committee meetings which

determined each teacher's academic obligations. The decision concerning standard group

allocations and general division of labour was taken at management level and carried

across to the subject group in these meetings. The large number of matriculation classes

created a problem within the English Department. The tr6;..t head was allocated the

majority of these classes (four out of six).

2



The remaining two classes had to be allocated to another senior (experienced) teacher in

the department. All the other experienced teachers in the department refused to teach at

that level, citing inexperience or not being qualified to teach at that level' It then

emerged that I was the only person with a degree - an English major- at the school' The

subject head possessed a college qualification in English and was pursuing a degree

qualification on a part-time basis. I was approached by the principal (despite my

inexperience) to resolve the issue by taking on the matriculant classes in addition to the

three standard eight classes already allocated to me. I accepted on condition that I was

givenguidanceandsupportfromtheprincipalandthesubjecthead.

I was also fully aware of the heavy responsibility that accompanied the task' I reasoned

that being thrown into the deep-end so to speak would confront me (immediately) with

the challenges necessary to prove myself a competent teacher' Failure to produce the

.goods, could on the other hand seriously delay this ambition. However, armed with my

theoretical knowledge and the ilrogance of youth, I was sure that I was capable of

perfiorming this task without too much difficulty'

1.3 Pupils'Arrival

The third morning of the new school year witnessed the arrival of the pupils (1100 of

them). The large numbers were overwhelming. The moming siren indicated the start of

an assembly of all pupils and teachers. The siren and the herding together of the pupils

brought some order to the excited chatter and initiation activities of the senior pupils'

The assembly was held outside as the school does not have a hall or venue that can

accommodate such large numbers. The raised passages served as a platform from which

the principal could speak to the pupils. The new teachers were called up and introduced

to the pupils. Each new teacher was greeted with a deafening roar on hearing their name

and subject field. Whether this constituted approval or not, I was not very sure'
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1.4 The School Environment

The school buildings were adequate, given the school's twenty years of existence' The

absence of any tour of the premises left one with the task Of finding one's own way

around. classroom shortages required that every available room or space be utilized for

teaching purposes. Classrooms were allocated on the basis of workloads and' in some

cases, the length of service one had at the school. Being an English teacher, subject

logistics determined that I would be allocated a classroom.

Electricity and thus lighting was available but subject to breakdowns at certain times'

Light bulbs were often removed in one's absence (after school) leaving one with

inadequate lighting during the overcast winter months. Replacement globes were slow in

arriving and had to be continually requested'

Textbooks, stationery and other teaching resources or aids were not in short supply'

However, resources for teachers, such as OHP's, tape-recorders, television and video

facilities were in short supply, in the possession of senior teachers, in need of repair or

not available when needed. Teachers were required to make their own arrangements'

Knowing where to find assistance and from whom, was a problem that immediately

arose. The best prepared lessons often failed as a result of an oversight' For example not

making sure that an oHP was available when needed or in working condition or that

electrical faults in the building had been fixed'
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Being situated in an area where Afrikaans is the mother-tongue of all the pupils, the

school was exclusively Afrikaans medium. This presented particular problems to me as a

second language English teacher. English was something of a novelty to most pupils' a

necessary evil that needed to be endured for at least half an hour daily. The pupils were

clearly not used to being communicated with in English all the time, i.e., both inside and

outside the classroom. Very quickly I found out that communication with pupils would be

difficult given the uncompromising stance I adopted with regard to only being addressed

in English.

1.5 Classroom Practice

Classroom practices and teaching methodology required continued adjustment and

innovation to deal with the mute silence that often met questions that required more than

simple yes or no answers. Subject methodological guidance was not part of the general

debate in the department. Changes within the outdated second language syllabus were not

implemented at departmental level. Despite having a reasonable grasp of what the new

syllabus required (gained from H.D.E. subject method class), I chose to conform to what

the rest of the team were doing and seemed comfortable with. An immediate concern at

the time was the effect this would have on the way I would be evaluated. The subject

head visited my classroom once, without prior consultation or notification to evaluate my

performance as teacher. No report or feedback was provided.

1.6 Meeting the Parents

The second quarter began with a series of parent-teacher meetings' Each standard group

was allocated an evening and teachers were expected to attend on those nights on which

the standard groups they taught were scheduled. The meetings were scheduled in the

evenings and had the following format. The principal spoke to the parents first, outlining

the school policy, problem areas (discipline, school fees, etc') and the mission, goals and

objectives of the school. Parents then had the opportunity of visiting subject teachers to

enquire about the progress or non-progress of the children. Subject teachers were

5



required to produce test and assignment marks as evidence of the progress or non-

progress being made by the pupil concerned. Meeting the parents provided me with a

unique opportgnity for understanding the pupils' background, but time constraints did not

allow for more in-depth discussion'

A subsequent analysis revealed that less than 30 percent ofparents attended these

meetings. Unfortunately those parents one really wished to see did not attend' These

included all parents of those who played truant frequently, ran away or absconded from

the school premises, did not complete homework or show any interest in the work and

generally provided disciplinary problems. The few that did attend made it clear that they

sent their children to school to be disciplined and educated, in that order' Teachers and

the principal were advised not to 'Spare the rod'. According to the parents' corporal

punishment worked in the past and they see no reason whey it should not be meted out in

reasonable doses. The use of corporal punishment at the school was fairly widespread

and I regret to say that I too fell into the 'hitting habit'. In the absence of advice to the

contrary, I quickly began to believe that this was the solution to all disciplinary ills'

1.7 Evaluation

Half way through the second term the arrival of the subject adviser brought with it the

dreaded evaluation of one's work. This revolved solely around classroom practice and

the manner in which administrative records were compiled and kept' According to this

method of evaluation, the subject adviser sat in on a lesson and during its presentation

scrutinized one's planning book, record book and as many of the pupils' books as she

could lay her hands on. The last few minutes of the period were spent listening to the

lesson whilst furiously filling out her report'

The resultant report severely dented my ambitions of making any rapid progress to

competency. I was commended for'lively presentation' and 'engaging pupils in

discussion,, but slated for poor administrative competence. Competency I gauged from

6



this report would be achieved by continued and sustained marking/assessment /evaluation

of the pupils' bOoks, tests and other assignments. Marking, assessment and evaluation

was used synonymously and interchangeably. Also I was responsible for making sure

that pupils' books were neatly covered and available in class for scrutiny on request' Try

as I might I could not achieve this level of efficiency' Being truly exhausted from long

stretches of marking until late at night, I found that I began compromising on lesson

preparation and the quality of my lessons declined. Lessons became less innovative and

began to follow an all too familiar routine. Classroom practice suffered and disciplinary

problems and incidents trebled.

1.8 The 1985 School BoYcott

Simultaneously, the first stirring of political strife that led to the 1985 school boycott

added additional stress to the situation. The third term brought with it full scale

upheaval, turmoil, teargas, police and army invasions of the school' Normal schooling

ceased, pupils took to the streets demanding political rights, stoning cars, and some were

arrested under the draconian security laws for two weeks or longer' Nothing prepared me

for the hours of idleness, the insecurity, the fear and the concern about when and how

some semblance of normality would return to schooling. The emergence of slogans such

as 'Freedom now, education later' and 'Liberation before education' took root and

motivated pupils to make the 'supreme sacrifice'. Mercifully the uncertainty came to an

end toward the end of the third quarter. Schools were shut or closed by government

decree, weeks earlier than normal. When schools were re-opened, the police and military

were deployed in classrooms and passages to ensure that lbssons were free of politics'

The year ended with large numbers of matriculants boycotting the final examination' The

matriculation examination was written under military supervision at the Goodwood

showgrounds to prevent victimization of candidates'
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At the end of the year, I certainly felt that there remained much for me to learn'

Theoretical knowledge had proved insufflrcient to cover thb daily realities of teaching' I

felt that I was personally to blame for the English matriculation results being below the

national average for the subject.

Given that 1986 produced only three matriculation classes, I was allocated all five

standard nine classes at the school, the majority of whom I had taught the previous year'

The relief of working 'alone' with a standard group provided me with the space I needed

to begin to re-examine the problems I had experienced the previous year' Thus I entered

my second year in the profession concerned that the support I needed to improve my

practice was not forthcoming from my colleagues' In the absence of planned support

systems at institutional, regional, or departmental level, I resolved to follow trial and

error methods, helping to limit the possible damage to the pupils by reassessing my

classroom practices continually.

1.9 Summary: Choosing a Path

The disappointment and feelings of failure concerning what I had set out to achieve in

terms of my teaching goals, started me thinking beyond the realm of my personal

experience. was this the way most beginners experienced their first year? was I simply

unlucky to have been appointed to this particular school? would circumstances improve

as I gained experience? was this a necessary phase that atl beginners had to pass through

to 'make it' in the profession?
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These questions were instrumental in motivating this study' The educational research

literature revealed startling similarities between my own experiences and that of other

beginning teachers in the United States of America, Canada, Great Britain and Australia'

I mention these countries in particurar because the availabre riterature is dominated to a

large extent by research undertaken in these countries' In the South African context' I

found that several studies had been undertaken within the field of beginning teachers and

their experiences on entry into the teaching profession' These studies were undertaken

predominantly by researchers at Masters degree level, conducted mainly within 'whites

only' schools in the formerly white education departments'

Despite the extensive research conducted in this area, dating as far back as the 1950s'

reratively little has been done to address these concerns and there seemed to be little or no

urgency within the profession to advocate change to the status quo' This concern shaped

the research aim of this study. Given my own induction experience and motivation for

this study as outlined later in the chapter, my research aim, was to begin to address the

problems and needs of beginning teachers by investigating how they are inducted and

socialised into schools in a South African context'

1.10 Entering the FraY

Tatkingaboutteachingisanalogoustodescribing,atapestrythathas.
many threai of dilfeient coloriwoven into complicated textures and

patfirns. One ian;"*ou, individual threads and examine them
.separately,buronecannotappreciatethecomplexiuorthetapes|ry.

without trtiiii,ow tt e threids are interwoven to'create the whole cloth

(Barnes: 1989: 13).

This study talks about teachers and teaching. Like the tapestry in our metaphor' teaching

has an infinite number of threads, all of equal importance in bringing out the beauty of

the tapestry. It is in studying these threads and seeing how they fit together that we are

able to remove from the tapestry those threads that cause disharmony' I will in the course

of this study, unravel from the complex tapestry several thr-eads of disharmony' This act

will undoubtedly disturb the set pattern and texture of the tapestry' By the end of this

study, I hope to have replaced the threads that I found disharmonious in such a malrner
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that the patterns and textures of the tapestry have been enhanced' A central thread' which

falls gnder the realm of teacher education, concerns the issue of induction and

socialisation of teachers. In my opinion this thread determines exactly the type of teacher

you are and will be throughout your career. Knowing what teaching is about is no simple

matter and it takes a lifetime of practice and learning to unravel the intricacies of the

tapestry

The .threads' of induction and socialisation puts the focus of this study squarely on

beginning teachers. who are beginning teachers? At the risk of stating the obvious, I will

define beginning teachers as those practitioners who have newly graduated and have been I

appointed into a teaching post for the first time or who are presently teaching in an

appointed position for less than four years. This is a personal definition and one that may

differ from definitions offered by other educational researchers in this field. I extend the

definition to include teachers in their fourth year, since I feel it is only at this time that

teachers generally come to grips with the full gamut of experiences that are needed to

make sense of, and ultimately, transform or shape their practices' A stage in which the

outer border of the tapestry has been surveyed and revealing, for the first time' the full

extent of the complex inner patterns and textures'

Outlining the motivation for this study required intense reflection on myself as teacher

and as student of education. These two separate positions provide different views of the

same tapestry and also new insights into how the threads are interwoven to form the

bigger picture. Essentially then, the motivation for this study will be revealed through the

threads of my personal history as student of education and as teacher/researcher'

1.11 Motivation as Student of Education

On entering the Masters degree progralnme with a total lack of any previous research

experience, the task of writing a mini-thesis seemed insurmountable' On obtaining a

Bachelor of Education degree with the best academic results I had ever achieved in my

life, it became inevitable that I take a stab at the next level of study open to me' This
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could be read as, .I was a late achiever' and 'I was under pressure to really prove new

found intelligence'. A Masters degree represented a level of study that few teachers

reached. If I was successful, I felt that I would be accorded a status and respect in line

with this level of achievement. This was despite the perception I gained that amongst

one,s peers such acknowledgement was overshadowed by an attitude that this learning

had very little purpose in the school environment. Studying all these grand theories were

seen as useless and any attempt to close the theory-practice gap through suggestions or

proposals for altemative actions in the day-to-day running'of the school was met with

negativity, aloofrtess or total rejection. Colleagues argued that 'these theories did not

work in practice.'

I entered the programme determined to acquire skills of Educational Administration and

Management. I had a total lack of confidence in the Educational Manager that presided

over me at the school where I taught. His perceived weaknesses and incompetence could

now be questioned with theoretical backing and not simply emotional ranting from my

side. Besides, the course was directed at Educational Managers and gave me the perfect

oppornrnity to engage in debate with them without the constraints of power relations of

the formal school set uP.

As a teacher, there existed a strong tension between myself and those in charge of

managing the school. I was determined to remain critical of what I regarded as bad

practice, and to try to enforce the adoption of practices that would improve teacher

morale, teacher performance and consequently academic performance of the learners

entrusted to our care.

l.l2 Motivation as a Teacher

A personal history of my first year as a teacher provides an introduction to this mini-

thesis. The years that followed reflect a constant struggle to improve my practices as a

teacher. Was I giving the leamers the best possible opportunity to learn and attain

knowledge? It became apparent that improving my practice depended not only on my
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own personal improvement, but also on removing structural and bureaucratic constraints

that hampered effective teaching. In my view, it was the responsibility of management at

departmental and institutional level to rectify this state of affairs. The fervour with which

principals carried out departmental instructions without question and shifted

responsibility away from themselves, combined to frustrate any attempts at providing the

necessary conditions in which teachers could improve their practices' As already stated

this study looks at teaching and the work of teachers' It is my assertion then that

educational managers in general and school managers in particular have failed to provide

new teachers with the support and assistance they need on'entering the profession to

ensure that they will become full, productive and competent members of the profession'

This has serious implications for education and for the country as a whole'

Therefore this study seeks to focus attention on the plight of beginning teachers' The

central aim of this study will be to begin to address the problems and needs of beginning

teachers entering the profession in a South African context' The eradication of problems

and needs will require induction and socialisation experiences that reflect greater

professional concern for the beginner in order to facilitate the required competency for

professional practice. A second aim, was to get beginners involved in contributing to

their own induction and socialisation experiences in the absence of effective management

strategies to deal with the induction and socialisation of new members of the profession'

Prescriptive policy cannot cater for individual concerns and differing school contexts and

therefore beginners own accounts of their problems and concerns are necessary to help

shape new induction and socialisation practices. Against this background the following

broad research questions took shape and were posed to direct this study as a whole' The

questions are: -

l. How are beginning teachers inducted and socialised into the teaching profession?

2. Do they experience problems as reflected in experiences of beginners internationally?

3. How are these problems ad&essed in the research literature?

4. Do beginning teachers experience problems unique to the South African context?

5. Can the strategies utilised internationally assist us in the South African context?
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6 What role do beginning teachers foresee themselves playing in resolving these

problems?

1.13 Outline of the Mini-thesis

1.13.1 Chapter One

The first section of Chapter One sets out the motivation and outline of the mini-thesis'

As an introduction to the study I have given a personal account of my first year as a

teacher. In this section I try to encapsulate the gamut of emotions, hardships and joys

(there were few) that I experienced as a beginning teacher' These experiences have to a

large degree motivated this study as I have already pointed out' This chapter raises

questions about whether my personal experience was unique or Some sort of accident?

Did all teachers experience similar problems? If so, what was being done to rectify

matters or was it simply accepted as the norm that teachers would have a hard time

coping initially but as they gained experience (learnt the ropes) they would overcome

initial problems experienced? Cursory reading of the research literature pointed to a

tradition of beginning teacher neglect. My experience was in no way unique and now I

could start addressing the research aims by beginning to frame the research questions that

would guide this study. How are beginning teachers inducted and socialised into the

profession? How are these problems addressed in the research literature?

1.13.2 Chapter Two

In answer to the above questions, Chapter Two provides a detailed review of the

educational research literature on beginning teachers. Literature reviews should provide a

clear history of any research topic or field of study. Veenman's excellent review

Perceived Problems of Beginning Teachers (1984) fits the bill perfectly' The exhaustive

detail and range of every aspect of beginning teacher research allowed for the judicious

use of information in shaping this study.
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If this study was only interested in how beginning teachers in South Africa were inducted

and socialised into the teaching profession Veenman's review would have sufficed'

However, this study will not simply seek to identify the prbblems and needs of beginning

teachers in the South African context, but will strive to understand the complexities of the

iqsues that eoul{ l.e4l9 .Teng a positive contribution in resolving these problems and

qonqerns. I also review a thematic study that looks at strategies that address beginning

teachers' problems, for example the induction programs that were instituted mainly in the

United States and Canada. In response to these strategies, I highlight studies that critique

and expose shortcomings of the professional development approach to beginning teacher

induction.

The two major traditions within which beginners' problems are defined and addressed,

form the basis of a central debate within this study. This leads to a detailed review of both

taditions as regards their strengths and weaknesses in addressing the beginning teacher

.problem., The debate is influenced by studies that emerged in the post-Veenman era that

is to say after 1984 and leads to an emerging tradition within which much of this study

will be framed.

What about the South African situation? Do beginning teachers in South Africa

experience similar problems to their counterparts internationally? If so, what is being

done to address these problems? Chapter Three discusses the South African context and

what has emerged in terms of beginning teacher problems and needs. In order to find an

out what is being done to address beginning teacher problems in South Africa I needed to

analyse the evolving educational policy debate emerging under a new political

dispensation in the country.

1.13.3 Chapter Three

Therefore Chapter Three discusses education policy in South Africa and its development

in the past two decades. Closely linked to these discussions are the underlying paradigms

that impact on teacher education in general and beginning teachers in particular. What is
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being done about this state of affairs (about beginning teacher neglect) and what was the

rationale underlying suggested policy? What emerges from the policy proposal

documents in relation to beginning teachers is discussed in Chapter Three'

Chapter Three uses the Educational Renewal Strategt document (1992) as a starting

point because it represents the first clear vision ofproposed changes to the education

system since the De Lange Commission Report of 1981. Special attention is given to the

field of teacher education and the proposed changes that were envisaged in this field' The

underlying assgmption here, is that any change to an educational system would require

concurrent change in what teachers are taught in both PRESET and INSET programs' In

addition to this I strive to argue throughout this study that successful 'educational change

and school improvement' ultimately lies in the hands of our teachers (Hargreaves: 1994)'

The same strategy is applied to the National Education Policy Iniliative (1993), the

Teacher Education Document in particular, and the ANC's A policyframeworkfor

Education and Training(lgg4) and the llhite Paper on Education and Training

(1995). This analysis does not only follow a chronological pattern, but also reflects the

political .changing of the guard.' A distinct feature sought within the field of teacher

education, is the question of whether the absence of beginning teacher support is

addressed. If so, to what extent and if not, why not? Overall the general direction of

policy is ascertained in order to gauge whether the direction taken has the potential to

speak to the needs and problems of beginning teachers. Chapter Three provides a

critique of professional development (the direction that emanates from the policy

proposals) as a strategy to address beginning teacher needs in South Africa given that

professional development by its very nature has to include the development of new

teachers. Professional development as a strategy goes beyond the improvement and

development of teaching skills it has a broader aim of whole school development as an

inte$al component.
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Darling-Hammond sums it up admirably

...the professional development school such schools... are to be places

wheri ex-perts train noviies, where research and theory are translated

into praitice, and where practical knowledge is'translated into research

and theory @arling-Hammond: 1989: 59)'

1.13.4 Chapter Four

The empirical research study will a6empt to answer the following questions that have

developed from the initial research questions. These questions are

. Do beginning teachers experience problems unique to the South African context?

o What can beginners contribute to their own induction and socialisation in the South

African context?

Chapter Four discusses the research method utilised in this study and motivates how the

research study fits into the parameters demanded by the 'new sociology of education'

(Atkinson and Delamont: 310). The research method eventually decided on had to be

qualitative in nature to counteract the strong tradition of quantitative research in this field.

The focus-group interview was chosen over individual interviews and case studies and

other ethnographic research strategies. This chapter sets out the reasons for this choice

and links it to the significance of teacher voice in determining their socialisation needs

and formulating solutions to problems. The research aims and questions guiding this

study are discussed and analysed. Finally the research process outlines the factors that

constrained or facilitated the recruitment of beginning teachers for the focus group

interview

1.13.5 Chapter Five

Chapter Five introduces the participants in the study. Their academic backgrounds and

work experience provides a portrait of who they are and where they are coming from in
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terms of the beginning teacher debate. This chapter also provides an in-depth description

and analysis of the research data as interpreted from the transcripts of the taped interview

of the focus-group interview session. Findings are summarised at the end of the chapter

and serve to introduce the critical analysis that form part of the final chapter'

1.f3.6 Chapter Six

Chapter Six looks critically at the chief findings of this research study. The implications

these findings have for educational policy, beginning teachers and educational research

are crucial areas in which the relevance and validity of this study will be debated' The

recorlmendations cited here will serve to bring new life to a worn tapestry. Finally this

study will conclude by raising more questions than it hoped to answer. This study cannot

and should not be the last word on beginning teacher induction and socialisation. It will, I

hope begin a discor:rse that will make the entry experiences of beginning teachers a

stimulating and refreshing rite of passage into a dynamic profession'
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Chapter Two

A Review of the Literature on Beginning Teachers

2.1{ntroduction

To fully appreciate the beauty of a tapestry, it is best viewed at a distance. To appreciate

the complex design that went into creating this beauty one has to come up close and study

the intricate designs that make up the whole. In the same manner a review of the

educational literature on beginning teachers serves the purpose of providing intricate

details of research conducted in this area so that we see the whole picture. This broader

picfure will then serve to inform us about how beginners have been inducted and

socialised into teaching in the past. It will also play a significant role in informing this

particular study on beginning teacher induction and socialisation in Cape Town schools.

This Chapter will begin with a summarised discussion of Veenman's review of the

Perceived Problems of Beginning teachers (1984) which is widely regarded as one of

the most comprehensive reviews conducted within this field of study. It is for this reason

that I have chosen Veenman's review as a basis from which I can pose and develop my

research questions. Veenman's review is of such a nature that it clarifies the complex

debates that evolved in beginning teacher research and is not simply a chronological

description of the research. In looking at the range of the studies Veenman reviewed, a

clear picture emerges as to

i. . the most commonly perceived problems of beginning teachers and

ii. trends adopted with regard to research methodology within this body of research

The review then unveils trends that emerged in response to th-ese initial studies into

beginning teacher research. Two distinct approaches to beginning teacher research
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emerge in the review. Firstly, a developmental approach, which is dominant in the

research literature, in which support for beginning teachers is realised through the

redefinition of the concept of induction and the introduction of induction programmes,

espicialty in the United States, Canada and to a lesser degree the United Kingdom.

Professional development is the current buzz-phrase that describes this approach.

Secondly, a socialisation approach that shifts the emphasis away from the individual and

focuses largely on the school or institution and the possible role that the organisation can

play as socialising agent. The influence of both these apprbaches will be discussed to

ascertain the utility of each in addressing the problems and needs of beginners.

The final section of this Chapter seeks to elucidate the South African context with regard

to the experiences of beginning teachers. In the light of educational transformation in

South Africa, are new ways being sought to rectiff the uncaring and detached manner in

which beginners are introduced to the profession? Therefore South African research

studies on beginning teachers are reviewed and the impact of the latest beginning teacher

research is discussed in terms of its possible implications for beginning teachers in South

Africa. This speculation regarding the possible implications for beginning teachers in

South Africa could only gain credence if emerging education policy proposals concerning

teacher education in general and beginning teachers in particular, were analysed and

established. Chapter Three takes up the challenge of breaking down the educational

policy proposal literature into a comprehensible portrait of South Africa's future

educational system.

2.2.The Veenman Review (1984)

Veenman's review of 83 studies conducted since the 1960s and covering three continents

and a total of nine countries, justifies the assertion that the study can be deemed

international in nature. The results of this study have provided specific areas in which

problems and needs were identified. A major assumption underlying most of these

studies is the notion that the identification of these problems and needs is the logical first
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step in finding solutions for beginners' problems or fulfilling these needs. From the 83

studies Veenman produced an exhaustive list of 24 most often perceived problems of

beginning teachers. The list of problems, in rank order of the frequency in which they

were reported, provides insight into the extent of the problems experienced by beginners.

The table that appears below is an adapted version of the list and provides clarity on the

nature and type of problem extracted from the reviewed studies. The problems have been

placed into categories to fuither illustrate generic areas in which beginning teachers

experience problems. The four categories identified axe as follows:

Orientation - refers to all problems relating to the environment of the school for

example, where classrooms are situated, administrative processes, getting to know

colleagues, where to get assistance etc. Problems experienced in this regard are

temporary in nature and are usually overcome within a short period of time.

t.

11.

lll.

lv.

Classroom Manasement - refers to all issues relating to practice from a teaching

and learning perspective experienced by the beginner, for example, the discipline of

learners, using the appropriate methodology, assessment of learners, motivation of

learners, etc. The majority of problems fall into this category since factors both inside

and outside the school may play a role in impacting on events within the classroom.

Professional Issues - refers to relationships with the various persons or interest

groups and the norrns and values that guide the interaction between the beginner and

these groups for example the parents, the principal, deputy principal, education

department etc. Problems in this area may arise largely from the 'culture' that exists in

the school.

.:.

Political Issues - refers to specific conditions thatgive rise to problems that

beginners experience that have their origins in political decision making and education

policy making, for example, insufficient funding that results in shortages of resources,

overcrowded classrooms, rationalisation or retrenchment of teachers, etc. Educational
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policy impacts on all stakeholders in schools and as long bs educational provision lies in

the hands of politicians there are bound to be problems emerging in this regard.

2.2.1The24 Most Often Perceived Problems of Beginning Teachers

2.2.2The Rank Order of Perceived Problems of Beginning Teachers

While the table has collapsed the perceived problems into categories, the rank order in

which these problems were reported, both in quantify and importance, is reflected by the

o

a

Awareness of school policy and rules [13]
and J

ORIENTATION

TEACHING ISSUES

. Classroom discipline [1]
o Assessing students' work [4]
o Organisation of classwork [6]
o Heavy teaching load [9]
. Planning of lessons and school days [l l]
o Burden of clerical work [6]
o Effective use of different teaching methods [12]
o Knowledge of subject matter [15]
o Effective use of texbooks and curriculum guides [21]
LEARNING ISSUES

Motivating students [2]
Dealing with individual differences [3]
Dealing with the problems of individual students [8]
Determining learning levels of students [14]
Dealing with slow leamers [20]

class size

CLASSROOM
MANAGEMENT

Relations with parents [5] 
'

Relations with colleagues [0]
Relations with principals and administrators [17]

a

o

o

a time 2Lack of

PROFESSIONAL
ISSIIES

Insufficient material and supplies [7]
Inadequate school equipment [18]

o

a

a class

POLITICAL ISSUES

2t

o

a

a

a

a
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number in brackets. The problem of 'large class size' appears twice, once aS a classroom

management issue and once as a political issue, the rationale being that the problem

comfortably fits into both categories. This adapted list reveals the extent and scope of the

problems experienced by beginning teachers and at the same time reveals that the

perceived problems of beginning teachers have not changed or shown any major

differences since the 1930s (Veenman:1984: 160). This is a crucial point in that it

indicates to some degree the history of the problem. Research and researchers have

revealed the problems of beginning teachers for over seven decades now and it is perhaps

disconcerting that in the 1gg0s it remains an area of contestation in educational research.

As a result, despite widespread knowledge of the types of problems beginning teachers

face, little seems to have been achieved in eradicating these problems' Veenman's

rationale for this inconsistency emerges from the view that

...it appears that theseftndings are too general in thal they do not

,onridi, the various teacher characteristics or individual differences

which may influence teachers'perceptions and performance. Nor do

they ideniify and describe the context so that we can understand how

,niiroo*ints with varying supports and challenges affect the beginning

teacher (1984:160)

This concern cited by Veenman will be a central thread otthis study of how beginning

teachers are inducted and socialised into the profession in Cape Town schools'

2.3 The Development of the Research Question

The research question needs to be extended beyond simply how beginners are inducted

into the profession to include the role beginners see themselves playing in addressing the

problems encountered during the process of induction and.socialisation. Also addressing

beginning teacher problems and needs will require an in-depth understanding of teachers

themselves as well as the environment in which they work, namely the school and the

classroom. However, prior to taking this step we need to give priority to the overall

trends that emerged in terms of the Veenman review (1984)'
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From the listed problems of the Veenman review (1984), three approaches or frameworks

for begiruring teacher problems and needs are identified:-

A. Developmental Stages of Concerns

B. The Cognitive Development Framework

C. The Teacher Socialisation Framework

Each of these threads will be discussed briefly in order to utilise these frameworks as a

basis for developing the research questions. It would be impossible to consider all three

frameworks individually or separately since the distinctions between the frameworks are

not always clear-cut. For the purpose of this study the two developmental frameworks [A

and B above] will be treated as one approach since both

...try to explain changes in individualsfrom some end state. They

priuU, a iescripfion-of changes the individual must go through and
'the 

mechanisnts ty witn chinge occurs. Problems at one stage of
development may be overcome by progression to the next stage

(Veenman: 1984:164)-

As is evident from the title of this study, the teacher socialisation framework will play a

significant role in posing an alternative view to the popular developmental apprbach' Let

us then look briefly at the three frameworks as outlined by Veenman (1984)'

2.3J The Developmental Stages of Concern

The 'developmental stages of concern' framework stipulates that beginning teachers'

problems emerge in different stages of concern. A developmental pattern of concerns

Seems to emerge from the research studies on beginning teachers. Fifstly, 'survival'
'l r:--rl.'

concerns feature strongly. These concerns have to do with aspects regarding therr

competence and adequacy as teachers.
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Secondly, a teaching situation concern develops wherein the beginners are trying to come

to terms with the complexities, limitations and frustrations of the teaching and leaming

situation. The development of appropriate teaching methods and strategies are some of

the aspects that relate to this phase. veenman (1984) refers to studies that suggest later

concerns cannot emerge until earlier concerns are resolved. The experience of becoming

a teacher involves coping with all three of these stages.

2.3 2.The Cognitive Developmental Framework

As is evident from the title, this framework borows from the cognitive development

theories of Piaget, Kohlberg, Loevinger and Hunt, all of which'posit a sequence of

cognitive structures, or stages'(veenman:1984:161). Crucially, their theories support the

relationship between slaees and patterns of behaviour. Essentially these theorists are

saying that'p-erspnsiudeed,at hi-glrgr {agps-of.de-uelapnssnl-fuq.c{p+ry'!9lqp$$L

pas-spss-awidsrJeperloirc of hehgyiBmlskills, PglceJYg-Ilroblems more.hady' and.c-an

rgggmdrnoreggclgalelJaand empathetic-ally to tfre.-499ds q[sJhe,IS: (veenman: 1984:

162). There are a number of studies that support this view specifically with regard to

teachers and more relevant to our Purpose, beginning teachers. veenman illustrates this

point with reference to Glassberg's study (1980) in whichhe found that beginners at

a&,,'g-devetopmeplal levellhad differfng percepli@ing-them

withiilbe-slassrcqu Those lower

Those beginners at hi$er stag95 of

roles and tasks, with the spin-offs of

greater degtees of competence and autonomy being exhibited' In summary, Veenman

feels that

t1-.i:gftlvelight*d,thgggg!:pras-r'ot-c-ornge.tenl
development were more positive with regard to their

Glassberg,s study is important because it indicates that a better

understiding iTAturiopmental differences among teachers may help

us better undirstand the structure and content of teachers' problems

Q98a:162)
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2.3.3 The Teacher Socialization Framework

This framework mirrors the most significant concerns that this study wishes to address

with regard to beginning teachers. The socialisation framework has to do-g[!,9o-9i-11

pregessg!--------------Ihat a person undergoes in b_e_coming a teacher. These social processes that

, result in changes within the person, form the arena of investigation in this study' For t'

d.*u*ot.. how does the beginner adapt to the particular environment of the scho'otz ttre

fro.iairOion framework presents two scenarios. Firstly, that beginners will conform to

demands placed on them by the institution or 'the system'' This appears to be a dominant

trend. Secondly, there is growing evidence within the research literature that beginners do

not necessarily allow themselves to be socialised in this manner (Zeichner and

Tabachnick: 1983) and actively give 'some direction to the strength and quality of their

socialization into teaching' (Veenman: I 984: I 64)'

2.3.4 Bridging the Divide

In conclusion, how do these frameworks infonn our view on the beginning teacher

problem? Whilst these approaches draw on different ideas and sources, they need to

complement one another to provide researchers and educationists with new insights into

an area of educational research that is in dire need of redress. In addition understanding

these problems and needs can provide researchers and teacher educators with crucial

information for the improvement of teacher education progralnmes, both PRESET and

INSET. According to veenman (1984) some synthesis between the two, developmental

approaches and the socialisation framework, needs to take place since

Teacher education programs, virtually since their inception, have been

dominated by psyc ho logical cons iderations emp h asizing h uman

developmeni,iearning, and teaching methods; they have slighted

socioigic al, anth ropi logic al, and c ultural ph enomena, and espec ially

the actialfunctioning of the school as a social system within a larger

c ult ural context... (G oodlad : 1 9 I 3 : 4 4)
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No one framework provides the solution to beginning teacher problems and needs and the

whole idea of a synthesis makes sense. Therefore this study will discuss each framework

extensively to ascertain its potential and relevance in addressing particular categories of

concerns raised by beginners in the research literature as well as in this study's empirical

research component. The issue at stake is to find the route that exhibits the greatest

possibility of achieving this study's research aims'

t)

\

li
2.4 The Developmental Tradition ./

lt

While research within the field of teacher socialisation is lacking, the developmental

framework seemed to be the arena within which most research took place. Why did the

developmental framework seem to take prominence with regard to educational research

on beginning teachers? Two views emerge from the literature.Iirst$ the reason why

beginners were targeted for special attention came as a result of research conducted in

this field during the 1960s and 1970s (Mc Donald: 1980; Veenman: 1984). Stcondly, a

number of researchers have subsequently pointed to public demands for improved

schooling orrtcomes especially in the United States where'teaching, as a profession is in

the midst of a dramatic reform movement. The impetus for this movement comes from

widesfread public discontent over the quality of education in the nution'. schools'

(Hoffinan et al: 1986: 16). Calls for an improvement in schooling outcomes resulted in a

wealth of research into effective schooling. Much of this research focussed on the teacher

and teacher education. With the teacher being considered as central in the effective

schools equation, teacher education came under the spotlight. And, it is logical to assume

that if teacher quality is at issue, the quality of education provided to teachers will also be

at issue (Griffin: 1985:42). This resulted in the now popular concept of professional

development\Uoyte defines professional development as 'the process by which teachers^\-
acquired the linowledge and skills essential to good professional practice at each stage of 

,,2

a teaching career' ( 1 98 0: 42).

?
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Given that beginners are at a stage where they require specific knowledge and skills, the

next phase or stage which seemed a logical focus area for research was

...the beginning teacher, that person who is making the transitionfrom
,,student o7 troit tng" in a college or university tofull-time teacher in

an elementary or secondary classroom- The catch-wordfor the period

during whici this transition occurs is induction (GrdJin:1985: 42).(.
lt ,'

t ')dr'

2.5 The Developmental Framework and the concept'Induction'

The perceived problems of beginning teachers identified in research studies, justified 'the

need of a specialised form of in-service training' (Veenman: 1984:165). This form of

specialised training directed essentially at beginners has become known as 'induction'.

Since the concept is not new, we need to trace its history to clarifu definitions and

meanings ascribed to it in different contexts.

2.5.1 The ConcePt'Induction'

Lawson (1992:163) in tracing the changing conception of the term 'induction' takes us

back to the early definition of the term, which goes a long way in explaining the lack of

support given to new teachers.

Induction refers to the influence exerted on recruits by a profession's

admission, jreparation, and initiation systems, usually involving special

status possages that mark the path tofull acceptance and membership

(Hughes: 1958).

Although Hughes' definition applied to professions in general, one can see the

implications for the beginning teacher. Induction is clearly an educative period in which

beginning teachers are 'induced to accept as their own the profession's dominant

definitions of appropriate language, nonns, missions, knowledge, technology, and

ideology' (Lawson: I 992:1 63).

The recruits or, in our case, the beginning teachers have knowledge 'exerted on' them

and are 'induced to accept as their own' this knowledge which then ensures their
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membership of the profession. Finally, induction results from recruits' interaction and

learning,asocialprocess calledprofessional sociali (Lawson:1992:163)

We have established that the period of induction is a period in which beginning teachers

are expected to learn aspects of the profession in order to perform their duties to the best

of their ability. What is now evident from the commonly accepted definitions, is that this

'-knowledge 
resides with other more experienced professionals. It is their task then as

representatives of the profession to pass on this knowledge to the beginning teacher. This

fits neatly into the developmental framework or approach outlined earlier by Veenman

(1984). Beginners fevelop into full members of the profession from the learning offered

in interaction with more experienced professionals. Professional knowledge and skills are

drawn from the profession's distinct body of knowledge and passed on formally and

informally to new members. Formal processes of knowledge transmission occurred

through the introduction or establishment of induction progralnmes.

2.5.2 The Establishment of Induction Programmes

The research literature abounds with examples of induction programs which have been

instituted in the U.S.A., Canada and the United Kingdom (Hoffrnan et al.: 1986; Cole and

Watson:1993). Studies have proposed a range of goals for induction programs (Cole and

McNay: 1989; Huling-Austin:1990).These may typically be summarised to include :

o improvement of teacher performance

o retention of promising teachers

o promote personal well-being of beginners

o transmit the culture of the system to beginners

o orientation - integration of beginning teachers into the social fabric of the school

o development of a philosophy of education - reflective practice and a commitment to

continued professional growth.

A thorough study of these goals reveal that they are linked to improvement of practice

and collectively reflect the capacity to improve schooling. The goals are connected
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closely to specific contexts and programs will develop to speak to a schools' particular

needs. As evidenced in Cole and Watson's (1993) study in Ontario, Canada, various

circumstances can give rise to specific conditions that necessitate the introduction of an

induction program. In the Ontario study,

A high retirement rate among teachers, an increase in student

enrilmen*, an increasingly diverse student population, a demandfor

expansion of the school's role in the community and, of course,

cintinuing demandsfor higher quality and more relevant education, ...

(Cole and ll/atson: 1993: 241)

were some of the factors that necessitated the introduction of induction progr{rms. Goals

are thus set in order to address the specific needs of beginning teachers that have arisen

within a particular context. Overall, the Ontario induction programmes were established

on the professional development principles of 'professional growth' and 'career-long

learning' which in essence is in line with what was occurring in the United States of

America (Cole and Watson: 1993).

2.5.3 The Nature and Content of Induction Programmes

What knowledge and skills were beginners taught within these programmes? In other

words, how were these goals realised? How did the programme content relate to the goals

outlined in the educational research literature? Veenman describes a wide-ranging group

of practices and activities documented from the research studies within his review. These

typically include the

...provision of printed materials about employment conditions and

school regulations, orientation visits to the school before the start of the

first year, released time, group meetings between beginning teachers for
emotional support, consultations with experienced teachers, the

assignment of an experienced teacher as a helping teacher,

conferences/workshops on speciftc topics, reduction in teaching load,

conferences with supervisors, opportunities to observe, and team

teaching(1984:165).
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What is not clear is the extent to which the practices outlined above were successful in

achieving the desired goals as stipulated. At the time, Veenman complained about the

lack of research into the effects of induction prograrnmes, but subsequently much has

been done to determine the impact that these prograrnmes have had on teacher education

in general and beginning teachers in particular. The question that remains unanswered

concerns the extent to which induction prograrnmes have been successful in the U.S.A.,

Canada, Great Britain and in countries where they have been implemented. Reports

reflect that beginners seem satisfied about the formal induction prograrnmes. However in

the United Kingdom, an economic crisis caused the postponement of a 'national scheme'

for induction in schools, thereby thwarting any real opportunity for intensive research

into induction programme effectiveness in that country.

Before induction prograrnmes can be evaluated for their effectiveness one has to have

some sort of yardstick against which to measure the relative strengths and weaknesses of

the different progrzmrmes. Schlechty (1935) appears to be the first to answer Veenman's

call for research to focus on the effects of induction prograrnmes. His study,

A Frameworkfor Evaluating Induction into Teachizg immediately recognises that

'there are no generally agreed upon criteria for an exemplary program'(1985:37).

Schlechty's attempt at describing effective induction systems provides researchers with a

framework within which prograrnmes of induction can be rneasured. He outlines eight

characteristics of effective induction systems. These characteristics will be briefly

summarised to expose their significance to the debate as to whether these progralnmes

are €ffective and worthwhile in addressing beginning teachers problems and needs. I will

not debate these characteristics at this stage since our purpose is not to debate induction

prograrnme efflectiveness. However, these characteristics may be extremely useful in

informing this study as to how beginners are inducted and socialised into the profession

generally.
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2.5.4 Characteristics of Effective Induction Systems

Schlecty says that any effective induction system will be b,ased on clearly articulated and

accepted norns without which 'a systematic induction process is nearly impossible'

(1985:38). The second and third characteristics require induction systems to take into

account the recruitment and selection procedures as well as providing for distinct 'stages

and statuses' during the entry phase, clearly fitting into the developmental approach

discussed earlier. The fourth characteristic calls for mutual support between beginners to

create 'social bonds' that help them in overcoming some of the 'shared ordeals'

beginners have to exPerience.

The fifth characteristic speaks to beginners learning the language of their profession,

while characteristics six to eight deal with admission, supervision and evaluation as built-

in features of successful induction programmes. These criteria are important in setting out

the first framework against which induction prograrnmes could be evaluated as well as

providing the space for debate into what would constitute good induction practices. Let

us now look at how effective induction progftunmes were and how they were evaluated.

2.5.5 An Assessment of Induction Programmes

A clearer indication of the success and weaknesses of induction programs in the United

States emerged in a thematic study published in the Journal of Teacher Education

(1986: 2- 41). These papers cover numerous issues and can be regarded as an assessment

of induction practices in the United States. A number of these papers are cited in this

study since they provide crucial information that informs our understanding of the

induction debate. Again, I will discuss some these papers in order to provide a glimpse of

the diverse nature of the research conducted in the field of induction, some of which may

or may not be directly relevant to this study'
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Huling-Austin (1986:2) starts the study with a paper that speaks to the expectations and

limitations of induction prograrnmes. Her main contention is that induction programmes

should have realistic goals. In the process, she outlines four important goals that she

believes should be included in programmes of induction. These goals include the

improvement of teaching performance, the retention of promising beginners, the

promotion of their personal and professional wellbeing and finally the fulfilling of

certification requirements. These goals can only be achieved if there is unanimity with

regard to what constitutes effective teaching. This in itself is problematic since 'research

is quite clear on the point that that there is no one right way to teach' (Rauth and Bowers:

l9g6:3g). Without going into a detailed debate on how teaching contexts differ and that

effective teaching in one school might not equate with effective teaching in another

context, Rauth, in commenting on Huling-Austin's paper, concludes that as far as

provision of induction progra6mes go 'something is likely to be better than

nothing'(Rauth and Bowers: 1986:38) 
1,. | .. ,

The second paper looks at the. r1e1!_oring phenomena within induction programmes. The

history of mentor relationships can be traced back to

Homer's odyssey ,wherein Athene took the image of Mentor, odysseus'

toyallriend and was given responsibility of nurturing Telemachus

lildysseus' son) when hisfather ventured off toJight in the Troian ll/ar'

Therefore the term mentor historically denotes guide or

c o uns elor,... (G alvez-Hi o rnevik : I 9 I 6 : 6).

And more recently, Edgar and Warren (1969) define the mentor as the 'significant,other'

a term that denotes the person or persons acting as a role model to the beginning teacher.

This relationship is an educative one wherein formal knowledge is taught to the beginner

by the mentor. But what of the informal knowledge or the mentor's personal opinions and

views about the profession, that are passed on as the gospel truth, the culture into which

he/she was inducted and socialised? The roots of this type of learning lies firmly in the

old conception of induction since mentor relationships will involve'pressures to change',

to influence neophytes in socially 'desirable' directions, to drop previous patterns of

behavior and accept new norns held by the socializing agent or 'significant

W:, 1,, i
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other,(Edgar and Warren: 1969:387). Galvez-Hjomevik looked specifically at the extent

to which mentoring occurs in the teaching profession by reviewing the research literature

of the past decade. Mentoring and mentoring relationships are complex and therefore any

application of this concept to induction programs should be carefully considered so that

beginners benefit from the experience. In stressing the importance of mentoringGalvez-

Hjornevik emphasises the fact that

The vital role allocated the "mentor teacher" in the induction process

necessitates a greater understanding of the potentialfor this association

and its subsequent impact on the education of beginning teachers in our

elementary and secondary schools (1986: l0).

Fox and Singletary in their paper Deductions about Supportive Induction, propose a set

of goals for induction progralnmes. The four goals they set out concern

o the development of a psychological support system for the teacher

r the development of acceptable methods to address problems related to classroom

management and disciPline

. assist once in a development of skills that will promote the transfer of pre-

service theory into effective teaching practices

o exposure of beginners to experiences that will heip develop professional

attitudes, analytic and evaluative skills to promote a high level of proficiency in

an ever-changing Profession

These goals must be incorporated into the program design, an example of which is

provided in their study. The development approach is crucial to the goals of induction

prograrnm€s as envisaged by the authors and goes a long way in reiterating the

dominance of this approach. An extremely important component is peer support, as well

as cooperation among 'concerned groups' which includes 'school districts, university

educators, regional service centers and state agencies who must work together to provide

the information and support both instructionally and financially, to create a successful

and ongoing program' (1986:15). The one-way or linear fashion in which induction is to
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occur is illustrated by the marked absence of any contribution from the beginning teacher

in the develoPmental aPProach'

Hoffinan, J.V., Edwards, S'A', O'Neal' S'' Bames' S'' Paulissen' M'"s Study of State -

Mandated Beginning Teacher Programs (1986) concentrates on beginning teacher

progftrms and their effects on new teachers' transition from student to fully fledged

teacher. This study reports on beginning teacher programs in two states in America' The

large scale study focusses on induction program

beginning teachers.

implementation and progrtrm effects on

Huffrnan and Leak (1986) continue with the mentor theme in Beginning Teachers'

Perceptions of Mentors. They looked specifically at the factors that would maximise the

effectiveness of the mentor relationship. Arising from their study was the favourable

response they received from beginners in terms of the important and beneficial role

mentors played in the induction process. A specific finding to emerge was that beginners

desired mentors to be teaching the same grade or subject level so that assistance became

more relevant.

odell (1986) in her paper, Induction Supportfor New Teachers: A Functional

Approach,analyses the actual forms of assistance given to beginning teachers and

'experienced teachers new to the system' in an induction proglam' An important finding

of her study was that experienced teachers moving to new schools had remarkably similar

needs to bdginning teachers despite their experience' I experienced similar problems in

moving to a new school due to promotion. This is discussed later in the research process

section in Chapter Four. Odell identifies two primary needs of both beginners and new to

the system teachers
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These are listed as follows

...(a)toobtainfundamentalinformationaboutthe.schooldistrictand
(b) to obtain resources and maierials pertinent to the information to be

taugnt As experience in the schools increases, aid the needfor system

informationd""r"ar"s,thenewteachersappeartodemandmorehelp
around teaching stratigies and the instructional process (1986:29)'

varah, Theune and parker (r9g6) discuss the need for induction programs in their paper

Beginning Teachers: sink or swim? tn a play on Lortie's concept, they discuss

beginners' need of assistance and also describe how induction teams consisting of mentor

teachers, school administrators and university educators corlaborated within the program

to identify areas of achievement, need and subsequent improvement of beginning teacher

performance.

They find that a collaborative teacher induction progam realises benefits for all

participating parties. Beginners improve their teaching performance and confidence'

There is also value in it for university educators who now are presented with the

opporhrnity of direct involvement in the transition from "preservlce teacher education to

inservice teacher development"(1986:33). Combined with the efforts of mentors and

school administrators to assist beginners with their problems and needs, the induction

expenence

...may be viewed as an effort to improve the teaching profession-by

retaining the most elfective teachers and ultimately to improve the

quality if educatioi-t, tt , nation,s schools. (odell: 1986: 33)

In concluding this thematic study, Reactions to Induction Articles, Rauth and Bowers

(1986) provide separate views on the induction debate in the United States and

specificallytheinductionstudiescitedintheprevioussection.
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The first is illustrated in the work of Rauth. In evaluating the importance and contribution

of induction programs to teacher education' Rauth comments that

Induction programs are long overdue' If we take gdvantage of the

knowledge oiZi, teaching ind learning available to us and invest in the

future oin" tt*hing prifessioib1t! excellence and equity in
-education 

can be achieved (1986:a1)'

This represents explicit support for induction proglams in the American context' A

crucial point here is her view that 'proper investment' in teacher education has the

potential for achieving 'excellence' and 'equity'' Both these concepts are crucial

objectives in the transformation of the south African education system as a whole' This

point will be crucial in evaluating the developing policy path discussed and analysed in

the next ChaPter

A second view represented by Bowers is more modest about the possible contribution of

induction Prograrnmes.

The case has been madefor induction as an impo.rtant component in

compreheniive stalf devilopment program --lgthtn, mote, nothing less.

The purpose of an induction p'og'o* should^ be, 
-simply' 

to assure the

success oy the'beginning teaihrr. Atl else is incidental (1986:al)'

A crucial point in Bowers' analysis is the contention that induction has a place and a

purpose within broader professional development strategies. Ensuring that beginning

teachers develop into competent practitioners is the crucial underlying theme of the

contextual issues that motivate the establishment of induction proglams' In other words'

the goal of assuring beginning teacher success is reason enough for the establishment of

induction programs.

An important caveat is sounded by both these scholars, in that induction programs should

not be viewed as the panacea for all ills within teacher education (Rauth and Bowers:

1986). How helpful are these points to us in a South African context? Are they sufficient
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in guiding us to better assisting our beginning teachers? Should we simply invest in

induction programs based on the evidence that emerged from the American experience?

In answer to the first question, clearly the research has been helpful providing us with a

good idea as to why and, to a lesser extent, how induction programs have been

implemented in the United States. The answers to the remaining two questions are not as

clearcut. Clarity can only come about through an analysis of the South African situation'

which is presented in the final section of this Chapter' In the interim let us examine the

shortcomings that have been higtrlighted in the educational research literature in the

1990s, in response to induction and induction programmes'

2.6 The Teacher Socialisation Tradition

What does the teacher socialisation tradition have to offer? Why has it been viewed as

less important or less significant than the developmental tradition? Have researchers been

justified in treating this tradition in this manner? can we utilise the socialisation tradition

to bring us closer to possible solutions to the problems of beginning teachers?

In attempting to answer these questions, the socialisation framework will be given greater

priority in this study. I would therefore attempt to investigate how beginners' problems

and needs can be addressed in a context where the focus is shifted away from

highlighting deficiencies in the beginner alone, as in the developmental framework' to

studying the effects of institutional constraints on the beginner as in the socialisation

framework. Let us begin then with a brief history of the roots of the socialisation

approach. Despite its less popular status, the socialisation approach is not new and has

preceded much of the latest developmental approaches'

2.6.1 The 'sink or swim' Phenomenon

In tracing back the history of teacher socialisation research to the mid 1970s' the works of

Lortie (1975) and Lacey (1977) feature prominently' Both researchers contributed
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significantly to debates in the field of teacher socialisation and have paved the way to

extensive research in the field of professional socialisation of teachers. Lortie (1975)

highlighted the .sink or swim' phenomenon which at the time was identified as a concern

synonymous with the experiences of the majority of beginning teachers' This

phenomenon simply referred to an attitude within the profession that beginners were

expected to cope on their own within the school and classroom environment with little or

no assistance from their more experienced colleagues. It was something 'we' all went

through and experience served as your taskmaster. This clearly coincided with my own

personal experience as highlighted in Chapter One'

Lacey (lg|I)confirmed that beginners are forced to 'undergo dramatic change' in

coming to terms with their new roles as professionals. They were expected to adopt and

adapt to the 'prescribed' manner in which things were done at schools' This involved

being .induced to accept as their own the profession's dominant definitions of appropriate

language, norrns, missions, knowledge technology, and ideology' (Lawson: 1986:163)'

Here again, my experience of conforming to what was 'expected' of me, left me

uncritical and actively trying to emulate what I perceived to be accepted behaviour and

norns. Clearly, Lacey's research regarding the transition from student to professional is

crucial and played a major role in the direction that research on beginners took in trying

to rectify the situation. The early research highlighted some very important findings

namely that little was known about how beginning teachers "survived" their transition

into the profession or why some beginners failed to cope (Mc Donald: 1980: 44)' From a

British perspective, Atkinson and Delamont (1985) voiced similar sentiments, lamenting

the lack of empirical research oir occupational socialisation of teachers'

In the Australian context, Martinez (1993) has proven a particularly significant voice in

the 1990s and has called into question the effectivity of induction proglammes as

practiced predominantly in America' At the same time, she called for the term

.induction, to be redefined. Martinez identified several limitations in the research

literature on induction progralnmes, chief zrmong which is its prescriptive nature' For

example, if we can identify the problems of beginners, then we simply need to draw up
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progralnmes that address these problems. If these programmes are acceptable (become

policy) and implemented, then the problems of beginners gan be resolved' This

straightforward research to policy approach is flawed, in that solutions are fashioned

from central tendencies that emerged from the mainly quantitative research studies and

prescribed induction programmes as the solution for almost all school contexts' Martinez

(1993) highlights four shortcomings or limitations with regards to induction programmes

and the manner in which they have been implemented. Given the dominance and

popularity of the research to policy phenomenon and the developmental tradition' it

would be wise to be circumspect in our approach to policy development' These

shortcomings will be discussed at length once we have revisited the term induction from

a teacher socialisation perspective'

2.7 Revisiting Induction

The term induction has been defined as being 'deliberate lupport programs for beginning

teachers' in the developmental tradition (Fullan: 1991). It proposed to address through

programs, the problems beginners experienced in terms of practice. The socialisation

framework, which shifts the attention away from the individual, looks to factors beyond

the control of the beginner that may influence the entry expeience. The school as

institution itself becomes the focus and issues like the school culture become an

important part of the equation concerning induction'

According to Hargreaves, those researchers that developed induction progralnmes

believed that improving practice is simply a matter of 'developing better teaching

methods, of improving skills' (1994: vii). While accepting the importance of these

factors he emphasises that the manner in which teachers teach and learn to teach is

directly influenced by factors outside the classroom'

The ways they teach are also grounded in their backgrounds, their

biograihies in the kinds of teachers they have become' \heir
,oirrit - their hopes and dreams, their opportunities and

aspirations ... (1994: vii).
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It is now slightty clearer why Martin ez (1993) and Hargreaves (1994) have begun to

argue that these programs are flawed in that they address mainly issues of practice' They

rurderstand induction as a much wider concept, requiring an in-depth look at all factors

that influence the way beginners teach or leam to teach. Being inducted into teaching as a

profession requires the acquisition of knowledge beyond the confines of practice alone'

and

neither teacher education nor induction could be viewed as a linear,

oneq,ay process of socialiZation where in recruits are "induced" into

the prifission's iay of deftning and performing work (Lawson:

1992:164).

At this point I wish to return to Lawson's definition of induction. He states that

'induction results from recruits' interaction and learning, a social process called

professional socialization'(1 992: 1 63).

2.8 What is Professional Socialisation?

What is professional socialisation? A logical first step in answering this question would

be to take a closer look at the term 'profession' and what it means in an education or

teaching context. It has long been argued about whether teaching as an occuPation can be

considered to be a profession. However that is another debate altogether and will not be

pursued here. Medicine and law have always been regarded as true professions or the

..traditionally designated professions" (Hoyle: 1980). All other occupations aspiring to

professional status were judged on whether they fit the criteria and characteristics

ascribed to the "ideal type professions" like medicine and law. So, one view of the term

.profession, refers to occupations that fit or subscribe to a set of criteria or characteristics.

This conception of the term 'profession' is dominant in society and has been around for

the greater part of this century (Hoyle: 1980)'
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A second and opposing view considers 'profession' to be a "" ' valueJaden term and " '

that profession is a term which is a symbol for a desired conception one's work and h"t'""

of one's self'(Hoyle: 1980: 43). Furtherrnore, the concept'profession' is seen as "an

ideological term" designed to serve the interests of the occupation in terms of improving

.its status, rewards and conditions of work'(Hoyle: 1980: 43)' Atkinson and Delamont

describe these opposing views on professions as 'contrasting traditions - structural-

functionalism and symbolic interactionism'(1985: 309). The term professional would

then indicate all that relates to the specific profession, in our case teaching'

Stnrctural-functionalism relates to the first view presented above, that which defines

professions in terms of lists of characteristics, criteria or 'traits'' For stnrctural-

functionalists, professional socialisation is 'the process whereby the relevant

competences and values were acquired and internalised by the novice' (Atkinson and

Delamont: 1985: 310). This presents a relatively r:nproblematic view of occupational

entry into the profession and as such it would be a simple matter of beginners 'learning

the ropes,' thus fitting neatly into the developmental framework where support

progzunmes are developed specifically to enable beginners to adjust to and begin

'learning the roPes'.

Symbolic interactionism reflects the second view, which sees professions as 'value-

laden, and largely serving the interests of the occupation itself' The symbolic interaction

viewpoint however conceives of the profession and socialization into it as a far more

complex process. The point the interactionists make is that the process of socialization is

much more problematic in that they view and emphasise the discontinuous nature of the

process. The assumption that novices and experienced professionals 'subscribed to

common values' as taken for granted by the structural-functionalists, is unfounded'

Conflict of interest is more than just a remote possibility between novices and

experienced teachers. The support programmes developed for beginners are often as

stated earlier, prescriptive and do not make alrowances for beginners to contribute to their

own leaming.
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Toooften,inconsideringwhatbeginn-ingteachersneld-toknow'we
t ane'yarua b consider ihat novices think they already know (Barnes:

1989:13).

This reference echoes Martinez's concern about the deficit model that pervades

beginning teacher induction. An investigation that only looks at the problems and fails to

look at or investigate what beginners already know or understand' could lead to flawed

progmrnmes of assistance. An assumption that atl beginners have or experience similar

problems and that support progralnmes can cover all these problems in all contexts is

simply far-fetched. It is not simpty a matter of .learning the ropes,.

2.gWhatAretheLimitationsofTheseViewpoints?

Structural-firnctionalists point to lists of characteristics or criteria to define professions'

what is pertinent to teaching as a profession is that these characteristics and/or criteria

are not simply descriptive, but reflect certain assumptions about the nature of the

profession. From Hoyle's list (1980) of 10 assumptions on the nature of professions I

wish to dr-aw on two of the assumptions, listed as number 4 and 6.

4. Thus, although knowledge gained through experience is important,

this recipe-tyie knowledie i:s insuflicient to meet professional

demands ani the practitlioner has to draw on a ho.dy of systematic

hnowledge.

6. This period of education and training also involues.the process of
socialization- into professional values (Hoyle : 1 9 8 0 : 4 5).

If these assumptions are applied to teaching, one will then have to accept that there exists

a .body of systematic knowledge' about the profession and that there exists certain core

values into which new members have to be socialized. However, there is an emerging

trend in the education research literature which poses a different view' As Barnes so

eloquently phrases it, 'there is no unitary, bounded knowledge base for teaching on which

everyone agrees' (1989:13). Gilroy amplifies this point in accepting 'that there is such a
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thing as teachers' professional knowledge,' but recognises that there is some difficulty in

identifying quite what that knowledge might be (1989: 102).

Defining knowledge as it reiates to education or teaching can be difficult if one does not

wholly agree with the positivistic notion that 'by its very nature knowledge is in some

sense fixed, objective and absolute' (1984: 104). Gilroy describes this view of knowledge

as .autocratic' in that teachers and teacher educators who subscribe to this view

consciously or otherwise see their tasks as

either importing or passively receiving what they would see as the

'correct' boay i7 *iowledge, with any alternative being seen os at best

being derivettfiom the correct body of knowledge or at worst, simply

Jalse (1981:104).

Two problems arise from this viewpoint. Firstly, if professional knowledge is fixed,

objective and absolute, those who possess such knowledge fully determine the manner in

which this knowledge is passed on to new members. Early definitions spoke of 'the

inlluence exerted on recruits' and the passive acceptance of 'the professions' dominant

definitions of appropriate language, nonns' missions, knowledge, technology, and

ideology, (Lawson: 1992:163). The deficit-model to which Martinez (1993: 36) refers in

her evaluation of the assumptions underlying beginning teacher research is based on this

viewpoint of professional knowledge.

Secondly, there is an assumption that new recruits willingly accept these 'norms' and

.values, of the profession as their own during this socializalionperiod and sacrifice their

own ideas about the profession in the process'

The only ktay apparently open to probationers was to conform to the

,onurniional wisdom and recipe knowledge of those around them

(Hanson and Herrington: 1976: 61).

However, an increasing number of studies are beginning to emerge that show a growing

.resilience and firmness' among beginners (Zeichner and Tabachnick: 1985: 2)' This
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unproblematic conception of socialisation hides the very real possibility of a conflict of

interest between beginners and more experienced members of the profession (Atkinson

and Delamont: 1985). Very often, as expressed in the study by Zeichner and Tabachnick'

(1985) beginners resist conforming to the values being enforced upon them and maintain

thevaluestheyseeasimportarrttotheprofession.Itisatthislevelthatinteractionists

have focussed their attention'

How did beginners become socialised in the contexts in which they work? Their

concern was for'situational learning' and their emphasis on studying the educational

experience in its own right. By 'situational learning' is meant the activities of daily

.coping' encapsulated by the phrase 'learning the ropes' (s'tkinson and Delamont: 1985:

3r2).

This raises the interesting question of the purpose of pre-service institutions if most

occupationallearningtakesplacewithintheinstitutionalcontext(school).Rejectingor

dismissing the work done in pre-service institutions is ridiculous and absurd but it must

be recognised 
,that it is widely believed that teaching cannot be learnt or taught in

training institutions, but can only be mastered on the job'(Atkinson and Delamont: 1985:

313). However, the overemphasis on'situational learning'by the interactionists leaves

themopentocriticismthattheyfailtorecognisethefactthatstudentsdolearnandbring

into the profession, knowledge acquired during training' As with the functionalists' this

view seems to imply a deficit theory of beginning teachers' Atkinson and Delamont

(1985:310) are adamant that both directions have lost track and have not taken

cognisance of the 'new sociology of education'. This approach is characterised as

possessing

...afocusonteacherandpupilexperienceasrevealedinteachers,and
pupils' o$,n account, rheilr interpretations andfeelings emerging'

'rh'onging, arnrtopini, ionn"gtig, b-l.urring' clarifying and so on in the

course of everyday-t"rfr r" scnioti lWoods and Hammersley: 1977:14)-
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This view has critical importance for the socialisation of teachers. For the first time a

view was propagated which aspires to learn about the socialisation of teachers from their

own understandings of how they are socialised into the profession. It represents a

rejection of the deficit theory on beginning teacher socialisation. It breaks the

stereotypical view of the profession and an educational system 'which is based on the

imposition of meanings and defrnitions such that the real relations of power and interest

are hidden' (Atkinson and Delamont: 1985:315)'

This breaks down the dominant functionalist view and opens the way to addressing the

shortcomings of their quantitative based research. Now we can address the conceptual

and practical shortcomings outlined by Martinez (1993) concerning support programmes'

The next section will address each concem individually in the light of the 'new sociology

of education.'

2.10 Addressing Martinez's Concerns

2.10.1 A Deficit Model

The primary focus of researchers on problems and needs within induction progralnmes

.assumes a deficit model of them' (Martinez: 1993:36). Viewing'problems and needs'

of beginners as a shortcoming might seem contradictory but it is important to realise that

beginners do not enter the profession as proverbial 'empty vessels'. If we accept this

point, what do new teachers bring with them into the profession? As individuals they

bring with them their own history and unique experiences that are botrnd to shape their

practices. Martinez goes firrther:

The best beginning teachers bring energl and enthusiasm., less

enculturated views of schooling, a willingness to try new ideas,

genuine concernfor students and recent engagement with theory

and current research about teaching and learning (1993: 36).
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If induction or support programs are structured in such a marmer that they continue to

treat beginners as empty vessels, they are less likely to fulfill their roles as 'potential

system reformers and rejuvenators' (1993: 36). Clearly any view which seeks 'own

understanding' and own meanings and interpretations reccignises that those participants

have important views and actively seek those interpretations for a balanced and informed

perspective. Martinez points out

I am not suggesting that beginning teachers are/inished products,

complete in theoretical philosophical and practical knowledge.

However neither are they hapless recruits waiting to be manhalled in to

ftll predetermined positions in the front line (1994: 17Q.

The views of beginners are invariably less rigid than their more experienced counterparts.

They are prepared to attempt new and creative practices and are in essence still idealistic

and adventurous. This is what makes them potential 'system reformers and rejuvenators'.

2.10.2 Quantitative Research Methods

The second shortcoming or concem revolves around the issue of research methods

utilised in exploring beginning teacher needs.

Much olthe research was quantitative, depending onfairly large
samples, using written questionnaires as data collection and
interpreting data in terms of central tendencies (1993 : 36).

This concern too appears to be contradictory. Swely, if 'large samples' of beginners are

canvassed, researchers could reliably attain data that reflect their views? Veenman's

review (1983) provides ample evidence that the larger majority of research studies used

quantitative techniques of data collection. Sixty five (65) out of the eighty three (83)

studies utilised questionnaires as a means of data collection. Of the sixty five studies,

only thirteen used interviews as additional means of data collection. Veenman's diverse

selection of international studies selected for the review was not coincidental in
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identiffing so many studies utilising similar research methods' An acceptable inference

can be made, which is in agreement with Martinez's claim that the majority of induction

programme research is quantitative in nature'

Whatthen,arethelimitationsofusingthismethod?Quantitativeresearchislimitedin

terms of the type of data ttrat can be obtained from questionnaires' In other words'

researchers only get what they ask for, meanings and understandings are not or cannot be

followed up and thus data interpretation in terms of 'central tendencies' have to suffice'

ln relying on'central tendencies', specific information on school context' personal

experiences and perspectives are lost. The nature of the questionnaire does not allow the

researcher to probe for 'own meanings' and perceptions of the participants' Methods

used to gain .own meanings' and understanding will essentially be qualitative in nature'

for example interviews (individual and group), case studies, diary and journal accounts

among others.

.own accounts' will illuminate'many personal, theoretical, and philosophical problems

which did not emerge in earlier quantitative surveys' (Martinez:l993:36)' The various

dimensions of problems that may emerge illuminate the debate far beyond what is

capable of being achieved by quantitative methods, begins to address the 'technicist'

view of beginner problems and increases "the knowledge base of beginners' problems"

(Martinez: 1993).

2.10.3 Beginning in Isolation

Martinez relates the point that researchers take as given the fact that the structure of the

school encograges the 'beginning in isolation' phenomenon (Gehrke: 1991; Sparkes:

1991).

This view of teaching os an individual, personal eldea.v9u.r is strongly

iuiport"ain mediaiepresentati2':::u;h as "To Sir with Love""'The

prime of Miss Jean irodie,, and ,,Dead Poet',s society" (Martinez: 1993:

34).
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Beginners are generally left to their own devices and many simply proceed on a trial and

error basis (as in my case) until such time that assessment and evaluation procedrues

exposeseriousdeficiencieswithregardtoclassroompractice.

In the classroom teachercfail or succeed alone: they are thrown upon

their own resources and ittst provide self-stimulation, develop their own

so,lutions and pedagogicat priblems when assistance is needed, and

,,5sess their own ri"irr"r-ondfailures (sparkes: 1991: 8).

Induction prograrnmes need to take cognizance that there are factors both 'institutional

and social, that affect how new teachers learn and their ability to overcome the problems

and needs experienced. Failure to recognise the influence of these conditions is certain to

nullify any attempts at resolving the problems of beginners' Constraints imposed by

schools and their stnrctures will obviously fiustrate and create problems for beginners'

But in line with the socialisation approach, these constraints will surely be called into

question. The problem of teacher isolation can be addressed if it emerges as a problem'

The lack of collegial support is in essence what motivated this study, and therefore likely

to feature as a primary concern in teacher accounts of their problems'

2.10.4 'Fitting in'

Induction and induction support progammes have become synonymous with 'fitting in'

to the relevant structures of the school. Schools and schooling stnrctures are s€en as

unchangeable, immutable. Therefore, it is the responsibitity of induction prograrnmes to

facilitate this .fitting in, process. The school and its given structure is not questioned and

in this way beginners are forced ' to accept the prevailing conditions within classrooms

and school s x givenrespecially unalterable and beyond criticism' Therefore' the

dominant culture of teaching is reinforced and maintained'(Sparkes: l99l:12)'

Martinez intimates that the term 'induction' itself points to a'fitting in' and this in and of

itself has shaped the research and design of induction programs that are widely in use

across the United States. This necessitated another look at the definition of induction in
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order to begin to address the shortcomings arising out of the 'fittirig in' conception of the

term. what lies behind her claim? Atkinson and Delamont return us to Bourdieu's

argument

Education promotes a consensual view of the legitimacy of certain

varieties oj knowledge, while masking the social dilferences it serves to

promote ind reproduce. For Bourdieu's 'cultural reproduction' does
'not 

refer simply to say, thefunctionalbts' copying of the takenfor

granied sociil-order.- Cultural reproduction serves to preserve the
-opp"oror"" 

of neutrality while legitimating sectional interests

(1985:315).

Since induction is an educative process it is understandable why Martinez is critical of

the term .induction' itsetf, which she describes as promoting the 'fitting in' of beginning

teachers into both institutional stnrctures and practices. Mentoring as a crucial

component in many support progralnmes is heavily criticized as implying'cyclic

reproduction, of practice and acritical occupational perpetuation' (Martinez: 1993:37)'

2.ll The Road Ahead

What about the South African perspective with regard to beginning teachers? Which

tradition does it reflect, developmental or teacher socialisation? The absence of a review

on the South African perspective was not an oversight, rather a deliberate strategy to

enable me to present the South African perspective as a unified component rather than a

disjointed portrait of the multifaceted issues at stake. Chapter Three will incorporate a

review on the South African perspective, in conjunction with a review of the educational

policy proposal literature that emerged during the 1980s and 90s. Special emphasis will

be given to the possible impact that educational policy would have on the manner in

which beginning teachers are inducted and socialised into teaching. Before I proceed I

wish to pull together the threads that were infused into the tapestry in this chapter'
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Chapter Two started by reviewing the educational research literature relating to

beginning teachers. From Veenman's review, we ascertained that beginning teachers

worldwide experience problems in adapting in their first years in the profession. Two

distinct conceptual frameworks were identified, namely a developmental framework and

a teacher socialisation framework. The developmental framework dominated research in

the field of beginning teacher research. Within this framework, studies in the review

identified, quantified, categorised many of these problems and recommended the

establishment of support programmes to address these problems (mainly in the United

States of America). Also under this framework, we identified a thematic study which

assessed induction and support progralnmes to guage the degree to which they have been

helpful in addressing beginning teacher problems and needs. Numerous issues in regard

to induction programmes are raised, for example approaches to induction, mentoring,

research issues, goals and objectives among others. The thematic study is concluded with

an assessment of induction programmes by two independent researchers, both of whom

acknowledge the importance of induction prograrnmes but warn that they are not the

panacea for all problems faced by beginners.

Under the teacher development framework, the concept of induction is revisited and its

link to professional socialisation is investigated, both in terms of the developmental

framework,s structural-funtionalist viewpoint and the symbolic-interactionist viewpoint

of the teacher socialisation framework. Limitations relating to each tradition are

highlighted and a new way forward is proposed, namely 'a new sociology of education'.

Finally the shortcomings and limitations of 'old' frameworks in terms of beginning

teacher research are discussed in relation to the 'new sociology of education'.

Chapter Three will now look at how the South African context fits into the complex

tapestry of beginning teacher research.

50



Chapter Three

The Beginning Teacher and Educational Policy in south Africa

3.1 Introduction

The policy proposal phase in terms of our tapestry metaphor, is the stage where all the

yarns of different colours and textr:res are chosen and patterns are worked out in order to

bring about a conception of the final product. Crucially, one can never be certain about

what the final product will look like since the tapestry requires inputs from a variety of

participants, all of whom share a critical interest in the final product'

What has emerged in the South African perspective in terms of studies concerning the

problems of beginning teacher? This chapter will begin with a brief review of the

literan*e on beginning teachers in the South African context in order tb locate it within

the broader conceptual frameworks outlined in chapter Two. At the same time, the

review needs to be placed in jr:,xtaposition to educational policy proposals that emerged

in South Africa in the 1980s and 1990s in response to the crisis in education and the

challenges to transform the education system in this country.

The most significant documents that witl come under the spotlight are (in chronological

order), the Education Renewal Strategt (lgg2),the National Education Policy Initiative

(NEPI) (1993), the ANC's A policyframeworkfor Education and Training (1994), the

white paper on Education and Training (1995) and finally the Committee for Teacher

Education Policy's (COTEP) Norms and Standardsfor Teacher Education, Training

and Development (1 997).

The general focus will be to identiff the proposals in each document that relate to

teacher education. The reason for this is that induction and socialisation are concepts that

relate to an educative process. In this case I am referring to the education ofteachers at
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the initial or entry stage of their careers. It is an attempt to ascertain the extent to which

educational researchers' concerns are shared by policy-makers' The assumption is that

policy-makers will, in the course of developing policy, be guided by current research

trends in the rerevant field. Any deficiencies in this regard wilr provide researchers with

the space to hightight pitfalls and possible consequences for teacher education' In

addition one of the crucial tasks would be to make recommendations to policy-makers

that can impact on funrre policy. In the South African context, it is important that

educational policy be gUided by a wide array of viewpoints so as to ma<imise the

potential of redress and equity in terms of educational provision. Anything less will be a

waste of scarce reso,rces and a postponement of educational oppornrnity for the majority

of our country's PeoPle.

The specific focus of this chapter will be to identiff proposals that recognise beginning

teacher needs and problems and any attempt through policy to provide solutions that

would address these concerns. Where clear policy proposals on beginning teachers are

absent or do not emerge, the significance of this apparent oversight will be debated' But

first the South African perspective'

3.2 South African Studies on Beginning Teachers

There have been ngmerous doctoral and masters theses on this subject (Lochner: 1993)'

many referring indirectly to the problem as part of broader school managerial or staff

development problems. No fewer than seven M'Ed studies on beginning teachers have

been conducted in South Africa between 1977 and 1993 (Atgie: 1983, Basson: 1977,Drt

Plooy: lgST ,Lochner: lgg3,Lottering: l g83, Van Vuuren: 1989, Vorster: 1988)'

Basson's study is one of the earliest and deals with the challenges faced by beginning

teachers in primary schools ttgough what he calls a'didaktiese-pedagogiese'[didactical-

pedagogic investigation]. Lottering deals with the professional development of beginning

teachers as far back as 1983 along with Algie whose study leads to the development of an

induction programme. Lochner, Van Vuuren and Vorster represent the studies conducted

in the late 1980s and early 90s, all of which deal with induction and orientation
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processes. Even without an in-depth analysis the developmental tradition is evident in all

these studies, which verifies the evidence of the dominant role of this tradition in the

study of beginning teachers.

The two studies I wish to highlight deal directly with the problems of beginning teachers

and the establishment of programmes of assistance to address these problems' Algie's

thesis (lgg3)An investigation into the problems relating to the adiustment of beginning

teachers leading to the development of an induction Programme atdlochner's (1993)

Die problematiek van die nuutaangestelde onderwyser in die Ho€rckole, closely mirror

research studies undertaken in the developmental tradition. Algie utilised both personal

interviews and postal questionnaires while Lochner utilised the questionnaire exclusively

to gather data. Both scholars produce progammes that can speak to the problems and

needs of beginners entering the school system. However, both these studies were

conducted among participants based solely within the old Cape Education department

and thereby produced categories of problems experienced by beginning teachers

belonging to one sector of South African society. This reflects but one aspect of the

complex nature and difficulty of conducting educational research in the South African

context. ln order to gain ctarity on these issues an analysis of educational policy in South

Africa is necessary. I wilt then retum to these research studies to analyse their

contribution to the beginning teacher debate'

3.3 Educational PoticY ProPosals

3.3.1 The Educational Renewal Stratery

The policy proposal literature on the transformation of the education system in South

Africa will be traced back to the Education Renewal strategt Document (1992)'T\e

ERS, a product of the Department of National Education, reflected the first signs of the

results of pressure for change since the De Lange Commission Report was released in

1981. What was the reason for the Education Renewal Strategy? Generally' it was viewed

as an attempt to review the existing education policies of the Nationalist Party
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goveflrment in the light of the '...worst outbreak of student and pupil unrest South Africa

hadyetexperienced,@ngelbrecht:|992:a9$.ThepressuresexertedontheDepartment

of National Education resulted from the nationwide crisis that continued to exist in

education d,ring the 1gg0s. This crisis was characterised by protracted class boycotts,

destruction of schools, the banning of departmental officials from schools and in some

cases the total breakdown in the culture of teaching and learning'

chapter 6 of the ERS document (1992: 41) deals specifically with Teacher Education'

Entitled "Education Programmes for Teacher Education"'the thrust of the chapter

concentratesonthesuggestionsforchangestopre.Serviceeducationprograms,

necessitated by the changing circumstances within the country'

Given the assumption by ERS policy proponents that changes in teacher education have

implications for the quahty of teachers the system produces' it is important to consider

the motivations presented as justification for changes in pre-service teacher education

progftrms. The ERS sp€cifically cites 'rapid social changes' in developing countries and

.a drastic constitutional rearrangement, (ERS: 4l) as reasons for the revision of teacher

education programs. 
.Rapid sociar change, is defined as ,rbanisation and industrialisation

while the changing political scenario in South Africa is referred as 'a drastic

constitutional rearrangement.'No indication is given as to how a'fundamental' revision

of teacher education programmes proposes to address the impact of social and political

transformation.

The absence of details of the investigation by the 'working grouP considering this issue'

makes it diffrcult to assess the degree to which an aspect like the role of in-service

education actually proposes to address problems experienced by beginning teachers' The

scant details presented within this document creates the impression that pre-service

progralnmes, if adjusted accordingly, will result in teachers being able to address

challenges that arise from social and political change' This view is shortsighted since it

fails to recognise that preservice teacher education institutions and schools are not

homogeneous institutions. The view is borne out by the educational research literature
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that addresses the transitionary phase from student to professional. Simply stated, there is

no guarantee that values acquired during teacher training wilt be sustained into the

profession.Forexample,afterintensiveresearch,Laceyconcludedthat.Themajor

findings of this research underline the importance of discontinuity between training and

the reality of teaching' (Lacey: 1977:48)'

3.3.2 The National Education Policy Initiative

The ERS initiated a debate over future education policy and was soon followed by the

National Education policy Initiative (NEPI: 1993), a major research undertaking

involving the most experienced and diversified $oup of educationalists in the country.

The educationalists involved in the NEPI undertaking could be described as people

committed to redressing the inequities of the education system in place at the time' The

principles of non-racism, non-sexism, democracy, r:nity and redress governed all aspects

of the policy investigation process'

In contrast to the ERS report on Teacher Education, the NEPI report contains significant

discussion on n,merous educational policy options that justifu the need for change within

the teacher education sphere. In the introduction to the debate, countering the legacy of

Apartheid based education is used as motivation to drive change within teacher

education.Acentralaimforafutureteachereducationdevelopmentpolicyisidentified

as the improvement of the overall quality of the South African teaching corps' Does this

mean a greater understanding of beginning teachers' probiems and needs? If so' what

thenwouldtheimplicationsofthisaimbeforbeginningteachers?

My personal view is that any move toward improvement in the quality of the teaching

corps should be directed firstly at the newest members of the profession' There is a

widely held view in educational research that beginning teachers are 'vulnerable and

unformed' (Zeichner and Tabachnick: 1985, Hofftnan et al': 1986)' Secondly' in-service

teachers need to constantly adapt their practices in response to changes taking place in

educationandsociety.sincethesituationinteachereducationreflectswhatishappening
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in schools, and since conditions in schools mirror what is taking place in society,' (Bush:

1980: 350). The assumption is that beginning teachers would be able to adapt and

respond to change more easily than the seasoned or more experienced teacher'

The aim of improving the overall quatity of the South African teaching corps cannot

exclude the beginning teacher since it seems to have implications for the pre-service

student on the one hand and the in-service (novice or experienced) practitioner on the

other. The NEpI document defines a quality teaching corps as being 'competent'

confident, resilient and reflective practitioners' capable of revitalising schools and

responding to the changing demands of practice' (1993:67)' with such a clear aim the

question arises as to how this aim will be met. what does NEPI propose in terms of a

vehicle to realise this aim?

3.3.2.1 The Professional Development Option

The proposals of the NEPI report must be understood against the following background

Thecentralassumptionsaboutteachingunderpinthepresentationand
analysis ,f ;;;;,; whichfollotv' fhefirct is th-at teacher education is a

career'lon1i;ipitidon; in other words' PRESET and INSET ate seen

as part o7 aloitrnuurn The second is that teacher development and

institutionaldevelopmentmustgohand-in-hand(NEPI:Teacher
Education RePort: 69)

These assumptions define the generic term 'professional development' as outlined by

Fullan (1991). An important factor here is the recognition that teacher education is not

confined to a preservice institute but must be continued at the institution where the

teacher practices. What is not clearly stated is that we need to recognise two distinctive

features on the continuum in relation to beginning teachers i'e'
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(i) there is a transfer from one institution to another (lreservice institution to school)

(ii)thereisachangeofstatusfromstudenttoprofessional(teacher).

If these features are not recognised one may assume that the professional development

philosophy considers these features unproblematic and inevitable steps in the process of

.career-long, learning. Hoyle (1980) defines professional development as 'the process by

which teachers acquired the knowredge and skils essential to good professional practice

at each stage ofateaching career' (1980:42)'

Given the above definition, one has to conclude that the manner in which professional

development is envisaged within the NEPI document is flawed' There ire numerous

reasons for this claim. Firstly the research literature is fairly unanimous in the claim that

the beginning years of teaching are a problem for the education profession (Bush: 1980)'

There exists a lack of support in addressing problems experienced by beginning teachers

as pointed out in the literature review in Chapter Two' In the nature of the teaching task

beginners are treated no differently from their more experienced colleagUes in the

profession in terms of duties allocated to them (Lortie: 1975'Gibbon: 1987 ' Schlecty and

Whitford: 1989). However, as Gehrke asserts 'the spatial, temporal' and organizational

structures of schools combine to cut teachers off from each other and with astounding

regularity, force beginners to find their own ways'(1991:238)'

Bush (1980) and Gibbon (1986) allude to the fact that there are deliberate attempts to

make the tasks of beginners as difficult as possible by assigning to them tasks that more

senior teachers dislike or find unpleasant. These are some of the reasons offered as to

why beginners have or experience difficulties on entering the profession' Other complex

reasons emerged in the evaluation and review of the literature on beginning teachers in

Chapter Two.

Secondly, while clearly advocating INSET as the focus of further teacher education

provision, the NEPI document fails to recognise beginners as a unique group in need of

specified training which would provide them with 'knowledge and skills to assist them on
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the path to becoming competent teachers' (NEPI: 1993)' Whilst the policy options that

emerge from the research paPers by the Teacher Education grcup are in line with the

general aim of developing a quality teaching corps, this aim cannot be achieved without

recognising and addressing the needs and problems of beginners entering the profession'

Prioritizing the upgrading of under qualified and unqualified teachers and providing

INSET to prepare teachers for institutional reconstruction and curriculum change (NEPI:

1993:72) aretwo suggested areas of a renewal policy' Neither of the above refer

specifically to beginners although they do not wholly exclude them' NEPI comes close

to addressing beginners problems and needs when acknowledging that'a quality teaching

corps, depends not only on the pedagogical competence and sound subject knowledge of

the teachers, but also on their working conditions' (NEPI: 199373)'

What emerges from the study of the research literature on beginning teachers is that

despite being qualified as teachers and having the necessary theoretical knowledge'

circumstances within schools or the working conditions make it diffrcult for beginners to

adapt. Barnes (1989: 13) states 'it is no longer reasonable to regard successful completion

of an aggregate of cor:rses as sufficient evidence of teaching understanding'' This is why

it is essential that those involved in policy making recognise the particular needs of

beginning teachers within the South African context'

we cannot hope to embark on the path of professional development unless we

simultaneously recognise the need for professional socialization of beginners entering the

profession. There is absolutely no possibility of attaining the aims that NEPI sets out' if

our new teachers are socialized and inducted into the circumstances that exist presently in

our schools, as NEPI report higilig[ts'

Poorphysicalconditions,under-resourcedschools,adearthofsupport
se*iiei and the mass of unqualified and under qualified teachers,

especiaily in rural areos, ari atl impediments to competent work and

piofessional development (NEPI : I 993 : 84)'

58



whereas NEPI fails to explicitty advocate beginning teacher support, it justifies through

its analysis of teacher education the need for such support. ln terms of the policy debate,

both the ERS and NEPI proPose essential changes to teacher education programmes in

terms of their focus on preparing teachers for a changing social and political

environment. The absence or silence on issues concerning beginning teachers within the

teacher education policy debate in these documents can be viewed as a weakness' This

weakness exposes certain limitations in regard to the depth of research conducted within

the broader field of teacher education. If the overall aim of revising teacher education

programmes is to improve the quality of teachers entering the profession and to assist

them to cope with the changing demands of practice, then surely the logical point at

which leaming must take place is at the point where students become practitioners'

Theoretical knowledge alone is insuffrcient and is no guarantee of competence with

regard to practice. Schlechty and Whitford (1989: 442) assert 'teachers leam to teach in

schools, not in teachers' colleges''

Therefore the overemphasis on revising pre-service teacher education progralnmes may

be viewed as having potentially serious consequences for teacher education in general

and beginning teachers in particular'

3.3.3 A Policy Framework for Education and Training

Let us now proceed to investigate the next phase of the education poticy process in South

Africa. January 1994 saw the release of the ANC's A Policy Frameworkfor Education

and Training (199a). This draft document'sets out proposals for ANC policy on

education and training.' Of particular importance to our purpose would be to investigate

the proposed changes to the teacher education scenario.

Part Four of the document entitled 'A new policy for teachers' deals specifically with the

preparation and professional development of teachers and trainers as well as teacher

management and support. These chapters echo many of the principles expressed in the

NEPI initiative especially as concems the concepts of professional development and
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INSET. once more, the principles guiding teacher preparation proposed in the document

highlight the development of a competent, critical and reflective corps of teachers (1994:

s 1).

The policy framework document emphasises that a professional development philosophy

isnotbasedontheimprovementandcontinuededucationofteachersalone.Itistiedto

improvementofschoolingoutcomesasawhole.Allfacetsofschoolingmustbe

addressed in conjunction with continuous improvement of teacher knowledge and skills'

School improvement is not a nat*ral consequence of continuous learning or professional

development of teachers. Staffdevelopment through INSET is proposed to address the

conceptof'wholeschoolreview'(1994:52)or'institutionaldevelopment'(NEPI:

1993:69). NSET thus serves to address both basic assumptions upon which professional

development is based. However, it is once more apparent that beginning teachers as a

distinct gtroup warant no special attention within this policy document' Again one is

forced to assume that professional development would serve all teachers' needs at the

same time. No indication is given as to the direction INSET will take save to emphasise

theaddressingofneedsofunqualifiedandunderqualifiedteachers.Preciseinformation

on the nature of INSET, progfamme content, resourc€s' implementation and ownership is

absent. This is a major weakness within the document as it reaves open to speculation the

degree to which policy based on this document can be successful in addressing teacher

educationneedsingeneralandbeginningteacherneedsinparticular.

Chapter l0 entitled ,Teacher Management and Support, dea|sessentially with

correcting the negative image of the past management system in which inspectors and

subjectadvisorsandevenprincipalsusedpowervestedinthemtokeepstrict

administrative contror over teachers. Evaruation of teacheis was rargery summative in

nature and support was non-existent, giving credit to compliance and conformity to

departmental re gulations'
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The guiding principle of a new management system has as its central aim the support and

professional development of teachers. Given that 'support' would most likely be needed

by beginning teachers, one has to assume that (in the absence of evidence to the contrary)

their needs would be addressed separately from the general needs of other teachers.

However disconcerting it may seem that this is not spelt out clearly in this chapter, the

following policy proposal indicates preparation and development (PRESET and INSET),

allowing persormel who perform supervisory roles to perform developmental and

mentoring roles (1994: 55).

The mentoring phenomenon as envisaged here has strong links to the educational

research literature on beginning teachers. Mentoring has been widely utilised as a

strategy within the American context to provide beginning teachers 'with greater support

and guidance' (Galvez-Hjornevik: 1986: 6). It would then be safe to assume that

educational managers would need to provide specialised support to new teachers as a

specific group given their role as mentors. This signified the clearest indication of

specialised support for beginners as the mentoring phenomenon implies a relationship

between an experienced practitioner and one who is less experienced in which guidance

and support is given.

3.3.4 Draft White Paper on Education and Training (1994)

The next significant policy contribution arrived in the form of the Draft White Paper on

Education and Training, September 1994. The release of the White Paper under the

ANC dominated government of National Unity was seen as the first major step away

from the Apartheid based education system of the past. Transformation and redress of

the past system are key values characterising the document. In 'Part Two: Development

Initiatives,' proposals on Teacher Education are spelt out. The most significant point of

concern to our purpose is contained in point 30 under the heading 'Teachers, Trainers and

Educators'.
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It states that

The Ministry of Education agrees to the establishment of a National Council

for Teacher iducation (NCfD as a statutory body representing all higher
'education 

and other stak;eholders in thisfteld, whose role will be to advise the

Minister on all aspects of teacher education policy. This encompcsses initial

te ac h e r e d uc ation, in d uitio n, in-s e rv ic e e d uc atio n an d fu rth e r e d uc ation,

whether based institutionally or provided by distance education methods

(1994:16).

This marks a significant shift in the policy proposal debate until this stage. The term

.induction' refers to and is associated with new, beginner or novice teachers. The

recognition of induction as a distinct phase in teacher education marks the recognition of

the needs of beginners on entering the profession. Induction can be seen as a link between

PRESET and INSET and the bridge that maintains the professional development

assumption of a continuum of leaming. This recognition demands that induction

processes in general and socialization practices in particular come under the spotlight to

hightight the needs and problems experienced by new teachers.

T\e White paper on Education and Training was released six months later in March

1995. It does not significantly advance the point quoted above save to say that the

advisory function falls under the jurisdiction of the Committee for Teacher Education

policy (COTEP) a sub-committee of the Heads of Education Departments Committee

(HEDCOM).

3.3.5 Committee for Teacher Education Policy (COTEP)

What has COTEP's contribution been in terms of policy proposals on teacher education?

COTEP sees its role as providing an interim set of norms and standards

(COTEP, 1996) to regulate teacher education during the interregnum

between apartheid eiucation and the emergence of new policy and

legistatioi. COTEP has responsibilityfor the generation of norms and

sindards andfor the acueditation of qualifications (CSTEP: 1997:

14).
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Thus coTEP's discussion document,Norms and standardsfor Teacher Education,

Training and Development (November 1gg7) provides for the clearest picture of the

proposed poticy direction for teacher education to emerge in the post-Apartheid era' This

comprehensive document discusses wide-ranging elements pertinent to a changing

teacher education context. This ranges from the rationale for change, the manner in

which teacher education programmes will change, the introduction of an Outcomes

Based Education Approach within teacher education learning progralnmes; teacher

development and quality assgrance. Our focus comes to rest on Chapter Seven of the

document which is entitled, Teacher Development: Ldelang Professional Educationfor

Teachers.

This chapter reveals consistency of policy-makers as regards the intention to adopt

professional development as the way forward in teacher education. The chapter focuses

on four issues under the following headings:-

l. A new understanding of in-service teacher education

2. Key shifts in thinking about teacher development

3. Formal professional programmes

4. Informal professional programmes

The first two sections motivate the rationale behind the 'new' approach and its relevance

in the South African context especially in the light of the transformation imperative

within education. The last two sections explain how the nbw approach can be

implemented, formally as in pre-service and in-service programmes offered by higher

education institutions and informally within the schools. Once more the absence of any

specifics regarding beginning teachers is disconcertin_g. A section entitled 'Kinds of

informal professional development activity' lists several proposed activities, none of

which speak to the addressing of beginning teacher problems and needs, induction and

socialisation processes. This trend within educalional policy proposals, from NEPI to
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COTEP, of remaining silent on the beginning teacher issue whilst advocating

professional development, remains a concern. This might be defended on the grounds

that beginning teacher concerns are implicit in broader professional development issues

and that

... schook will be encouraged to coordinate their own prolessional

development programmes, while teachers will be encouraged to develop

a new ethos of professionalism by actively seeking out new learning
experiences (COTEP: 1997: 133)

3.4 Policy for Beginning Teachers

What then, in srmlmary, has the education policy debate revealed to us in terms of the

support proposed for begiruring teachers? Firstly it is abundantly clear that teacher

education in South Africa is in need of review. Secondly, the professional development

concept has been adopted as the way forward. The twin assumptions on which this

philosophy is based will be achieved in the following manner. Teacher education as a

career-long proposition will be achieved through PRESET and INSET. Thirdly, whole

school development (improvement) must go 'hand-in-hand' (NEPI: 1993:69) with

teacher development. The aim of reviewing teacher education is to create competent

teachers who would be continually reflecting on their practices in order to improve

schooling outcomes, i.e. students who can think independently and critically and make a

significant contribution to the reconstnrction and development of our country.

.\ 3.4.1 Professional Development and the Beginning Teacher

The education policy proposals recognise the need of all teachers for support in terms of

professional development, but significantly omit specific reference to beginning teachers.

No specific indication of the type of support is mooted beside the generic INSET, which

seems to represent a panacea for all ills in the teacher education scenario. Chapter Three

has argued that educational policy literature in the 1990s has proposed a professional

development initiative for teacher education. I have used Hoyle's definition of
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professional development (1980) as the benchmark for further analysis' It is 'the process

by which teachers acquired the knowledge and skills essential to good professional

practice at each stage of a teaching career' (1980:42). Three concerns arise from Hoyle's

defrnition and critical questions will be raised to answer these concerns'

3.4.1 What Knowledge and skills does the Definition refer to?

The obvious answer would be the knowledge and skills of the teaching profession'

However, we have already discussed the fact that professional knowledge and skills in

the field of teaching is not fixed and while there is no denying that this knowledge exists

there is no unanimity on what it is (Bames: 1989; Gilroy: 1989). If our conception of

knowledge and skills is contestable terrain, a number of difficulties arise. Whose

knowledge of the profession is more legitimate? Or whose definitions, meanings and

interpretations will best address the concerns of beginning teachers and lead them on the

path to becoming competent practitioners?

3.4.2 What are the Stages in a Teaching Career Path?

Hoyle's definition recognises stages within the teaching career path. Contempoftry

teacher education policy proposals speak of t'wo stages or phases in the educative process

namely PRESET and INSET (ERS: 1992, NEPI: 1993). The first stage is PRESET, the

initial or pre-service training of the teacher where theoretical knowledge and skills of the

profession are acquired in a tertiary or other institution of higlrer leaming. This period or

stage lasts between three to four years and results in a teaching qualification that allows

or provides a rite of passage into the profession. This in essence provides for the

transition in status from pre-service student to qualified teacher. The second stage is

INSET. As an in-service practitioner, the beginning teacher will acquire knowledge and

skills both formally and informally in the environment of the school (COTEP:1997)'

presently in the South African context, inservice teachers acquire knowledge and skills

mainly on an informal or ad-hoc basis.
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This suggests that rather than there being an homogeneous culture in

which ttnr" is undormity of values, beliefs, orientations, and practices

within teaching os an occupational group, that there can be many

cultures ond sub-cultures (Sparkes: 1995:5).

It is thus argued that these two stages on the professional career path need to be firrther

sub-divided. INSET especially has become a generic term for all leaming in the post

certification phase. It was argued in this Chapter that current policy proposals fail to

distinguish between teachers who have just entered the profession and those who are

more experienced. Professional development and programs developed for teachers need

to recognise and take cognisance of the needs of those educators. Therefore, INSET can

be fiuther sub-divided into

an initial learning phase or (an induction / professional socialisation phase)

o a career long learning phase.

lnduction and socialisation processes are also educative processes wherein knowledge

and skills are passed on to beginning teachers both formerly and informally. Bullough

sums it up appropriately

lYhen a beginning teacher enters a schoolfor thelirst time, she enters

more than a building; she enters a culture of teaching that has evolved

in response to school structure and wider cultural values that establishes

what is the appropriate teocher role (1987:83).

This indicates that what beginners leam on entering a particular school, is dependent

largely on the schools itself. Again this reiterates the point that professional knowledge is

not fixed since schools differ markedly:

Anyone who vbits schools wilt be struck by the range of "atmospheres" or

"ciimates" they provide, rangingfrom schools in the economically deprived

inner cities to the affluence of many private schools (Sparkes: 1991:5).
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In summary, the acquisition of knowledge by beginning teachers might occur formally

(through specific programs) or informally through daily interaction with other

professionats within a given school or institution. Specific problems concerning

professional development (both formal and informal) will emerge as we take the debate

forward in the beginning teacher context'

3.4.3 What is Good Practice?

The two faditions guiding beginning teacher research will present differing views but

the arguments presented below should summarise their points of view on what should

constitute good practice. The developmental tradition advocates good practice through

professional development programmes. These progralnmes should be motivated by the

assumption that education is a dynamic and ever changing field' Given this fact

educators have a responsibility to keep abreast of developments within the field of

education. professional development programmes will ensure that educators gain access

to new knowledge, so that what they practice remains relevant, useful and beneficial to

their learners. All teachers should be involved in continuous professional improvement

Since, 'the teacher is the ultimate key to educational change and school improvement'

(Hargreaves: I 994: vii).

The teacher socialisation tradition is motivated distinctly by ttre needs of beginning

teachers entering a new context. The adherents of this tradition recognise that the

practices of beginning teachers are constrained by numerous factors. They have just

undergone a transfer from a pre-service institution to a school. Although schools are not

foreign to beginning teachers (having spent twelve years there as pupils and at least six to

ten weeks there as student teachers), the structures, culture and context of the school that

they have been appointed to require 'acclimatisation'(Lortie:1975; Cuban: 1987)' This

phase is motivated by the assumption that beginning teachers require assistance and

support in their new roles and new context (Huling-Austin: 1986)' However instead of

prograrnmes teacher socialisation would concentrate on assisting the beginning teacher to

come to terms with the context of the school as institution. This would entail recognising
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the constraints of the 'situation' and its impact on their practices. Good practice would

arise from adapting to and overcoming the constaints of the school environment.

Chapter Two highlighted shortcomings and weaknesses of both these traditions and

pointed us in a new direction that would take into consideration the beginning teachers

view of induction and socialisation. Their views, interpretations and meanings will be

taken into account to address the problems that they experience (Woods and

Hammersley:1976).No longer should they be viewed as helpless and incompetent in this

process but potential rejuvenators of the schooling system (Martinez: 1994). Good

practice now emerges from changing the relationship between experienced professional

and beginning teacher from one in which learning is imposed to one where there is

reciprocal learning. Both traditions would be enhanced, the developmental tradition in

terms of life-long learning and whole school development and the teacher socialisation

tradition in terms of establishing a new culture within the school as a socialising agent.

If beginning teachers are to contribute 'own meanings' and 'own views' to the field of

induction and socialisation research, researchers would now have to find alternatives to

the quantitative studies that so dominated this field of research (Martinez: 1993). This is

because quantitative studies have consistently failed to resolve the complex issues

involved in addressing the needs of beginning teachers worldwide. Chapter Four presents

an attempt at a wholly qualitative attempt at addressing the induction and socialisation

needs of a small gloup of beginning teachers in one school district in Cape Town schools.
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Chapter Four

A Qualitative Approach to Beginning Teacher Research in western

Cape Schools

4.1 Introduction

The empirical research component will serve the purpose of rearranging the patterns and

textures of the tapestry. We will now start the process of creating new patterns and

images in a piece-meal fashion in the hope that the overall image of the tapestry is

improved. The process utilised in this empirical study is a unique one in that it moves

away from the dominant practices and methods utilised within this field of educational

research. Why is this move away from the conventional practices nocessary?

Chapter Two exposed a strong bias toward quantitative research methods, namely the

questionnaire. This led to a strict research to policy syndrome that resulted in a whole

school development/ effective schools body of knowledge with professional development

as a central pillar. Subsequent research raises questions about the nature of research

conducted in this field. It is argued that the almost exclusive use of quantitative research

methods to address beginning teacher problems and needs have not produced the desired

results and serious shortcomings are being raised into the validity of their findings for all

teaching contexts.

Chapter Three traced the development of educational policy proposal literature in South

Africa. It emerges from policy proposal documents that professional development is seen

as the way forward in the teacher education context. With regards to beginning teachers

this policy might have dire consequences, since it has already become apparent that little

sense emerges from the policy proposal documents that professional development

practices would address their specific needs as beginners. As a group they warrant no

special attention and given this serious and glaring omission, research within this field

needs to begin take cognisance of the fact that
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Most teachers are divorcedfrom the research community and its work'

This discontinuity of researchers and practitioners is a percistent

dilemma One heais repeated criticism of the "research into practice"

void, usually as expressions of dismay that what the research community

has discovered or invented has notfound its way into schools.

Conversely, one also hears criticismfrom practicing teachers that

research ias little or no mcaningfor better understanding and

improving teaching and learning in "real" schools (Grffin: 1990:10).

This indictment can only be addressed through studies that reflect detailed accounts of

beginning teachers' socialisation experiences in 'real' schools. Thus the translation from

theory [research] into practice [policy] should reveal the complexity and understanding of

the issr.res involved as well as the rigour that goes into achieving this objective. A shift in

thinking is necessary away from prescriptive policy to policy that recognises the need for

beginners to contribute to policy that would begin to take seriously their problems and

needs. On this basis a qualitative methodology that would attempt to rectiff many of

these shortcomings, was adoPted.

This chapter will outline research aims and the research questions before an extensive

discussion on the research method is given. The research methods section investigated

issues ranging from the reason for adopting the focus group interview method to the

process of data analysis. The research process sheds light on the factors that constrained

and/or facilitated the empirical study and deals specifically with difficulties in conducting

research as a teacher, in conducting research amongst teachers and in schools. Chapter

Five follows with an introduction of the participants and the analysis of the data.

4.2 Research Aims

The major aim of this study is to begin to address the problems and needs of beginning

teachers by investigating how they are inducted and socialis-ed into the schooling system

in a range of schools in one Cape Town school district. A second aim was to get

beginners involved in contributing to how they should be inducted and socialised into the
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school system. This aim is tied to new directions in the educational research literature on

beginning teachers which emphasises that beginners 'own accounts' of their entry

experiences will shed more light on the whole process of teacher socialisation.

4.3 Research Questions

The research questions will of necessity be framed to reflect the aims I wish to achieve in

this study. The literature review in Chapter Two covers many aspects of these research

questions and it has assisted in framing these questions. The empirical research thus

focuses attention on gaining a perspective relevant to the Western CapelCape Town

context. These questions are: -

1. How are beginning teachers inducted and socialised into the teaching profession?

2. Do they experience problems as reflected in experiences of beginners internationally?

3. Do beginning teachers experience problems unique to the South African context?

4. How are these problems addressed in the research literature?

5. Can the strategies utilised intemationally assist us in the South African context?

6. What role do beginning teachers foresee themselves playing in resolving these

problems?

It is argued in this chapter that the focus group interview method would best suit the aims

of this study and provide answers to the research questions and therefore, the focus goup

interview method will be used to gather data from beginning teachers.

4.4 The Research Method

The research method adopted for the study was the focus-gtoup interview of a group of

teachers. Why did I choose the focus-group interview method? As a qualitative research

technique it helped to break away from the preponderance of quantitative research

techniques used in this field both internationally (Veenman: 1984) and locally.

Lochner's study (1993) is one example of where the exclusive use of questionnaires in
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data collection is evident. However, it goes beyond simply breaking away from

.tradition'. The shift toward qualitative research techniques is also intricately linked to

the conceptual argument that drives the research study as a whole. The argument

developed in Chapter Two points to a new conception of induction and socialisation. If

we are to address problems beginners experience in making a smooth transition into the

profession, we need to take cognizance of this changing conception of induction and

socialisation and how it impacts on research being carried out in this freld.

Woods and Hammersley state that 'teachers ... own accoUnts, their interpretations and

feelings' are crucial to understanding the process of socialisation(1977:14). The

research process would therefore involve getting beginning teachers to provide their 'own

accounts' of their induction experiences. This could have been achieved in numerous

ways; but the interview method was chosen.

4.5 Why the Interview Method?

The interview method offers several advantages over other qualitative techniques for

example participant observation. Basch (1987) refers to several advantages for the

researcher choosing interview methods. It offers researchers an opportunity to

...deal with complicated subiect matter; gather a great deal of in-depth

inlormation ...in a relatively short time, obtain reactions from
rispondents ... clarily responses; and improvise to pursue unexpected

but potentially valuable lines of questioning (Basch: 1987).

These advantages were crucial for my project/study given the need to obtain teachers

'own accounts' of their experiences. Being in a position to probe respondents for deeper

meanings and understanding would yield more precise data. Also the possibility of issues

being raised outside the planned interview questions-opened avenues of greater insight

into the debate.

72


