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ABSTRACT

The focus of this study was to investigate the experiences of novice teachers of induction in
three selected schools i@shana region, Namibia. The point of departure is that the
experiences of novice teachers of induction and support are not known. The problem was
investigated by means @fliterature study and empirical investigation, using a qualéa
phenomenological approach.

Findings revealed that novice teachdesnothawe the same needs and do not have similar
experiences of support. Key findings reveal
better if support is given tinoeislyandoer a | onger period, with al
involvement in the induction process. Novice teachers are capable of making meaningful
contributions to schools, and schools can benefit from them. The study recommends that
novice teachesvoices be hard and their views be incorporated when planning future

induction programmes, to suit their individual and contextual needs.
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CHAPTER 1
BACKGROUND, STATEMENT OF THE PROBLEM AND AIMS

11 INTRODUCTION

Teacher education in Namibia underwent various changes, following major post
independece reforms. Such reforms include, amongst others, revision of the curriculum for
primary, secondary and tertiary educatioteaching approaches, angrofessional
development. The Namibian Qualification Authority (NQA) in its aim to promote a
competencérased approach to education @rmining suggestedntended outcomes ithe

form of professional standards. The standardsrdesthe competences that teachshsuld

have to hold a teaching post and to be licensed (Ministry of Education). 2006

There has been a remarkable increase in the number of qualified teachers in the Aountry.

large number of qualified teachers entes professiorand theyface challenges common to

all teachers such as poor access to support structure and resources (Lang 1999); indiscipline
among learners (Ashby, Andrew, Hobson, Malderez, Tomlinson, Roper, Champers & Healy
2008; Hellsten, Prytula, Ebks & Lai 2009; Street 2004); dealing with orphans and

vul nerable children (OVCO6s) , .2008aSsassbuoyo@m ma n ¢

Zimmermann 2000) in adapting to their new environments.

Moving from being a student to becoming a teach@nore diffcult than itseemgSadker &

Sadker 2003) and novice teachers need to be prepared foDffieisng inductionhelps in

this by giving mentoring support to novice teachers. Mentors, who act as supervisors and
learning companionsprovide psychological andnstructional support to them. It is
imperative to assign supporters to new teachers when they cootne mh ool s si nce

l earns a skil/ better in t h8adkei2808:8)1 wher e t ha

It is not easy for novice teachers teaptithemselves to new working environments. It is a

bumpy road to them as they often face fears of the unknown and the unexpected. They also
have unclear expectations. Their vulnerability raises the need for someone to help them
through this road until theare confident enough to walk alone. The process of induction

hel ps fAto negoti at e t-beevicestanesertich levelroateashing.i on f
fiNovice teacheraeed the support to navigate the rough waters and dangerous shoals of their

1



first chool , classroom and student de staitéhentt s c h
accentuate the importance of induction for novice teachers, which should be provided at all

costs.

Internationally, best practices of induction were noted in some states anttieouike
Ontario(Cherubini 2007Hellsten et al2009) Scotland (Draper & Forrester 2089ppon &

Martin 2006) and in New Zealand (Brunton, 200&ng 1999. In Namibia, school principals

and experienced teackare expected to orientate, induct awgport novicgeachers upon
arrival in school s. Accor di ng Upoo enteting theMi ni st
teaching profession, new teachers still have a lot to learn and are therefore put in a structured
and supported internship prograre . Agcording to the drafted programe for novice
teacher inductiomoviceteachers are to be assigned mentors, who induct them for two years
into understanding the way the school work, their roles and responsibilities. Novice teachers
are then assessed agairtst professional standards, and upon reaching the competencies,
they are to be licenced for five years. The experiences of novice teachers about such efforts

are not known.

The question arises whether the support offered is valued as important andnsufycie
novice teachers. The significance of this researcthas it gauge the views of novice
teachers on the support they receive through induptiogramms. Findings from this study

will assist in reviewing and implementing future induction strategidsch are informed by

the experiences of novice teachers. The study sealmtribute to practices afduction and
support given to novice teachers in the region and Namibia as a whole, thereby enhancing the
quality of teaching and learning.

Thestdy i s based on the researcherds pandt exp:¢
secondary schools and as a lecturer in a former teacbeltege. The experiences led the
researchr to the opinion that novice teacher inductioeeds tobe guided by heir
experiences, to be effective. Although learning on the job isitfeequanon of improvement

(Fullant 2001), for new skills to have a lasting impact, novice teachers need to be supported

and guided in their quest for personal and professional congeet®ersonal experiences
prompted the researcher to find answers to what experiences novice teachers have of the

induction and support offered to them. wew of the above, the research problem is



formulatedasd What are the experiences of novice teaslodrthe induction and support that

they receive from experienced teadiarschools?

1.2 FORMULATION OF THE PROBLEM

The idea of introducing Professional Standards for Teaam&tamibia is mainly to improve

the quality of teachingrhese standardseanot only set for experiend¢éeaches, butalsofor
noviceteachers. The newlyainedteachersre inducted in schools and supported by mentors

to develop their professional competence for two years, after which they are assessed against
the National Rofessional Standards. Upon meeting the standards, each teacher is licenced for
five years.A licence can be renewed, depeng on consistently meetintpe standards.
Although regarded as competent professionals after licensing, such teachers will continue

with further professional development (Ministry of Education 2006

Further professional development of teachers in Namibia is addressed through workshops
that are run concurrently for experienced and novice teachers by advisory teachers. Although
workhops help to develop teachersé skills and
workshops akn lack longterm impacts fornovice teachers. This happens because the

developmental needs of novice teachers are not the same as those of experierersd teach

The other attempt to address the further development of novice teachers in Namibian schools
is through short orientation and inductions given by school principals at schools. Some
teachers also volunteer to assist novice teachers for, as longyasette and ask them for

help. Such reliance on the support given by principals, who often have less time for
interaction and teachers who are not trained as mentors and who do it on a voluntary basis
may not be effective. Volunteers may withdraw at anyetifeaving novice teachers fisink

or swim with no support or guidarcgDarling-Hammond et al1999:216§. This is in
agreement with the Ministry of Education and Culture (1993:162)itb&drms for which no

one is directly responsibbre unlikelytogt very f ar o.

Given the abovementioned facts, variations are likely to exist in the induction and mentoring
support from school t o school . The study
experiences of induction and mentoring support giveselectedschools in the Oshana
region. The study also wants to find out if the mentoring and induction support given is

3



helping them to feel competent in what they do, to meet the standards and to be eventually

licensed thereby improving their professional qualitie

This study is designed to answer this major question:

A What experiences of induction and mentoring support do novice teachers have in

schools?

The subquestions are:

A What kind of support structures are made available to novice teachers?
A What nfluencedoesthe experience of inductiqggrogramme and mentorindnave
on novice teachers?

A What suggestions could they make to improve the system at school level?

1.3 AIMS OF THE STUDY.

The study seeks to investigate novice bea experienceof the support given, whether

they regard it as helpful in assisting them to familiarise themsalitasthe new positions,

and in helping them to grow personally and professionally. The researcher further wants
schools to consider thedathat n@ice teachers in general hasemmon needs. Even if they
employ different support structures, schools should be flexible in supporting novice teachers,

as informed by their inputs.

1.4 MOTIVATION FOR THE RESEARCH

This research is motivated lilie fact that novice teachers are seen as adequate by their
supervisors and peers, because of the training they went through. Novice teachers need to be

assisted further and to be prepared to meet the needs of schools and learners.

The teaching profesgiohas become more demanding on teachers. Society is having high
expectations from novice teachers. Novices can only meet these expectations and demands of
the profession if they are provided with the necessary support to become ready. We cannot
assume thahe support given to novices is adequate, unless such assumption is supported by

4



empirical evidence. This research is therefore motivated by the need to knowo and

under st asexperienoces of mduétion and suppettich they receive in schools

Findings from this study will contribute towards the improvement of indugrogramms,
in effectively socialising novice teachers in schools. It is trusted that the suggestions made
from this study will assist induction planners and school managetartapd to implement

inductionprogramme in ways that will benefit novice teachers.

Furthermore, findings from this study will contribute to a better understanding of the
induction phenomenon and of the plight of novice teachers, by all the stakehibldeosly

when there is a better understanding, that the support providers will render the necessary
support to novice teacte The findings could possiblyalso contribute towards

improvements in teaching atehrning outcomes in schools.

1.5 RESEARCH METHODOLOGY

A literature study on induction in different contexts was undertaken. The challenges facing
novice teachers were discussed brigfiyorderto better understand what they go through.

The research also focused on various support strategideyeipn different contexts. The

various components employed were mentoring, workshops and regular meetings between
ment ors and novice teachers. Novice teacher

literatures provided suggestions to improve indungtimgrammes.

The literature study wadonei n or der to gain a deeper unde
experiences and to make suggestions informed by literature. The literature study wiag done
consulting primary and secondary literature sources imgudbooks, journal articles,

conference papers and educational websites.

1.5.1 Research approach

The researcher chooses the qualitative approach, using a phenomenological design. Creswell
2007 (cited in Fouahand Schurinf2011), interpretsa phenomewoiogical study as a study

that describes the meaning of lived experiences of a phenomenon or concept for several
individuals. The researcher is concerned about what meaning the beginning teachers derive

5



from such lived experiences. The researcher triestier the life worlds of the participants to

seek individual perceptions and meanings and to get-dledth understanding of views,
without making generalisations about the phenomenon. This design aims at finding out how
the participants understand anslegmeaning to their daily experiences (Fadiahd Schurink

201]1). The reason for employing the approach is therefore to understand the social
phenomenon, as lived, understood and viewed by the participants. As (Mpofu 2000) states, to
understand reality, @amust understand the meaning that is attached to the phenomenon by
those concerned.

The study is explorative and based on constructiviSonstructivism assumes that reality

can only be known by those who experience it perso(@tiyché & Schurink 201). Reality

is a social construction and what individual or groups give as meaning to the event that they
have experienced, will construct realithccording to Donald, Lazarugnd Lolwana
(2006:84),ftruth and knowledge exist somewhere...it is not simaken in, [but]...actively

and continuousl y ¢ on.3dunderstand ickality one cam thecetone aot r u c t
simply take it at face value, but need to actively involve imlizls who have experienced it.

1.5.2 Population, sampling procedure anl the sample.

The population for this study cditsites novice teachers fro@shana regionThe sample
includes eight novice teachers, who have been in the profession for less thgafsjeand
are teaching at primary and junior secondary school l¢odie interviewed antb take part
in focus groupsNovice teachers are regarded as suitable for this research because they are in
a positionto sharetheir experiences of the support they hageeived sincdhey started

teaching.

A purposive sampling sthod was used, to select novice teachers from the schools. The
sampling was done, taking into consideration the information rich participants, homogeneity
and the purpose of the study. The purposive sampling method will be apprbecatese

A t hesearber seek out individuals where the specific process being studied is most likely
to occuro. e 2000:370(cked oh Sttydom & Delport 2011:39L The
researchetherefore has access to a range of information from the participants who have

experience of the first years of teaching which they can sharesisttidy.



1.5.3 Data collecting methods

1.5.3.1 Semistructured interviews

Semistructured, ong¢o-one interviews were used to collect data. The researcher interviewed
the two noviceteachers separately. In sampling the novice teachers for this research, the
researcher was guided by these critetieey had to becollege or university graduates
responsible for teachinGrades 110 (primary and junior secondary levels); given inductio
support. The criteria werg@med atvoluntary participants who are also information rich. The

interviews were conducted in schools after lessons, to avoid disruptions.

Since the researcher wanted to gain detailed information from the participarntsf afsi

ended questions covering broad thernreshe topic were prepared before the interviews.
Openended questions allow for free expression of the participants to elicit more views. As
Creswell (2006:38) puts i @enended responses can allow thetipgpants to provide
personal responses that may be beyond thaswifigd in closedjuestionsd The interviews

were tape recorded and verbatim transcriptions made.

1.5.3.2 Focus group interviews

The researcher also conducted two focus group sessiaok, consisting of three novice
teachersThe use of this method is based on the
constructed Kléiber [citedin deMarrais & Lapan 2004:89, and has the potential to reveal
personal experiencesjeanings and attitles. Thesenovice teachers, different fronmdse
interviewed individually,were of varying ages angenders but all were Engliskecond
languagespeakers. Thisnadethem comfortable to take part in the discussions. The focus
groups were conducted after imdual interviews to enable further exploration of issues that

were not clearly represented during interviews. Focus groups are suitable for this study which

is explorative by nature and since the interaction and group dynamism will alledeptim

exploration of the topic.

The researcher prepared the guiding questions. Due to financial constraints, the researcher
acted as a moderator at the time of data collection. Taking the role of a moderator may

however restrict the researcher from giving inputh®conversation as needed. To make all

7



participants comfortable, the group intervi e
the afternoons, to minimise disruptions. All discussions were audio taped, and field notes
were taken to capture the obsmilvactivities and behaviours. All the recordings were

transcribed verbatim.

1.5.4 Methods of data analysis

Data analysis in qualitative research takes place simultaneously with data collection
(Macmillan & Schumacher 19%3There is more flexibility ashe researcher plans to start
analysing data immediately after collecting it. In doing this, the researcher gained a better
understanding of the phenomenon, as new intetpyetaemerge. Early analysidelped the
researcher to determine the course ofifeitdata collection, and to see what is found and
what still neeedt o be found. Hatch (2002: 179»stheassert
researcher to process large amounts of data, in ways that gives him confidence that what is

reported representsh e per spectives of the participants

In analysing data, the researcher identified segments which were assigned codes as reading
proceeded. Related codes were combined into theSsesidn 5.) Descriptivestatements

about each theme were then discussekije linking the data to similar contents from
literature. The explanations made in the discussion of themes were used to provets sms

the research questions.

1.5.5 Ethical considerations

The researcherosightto establish relationships with tlseibjectsin which all subjects are

seen as coesearchers. Principles of research ethics were upheld throughout the course of this
study, since it involves an empirical investigation alqmeople. Ethical obligationscluded

obtaining permission from edatioral authorities to conduct research in various schools, as

well as making full disclosure of research goals, procedures, confidentiality and non
mandatory participation to all the participants, before attempting to collect information from

them. AFull disclosure avoids room for deception because the participants will make
voluntary, reasoned decisions about) Thehei r P
results of the study will be made available to the participants in a clear and unausbigu

manner, as recognition ahe contributions they made to the study.

8



1.5.6 Definition of concepts

Induction

Induction means to introduce, assist, support and to guide a newly appointed person in a new
job, to ease his adjustment to his new role. In theesdrof this study, induction refers to a
programmeof supporting, advising and monitoring newly qualified teach&f® took up

poss in schools, to help them develop the professional knowledge and skills needed for
conducting their new roles.

Mentor

A mentor is dull-time, trusted counsel and supmorof a novice teachere/sheis trained to

help novice teachers develop their full potential.

Mentoring

Mentoring is a process of assisting beginning teachers to grow professionally and personally,
through the guidance of an experienced individual. A collaborative relationship between
mentor and beginner teacher enstihe success of the mentoring process.

Beginning teacher

A beginning teacher refers to a teacher who started a new job of teacl@aghertwho took

up a promotion post, or a teacher who transferred fmatherschool or region to a new
school.

Novice teacher

This refers to a teacher who started a new job of teaching after graduating framing

institution



Experienced teacler

This term refers to veteran teachers who have been in the profession for more than ten years.
Veteran teachers gained extensive knowledge and skills in various pedagogical and
professional aspects related to teaching and learning by virtue of beimg pnofession for

an extended period.

Professional Standards for Teachers

These are milestones or epdints of learning which are linked to the required performance
of teachers. Teachers are expected to meet these milestones to be regarded asagdalified

then licenced.

Continuing Professional Development (CPD)

A continuingprogrammethat is aimed at helping teachers to taasaluable skills relevant

to their occupational and personal development needs. Continuing professional development
can takeplace through formal and informal platforms like peer support groups, workshops,
discussions, and mentoriagd staff developmeiprogramms.

1.6. DIVISION INTO CHAPTERS

The report a this study is presented gix chapters.

Chapter One: This chaptprovides a general introduction to the area of study, elalsarate

the phenomenon to be studied as well as on the rationale beéstddly. Other aspects that

are covered in this chapter are the definitions of key concepts and the theoretical framework
of the study.

Chapter Twoin this chapter contemporary literatune the topic isreviewed The researcher

places the study in historical perspectimggking it possiblg¢o build the body of accepted
knowledge in the area of study.

10



Chapter Three: The Mabian educatioal context, with particular reference to the reforms

that took placgis discussed in this chapter.

Chapter Four: This chapter discusses the desfgtie study. A research design informs

research questions, data collection methods arngsasaf data.

Chapter Five: This chapter discusses the process of data analysisgang$ emerging from
the data collected.

Chapter Six: This chapter presents the conclusions drawn from the findings and the

recommendation$at are based on the diimgs.

1.7 SUMMARY

This chapter discusses the background to the problem, which pdgemmse that arose

from reforms that took place in the Namibian education system, thereby providing an
orientation to the study. Data indicate that Bimistry of Education is striving to improve

guality teaching as evident from its various policies pradjramms. One suclprogrammaes

the novice teacher inductioprogramme A mere drafting and implementation of a
programmeposes a challenge as novice teadhexgeriences of support are not known. The
researcher found it necessary to establish
support, whid could be employed to informeviews of future inductioprogramms. The

aim of the research is therefore to anstte following research question: What are novice
teachersd exper i encedschool$ inOsharthregian,i Namibia? in s el e
investigating the matter, the researcher used a qualitappeoach with an explorative

design and a phenomenologiparrspectiveon data collection. The next chapter will focus on
previous research by examining literature, to provide a conceptual and theoretical framework

for the study.
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CHAPTER 2

LITERAT URE REVIEW

2.1 INTRODUCTION

This chapter presents a literature study on varied experiences of induction by novices in a
number of countries. The aim of this chapter is to build a conceptual framework for
understanding how nows in selected schools i@shanaregion Namibia, experience
induction. Different countries adapted different approaches on how to induct their novices.
The experiences of novices will therefore differ, according to the settings. The chapter further
propose what theesearchesseens to be the best framework which Namibia can use as
guideline for induction. The chapter will also focus on the challenges facing novices, the type

of support given during the early year(s) of their teachimgeraand the effects thereof.

2.2 THE CONCEPT OF TEACHER INDUCTION AND THE NECESSITY OF
THE INDUCTION PROCESS

A diverse number of definitions see teacher induction as an extension of the support for
novices, given after preparation for teaching. According to the European Commission (2010),
teache induction encompasses the support given to novices after formal training, at the start
of their first jobs as teachers in schools. This definition however excludes the support given
to experienced teachers who have been teaching before and who tooknogigural posts or

were transferred to other schools. Since these veteran teachers find themselves in new
working environments, they also need support to become familiar with these new
environments (Kempen 20L0'he process of acclimatising new employeetheir new jobs

is @ common practice in various professions. Steyn (2001) sees induction as an effort by an
organisation to assist various categories of staff members in adjusting themselves, for the
organi sationés funct i osmpossilde. Ihdactiop is therefoeechimads e f f
at serving theneeds ofteacherswho are new to the professiobut also those of veteran

teachers who are new in the teaching environments.

Angell and Garfinkel (2002) confirm the need for inductadrstaff memkersexpecedin a

number of profession&cluding teachig, to assume full responsibility from the first disy
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new jobs Induction is therefore a practice common in various professiosisoltld benoted

that teacher training cannot turn novices intangbete teachershence they need further
support. As Dube (2008) states, teacher training in institutions cannot replicate-tbeddsy
realities of actual classrooms that novices will encounter. JupportsOsleib §£2005)view

that teachers never fgh training but are always in training. According to the European
Commission (2010), teacher education is no longer seen asddf@otion which is separate

from the teaching career. Induction should be integrated as a catibnuof teacher
educationto allow novices to build on what they have experienced during training. For
novices to further develop their teaching repertoire they need continuous support and

development throughout their teaching careers.

Ashby et al (2008) reiterate that no psewvice training prepaenovices to face all the
challenges they meet in schodBnce initial teacher training and preparation cannot provide

full support to trainee teachers to be able to grow socially, personally and professionally,
novices should therefe not be seen as finished products. Feiidamser (2003) stresses

that to assume that novices learned enough during training is a misrepresentation of the
learning process. Novices need to learn skills and approaches which are bound to the contexts
in which they find themselves. Such contexts are totally different from the ones experienced
during training. Uugwanga (2010) states that the reality of teaching unfolds to novices and
destroys the false impressgacquired during teacher training and-pexice teaching. Such
dramatic experiences underline the need for a smooth introduction of novices into the

profession.

According to the European Commission (2010), novices need to be introduced to the micro
politics of the school (social dimension), to deyetheir personal identities as teachers
(personal dimension) and to gain pedagogical knowledge and skills (professional dimension)

by experienced teachers in schools. Literature abounds with nbpieesonal, social and
profesional need¢Abbot, Moran& Clarke2009 Cherubini 2007; Luft 2009\ielsen, Barry

& Addison 200. The process of induction is striving
towards helping them to realise safftualisationNovi ces® needs stheul d b
backgroundof Ma s | dhediysofselfactualistion The theory sees man as an imperfect

being who is continually striving to satisfy his nee@olus Roets Dicker & Sonnekus

2000.
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For novices, teaching can be a fearful experience .The new job pokafienge forthem

right from the beginning/Angell & Garfinkel 2002. This is implied by the statement made

by a novice who felt l i ke A bediQghmaniP989d5 s hi p
The statement carries the d@yday frustration which novices expereen To ease the
frustration, Loock, GrobleandMestry (2006) point out that induction should help novices to
function efficiently within a new workplace, by giving them relevant information and skills
needed for their new roles. The necessity of the gst® novices in helping to acclimatise

them into the unfamiliar working environment can be seen through the support given. The

support given cul minates in new | earning as

2.2.1 Providing support

Induction encompassthe suppdrthat novices receive from experienced teachers during the
earlier years of their careers to bridge the transition frors@néce to irservice (Cherubini

2007 Hellsten et al2009. Tickle (2000), in referring to induction uses the metaphor of a
bridge that links training to entry into full time teaching. The experiences during teacher
training are different from those experiences during the early years of teaching. Niondces
themselves in a transitional period. They need support to make thigidraasi seamless as
possible. While this transition is seen as a small shift, novicest see challenging and
stressful (Boyd, Harri& Murray 2007) or they see the distance between the student desk and
the teachds table as too long (Sadk&rSadker 203).

2.2.2 Extension of further learning

Induction is an extension of learning from the-pegvice year which starts immediately after
taking up a post. It is an egoing learning process, which should last several years (Nash
2010. The process thefere takes the form of continuous support and professional
development throughout the teadsecareer. Induction encompasses all the formal and
informal learning experiences that occur throughout the professional career (Steyn 2004
Matee 201D Novices karn new skill and develop knowledge through formal structured

programms and by interacting informally with experienced colleagues.

Teaching is regarded as a professional career. Nicholls (2000)segaiessionals as people
who went through professiahtraining over a long time, who are controlled by a code of
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ethics and professional values aade hence committed to the core business of the
organisation. This implies that in order to have committed teachers who are competent,
effective and confidertb executethe business [of the profession], we need the profession to
be manned by people who not only underwent a lengthy process of training, but for whom the

professional development process is not stopping somewhere, aietgmained time.

2.2.3 Meeting needs of novices

Induction as a holistic process meets the personal, social and professional needs of
employeesteachers in this case (Heyns 2pB@osser & Singh1988Teacher8personal and

social needs include theedto feel safe and to beabked up, to belong and to be free from
isolation, to feel assured and for their views to be accommodated and recognised as valuable
(Wilson 2004. Often novices feel left out and not seen as complete teachers. The induction
process helps to promotiee séf-esteem of novices. Professional needs include the need to
be effective in carrying out teaching related tasks effectively. This may include aspects like

planning, assessing learners, as well as motivating and disciplining them.

Howeve, the idea of aénding to the needs of beginner teaamery beclouded by the fact

that novices are reluctant to make their needs known. This arises from the fear that they may
be perceived as weak and inadequate, as a problem, a mark of failure or not qualified for
accralitation (Lyons 1993, Wilson 2004, Hebé&rtWorthy 200J). Experienced teachers need

to see novicdslearring needs as legitimate need$ovices could not have grasped those
while outside of the teaching context libey become pressing needs as novicesoimec
involved in actual teachin@-eimanNemser 2008

2.3. THE EFFECTS OF INDUCTION ON NOVICES

2.3.1 Reducing feelings of isolation

Isolation is one of the factors that face novices. Physical isolation may be a result of
institutional arrangements Bk placing novices in isolated classrooms or separate
accommodation Yugwanga 2010 Emotional isolation is characterised by feeling
unaccepted oexperiencinghonrecognition by veteran teachers. According to Dube (2008),
induction provides opportunitiesif novices not only to analyse their own practices, but also
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to network with other teachers. Socialization with others creates a sense of belonging for
novices and opportunities to interact with their experienced colleagues. When novices are
interacting fequently and purposefully with master teachers, this will enable them to
strengthen their knowledge, by spotting positive aspects of good teachers in themselves, to
expand their teaching skills and teaching repertoire (Luft 2009; Uugwangg. Zl0i®
expangon is made possible through close interacting, networking and collaborating with
veteran teachers and other novices. It is only when they interact, that novices come to learn

new skills.

2.3.2 Opportunities to acquire skills and knowledge

The learning process offered through induction enables a new person (assisted by
experienced colleagues) to become familiar with the new working environment, until such
ti me that the person feels comfortable 1in
knowledge ad practices change as they patrticipate in indugirogrammes; this is likely to

affect their desire to hold onto teaching as a profession with vigour and enthusiasm.

The process of induction comprises interconnected components which are also
interdepadent (Nash 2010 Such components include meetings, workshops, classroom
observations, evaluation of the process and reflecting on the teaching after the formal
programmehas come to an end. These components expose novices to new learning. The
recurrent ad continuous nature of induction makes the acquisition of skills and knowledge
possible.The process not only helps novices to acquire the competeribe eXperienced
teacher butlso tosocialise thenmore quicklyinto the culture of the $ool as a larning
community (Aends& RigazioDiGilio 2000).

2.3.3 Increasing teacher efficacy

New learning acquired during induction contributes to teacher efficacy (Cherubini 2007; Hoy
& Burke-Spero 200k Teacher efficacy is achieved when a teacher feels mapabrganise

and carry out the task as required with good results @l&urke-Spero 200h The support

given during the first year while the novice teacher is capable of being shaped cannot be
ignored. Efficacy is related to the level of support that meaches receive. Often novices
experience failure, but through assistance, they may arrive at pdyestietessful strategies
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that will develop their efficacy. The experiences modelled by expert teachers, coupled with
feelings of mastering the modeliskills and feedback given to novices bsadkeir efficacy.

The outcomes of induction not only promatee weltbeing of novices by improving their
practice but al so the Rigaiech&lio 23000 Neksen,fBarryman c e
& Addison 2007. The support given to novices cannot be ignored since it benefits not only
novices by improving their effectiveness, but learners as Welley (2004) asserts that

i nduction helps to i mprove the quality of

ttachersdé service wi |loperfdinsance. an ef fect on | ear

2.3.4 Reducing teacher attrition and turnover

The Education Labour Relations Council (ELRC) (2005) sees turnover as the rate of taking
workers into and moving out of employment, while atiritirefers to people leaving
employment. Even if other reasons like mortality and morbidity also contribute to the
terminations, attrition is the most pressproblem Attrition robs the teaching profession of
young and newly qualified teachers, whose ises/are what our schools need most in this
digital age. The high teacher turnover presents challenges to education. The movement of
teacherswhether into or out of employment is a major concern, since it affeatner
performance. The cost of replacitgachers who leavis astronomical as it imposes high
costs on regions/districts to recruit, hire and train novités. teacher turnover impact

s ¢ h o o | yote sustamiteladhihg communities, which are important aspects of successful
schools and magds it difficult to implement reforms (Glazermasenberg, Dolfin, Bleeker,
Johnson, Girder &acobu201Q Kempen 2010The NationalCommission onTeaching and

Ame r i Futaré (NCTAF)2002 Wilson 2003.

There is a growing concern over high teachenduer and attrition on a global level as
teacher retention problems cross all communities (Angell &idkel 2002 Britton, Raizen

Paine &Huntley 2000 Fullan 2001 Glazerman et ak01Q Hebert & Worthy 2001Joiner &

Edwards 2008Weiss & Weiss 1999 The NationalCo mmi ssi on on Teaching
Future(NCTAF) reported that the larggstercentag€74%) of teachers leaving the profession

in the US after their firsyear isdue to norretirement reason@NCTAF 2003. Similar

findings were made in $th Africa by the ELRC, where 53% of teachers left the profession

by 2002/2003 through resignations (ELRC 200%is givesthe impressionhat teaching has

become a revolving door profession with a relative high flow in, through and out of schools
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(NCTAF 2002. Statistics o teaches leaving the profession indicate that teaching is used as
a springboard towards careers outside education. The teaching professmtorisednade
more attractive for it not to become less valued or merely a window through veaichers
are being attracted to much better paying joWaiqu; Joubert Mestry; Mosoge& Ngcobo
2008.

Researchers list various factors that contribute towards high attrition and turnover, among
others practice or reality shock (which reduce theaavis 6 abi | ity to cope.
conditions and inadequate support, no recognition and inadequate feedback from school
leaders and experienced teachers (Xaba ;2@8don & Maxey 200D The European
Commission in supporting the inadequacy of supporrgio novices states how novices try

to eavesdrop on conversations by veteran teacher to get answers to their problems. When
novices do not get clear answers, it compromises their performance aradhalignges on

their professional competences (Europ€ammission 2010

According to NCTAF (2002), the problem of attrition is deepted because schools are not

well prepared to support novices as per the needs of an industrialised era. Such schools
cannot prepare learners for life ajofbsin the digitalage.To reduce the high attrition rates

and teacher turnover, schools need to use the best strategies of socialising and supporting
novices, for them to cope in the present age. Good teaching thrives in a supportive
environment where people help each otieeimprove. Schools need to move away from the
missionary way of letting novices learn by trial and error which tscompatiblewith the

latest reforms, demands and developments. By creating conditions where teachers feel
supported and given answersheir questions, novices will develop the coping skills needed

to stem attrition. The exodus of novices is of particular interest to training institutions and
school administrators. It is a call for action to be taken, for institutions to thoroughlyhieain

students and for schools to retain them once they become qualified teachers.

Research has clearly shown how induction helps to retain teachers in the profession (NCTAF
2002, Nielsen, Barry & Addison 2007, Luft 2009 his implies that the quality dhe first
teaching experience and the support that accompany it increases retention. The academic
performance or adequacy of teacher traifgmggrammaealone should not be seen as the main
factor (Nielsenet al, 2007. Induction maximises the desire to ystan the profession,
stemming the worrying problems of teacher turnover and attrition (Abbot, Moran & Clarke
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2009. This is supported by Wong (2002) in his reportpublic schools in Louisiana, whose
attrition rate stood at 51%, experienced a dogpl5% in attrition rate immediately after

induction was introduced.

A report by Glazerman et,dR010) however, contradicts the findings discussed above. Based
on the evaluation of the impact of comprehensive induction versus less comprehensive
induction on ¢acher retention, morbidity and learner performance in US schools, the report
finds no significant differences in teacher retention, mobility and learners performances.
Despite the fact that novices who received comprehensive induction felt preparedrand mo
satisfied than their peers, this did not translate into better retention) (ZB&0report further
revealed how longer periods of induction (whether comprehensive or less comprehensive)
can positively affect retention and learner performance. This riimele the value of

continuing support beyond the induction year.

2.4, ELEMENTS OF INDUCTION

Literature identifies a list of elements common to inductmogrammes, for instance
orientation, mentoring, professional developmempgrammeevaluation, esblishing a
learning community, peeroaching and followup (Ashby et al2008 Glazerman et ak01Q
Nielsen, Barry & Addison 20Q7 This review will focus only on mentoring, professional

development, observation and peer support.

2.4.1 Mentoring

Ment or i ng, an ancient concept reflected in Ho
settingsother than education. Literature indicates mentoring as a support strategy which is
commonly used and valued by noviqggends RigazieDiGilio 2000, Ashby & al. 2008

European Commission 201Gehrke & McCoy 2007Mutchler 2000. Many organisations

still use mentoring to help their junior employees to advance. Fourie and N2€eh)(see

mentoring as a dynamic and reciprocal relationship between an expgeriegacher and

another teacher with little or no experience. The latter does not necessarily need to be a
subordinate of the former. This definition implies a relationship in which both the mentee and

mentor are actively involved. Although the menteeesslexperienced, he possesses skills in
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specific capacities which need not be the main focus of the assistance given. Mentors should

therefore focus on weak areas as identified by mentees when giving support.

Mentoring facilitats instructional improvementhrough a collaborative, ngondgemental
interaction between experience@dbers and novices (Sullivé& Glanz 200). Gordon and

Maxey (2000)supportthis by asserting that mentoring neet be built on a trusting and
nurturing relationship, and shoulderefore not beonfusedwith gate keepindunctions. This

means that mentors are there to facilitate improvements and not to judge novices or to prove
themcorrect It is imperative to note that when mentoring is undertaken with the purpose of
finding faults, it may result in defensiveness and resentment on the part of the beginner
teacher. When taken as part of dialogue aimed at supporting novices, it will help them

realising their professional potential (Wilson 2D04

Luft (2009) made a study focuginon sciencepecific ementoring programme among

others, for secoraty science teachers in five &tes. Although novices were given regular
online mentoring and support, they found the presence of someone who was close to give
assistancéo bean impatant resource. Despite the quick assistance givermerdoring, the
traditional way of support accompanied by the physical presence of a mentor in the same

school/building should not be overlooked.

Gross (2009) discussed two examples of models of megtosed in US, at district and
regional levels. District based mentoring was developed aftenstagjeamme failedto meet

the needs of novices. The model therefore adveeatendependently organisgdogramme
which is run in cooperation with othemstitutions. This model ensures the existence of a
strong partnership between university and district. Although it may be difficult to detach
supportprogramms from the state for reason of funding, locally organigegjramms are

likely to be more succeful than those coordinatdxy the state. Small networks ensure the
flow of communication andnincreased level of understanding. Novices stand a good chance

to make reasonable connecsdietween theory and practice.

Regional mentoring plans used in N&@rk grew out of individual contacts and needs of
newly appointed school principals. New princip@lsk part ine-mail dialogues and wrote to

each other to ask or discuss issues. They provided each other with immediate feedback. The
timely exchange of iglas creates a safe environmenblaincritical feedback, maximising
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chances for continual learnin@iede 2003. The approach can be successfully applied to
novice teachers, especially because of the aspect of regular interaction and provision of

immedate feedback.

Mentors not only offer emotional and instructionellated support taovices theyalso model

useful techniques to them (Mutchler 200d8aving a mentor is regarded as an important asset

to novices in their first year (Hellsten et 2D09),and as contributing to a higher retention

rate for mentored novices than fapnmentored novices (Odell &erraro 1992 The
presence of a mentor means much to novices since the support given by mentoss enable
novices to increase learning and to impréaerner performance. The importance of mentors

to novicesis further stressed by Angell arigarfinkel (2002) in that their experiences with

mentors who inspired them and respected their inputs make them feel like true professionals.

Not all experiencedetichers have the qualities of good mentors, and not every veteran
teacher will make a good mentor. Témmpetences of mentors weret always impressive to

some novices as some mentors demonstrated questionable teaching practices and the novices
haveedton WwWhat not t2009F1.0rhiqgheslride sota guestian ton tlel
credibility of all mentors and a call for the careful selection and intensification of mentor
training. Dube (2008) concurs with thendlists a number otharacteristis of mentors to
novices as fAguides, advisor s, counsell ors,
people who understand novices and have the willpower to work withotf2008:41,42.

Nash (2010) further suggests that mentors be chosen fromanke of positive teachers, who

are chosen not because of their knowledge of the subject matter or the duration of their stay
in the schoolNielsen, Barryand Addison (2007)and Mutchler (2000) both call for mentors

to be committed people who are carefigdklected on basis of their skill in content, specific

skills to help novices, and the ability to work with thetnme nt or s cont ent k n
crucial especially where novices need subgpecific support. Niebrand, Horn and Holmes
(1992) warn againsselecting mentors based on personal criteria like responsibility,
classroom management or popularity with parents and learners. They further suggest careful

selection of mentors, because 1 f mismatching

To have metors of good quality, it is vital to use criteria when selecting mentors. Researches
support the careful selection and training of mentors (Nash;2du@chler 2000. For

effective support by mentors, much time and efisrtneededin selecting and traingm
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mentors. This is true since the quality of mentor training impacts on the success of the
mentoring process (Feimatemser 2003Weiss & Weiss 1999 Odell and Ferraro (1992)

stress the importance of mentor training by suggesting that mentoring is dikeaithing
profession and should be conceptualised as

understanding and hence the specialised skills to implement the practice.

Literature stresssthe importance of matching mentors with novices, whiah lwa done on

basis of age, same gender, same subject and grades, omsaness (Britton et al200Q

Dube 2008 Kempen 2010Johnson et aR004 Nash 2010Stansbury& Zimmerman 200D

A successful mentorship experience voltcur if the two are compible with each other.
However, Glazerman et.gR2010) arrived at findings that contradict the popular béhat

better matching resulh better support outcomes. In examining if matching will result in
better outcomes, the study found no statisticaignificant relationship between matching

and teacher retention. Novices from the same race/ethnicity as mentors and who taught the
same grades as their mentors had lower rates of retention. After examining the teacher learner
achievement, the study dicbinfind evidence of a statistically signifidarelationship with

mentor match. The findings imply that matching mentors with novices may not always bear
positive results as it is generally believed to be. Other factors like the situations in which
novicesfind themselves, their dispositions, personalities, beliefs and attitudes may play a role
in their development (Uugwanga 2010Qan producing better outcomes.

2.4.2 Continuing Professional Development

According tovan Niekerk (2002), professional ddepment is a process of continuing
education with the purpose of promoting the development of personnel, within the
employment setting. Such development is consistent with the goals and responsibilities of the
employer. Although novices receive supporting the first few weeks, it is imperative to
continually refine the skills learned. Brock and Grady (1997) believe that for induction to be
developmental, it should consist of a set of developmental growth opportunities. Instead of
stopping with assistingovices, developmental support should begoimg and continue for

as long as these teachers are in the profession.

Britton et al (2003) believe that induction should be seen as a set of continugegvice
learning taking place through professionalédlopmentFry (2010) and Mate (2009) support
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the idea of making induction continue throughout the professional career of te#dsarst

a onetime event which is designed to stop on-getermined dates, but should be continued
into the inservicey ar s of a tAsaliebnaad; Bosn ard dolres (1992) put it,
learning takes place continuously and one cannot master all the skills overnight. Induction
programme that end after predetermined durations often leave novices with no further
suppot, especially in cases where the durations are shortdd®eemined durations for

support put limits to learning for novices.

Other professional development support structures include training workshops and meetings
of novices (Arend® RigazioDiGilio 2000, Ashby et al 2008, Stansbury & Zimmerman
2000. Workshops are one of the many activities of further professional development and
cannot be given on ad hoc basis, but need tetdpaar and planned (Hopki29€03. Schools

have to find time for workshom order to create learning communities. Joyce and Showers
(1995) propose modelling and demonstration of skills as another component of training.
Novices may be excited about the demonstration of skills during workshops. However, in
order for them to trasfer and apply the demonstrated skills in 4tloreatening environments

i.e. their workplaces, they need these skills to be modelled to them. Meetings between
principals, novices and experienced teachers are ways to offer support to novices. It is during
swch meetings that novices interact with experienced teachers, and learn best practices and
strategies from them. Information given during orientation can be repeated and strengthened

during such meetings.

Attending continuous professional development isassnot only hels novices to derive
benefitsfrom meeting the challenges of the first yéhlielsen, Barry & Addison 2007); or
modi fying novi cesibalsb providesfogport(nities fta exteh® Bo9&@es
basic skills and understanding, theyemproving the quality of teaching and learniigtee
2009. Continung professional development (CPD) provides a forum for novices to network

with other teachers and to minimise the isolation commonly affecting novices.

Researchers (Day 199Matee 2@9; Nielsen, Barry & Addison 20Q7Steyn 2004 Wilson
2004) stated that if continuous professional development is to bear fruits, it should have

number offeatures:

A It must be planned.
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A It should be a continuous process, i.e. going beyond the imita ges of a t e
career.

A It should be broad based, meaning that its activities should satisfy the needs of both
teachersand learners

A It should be systematically organised, i.e. it must be a planned activity and not
offered in a haphazard manner.

A It should be focused on the organisation i.e. all CPD activities should be linked to

the values and purposes of the organisation

2.4.3 Observation

Observation as a support strategy is seen against the background of the fact that novices
continues to larn by seeing others carrying out the practice (Fry ROls support activity

is commonly used in many countries including Shanghai, Japan, USA (Angelifakea

2002 Britton et al 2000 and Glazerman et.@010. Novices observe experienced teashe
while teaching, but this can also be done the other mwagpd. Both novices and mentors
jointly decide on the focus of observation. By observing mentor classrooms, novices gain
knowledge and develop additional skills in addition to those skills offdueithg training,
workshops and meetings. Novices may also observe pleers. Observin@g variety of
people is beneficial to novices. It creates opportunities for them to increase their knowledge
and skills in using a diversity of methods, practices ayldssof teaching. As Jiang and Chan

[Sa] stated, observation will help novices to get the best strategies that will guide their

instructional practices.

In concurring with Mercer, Baker arBird (2010, Angell and Garfinkel (2002) state that
observatiorby veteran teachers should be done withk
not on evaluation. The collection of information during observation is done objectively and
nonjudgementally. Theauthors do not support evaluation and assessment of novaiestag

set competences. The argument is that if the process is assessment driven, then it is likely to
focus only on observable classroom behaviou
outside the classroom. Further reasoning against assessmeng thay ib may stifle growth

and development of novices, at the time when they need to be nurtured and inspired (Mecer,
Baker & Bird 2010.
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Observation goesandin-hand with feedback and setkeflection. Mentors and novices
analyse information after obsation, as part of feedback to determine progress made.
Feedback enables the two to set goals and to plan the next steps. Mentors will also offer
suggestioa and additional support after giving feedback and reflection. The issue of self
reflection as a way of providing feedback to novices is widely advocated.-i@éction

gives novices a chance to question their own practices and to easily make adaptations to their
individual situations (European Commission 200Qgwanga 2010 If given space in schbo
cultures,this will enable novices to record their experiences of cootilsdearning. Such
records create opportunities to reflect on new learning, and to link initial teacher training to

their continuing professional development.

2.4.4 Peer support

Literature on teacher support advocates peer support as a viable support strategy. Diaz
Magagioli (2004) perceive peer support as a professional development strategy which has been
proven to increase collegiality and to improve teaching. Peer supportdsirugeactice

groups in Switzerland where such practice groups start during student teaching and continue

as novices enter actual classrooms after training (Wong, Briton & Gansér Z8e5use of

peers to support novices creates a platform for open discusvhere novices are less

inhibited to voice their concerns (Angell &arfinkel 2002. Novices freely share their
experiences and difficulties experienced with other novices. This makes them realise that
they are not facing the problems alone, by developg t h e i lofealing. fariotis a |l o n e

studies see the following benefits derived from peer support:

A Reducing a sense of isolation by creating networks from participants with similar
status.

A Providing feedback, thereby refining skills

A Raising the mora! since difficulties are shared.

A Exchanging and building on experiences of other colleagues in a securefigdame

environment (Hanko 1995; Kempen 2010; European Commissior).2010

Peer support can be set up as formal groups of teachers to offer auvisepport to other
teachers, or as an informal collegial support. Wils@tudy of support to teachers in the UK
found informal support to be more effective than formal groups. Informal peer support gives
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new teacher opportunities to share experiencéls others. This counteracts the feeling of
isolation, uncertainty and powerlessness which most novices struggle with (Wilson
2004:100. Novices will befreerto admit their difficulties among peers and to ask for help in
informal settings than in formal es. Peer support system gives novices an opportunity to
network and exchange their doubts and fears. Since all the participants have the same status,

peer support is a safe environment for them to participate freely.

The idea of peer support can howevet bbe seen as effective, since it may create a situation
wheretheblind areleadingtheblind. Peer support could be more effective if overlapped with
mentoring.fiMentors and novices grouping will exchange experiences, doubts, fears, as well
as good praate (European Commission 2010)20he presence of experienced mentors
and veteran teaclsn those groupings wilb@ose novices to expert advice.

The European Commission (2010), in its attempt to help policy makers in developing
structured inductioprogramms for all novices in member states, recommends a coherent
and systenwide approach to induction. The approach includes four interlocking systems of
support i.e. mentoring, expert, peer and-s&fliection. Despite the fact that the approach is
reent with limited literature exploring its effectiveness, it may become a popular approach in
future. The key aspect to this approach is striving to meet the needs of novices through
making use of the four interlocking systems. The systems of supportiadiypbe reflection

aspect were not forming a base for most indugiimgrammes in the past.

However Nielsen, Barry and Addison (2007) state similar components of the new teacher
induction programmecalled iiGreat Beginnings in one school district inhe US. Great
Beginnings was introduced in the 26R001 school year, in response to teacher retention and
quality instruction (Nielsen, Barry & Addison 200While recognising the attention given to
mentoring in literature, the programe changed the rolef Instructional Resource Teachers
(IRTs) from assisting all teachers to focusing on novices only. When thé BIEs are
narrowed they will be in a position to create effective learning climates for novices. IRTs

have enough time to assist novices ianpling, and to follow up on topics covered.

The systerwide induction approach has room for selflection, where novices reflect on
their practices, using set standards and rubrics. The European Commission (2010:21
suppors the selfreflection systemn thatfit allows novices to reflect at individual leyel
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thereby ensuring personal growttiRegular reflection is necessary in helping novices to form

a link between training and practice, and rsdede a continuous process.

The following table indicas the four interlocking systesnof support as proposed by the

European Commission.

Table 1: Systemwide induction approach

System: Mentor Expert Peer Self-reflection
Support Professional Professional Professional Professional
provided Personal Personal Personal
Social Socid
Aims Stimulate professional Ensure novices Create safe Promote meta reflection on
learning professional environment for own learning
Create safe environment fq development learning Promote professionalism
learning Expand content Share responses to | Develop attitude of lifelong
Socialisation into school knowledge and common challenges| learning
community teaching Link ITE and CPD
competences
Key actors | Experienced, suitably Experts in Other new teachers | Beginning teachers
trained teachers teachinge.g. from | Experienced teacher
teacheredication Other colleagues
institutiong
Activities Coaching Seminars Networking in and Observation and feedback on
Training Various courses between schools teeching.
Discussion Support materials | Faceto-face Peer review
Counselling Resources meetings (can be System to record experiences
Coordinating school level | Guidelines aided by a virtual learning and reflections, e.g.
arrangements community) portfolios, diaries
Team teaching
Collegial feedback
Conditions | Careful matching of Easy access to Reduced workload | Reduced workload to allow
for success | mentors and student extenal expertise | to allow time for time for reflection
teachers and advise cooperation and Established standards agains,
Mentors must share and | Nonjudgemental | sharing which performance can be
support vision, structure of| approach selfassessed
induction programme
Coordination inschool
Facilitation of mentor tasks
(e.g workloads)
Training for mentors

27



Notes Several mentors may be May overlap with May be part of formal nationa

involved(e.g. subject mentoring system if | assessment system leading tc
specialist, teacher from group mentoring full teaching status
another field) used May be part o

personnel policy

© European Commission 201(

2.5 PROBLEMS EXPERIENCED BY NOVICES

Kempen (2010) attests to the consistency in reviews made by researchers about problems
perceived by novices. Bubb (2003), referred to turbulence at the bridge between the point of
transition fromtacher training and the rest of a tea
described wusing gr ap hitmmown ieto theslife bfialsanoolfimthraa x i s
sink or s wi fiadrpnmaticlarddraumdtiqyobgegeb a pt i s m odchifgi r e 0 &
fledglings to flyo (Abbot, Moran& Clarke 2009; Uugwanga 201L0These terms clearly

depict the extent of difficulties experienced by novices and how helpless and vulnerable they

can be during their first teaching year.

Novices are generally posigwtowards their work and look forward to meeting their learners.
Such positive feeling may be eroded by the following common problems as stated in various
researclprojects(Abbot, Moran& Clarke 2009 Heyns 2000 Luft 2009 Nielsen, Barry &
Addison 2007 Steyn 2004

Planning

appropriate teaching strategies

classroom discipline and management

motivating learners

assessing learnénaork

dealing with problems of individual learners
establishing and maintaining relationships with parents
insufficient mateials

sheer volume of demands on novices

making decisions

o To Do Do Do Do Do Do Do Do Do

Understandingadministrative procedures, policies and other documents
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As previous studies have found, no amount of teacher training psspadient teachers fully

to meet the demands of the teiachjob (Abbot, Moran& Clarke 2009 Ashby et al 2009

Lang 1999 Shakwa 2001l They need continuous support during the survival stage when
they are under pressure and finding it difficult to adapt themselves to the new job. Novices
not only share commoproblems but also have unig problems (Britton et a00Q Dube

2008. It is important to note that some problems are more subjpestific. Besides general

teaching skills, novices need additional skills to help their learners to learn specific subjects

Studies by Britton et a(2003) Luft (2009} andMercer, Baker an@ird (2010) indicate the

need to design subject specific induction programmes for novices to support their learning
and teaching. The study by Britton et(@003) further repor$ how mathematics angcience
teachers in Connecticut, California and San Francisco participated in sspgedic
induction programmes,al bei t i n diff er ent progrmamnsstartsGvah | f or n
subjectspecific componest before moving on to aher subjects for three years. San
Francisco follovs suit, but addregsother general induction needs. Novices who patrticipated

in subjectspecific programmes significantly changed their beliefs and implemented high
guality instruction in their lessone a greater exterthan did their peers. These findings are
based on the belief that subjegtecific inductionprogrammescan help to strengthen the
beliefs and practices of novices in helping learners to learn different sulijettsn( et al

2003. Subgct specific induction is an idea to reckon with, in terms of supporting teachers
who teach subjects or phases they were not trained to teach. Its implications with regard to
funding and training of subject content specialists may impede the implemeritatreof.

This is mostly true if one considers the financial constraints which hamper progress in most

districts/regions.

Literatures on induction aboundith allowing novices to draw up agendas for support and to

seek solutions to their problems, aatiog to their needs (Abbot et &009 Cherubini 2007

Feiman Nemser 2003; Gehrke & McCoy 200Wilson 2004. According toWilson (2004)
approaches used to support novices are devised and imposed on novice teachers, without
taking account of beginner @ er s6 own perceptions of t hei
induction programmes may overlook the alignment of the pedagogical and professional need

of novices with the in service that they deliver during induction (Cherubini)2Qdg vital

for induction planners to accommodate needs as put forward by novices. Induction
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programmes and contents thereof should not be-sizefits-all, since the needs of novices

are not similar.

Cherubini (2006) advocates a personal service paraftigthe socialisatiorf novices. The
personal service paradigm does not see novices as objects of induction, but catalysts of their
own development. Blasé aritlasé (1998) state that teachers like to make inputs in their
development and should thus be heard and allowed to omekees. Voices of novices can

be heard by consultinghem. Listening to them wilensure that arrangements made to
support them are appropriate and reflect problems as perceitbdrbyThepersonal service

aims at involving novices in their professibrdevelopment through identifying areas of
strength and needed growth. Personal services also enable individual professional learning
and development of novices, within a community of support (Cherubini)28@mpen

(2010) and HebedndWorthy (2001) conur with Cherubini (2006) in calling for a proactive
stanceon novices. Novices should be encouraged to seek answers to their questions, concerns
and problems. The idea of being proactive is in line with the social constrdetrelopment

theory. Accordig to this theory adult learning is seen as an autonomous arndireeted
process where [adult] learners are expected to participate actively in the learning process
(Kempen 2011

The personal service paradigm stessmovi ces 0 per soragths amk peri e
weaknesses. Highlights the creation of induction services thstbased on and informed by

the needs of novices. According to Dube (2008), novices should contribute their ideas
towards the enrichment of induction prograss. This idea coesponds withthe sayingi

nothing about us without ugvhich is commonly used among people with special needs. It
means the views, needs and aspirations of the people concerned (novices) must always be
considered when planning suppprogramms for them. fl novices are allowed to be active
recipients of information, by accommodating their inputs, their professional growth is

assured.

Nielsen, Barryand Addison (2007) state that if teachers are to meet the needs of learners in
the 21st century, we need tonoeurage dialogue@vith novice$ that support best practices.
They further assert that if professional development is coherent with ndgagsteaching

lives, considers what they know already and involves them in active, collaborative learning,
they will be morelikely to implement new learning in theieaching. Novicesvill take the
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learning seriody when the content of learning interests them and is relevant to their daily

work.

2.6 NOVI CES6 EXPERI ENCES OF | NDUCTI ON.

There are variations in thveays in which induction support is given to novices. Novices find
themselves in differentsettsg each wi th its own way of doin
of Il nduction and support wi || al so vary ac

experiencesvill be positive while others are negative.

2.6.1 Differences in duration, intensity and effects of induction

Novices experience variations in the duration of induction support given in various countries.
The length of induction support vasfrom sixto twelve months ithe UK, Japan and in the

Free State (Dube 200&eyns 200D In Scotland it takes two years (Rippon & Martin:
2006), three to five years Shanghai (Britton et aR000 while in Australia, novices recesv
sporadic induction with starkequities (Hudson, Beutel & Hudson 2Q08tudies indicate

how teacher competence and learner achievement are positively related to the duration of
induction (Glazerman et al201Q Hudsonet al. 200§. There have been demonstrable
improvementsn the abievements of learners whose novices were exposed to longer and

comprehensive periods of induction (Glazerman.€2Gil0.

Glazerman et al(2010), in reportingon the impact of comprehensive teacher induction
programmeselativeto the usual inductiosupport echoed the same sentiments as Cherubini
(2007). According to his report, those novices who received intensive induction support felt
more satisfied and more prepared for the job than those teachers who received minimal
induction support (Cherubin2007 Glazerman et al2010. Similar findings were also
reported by the NCTAF 2002gardingthe relation between the intensity of mentoring and

decision of teachers in the US to stay in the profession.

Extended exposure to inductiexpandedhe competeces of teachemorethan those who
received less or no induction at all. The quality and duration of induction is also found to
stem the dtition rate (Britton et al200Q Hudson and Beutel & Hudson 2Q0&ry (2009)

has a counteargument against thisecause his study found that the rate of attrition remains
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high despite induction. Fry further states that successful experiences gained during teacher
training can result in teacher efficacy. Induction alone cannot be the only factor that stem
attrition and turnover or contribuseowards efficiency. Appropriate professional attitude and
preparatory experiences of novices do. Fryo
novices who received little or no induction support at all but remained irroffiespion, and

those who received induction but opted to leave the profession.

According toHoy and BurkesSper o (2005) , teachersodé beliefs
their persistence even if things do not go smoothly. Novices who are resilientrarstepe

in overconing obstacles and who took initiatives to gain more skills and used the knowledge
gained during teacher training are more succesafbien compared to their counterparts who

did not possss the abovegualities, moref themremained inhe professiorfFry 201Q. This

means that the novicesd inherent disposition

help them to cope even if there is no induction.

2.6.2 Experiences of more support than expected

Novices are not clear of whatt expect by the time they enter the profession. As a result, they
are anxious, uncertain and disillusioned. When they are supported, novices realise how much
they have learned. The amount of support given helps them to gain confidence in their
personal ad professional lives. A statement by a novice who felt how the profession has
became manageable and enjoyable (Cherubini 2007) attests to this. The uncertainty which
initially lingers in novices is eventually turned into surprigyngositive outcomes tbugh

the support that exceeds their expectations.

The readily accessible and combined support given to novices by all staff members is
regarded as meaningful to novices. The involvement of university faculties, districts/regions,
and school in the inductn service is widely supported in literature (Britton et2408
Gordon &Maxey 2000. Inductionprogrammes link initial and inservice teacheeducation
(European Commission 2010t thereforereduceghe gap between theoretical and practical
knowledge The involvement of university faculties enableniversity staff members to
familiarise themselves with the functioning of schools, and to get feedback on how adequate

their curricula are.
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Despite their professional status, novices have various cajgabilithich schools can
capitaliseon. Novicesvalue the support which recognises such capabilities which affirm
them and support their abilities (Wong YdEuan [Sa]. To novices, the release time to meet
with mentors and the fact that they are allowed tevdagenda for such meetings according

to their needs is regarded as meaningful (Cherubini)2007

The positive experiences of novices with teacher leaders heighten theifisalfy. Novices

value and appreciate teacher leaders who modelled good exampiasdling all types of
learners, influencing them to learn, and whktood up forthe marginalised learners
(Cherubini 200Y. One beginner teachisrfeeling of accomplishing the power to influence the
world stems from the qualities portrayed by his teatdeders. Novices are concerned about
being effective in doing their professional job. The experiences of effectiveness will therefore

make teaching a meaningful and worthwhile job for them Wong YAuen[Sa].

Novices also appreciate the support theyeirg not only from experienced and appointed
supporters, but also from other individuals, teaching colleagues, training institutions, district
officers, school boards and parents. Both Kempen (2010) and Cherubini (2007) stated that
novices got more suppofrom their teaching colleagues whom they found to be more
influential than from members of the management teams. These findings indicate that novices
are capable of making their own social adjustments, through establishing relations with
colleagues. Nowes greatly value contributions made by people other than those trained to
support them. Teaching colleagues in schools alscs playle in acclimatising novices to

their new rolesnd thisshould not be taken for granted.

An extension of a collaboratiyeartnership between the university faculty, the ministry, the
district/region and schools in offering support to novices is recommended (Cherubini 2007,
Dube 2008:51; Heyns 2000; Houston, McDagidMarshall 1990; Luft 2000 Fry (2010)
asserts that the ntinual support from teacher training institutions can help novices to
succeed in the induction process. The involvement of training institutions will enable novices
to reflect on the knowledge gained and to use it in the practice. This is possible because
institutions are familiar with the teacher education curriculum, and hence can remind novices
of resources, instructional techniques and skills needed to cope (Fry. 2@i@Ance in
technological innovations arepening new ways of offering support. Gondand Maxey

(2000) listed electronic networking such as chat rooms adth@ulletin boards as ways to
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support. Novices can post questions on these and experienced teachers will respond to them.
The use of gournals, telephonic interviews and teleaneincing will also makes contact

between novices and their training instructors possible, thereby facilitating discussions.

This collaboration in supporting novices from colleagues, school administrators, district level

instructional specialists and coa&shis supported by Nash (2010:17.)Such collaboration in

offering support ishee qui val ent of an African proverb 0
childo (Gehr ke %NaMe @ aly2008)Gt0egs: the 2@ to return to the
principles that uderpin values of a traditional African village. Such principles include trust,
mul tiple stakeholdersdé accountability, grou

novices makes everyone in the school responsible and accountable to what happens to
novices and not to perceive mentors as solely responsible for assisting them. Portner
(2005a:78) uset he t er m fidcooil nl gadb,0o rvaitiiovle ref ers to t he
variety of committed people in the induction process. Novices will developthpeatencies

better and faster if all stakeholders take full responsibility for their development. The

collaborative doing process is illustrated in tigeire below.
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Figure 11: Collaborative support for noviceddapted from Nas(2010:27.

2.63 Alienation and isolation

Teaching can be a lonely profession for novices. According to the European Commission
(2010), teaching is one of the professions where novices are left on their own, worsening
their isolation in the process. Most novices exgae emotional, social and professional
isolation during their first years. This can take the form of allocating physically isolated
classrooms to them or needing assistance when nobody is readily available to give it (Gordon
& Maxey 200Q. Novices feel aprehensive about teaching and are excited to have their own
classrooms (Hudson, Beutel & Hudson 2D@/en if novices start with genuine affection for

their learners and are committed to teaching; the initial experiences in schools make them
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have an aversn to the profession. As Pierce (2007) put it, even if induction is a fleeting
phase during which novices are initiated, it can be alienating and dampehitige

enthusiasm of novices in the process.

Literature indicatse how different institutional prdices and policies and settings contribute

to such alienation. Difficulties awaiting novices mostijmanatefrom the environment of
teaching (conditions of the school and its culfuReactices such as poor working conditions,
inadequate resourceallocaing novices difficult class groups, giving them sulgetttey

were not trained to teach, giving them heavy workloads and making-cextraular
responsibilities an oftherecord condition for hiring them, isolation and unclear expectations
are commonlyevidenced (Dube 2008-ry 20L0; Gordon & Maxey 2000Hoy & Burke-
Spero 2006NCTAF 2002 Stansbury& Zimmerman 2000Wong YuenFun [Sa). Hudson
Beutel and Hudson (2008) reportethat isolation resulted from placing novices in schools
where all staff wee new. Reducing this alienation through continuous support may
encourage novices to remain in the professi
with assigned mentors is a big concern to novices. It is important for begianer
experienced teaehns to share achievements and problems together. Sharing information will

enable novices to employ the best strategies.

2.6.4 Practice shock

Some inductiorprogramme showed discrepancies between teacher training and classroom
practices. Teaching pracé doesnot always mirror the realities of r@al classroom. This

gives mixed messages to novices. Gordon and Maxey (2000) call this a reality shock when

the missionary ideas formed during teacher training collapse due to the harsh and rude reality

of theclassroom. Efforts should be made to provide novices during this confronting time with
sufficient support they need to minimise the reality shock. Fry (2010) and Wilson (2004)
recommencgrogramme whi ch respond to the novisimesd de
of prescriptiveprogramme and support strategies devised by external experts do not reflect
problems as seen by novices. I nductions that
not relevant and often eclipse feelings of fulfilment (Charu®007, Fry 201D

There are instances were beginning teactadtr overwhelmed by the amount of information
they were expected to learn within a short t{@ehrke &McCoy 2007. Some novices were
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expected by colleagues and administrators to perforeifestively as veteran teachers with
more years of experience (Hebert & Worthy 2Q0it)espective of their professional
experiencesThe pressure exerted on novices did not allow much pleasure from the job
(Cherubini 200Y. Induction activities need toebwell paced, relevant to the needs of novices,
and taking the context of new learning into consideration. Different individuals are wired
differently and novices are no exception. Their individual needs and differences in relation to
learning should be k&n into consideration. Failure to do so will make the process of
induction a waste of time and resources. The duplication of skills learned during teacher
training and practice teaching is another unwelcome experience. Novices detest induction
programms that did not assess their needs first, but often addressed topics in which novices
were already competent (Fry 2Q010his deprives them of the capacity see value in the
process of induction.

2.7. ROLES OF SCHOOL PRINCIPALS IN OFFERING INDUCTION

Principals have more responsibilities towards novices. This is true because principals are the
first peoplethe new teacher comestmcontact with at the new schools. Where no structured
inductionprogramms are in place, they oversee the role of orientatimgces to facilities,
resources, policies, and culture of scho®s. i nci pal sé roles include
supervision and evaluah (Glazerman et al201Q Heyns 2000 Jiang & Chan [Sa).

Principals are crucial for the effective induction oviees. They build school cultures that

will positively impact on novices. Kempen (2010) asserts that for successful induction,
principals must believe in the importance of inducfiwagramms. Only then can they take

the lead in supporting novices.

Although all staff members in schools are expected to take responsibility for supporting
novices, principals play a leading role in successful induction and integration of novices into
a school learning commiip and its culture (Hopkin003 Heyns 2000 Jiang & Chan

[Sa]). The first step in supporting novices is for principals to hire novices on time. It is
important that principalhire novices and orientate them as soon as they are officially hired
before the school year. Hiring teachers earlier ghvavices a chance to build relationships
with other teachers, to study the curriculum and to prepare themselves for teaching. This will
give novices rich information from the time of recruitment and selection (Heyns, 2000
Johnsoret al 2004 Nash 201 Nash (2@ 0: 61) further proposes fif
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before the content carto when inducting novi
understand how things are done (process) before what is supposed to be done).(content
Giving timely induction to novices before they start to teach will enable them to become
familiar with the procedures to be followed. It is only when they know what is expected from

them that they can effectively carry out the tasks entrustdtem.

Hopkins (2003) believeshat the principals as instructional leaders should focus on
establishing the schools as professional learning communities. In communities of learning,
both teachers and learners are lifelong learners. In such learning communities, people not
only learn fran each other, but help otlseo learn.As instructional leaders, principals will
create conditions for learning to take placelpromoteand encourages others to learhis

links up with the total quality management (TQM) approach which assumes tpé pemt

to do their best and it is the job of those in management (principals) to enable them to do so
by improving the system in which they work (Lunenb&gOrnstein 2004 This calls for
principals to adopinstructional leadership styles which crekgarning opportunities for both
learners and novices. Dube (2008: 34) believes that the principal as an instructional leader is
there Ato provide resources; communi cate exf

demonstrate knowledge andlskregad i ng t he curri cul umo.

It is also the roles of principals to promote and enhance staff development activities in their
schools. Opportunities for staff development promote a learning community. To enhance
staff developmentBlaséand Blasé(1998) recommenthat principals support teaching and
learning, collaboration and coaching relationships among teachers through providing
resources. It is clear how principals are crucial in the socialisation of novices. They should
also help to establish relationshipsvaeen novices and other staff members, paramnd the
communities. This can be through arranged meetings for novices to socialise with those
people. Meeting veteran teachers Bafjppvices to overcome the practical challenges and
isolation they usually emxinter (Uugwanga 20)@ caring attitude from principals will

make it possible for them to be accessible and available to novices, making novices
comfortable to air their views without fear of reprisal (Naidu et2808.Principals are
indispensable forhie induction ofnovices. Theyacilitate the socialisation of novices into

new environments, and should therefore be supported to acquire the necessary skills and

means to perform these important roles towards novices.
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2.8 INTERNATIONAL EXAMPLES OF INDUC TION ACTIVITIES

Internationally, there is a growing interest in implementing indugirogrammes for novices

in various countriegBritton et al 2000.Despite the interest and the abundance of its
importance in literature, formal implementation of intimic programme is progressing at a
slow rate. Inductiorprogramme may differ depending on the aims of fh@grammse as

well as the educational and cultural contexts in which they are implemented (European
Commission 2010

2.8.1 Switzerland

The Swisssystem regards teachers as lifelong learners. Graduates from teacher training
institutions are given deeper subject content during preparation. The content of induction
programms therefore does not focus much on deepening n@goesent knowledge, buin
basic professional skills. Britton et #2003) listed the following professional skithat the

Swiss system focuses on:

A Skills related to daily planning

A Skills in planning assessment activities
A Skills on communicatingiwt h parents about | earnersoé6 p
A

Skills on general communication with parents

Induction begins during practice teaching (during training) where students network and
support each other. It then continues as they become qualified teachers in praopseagd

through continuing professional development for more than one year. Groups from different
schools meet and experienced teachers facilitate the practice groups. Topics for discussion
are commonly agreed upon. Although mentors are substantialigdrahe Swiss induction
system facesmore emphasis on peer supportheform of practice groups, counselling and
courses. Novices are also allowed to observe other novices, mentors as well as teachers
teaching the same subject or grades or those itepcither subjects and grades. Training
institutions are extensively involved in supporting novices. phavisions of multiple
support activities enableovices to develop at personal and professitavals which arehe

aim of the inductionprogramme Switzerland does not have prescriptive induction
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programms, and courses are offered as the needs of novices arise. Novices are given chances

to evaluate themselves.

2.8.2 United Kingdom

The following discussion focuses on induction in the United Kingdanit, is done in each of

the four jurisdictions: Scotland, England, Wales and Northern Ireland.

Scot | arwehdbmobatiomary period, which has been in place for 35 ywassreplaced

when the country launched a Teacher Induction Scheme (TIC) i{ASli2y et al2008. In
Scotland, all new entrants into teaching are graduates and fully qualified. Graduates are
required to register with the General Teaching Council of Scotland (GTCS) before they take
up their first teaching posts. All novices, knows probationer teachers, go through
mandatory onegear probation, after which they are registered as professionals (Draper &
Forrester 2009The mandatory aspect ensures a nationally consistent experience for all
probationers (Abbott, Moran & Clarke 200®shby et al2008 Rippon & Martin 2008.

During this time, probationary teachers are offered a stable employment, a reduced timetable
comprising a 70% teaching loadjth 30% for preparation, assessment and professional
development, with guarantesdppat (Draper & Forrester 2009he reduced loads enable
probationary teachers to produce portfolios as evidence of meeting standards for full
registration. The standard sentbs two-fold purpose of ibeinga scaffold for professional
development during ofuction and ii)providing a benchmark for assessment (Drager
Forrester 200PNovices also dgrojects;attend seminars and meetings as part of continual
professional development (Abbott, Mor&nClarke 2009.

Scotland follows a different model from théher three divisions of the UK, by putting more
emphasis on engaging novices in professional development. Meeting the standards enable
novices to become fully registered as teachers and to be appointed permanently. According to
Ashby et al (2008), the sstem has #& shortcoming by according novices probationer status,
which may negatively affect the novices. They see the temporary appointment and the status
of probationer as a barrier to their full participation. Novices are sensitive towards feeling
undemined and not being regarded as good enough or as real teachers. It is demoralising to
be publically labelled as such and it may hamper their development as teachers. Draper and
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Forrester (2009) state that novices are concerned about their job profjeedteanduction

year. This happens because they have to compete with experienced teachers to find jobs. The
competition in a country where the majority of teachers are professionally trained forced
novices to seek for alternative jobs, making the edwtaector tdosepromising teachers.

An assessment of novi cesd progress i s mad e
assessment is done by the end of the year. Induction supporters work with novices and also
assess them. Although the assessmeneaifhters against all set standards creates room for

the full development of teacher competences the dual role of supporter and assessor is not
well taken as it may prove problematic to both supporter and probationer (AshbgG8al

The support given dy guidenovices to attain certain outcomes, but itrad give them the

autonomy to develop their ovatyles through experimentatidmduction support is supposed

to focus on developing skills rather than proving competences.

According to Abbot, Moran rad Clarke (2009), this countrywide system negledteel
beginner teacher by discontinuing their teaching experiences, instead of providing a stable
induction period fothem. Theobjective of teacher induction in Scotland is for novices to
meet the presdred standards in order to be fully registered as teachers (Abbott, Moran &
Clarke 2009 Draper & Forrester 200%ven if the Scottish induction scheme is well
structured, specific about what is to be achieved and well resourced, it is what Draper and
Forrester call directive, instead of facilitative (2Q0® directive inductiorprogrammas rigid
becaise of its prescriptive naturénduction support that is facilitative will respond to the
novices by allowing them to grow, to gain ¢idence and to be indepdentWhen support

is directive it closes opportunity for learning, since it is associated with an intention to guide
novices to attain specific outcosd-acilitative support ispen support and helps novices to

develop own strategies of learning.

The positive aspects of the induction in Scotland lie in the fact that the statedilisdpport
activities. Novices are assisted through making use of multiple supporters. Various partners
in this undertaking include the ministry, the teaching council,|ledacation authorities,

mentors and probationers themselves.

In England and Wales, all trainees complete a Career Entry Profile (CEP), stating their
capabilities at the end of the training. The CEP caters for individual needs of novices and
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informs indution supportergegardingwhich areas to focus on. At the same time, novices
are compelled to complete statutory induction to meet the standards that will enable them to
reach Qualified Teacher Status (QT®he statutory induction lays the foundation kong-

term professional development. Professional development is related to and based of novices

needs.

At the end of the first year, novices collaborate with induction tutors in developing
individualised learning plans for the new qualified teacher y@dher new induction
standards, ra expansion othe standards for qualified teacher status are integrated into the
learning plans. The system in both countries chatige emphasis of induction as trainees
become qualified teachers. This happens becaeseptofessional roles also change. This
emphasis on professional role changes help novices to manage the emotional investment that
novices need, to teach successfully (Ashby .2088. Like in Scotland, the induction tutor

performs a dual role of suppimg and assessing novices.

Northern | r el ayeadidsctios difeers wom dhe gtherothres countries since it
focuseson the development of competences rather than meeting standards. Support given to
novices is done through a dominant themfideading partnership at easkage.During the

stage of teacher trainingligher Education Institutions (HEIdgake the lead in supporting the
trainee teachers. dcal education authoritiesupport novices after their traininduring
induction, whik sclools supportnovices during early professional developmentThis
partnershiprecognises and values the development of competences over time as the most

important aspect of learning to teach (Abbot, Maga@larke 2009.

Northernlreland $ocus onthe derelopment ofcompetenies is an example worthy to be
emulated. This is because whemovices meet the set standards without the necessary
competencesthis may notenablethem to acquire the necessary skills to do the job. For
novices to teach effectivelyhey need the necessary competencies and not to reach set
standards. Competences are good measures of effectiveness. A teacher might reach set

standards which did not culminate into competencies.

Although induction is statutory in both nations, inductiorthe UK is not equally accessible
to novices in different teaching posts. Supply and temporary teachers in England, Wales and

Northern Ireland do not receive support equal to their permanently appointed peers as it is the
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case in Scotland. As Abbott dt €2009:100) put ifi... the havesgregister for inductiodéand
areigned ofdwithin a yeay [while] thet a v e Olmegirt iridsction late in their first year

or not at all, which is both unfairand salle st r oyi ng. 0

2.8.3 USA

The history of inductin in the US is relatively young singgogrammeimplementation
started to ball oon i n& Addisan 20G.rBY 30049ntadypublicNi e | s «
and private schools offered induction support to their novices. Various states and school
districts @mmit themselves toward inductiogprogramme in general, through offering

different support strategies. Different states structure their indugtagramme differently

(Britton et al 2000.

Induction in California lasts for two years. Novices and oidun supporters develop
Individual Induction Plans (1) based on the novicesd needs
comprehensive in that they include the goals to be reached, the strategies to reach them and a
record of progress made. Novices are awam fthe start of what is expected from them and

what to do to reach the expectations. The inducporgramme increase assistance to
novices by assigning mentors who not only assist but also assess novices. Assessment is done
with the purpose of improvemgrbut not to evaluate novices. Both novices and supporters

are given enough free time with reduced workloads to work together. Novices participate in

intensive learning which hedghem to build on what was learned during training.

All novices in Connedatut complete a statieased inductiorprogramme called Beginning
Educator Support and Training (BESThe state of Connecticut is one of few that have well
trained mentors who have mentoring licences. Novices are given support and opportunities to
learnin the first year. The assessment of teaching is done in the second year, but it can be
continued in the third year if the standards were not met. The support given to novices is

linked to standards, assessmert thre granting of licenceritton et al 2000.

Both state inductioprogramme are subjeespecific in the first year. The aim is to deepen
novicesd understanding of specific subjects
such subjects to learners. Thereafter, they roll out to athigiects and instructional issues

over the next three years. The situation differs slightly in San Francisco, where induction not
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only focuses on specific subjects, but addresses the other general induction needs from the
beginning. Addressing the genenaked of novices first buskdn ovi cesd conf i de
eventually pay attention to and to deepen an understanding of specific subjects. The idea of
specifiesubject induction may be welcomed in schools where teachers are responsible for

one specific subjechut it may prolong the period of induction in school where novices are
responsible for more than one subject. The significance of the indugtagrammse

discussed abowvs that they emphasise collaboration between new and experienced teachers,

they are suctured and focus on professional learning and teaebegnition Nielsen, Barry

& Addison 2007 Wong, Britton & Ganser 2005

2.9 LOCAL EXAMPLES

2.9.1 South Africa

South Africa is no exceptiomegardingthe problem of teacher attrition and tuveo.
Worrying anecdotal reports of teachers leaving the profession in large numberseea
substantiated by the Education Lab&elations Council (ELRC) 2005 repoAccording to

this report, provinciaéducation attritiorrates based on permanent dong-term termination
between 200and 2003 were highest in Western Cape (%) and Gauteng (74%). The
lowestattrition rates were found ithhe Eastern Cape andtime NorthWestwith 4, 6% and3,

4% respectively.Xaba (2003) attests to the turnover amdtributes it to poor working
conditions and inadequate inductipnogramms. The same report found other reasons
amongstthem overcrowded classrooms, teachers not teaching in areas where they were
formally trained, high workloads and lack of discipliaenong learners. The largest
percentage of teachers who terminated their duties, according to the government PERSAL
(Personnel Salary System) data, took place during the years of amalgamation and
rationalisation, i.e. 199% 1996 and peaking aft@997to 1999 (ELRC 2009.

One needs to understand the attrition against the background of the rationalisation process.
The process brought new staffing structures as the interim constitution wanted broad
representativeness of public sengimom the formerleven systems of government. To do

this, the qualifications, merits, level of training and efficiency were to be taken into account.
As a result, concerns of job prospects were high and leaving the public service became an
option for some public servaniimshopes of being taken tmthe new public service were
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lessfi Public Service Commission 200%.5t shouldbe understood that numerous changes
that took place during the rationalisation period @waving destabilising effects on staff
situation in schoofs(Heyns 2000:288 This clarifieswhy resignation was listed as a major

cause of termination among others.

According to the study by Bkgopa in the Northern Provind@995), school principals
claimed that staff induction is implemented, but such claimddcnot be substantiated by
empirical results Results§rom empirical discussion with principals and heads of departments

in many Free State schools and from a survey in Western Cape schools, indicated the non
existence of inductioprogramme in some sabols, or the haphazard manner in which they

are conducted in schools which claim to do so (Heyns 2000; Williamg.Z44 results of

the pilot projects, carried out in three provinces give an overview of the state of induction in
South African schools. Ehoverall picture portrayed is that limited attention is paid to the
induction of novices. This is justified by the fact that only 30% of the schmitg studed
confirmed the implementation thereof. Findings revealed that in those few schools, induction
was not done formallydurations varied andthersdid not follow the same content. This
attests to the high rate of attrition as informal, haphazard induction experiences have been

associated with attrition and lower level of teacher effectiveness (\&/&ésiss 1999.

Another study by Prosser and Singh (1988) indicates the existence of inquogpamme

in Indian secondary schools in South Africa. However, quclgrammse are not based on
specific philosophy or policy by the Department of Educatm Culture. Activities of
induction therefore vary from school to school. Thways novices are integrated and
orientated into schools therefore also vary according to the nature of the school, and the
willingness and cooperation of principals and staffmbers. The authors view induction as

an important stage in the period of professional development and therefore recommended the
formulation of an induction policy on which to baseiitgolementation. Thewlso support

and recommend the involvement of eredrsupporters in the induction of novices. Policy
formulation helps to guidechoos onhow to plan and implement the intended plan. Without

apolicy on inductionno effort may successfully assist novices to improve.

Naidu et al (2008:97) assertthabnvi ces ar e gener al.Thiscafislfaef t t o
schools to have inductigorogrammes in order to lessen the chances of sinking. The ELRC
(2005), in its executive summary, emphasised that more induction and mentoring
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programmes be implemented Bouth African public schools. To ensure that novices gain the
necessary experience and knowledge, the report recommends that induction takes place over

a reasonable time.

Induction programmes are not only necessary for supporting novices in mainsthemots.s

A study by Kempen (2010) on induction in special schools in Gauteng revealed how both
formal and informal induction in special schools, are inconsistent and uneven. This attests to
the findings by ELRC (2005) of high attrition rates in the providoeng 2002to 2003.
Novices find solutions on their own through asking their colleagues. This makes them active
participants in learning, as outlined in the social constinatevelopment theory (Abdullah
2008. The only formal support is limited to wkshops and meetings. Workshops offered are
not always relevant to novices as the contents are not applicable to their needs ahvierk
learningwill be effective if it is relevant to those who are learning (Dube R008arners

should see the reasorrfearning, in order for meaningful learning to take place.

The position of induction of novices in South African schools reveals inadequacies, possibly
due to the absence of a policy. A report by Williams (2011) revealed that induction policy
and programmes are norexistent in most schools in the Western Cape Education
Department. There is no official policy on induction although the process is encouraged in
the studies. A policy lays the foundation on which an undertaking is based. It not only
A di r ecattigitiest of the undertaking, but sets a means to realise the objectives in
practi ceo ( BxWremtheoerissnb policg & a st&ting point and guide, it will
result in inconsistencies in the implementation of the process at natiorlalNevees who

are left to fend for themselves since no one seaentake to heart what they need, end up
disillusioned and hence leaving the profession in large numberschools where the
provision is done, the support given is patchy and no eviddnoagt@omes is made clear in

the studies.

According to Dube (2008), the process of induction sdedbe recognised and clearly
understood .Thisstatme nt ar os e f r 9 studwd ikdgatign an Seuth AfdicGnd
schools where schools that claimed imoluct their novices were not doing it correctly.
Williamsdéd (2011) report confirmed similar
supporting novices regard it as only entailing taking in and signing written work. Principals
may be thinking that thewre practicing induction, while in reality; they are leaving their
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novices out. This implies that suphogramme are not well understood by those responsible
for implementing them. This situation calls for the departments of education (at national and
provincial levels), and schools to devise clear strategies that will not only attract, but develop,

support and retain novices.

2.9.2 Botswana

The 1993 report by the National Commission on Education Botswana made
recommendations for a structured, nadionin-service inductionprogramme Such a
programmewill be assigned to experienced teachers, in conjunction with the support from
school management teams and officials from the ministry of education. The government
further introduced a Performance ManagemSystem (PMS) in 2000, with the rationale of
implementing new ideas to enhance public service. The PMS reggineol management
teams to evaluate their reforpprogramme (induction included)and implement such
programms, thereby improving service dedry. Despite the recommendations, there are no
laws that mandate schools to induct novices, nor policies to guide schools how to do it.

Induction is and has been a rommpulsory process in Botswana (Dube 2008

Dubeds (2008) st udgted pmor Secortarye $cheoim Gabomone,s e | e
Botswana revealed that no formal inductgmogramme exist in the schools studied. It is up

to the school management teams to deeuthetherto induct their novices or not. This
implies that induction is nemandatory in schools. Findings of the study revealed that not all
novices receive induction at their schools. Out of six schools under study, 83% of the
respondents did not receive induction and in schools where it is provided, it is done
haphazardly as indigual schools choose what to includied whatnot. This implies that

where there is nfixed policy on how to carry out induction, there will be inconsistencies.

Novices do not get the same chances of support at the time when they need it most.

The Ministly of Education and the local university takes the responsibility of sdiesad
training to student teachers. Newly qualified teachers in the schools studied go through a two
year probation period, after which they are confirnmedheir teaching posts€Confirming
novices to teaching without providing the necessary support may not serve their social,
personal and professional needs. As Eisensch(®@@§ states, the process of supporting

novi cesoO devel opment must o cresions: the devetopment s a me
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of their teaching competences, socialisation and professional identity. Findings from the
study by Dube although focused on few schoolead to theconclwsion that Botswana

devotes limited attention to the induction of novices.

2.9.3 Namibia

As a means to develop capacity, Mmister ofEducation made recommendations to develop
and implement inductioprogramms for school principals among othegidew Era 201D
Such a move eventually culminated in the developmenamoinducion and mentoring
programmeby the Namibian Institute for Educational Developm@hED), in collaboration

with regional education offices.

The mandate for the Namibian Novice Teacher InducBoogramme(NNTIP) for newly
gualified teachers was given iQ2L. The purpose is to support novices to be competent and
professionally qualified after two years. According to NNTIP, all novices will receive
induction for two years. Thprogrammetailored for the needs of novices, is to be delivered
at school and atluster levels. At school level, mentor teachers, subject specialists and
principals of school are responsible for this portion ofpterammeAt cluster level, cluster
principals will organise ouwbf-school training workshops while subject facilitatowill
coordinate subjeatelated workshops. Strategies used to support novices include orientation,
mentoring, observation, CPD opportunities and evaluation. Principals formatively evaluate
novices twice in semesters one and two, while two summativeatiais are done in term
three (Namibia 2009

Other stakeholders involved are the regional education offices, who design annual mentoring
plans appropriate for their region, and convene mentor teachers. Designing manuals per
region will result in inconstencies as each one of the thirteen regions will have its own
induction manual, but this might allow for divergent views on how to implement the
inductionprogramme The University of Namibia (UNAM) undertakeegular followup on

their graduates to detame their CPD needs for further improvements. This practice support
Britton et al (2003) in that induction should not be an isolated phase but to be linked to
teacher preparation. School principals facilitate pnegrammeby working together with

mentos, cluster centre and the regional education officers. The Nanplgnammeallows
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novices to own it, by identifying their needs and in participating in the design of a mentoring
plan of action

The induction programmeis benchmarked on the National Resdional Standasd for
TeachersN|PST). The needs of novices are linked to the standards, which are in turn spread
over two years of induction andentoring Namibia 2008. Despite the fact that novices are
involved through identifying needs, the systesnléss facilitative andnore directive in
prescribing what novices should do and know. A directive approach will not guanaoitee
effective results than a more informal, facilitative approach. Given the timéiah the
formal induction programmewas ntroduced in Namibia, it is not possible at this point to

draw conclusions on how successful its implementation is.

The researcher acknowledges the fact that no particular approach of induction can be
transferred as it is from one context to another withsame results of success. However, the
researcher takean eclectic stance in selecting the personal service approach, advocated by
Cherubini (2006), in addition to the systewide approach currently used in Namibia, as
appropriate for the Namibian cext. The Namibian education system is facing various

factors thatimit effective induction support to its novices:

. Poor administrative, management and necessary teaching skills, resulting in high

failure rates

. Lack of incentives to encourage young peofideenter and to remain in the
profession

. High learner to teacher ratiageatinga high demand for teachers

. Lack of commitment from stakeholders in supporting novices, resulting from non

clarity of roles

. Nonr ecognition of newstteeghs her sé capabil it

2.10 THE PERSONAL SERVICE APPROACH TO TEACHER INDUCTION

The researcher sees it as imperative for education systems to consider moving away from
antiguated ways of inducting novices, which yielded insignificant results in terms of teacher
retention and learner performances in other contexts. Although teacher induction is new to

Namibia, it is necessary to embrace new approaches that are functional to the present time.

49



One such approach is the personal service approach to induction, ase@ropdSherubini
(2006; 2007.

The approach pstnovice teachers at the centre of their own professional development. The
focal point of the approach is that novices are to be considerietibimtors of their own
professional development and not olgeat induction. Novices determine the course of their

own professional development, by identifying priority areas as it suits their individual needs.

The approach does not follow generic inductmngrammes, but addregsn ovi ces 0 nee
and offes supporton the basis of individual, customised eds, as the situation demanBsy.

authoring their professional development, novices have direct congolmnat they learn,

and become more confident in teaching, ensuring individual grawth.e r u ladgsartiond s

that induction thatpersonally serves individual novices will endorse meaningful professional
learning, authentic teacher improvement and a transparent level of accoudtad@g:4)

underline the benefits of this approach.

Namibia will benefit fromthis by allowing novices to identify their needs. Currently, The
Namibian Novice Teacher InductidlrogrammeNNITP) usesa strategy form prescribing
elements to beovered duringnduction. Novices have to indicate which elements were
covered by the endf each induction year. Such elements, while in accordance with the
ministry of education standards, may not be the same elements in which individual novices
need support. Focusing on the elements which are not needed may alienate those who are
already corpetent in those areas and result in duplications. This gepergrammewhere
programmedevelopers decide what is best for novices is ignorant of névicdwidual
proficiencies When an inductioprogrammeis following the status quo, it will also be
difficult to assess how effective tipgogrammé s i n t er ms of -efficagyi c e s o
No v i c e-sffitacysgavésfthem a powerful feeling, a feeling of accomplishment. The
per sonal service ai ms atbyrdakingaHero fekkcomjortabl®e v i c e s

while executing their professional development tasks.

Another aspect of the personal service is its recognition for colleggpbortive school
communities.Induction will be more successful if the school culture is collegial by nature.

Novic es®6 professional devel opment i's maxi mise
schools invest time and effort and value the development of novices. Collaboration is also

evident when supporters observe, monitor and communicate regularly with novices.
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According to Wong (2002)cited in Cherubini 2006), teacher retention is possible where
novices feel part of a team, supported and successful. Namibia will benefit from this by
providing opportunities for mentors and other colleagues in schools to act aststgpo

towards noviceso0O professional devel opment.

Networking with other experts outside the school is seen as a legitimate means for
professional development (Cherubini 2D0Fhe personal servicapproach allowslialogue
between novices and experts share responsibilitiesand bestpractices Blasé & Blasé

2002. Contact withexperts has collectivieenefits fomovices,schools andearners alike

The approach also acknowledges and allows novices to respect the fact that they enter the
profession with tverse capabilities and strengths. Novices can use their strengths in
addressing the challenges commonly experienced during the first few years in the profession.
Regardless of the inexperience of novices, the approach advocates reciprocity between
schoolsand novices. Schools should respect accept and utilise inputs and contributions made
by novices as participants in learning communities edirat improving the practiceg/hen

in schools, it rarely happens that novices gmtial support they yearn folf schools, as
learning communities consider and respect new ideas as proposed by novices and
accommodat e t he mesteemhseboostedvin theeveay) Navieek Wwill regard
themselves accepted once their varied contributions are seen as invalisbiedis and to

the communities they serve. Namibian induction system allows novices to serve on
continuous development committee and in evaluating the effectiveness of support rendered
during the course of the year. The outcomes of such collective ewakiare used to

determine future plans.

Albeit a new approach and not widely followed and fully embedded in education systems,
Namibia can tap more from the personal service approach to induction. Its focal point of
holding novices responsible for theirofessional development makes it a force to be
reckoned with. The collaborative nature of the approach makes it creditable, since being a
collective issue; it will benefit all involved pa&t. By focusing on individualised
professional development of teers, it has the capacity to make the teaching profession

attractive to new teachers and to improve the quality of teaching.
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2.11 SUMMARY

The literature review in this chaptpresentsan overview of the concepf induction and its
importance to noges. Common problems experienced by novices are highlighted as well as
the role that school principals play in the support of novices. The chapter further escuss
various approaches to induction as used locally and abrahdescribethe personal serve
approach to novice induction as a suitable way to support novieggestions for

improvements are offered to form a basis for revising future induptmgrammes.
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CHAPTER 3
THE NAMIBIAN EDUCATION CONTEXT

3.1 INTRODUCTION

This chapter presemtthe general background of education in Namibia during theapi
postindependence eras. It aldtscusseshe rationale for education reforms as well as the
various policies, structures amdogrammse that were put in place to improve the system.
The provision of education in prmdependent Namibia was characterised by stark
inequalities in terms of inappropriate curricula, the training of teachers and the provision of
resources. Such inequalities resulted in poor quality teaching as teachers waevrell not

prepared and supported.

The postindependence era saw more emphasis placed on reforming the system, to meet the
needs of the country. The government made education a priority area for ensuring national
development and through the ministry of edioegt it createdpolicies, structures and

programmes to redress past imbalances in education and to improve the quality of education.

3.2 INDIGENOUS EDUCATION IN NAMIBIA

Namibia, like any other African society, had its own formal and informal indigeno
education. Indigenous education is created by the people of a certain culture, and therefore
differs in its aims, content and methods from one culture to another. Young people informally
observed the elders, their older siblings and other menalbéhe community and leatnin

the process. Formal education took place through distinct tasks assigned to experts to teach
the young people. These experts taught young people during formal periods in life, e.qg.

during initiation, and to practice certain profiess like traditional medicines and customs.

According to Amukugo (1993), formal education and training in Africa has been done in
accordance with arranged programmes and contents. Specific individuals were entrusted with
training and supporting young @ae, following set programmes, an equivalefimodern
teaching/mentoring and expert systems in schools. Swarts (2003) stresses the non
discriminative and collaborative nature of indigenous African education which is a right to all
and the duty of all. Aican education recognises mentorship and prioritises community
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involvement in the upbringing of childreBince it precededVesterneducationindigenous

African education can therefore not be ignored.

3.3 PRE-INDEPENDENCE EDUCATION IN NAMIBIA

Westerneducation in Namibia was pioneered by the missionaries whose education was
influenced by their religious motivation to convert the local people to Christianity, and to
spread European beliefs system and cultures (Angula)20B& curriculum of missionary
schoolsfocused mostly on Bible study, basic literacy and numeracy and skills training.
Teacher training was rudimentary aachphasisedasic skills which teachers imparted to

their learners.

While colonising Namibia, Germany did nothing to developcation for black Africans
which was still left in the hands of the missionaries. The government expanded education for
white learners and the only focus on education for black Afrieaasto make them better

servants.

When Namibia became a South Africamandated territory, the South African colonial
government took control and management of schools in urban areas, while schools in rural
areas depended on the missionaries. The colonial administratioeldwash ethnicbased
systems of education and autities. The quality of education was not the same for white,

A aloured and black people While i clouredp e o pfollemed the same curriculum as
white people they also had limited resources. This attests to the fact that disparities in
education provisionreinforced apartheid laws. Swarts (2001) asserted that within the
Namibian context of various subgroups, the existence of-siegged distinctions of status

and priority was obvious.

Because the system aggravated ethnic differences, this lowered titye @fuaducationfor
Africans According to Ellis (1984) the curriculum for black schools under South Africa was
restricted to reading, writing, arithmetic, religion and singing in the vernacular. This implies
that the government did little to improveetipoor quality education it took over from its
predecessor. As Angul200]) statesthe education policy was a reflection of the economic
interest of the ruling class, in this case, a constant supply of servants. The educational
resources were still limetd and the ethnic governments could not provide adequate education
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to their people since they had no political powemtake any improvements. Amukugo
(1993: 99) refers to this as fAoppression in

still in cortrol.

The training of teachers was done on racial basis, with separaterttaafag centres for

black, white andficoloured p e &geh ethnic group has to follow programmes aimed at
training teachers for its specific ethnic group. Because teacleeestrgined in isolation from

one another, programmes offered were not similar in quality and content, and did not follow
the same preparation path. There was no room for sharing ideas, supporting and learning
from each other. According to Swarts (200&pdher educatioprogramme differed in entry
requirements, scope, duration, structure, and philosophy, approach, and exit competences.
Training for white teachers was intensive, developed extended competencies and provides
relatively high level qualifiation, while the one for blacks was far more rudimentary and

offering low qualificatios (Ministry of Education and Culture, [MEC] 1993

The training of black teachers focused on academic knowledge, as evidenced through formal
examinations. This meanisat teachers in Namibia did not receive the same preparation to be
able to equally carry out the déyday academic and administrative duties required from
them. When this happens, teachers will not possess the necessary professional understanding,
skills and knowledge. Teacher training which lacks the necessary skills will impact on the
guality of education through poor instruction and low learner performance. Despite the fact
that no training fully prepares teachers for the challenges lying ahead, htime above

systems offered support to teachers after the training.

3.4 EDUCATION IN POST -INDEPENDENT NAMIBIA

The impact of colonial education did not end on the eve of Namibian independence on the
21st March 1990.The new government embarked uporprbgrammeof reforming the
education system, in order to redress the imbalances of the past. Many changes were
introduced to bring the imbalances in the school system to an end. The reform was
necessitated by the need to develop new educatiogrammse thd are responsive to the

needs of the country.
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To transform and reform the old system, the government had to develop policies, set up
goals, and design structures and procedures within education. The starting point with this
undertaking is the constitutio. In its 20th article, the <co
persons shall havethe ght t o e Namibial989d2).&e cqnstitution provides

for compulsory education for all learners in primary and junior secondary phases, and access

to vocatimal, adult and nofiormal education in its quest to eliminate limited access to
education. The ministry was then mandated to-kiekt with the renewal, transformation and

reform of theeducation system in this way.

The Ministry of Education publishedpelicy documenertitled fiToward Education for All

A DevelopmentBrief for Education, Culture, and Trainiag This policy document,
translating the Namibian philosophy of education into implementable policies, preceded the
reform of the whole edutian sctor. Thefocus was placed on the four major goals (access,
equity, quality and democracy) and to the activities aimed at reaching them. The entire
education system needed transformation to be done in line with the majongeystndence
goals of accessquity, pedagogical effectiveness, efficiency and democratic participation
(Swarts 2008 The goals are aimed at eliminating the inequalities of the past, to improve
guality and to ensure equal participation of all. By focusing on the goals, the nem syste
strives to provide equitable access to education of good quality, withimvofeement of the

community.

3.4.1 Education reforms in basic education

Swarts (2003) refers to reform as any developments and processes that are aimed at
improving programme and practices. Since independence, Namibia saw a number of
developments in education. The first notabiees is the development of the curriculum for

basic education. The curriculum seeks to promote spthere®f knowledge as spread out in

a variety ofsubjects. The inclusion of different areas makes the curriculueneimpassing

and catering for wider needs of Namibia. The broad curriculum calls for the system to

upgrade and develop its teachers to meet the demand.

Another aspect of reform was thanguage policy, which was developed on basis that
|l anguage is a means to express oneds cul tur

as crucial for concept formation, literacy and numeracy attainment and in playing a role in the
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acquisition of a ssnd language (Ministry of Basic Education, Sport and Culture )2003
Therefore, mother tongue is usedlas language of teaching al&rning in the earlgrades

(1to 3) and as a school subject in all grades. English is used as a medium of instradtion, a
as a school subject fro@rade 4 upwardsA multilingual society (withfourteenlanguages)

will need additional and competent teachers to realise the policy objectives. The shift from
using one language to another as medium of instruction negativetysgférformance. This

calls for additional preparation of teachers.

In order to achieve the educational goals, a leazaptred approach was introducedl.
learnercentred approach demands learner participation and contribution, based on a
democratic pealgogy (National Institute for Educational Development }984varts further
asserts that learneentred education requires attitudinal changes in teachesshers are a

key to the learnecentred approach and need to have a deeper understanding ofd¢bptc

in order to implement it as expected. A number of teachers were not prepared for the new
approach during their training. Schweisfurth (2011) emphsisieacher capacity in
implementing the learnarentred approach. Other limitations to effectiveoliementation of

the approach are the cultural values of teachers that do not support the democratic aspect
associated with it, or the conceptual and practical misunderstanding of the concept itself.
Evidence of these limits underlines the need to orietittarsupport teachers toward the new

approach.

The attention of reformers was also attracted to the assessment for learning. The previous
systems used tests and examinations, to find out what learners did not know, focusing on
penalising mistakes. Thiesulted in learners reverting to rote learning. The new system
stressed learning with understanding and encouraged problem sohtirey than mere
replication of facts. According to Angul a
demonstrated perforance and to promote positive reinforcement. Learners get recognition

for what they are capable of doing andsthiotivates them to do better.

3.4.2 Reforms inteacher education

There have been variations in the way teachers were prepared during-théependece
period in Namibia. A myriad of reforms in areas of teaching and leaenmghasiseshe
need for teachers in the new era to understand the new developments. Effective
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transformation in education should start with the primary service deatvetee teachers.
Teachers are crucial because changes in education depend on what they do and think (Fullan
200)). The Ministry of Education regards teacher education as a focal point in this reform
processA variety of efforts to support teachers werada to enable them to cope with the

changes in the new system

The National Institute for Educational Development (NIED) has amongst its many aims, to
develop and to coordinate the implementation of the curriculum for teacher education (Swarts
2003. The Basic Education Teachers Diploma (BETD) was introduced and former teacher
training centres were transformed into colleges of education. BETD,-anfielthreeyear

course was offered afbour teached scolleges to preservice teachers. NIED was also
respasible for coordinating the iservice teacher trainingrogramme a four-year course

similar to the one for preervice teachers. The BETD-gerviceprogrammewas offered for

those teachers who are already in the school, without teaching qualificatioaspart time
basis. The national net wor k of Bewcethamings Re s a
was conducted, was created. The establishmer
meet the critical needs of unegualified and unqualifie teachers in the field. This effort by

the ministry was geared towards improving the quality of teaching, by providing lifelong
learning opportunities to teachers. The wide distribution of resource centres makes
professional and material support accessibl teachers in different corners of the country.

School principals were given the responsibility to mentor or to assign mentors to those

teachers enrolled for the-serviceprogramme

These developments made teacher training accessible to the fadmadyantaged members
of Namibian society. Th@rogrammeprovided a national, common teacher preparation as
contained in thebroad curriculum for BETD, which was neaxistent before.lt also
developed the professional competencies and expertise of tedohdlem to be fully
involved in the education reform (Ministry of Education and Culture 19%He BETD
programmeprovided teachers with the opportunity to specialisthiee phases; the Lower
Primary(1to 4), Upper Primary5to 7) and the junior secmlary phaseGrades 8o 10). The
training of teachers for senior secondary ph&eades 110 12) was placed in the hands of

the university.
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The BETD programmewas seen as an improvement to teacher training, compared to the
previousprogramms. It emphaises the professional aspect of teacher training and learner
centred methods as well as reflective practice (Swarts)2008nee teachers were exposed

to real classroom teaching, an activity which was previously marginalised. The assigned
support teachrs focugd on lesson planning and presentation, making the support given

inadequatéo meet the personal and s&daeeds of student teachers.

Another support structure for w@ers was the introduction die cluster systenilrhis isa
grouping offive to sevenschools located in the same geographical area. Principals and
teachers from these schools meet to share educational experiences, idessucds. The
system is capable of reaching all teachers close to their workplaces, through their cqlleagues
in a mutually stimulatinggnvironment. Clusterare organisechto circuits and supported by

circuit inspectors, advisory teachers and cluster management committees. The cluster system
held principals and teachers locally accountable for the resulimréspective schools, in
addition to upgrading the quality of teaching and learning (Ministry of Educatior).Zl0g®

system however, has its shortcomings in determining the needs of all teachers, not singling
out specific needs of novices. It focusesrenon improving school performance, without

addressing the needsggecificallynovice teachers.

3.4.3 National plans and progranmes

Other development plans apdogramme put i n pl ace 1incl-tarthed t he
plan, Vision 2030, to guide latevelopmental policies. The plan is a guide towards the
countrybés efforts of improving the qualities
in the developed world. The plan was formulated around various themmesg others

human resourcedevelopment and institutional capacity building. Vision 2030 sees investing

in people and institutions as a crucial precondition for desired social and economic
transformation. To benchmark the plan in education, the Ministry of Education designed an
improvementprogramme The Education and Training Sector ImprovemBnbgramme
(ETSIP. This programmeas createdt o enhance the education sec
the attainment of National Development Goals and to facilitate the planned transidon to
knowledgebased econontyNamibia 2007:6h
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It is imperative to note that building a knowledggsed economy has implications for
educati on. As Auala (2000) states, one cant
expect to remain in business tomaw. For Namibia to ensure quality teaching which is line

with current developments, the system needs to help beginning teachers to thrive in schools,

by creating suportive environments for them.

A weak education system cannot facilitate the attainroeeetgoals. Thisstrategic plan of
action for education is a response to the call of Vision 2030. Througprttgsamme the
government is taking steps to act against st

in various areas like equity in echation, management defficiency issuesNamibia 2007.

In order to improve the quality of teacher trainprpgramme and teacher performances, a

new model for teacher training and development was established. The model suggests a
teacher licencing sgem, which is linked to the National Performance Standards for Teachers
(NPST).The standardspecify fourteerkey areas of competences dhity key competences

that all the teachers should demonstrate throughout their career.

The learningprogrammes for student teachers are aligned with some of the national standards
(intended for students) against which they are assessed. After obtaining teacher
gualifications, interns/novices go through a 4{year structured induction/internship
programmaen schools.Each novice is assigned to a mentor who offers personal, social and
professional support. The internstpppogrammeis also benchmarked against the standards.
This programmeof supporting teachers and licencing them is not fully implemented at
present, bubnce roll ed out, Pt owi | not only faci
teach but provide them with opportunities to be inducted formally. After meeting the
competences, novice teachers will be registered as professional teachers and lacenced t
teach. To consistently meet the standards, teacher licencing is renewed after every five years
for every teacher (Ministry of Education 2Q0®his motivates teachers to continue with their
professional development, hence continuing to improve over Earéher support is given to

those teachers who fail to meet the standards or those who lose their licences, to help them to

improve to the required level.
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3.5 TEACHER EDUCATION REFORM PLAN

An i mproved education i s ateankespon The genegah | i si n

education system was still not effectively preparing learners to be able to contribute towards
the vision. Statistics for 2009 reported that a large percentage of learners could not go beyond
Grade 10 in 2008.Most learners in the epprimary and secondary phases had poor
numeracy and literacy skill§his implies a potential demand for a different level of teacher
training to build more capacity (Ministry of Education 2D09

The Ministry of Education developed a Teacher Educd®eform Plan (TERP) to work on

how to improve the quality of teacher education. Following the recommendation by the
TERP, it was decided that a Bachelor of Education degremild be the minimum
gualification for all teachers in Namibia. Cabinet resolvechéoge teachers colleges with the
University of Namibia (Unam), due to widespread criticism on quality and subject content
knowledge of college graduates. The merger is aimed at improving quality of teacher
education, and of education in general to mee&t nkallenges and to reposition Namibia
towards vision 2030.All four former colleges were turned into satellite campuses of the

univer sityés faculty of education.

3.6 OVERVIEW OF SCHOOLING IN NAMIBIA

A number of changes took place in the educatioresystince independence. Such changes
noted in the education statistics affect teaching and learning. This section will focus on the
status of schools in Namibia a@shanaegionfrom 2008 onwards.

The latest educational statistics available indicate NMaamibia had a total of 1 672 schools,

of which the majoritywere state schools in 2008. The total learner population stood at
577,290. The bulk of the schooling system in Namibia fits @rtades 1 to 12.The schooling
system is divided into LowdPrimary Phase (1to 4), UpperPrimary Phase(5 to 7; Junior
SecondaryPhase(8 to 10) and senior secondary phgd4 to 12), (Ministry of Education
2009.1t is worth noting that not all schools follow the normal phases mentioned above. Some
schools offer both priary and secondary grades, and are thus termed combined schools. This

combination was necessitated by the need to offer secondary education in locations where the
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establishment of secondary schoolswot feasible, because of low numbers of learners. The

provision of such schools makes education accessible, espéaibdarners in rural areas.

The training of lower primary teachers is preparing them to teach all subjects. Hence, class
teaching or seltontained classrooms are usedairades 1to 4 in Nanibia. As stated in the
language policy of the ministrghe mother tongue is used #se medium of instruction in
Grades 1o 3 Subject teaching is practised in higher grades, where teachers are specialised in

one or two subjects.

3.6.1 Oshanaegion

Odhana region is one of thkirteenpolitical regions whichare also designated as educational
regions in Namibia. All thirteen educational regions are centrally administered by the
Ministry of Education. Oshana, located in the central northern part o€dbatry, is the
smallest of all, covering an area of 8 Gffiare kilometredDespite its small size, the region

is home to the three commercial centres in the rathhas density of 19 peopleer square

kilometre It is the secondhostdensely popul&d region in the whole country.

Oshanaegionis physically located on a broad, low lying plain, making it prone to seasonal
floods. Floods often cut off people from major service centres, including schools, causing
them to close, and interrupting teamfpiand learning. Schools in the region are located in

rural and semur ban ar eas. One of the regional t eac
uni versityodos sat el |IOshaneegioranmaking & theseduatienal hub cfat e d
northern Namila.

The region, headed by a regional education director, is dividedfirgacircuits and 22

cluster centresOshanaregion has a total of 132 schools, comprising 125 state sawven
privateschools. The enrolments in state and in private ssl®6R 07 learners, of which 95

% are in state schools. In 2008, the total number of teaché€dshanaregion stood atl
815There has been a similar pattern in the average class size in primary and secondary
schoolsalthough ithas been higer in primary schoolsthan in secondary schools. The
average class sizes range between 3famprimary phases ang@7 in the secondary phases.

The situation might be ascribed to factors like a growing number of solvb@h rose from

119 to 132 schoolswithin sevenyears, rual to urban migrations and a slow population
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growth. The teachdearner ratio in the region stood at 28.7 in 2008.Despite the low teacher
learner ratio indicated, the number of learners per class is higher in urban schools than in

rural schools.

Teaches in Namibia received training in different contexts and systems. Some of them
received training outside the country, while others were trained within the country. The
different contexts of training give a clear explanation to differences in the quatiésahing

that these teachers provide. The country sti# temchers without professional teaching
gualifications (albeit few) in comparison with teachers with formal teacher training
gualifications. A difference in qualifications necessitates the neeéxtensive support to
build capacity. The support should not only be provided during the period of entry, but
should continue throughout their care. In 2008, 1 786 teachers @shanaregion were
gualified to teach and only 29 had no formal qualifmas. The improvement in teacher
gualifications has been brought about mostly by the BHi-Bervice course which was
phased ouih 2013.

According to the education statistics, the national teacher attrition rates stopd%ati®
20080shanaregion hadan attrition rate of 7.9 %Ministry of Education 2000 However,

the report did not specify the percentage of teachers who left the profession for different
reasons like retirement, resignation or migration. According to Uugwanga (2010), teachers
may be brced to resign or to leave the profession if they are not getting adequate support
from schools. Some of the teachers may however, choose not to leave their jobs for various
reasons like financial security and start to develop coping mechanisms forakurviv
Developing coping mechanisms is not an answer to teacher attrition. Some of the
mechanisms will not have any benefits teachers and their learners. When teachers resort

to this, it is an indication of the need for support which schools must provide.

3.7 SUMMARY

The chapter gave an overview of edima in Namibia in general, an@shanaeducation
region in particular. The context of education provisiees describedrom the traditional
indigenous one, which was collaborative and-d@triminatoryto the one provided during

the pre-colonial era. Prégndependence education, as offered during the German and South
African eras, characterised by inequalities on basis of race and ethnastydiscussed
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Evidences of disparities in the provision of nes®s, different curricula and content for the
respective ethnic groups were clarified. Such disparities as poor teacher preparatioen and
absence of contimag professional development, made the system fall short of quality during
the two eras.

The chapter further preseadl the developments in Namibian education after independence.
The drafting of the constitution paved the way for the policies that led to the reform of the
whole education system. The establishment of institutions to spearhead tlopuleve, ce
ordination and implementation of new curricula for general education and teacher education
were discussed. The role of NIED in supporting comtigiprofessional development for

novices and mentor teachers viragestigated

The national devefmment plans angrogramme aimed at strengthening the quality of
education and training of teachers were also discussed in this chapter. Vision 2030, a
C 0 unt r ytedns plah frndgvelopment, as targeted through the Education and Training
Sector Improvenent Programme(ETSIP) and as a means to attain development goals in
education was explained The programmesees the alignment aéacher trainingurricula,
programmesand qualifications to meet theequirementsof professionalstandards as
suitablemocdkl for teacherdevelopment in the countrylthough not fully implemented in
schools, the model is not only a positive move towards improving teacher performance, but
also in offering continuous support to novice teachers, avbassisted by mentors unsiich

time thatthey meet all the standards. The chapter ended with the presentation of information

aboutOshanaegion to give an overall picture of the region under study.

While taking cognisance of efforts made to improve the quafityducation inthe country

and Oshanaregion specifically, there is still a lot to be done in terms of supporting novice
teachers. The persistent poor performance, resulting from poor quality teaching and the high
teacher attrition rates attests to the need to inductoasugpport novices, as well as to provide
them with contining professional development. Before embarking upon offering further
support, it is imperative to know how the other novice teachers experienced the support and
to assess whether it had any pesitimpact on their careers. Becoming aware of novices
experiences will inform and direct our planning and operation of future induction

programms. The next chapter deals with the research design and methodology.
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CHAPTER 4
RESEARCH DESIGN AND METHODS OF DATA COLLECTION

4.1 INTRODUCTION

The literature review chapter in this stud@hépter 2) gave a worldwide overview of
induction of novice teachers. Although the teacher induction process is regarded as important

for novices, there are varying degretswhich it is implemened in various contexts.

Literature (Darling Hammond, Berry, Haselkor& Fideler (1999) FeimanNemser (2003)

Rippon& Martin 2006) indicated variations in the way schools and stakeholders are involved

in the induction of novices. Names however, value the support given and are interested to

see the implementation thereof in their respective schools. Much has been researched on the

i mportance of i nduction and on the needs o
support, the extarof novice teacheéanvolvement in the induction process and the impact

thereof are however, less researched.

This study seeks to find answers to the following research question: What kind of experiences

of induction and mentoring support do beginneckers have in Bools?

The aim of this study is to investigate whe
first years in schools helps them to grow personally, socially @mdessionally. The
researcher further wants to see schools suppartmiges as directed by their weak areas and
needs, and to utilise novice teachersod stren
in learning communities. In addition, schools should seek suggestions from novices, the

recipients of suppartegarding what can be done to improve the induction system in schools.

4.1.1 Qualitative research approach

A qualitative research approachiéseeks to find answers about a phenomenon, in order to
understand it from the particip@atviewo (Fouche &Delport 2011:64). This type of research

is concerned with understanding other peopl e
The latter idea revolves around the underlying beliefithbhimeaning is situated in particular
perspectives and contexigGay, Mills & Airasian 2009:1p The aim of using the qualitative
approachn this study is based on the fact that different people have unique perspectives on
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issues from contexts where they find themselves. Meaning is thus contextually oriented,
depending on thparticular settings in which individuals find themselves. For this reason, the
world has different meanings of specific issues. By doing qualitative research for this study,
the researcher aims at arriving at meanings that participaatdbe td¢he phenmenon under

study, rather than bringing a preconceived meaning to the phenomenon.

The qualitative research approach is flexible and unstructured since the research design is
emergent (Macmillar& Schumachef993 and the methodology used allows flexilyliThe
researcher chose the approach for this study because it gives the researcher freedom to re
formulate the work and to choose what is best as the research goes on and evolves. The
flexibility of the qualitative approach also allows the researcher dm @ deeper
understanding of the research contexts and dhicppants.

The researcher is interested in exploring t
occurs in their natural settings. According to Silverman (20067#3g, greatest strergtof

gualitative research is its ability to study phenomena which are unavailable elsewhere and to
analyse what happens in naturally occurring settings without being influenced by the
resear cher s 6. Data énctlosnstudypwas colested througiteraction with

research participants in their natural settingfatural settings do noallow room for
manipulation of variables, simulation or externally imposed structures in the situation
(Tekete 2012:68 The researcher sets aside all preconceivg@rgences to best understand

the experiences of those who take part in tF
in the field research is to be immersed in the natural settings of the participants, to gain
knowl edge of the. participantsd contexts

4.1.2 Research design

A research design iBa general plan for conducting a research study; in which the basic
components and goals of the study are indiéat&hy, Mills & Airasian 2009:108 The

plan, as outlined in the research design indgchtev sites and subjects will beelected. It

also describes the procedures that will be used to collect and analyse data (the procedures of
dealing with the information collectgdin describing the research design the researcher is
creating a path to find angrs to the research questions. A research design is determined by
the research problem, research questions, limitations and purpose of the study. The researcher
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in this study wants to explore the personal experiences of novice teachers on induction.
Howe\er, the small sample taken from the population will limit the generalisation of findings
from the study. The design is closely related to data collest&thods. Idirects the types of
methods to be used when collecting data. It also determines thesianaflydata, since
categories and patterns emerge from the data and the researcher cannot impose them before

data collection.

This study hence chooses the phenomenological research design, to describe the lived
experiences of noviceS€reswell 2007 (cited in Foucke & Schurink 2011: 316), regards a
phenomenological study d& study that describes the meaning of lived experiences of a
phenomenon or concept for several individaalf answers the question about the
perspectives of participants on the exgece of a particular concept. In using the approach,

the researcher is concerned about what meaning novice teachers derive from such lived
experiences, and how such meanings can be used to improve the practice of teacher

induction.

The researcher trietd enter the life worlds of the participants, to seek individual perceptions
and meanings and to get andepth understanding of views, without making generalisations
about the phenomenon. This approach ainfimdling out how the participants understand

and give meanings to their daily experieric@ucté & Schurink 2011:316 The reason for
employing the approach in the study is therefore to understand the social phenomenon, as
lived, understood and viewed by the participants, thereby giving the ackeeaa deep

understanding of novicesd experiences of 1ind

This research study is exploratory by nature. According to Fpantd de Vos (2011:89),
exploratory research gives the answer to th
informationabout what kinds of experience the novices have of inducti@shanaegion

The research is based orca@nstructivistphilosophical assumption. Constructivism assumes
thatfireality can only be known by those who experience it persan@yuché & Schuink

2011:31). Reality is a social construction and what individual or groups give as mdaning

what they have experienced, will construct reality. The researcher is concerned about what

the noviceéexperiences are like and this thinking is shaped éyagsumptions which help to

capture such experiences. According to Donald, Lazamnd4 olwana (2006:84)itruth and

knowledge exist somewhere...it is not simply taken in [but]...actively and continuously
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constructed and r econyone cao therefote.not Siroply takedtatr st ar
face value, but need to understand it from the perspectives of those individuals weho ha

practically experienced it.

4.2 PERMISSION TO CONDUCT STUDY

In doing research, it is important to adhere to ethical ssBinuem the onset of conducting
research up to the publication of research res(@seswell 2013:57), aBeach stage in the
sequence of research raises ethical iss(@shen, Manion & Morrisor2011:76) In this

study, channels of obtaining permission gather data from individual participants and
schools were followed, early during the research. A letter requesting permission to conduct
research in selected schools was addressed to the Permanent Secretaiimsthe of
Education. The permanent setary gave consent and informed the regiatiedctor. The
regional director also gave the permission to the researcher with the directive not to disrupt
school activities while collecting data in schools. The two letters from the permanent
secretary andhe director were then hasttlivered to the respective school principals. The
school principals assisted in identifying novice teachers, especially those with teaching
experiences of five yeams less The researcher met the identified teachers to infbemof

the purpose of the study, the ethical issues, and reciprocity, i.e. benefits to individuals and
schools derived from participating in the study.

Ethical considerations areecessaryto involve participants in the study, to establish
relationshipsof trust and not to place them at risk. For these reasons, consent forms were
given to novice teachers to read and sign them, before data collectieal eanrticipants

were given a free choice to participate or not and this will likely yield bettécipation as

there was no element of coercion. Approval was also formally granted by the College of

Educationds Research Ethics Committee (see A

4.2.1 Population

The participants in this study were selected from a population of teacheédshana
educatiorregion. A population is a large group from which a small sample is selected, while
fia sample consists thesubset or individual(s) selected from a population for a st(@gy,

Mills & Airasian 2009:108. The researcher cannot investgan entire population, but need
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to select a sample. The initial sample selected for this study constituted of ten novice teachers
from three schools in the different circuits irOshanaregion The schools were chosen,
taking their locations into con®dation. Ten novices were selected on basis of certain
criteria The criteriaconsistedof: lessthan five years ofteachingexperience; teachinm

primary and junior secondary levelpublic schools as well as availability and willingness to
share richinformation. Even though ten novices were targeted, only eight novice teachers
participated in thisstudy One participant was not included due to unwillingness to
participate. The second one was not included in the final sample because she was not

availabe atthe time the focus group was conducted in her school.

The researcher regards the qualitative element of informationoas importantthan the
guantitative element, in choosing the size of the sanfiplee quality of work derives from

quality of dad and not from quantidy (Wellington 2000:88 The small number of
participants helps the researcher to understand the phenomenon under study in depth. Smaller
groups are also easier to recruit. The size of the samplkeirpresentstudy was also
determired by the nature of the research problem, and the availability of participants. Six
participants took part in two focus group sessions (eanhistingof three novices), while

two novices were interviewed individually.

The focus groups were chosen onidas the availability of novices in the two schools. The
researcher found it economically viable to use focus groups in solitblmore than three
novice teachers. Focus groups enable interaction within groups and therefor¢hdave
potentialto yield mllective views at the same time. When in groups, people tend to give more
information during a discussion than when interviewed individually and questions are
directly posedo them. The researcher will also be in a position to evaluate the views coming

from different groups of novice teachers than from one group only.

Two novices were interviewed individually as they did footn an ideal size for conducting

a focus group. Individual interviews are conversational by nature and allow participants to

disclose more of their experiences. Participants speak freely because they are not feeling
limited or threatened by factors like language, lack of knowledge or the mere presence of

their colleagues.
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Researchers mostly select sites on basis of their relevanice purpose of the study. In this

study, the researcher selected sites on the same basis, despite the fact that the researcher spent
most of her teaching career i©shanaregion Even though past experiences in the same
settings make it easy for the rasgher to gain the trust of participants and gatekeepers, and

to establish relations with them, relevance aighificanceof sites in terms of providing
appropriate data to the study was taken into consideration. The availability of novice teachers

in sekcted schools was regarded as the main factor for their selection. Novice teachers are
regarded as suitable for this research because they experienced some form of induction and
mentoring support, given at the times when they started teaching. Thisa$ theefeatures

of phenomenology where data is collected from individuals who have experienced the

phenomenon.

The three schools were selected on basis of the following criteria:

A proximity to the researcher, since the researcheerésident of theasne region

T

the number of sites is manageable in terms of time, distance and cost
A availability of more than one novice teacher who graduated recently, making the
sites relevant to the study

A location of schools in different circuits to aim forfdient insights and experiences

Table 2 Participating schools

Schools School A School B School C
Location Rural Rural Rural

Type of school State school State school State school
Enrolments 332 learners 356 learners 454|earners
Number of teachers with 12 19 17

5yrs ofexperience

Number of novice teachers| 4 2 4

Teacher /learner ratio 1:21 1: 17 1:19
Types of classrooms Permanent Permanent Permanent
Grades offered Grades §10 Grades 510 Grades 110
Teaching & administrative

facilities:

Staff room Yes Yes Yes
Offices Yes No No
Libraries Yes Yes Yes
Laboratories Yes Yes Yes
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Table 2indicate that both schools selected are state schools, located in rural areas, and mainly
depend on state funding. Additional income for these schools comes frenispia the form

of school development fund. In each school, the number of experienced teachers exceeds that
of novice (those who meet the criteria for this sjudyne number of experienced teachers is

an important tool for the researcher to determimepibssibility of support which novices are
capable of getting. The enrolments for the selected schools are 332 learners, (school A), 356
learners (school B) and 454 learners (school C) respectively. The tésaimer ratio is
between 1:17 in school B,19 in school C, and 1:21 in school A. The teadbarner ratio
confirms the low teachetearner ratio in rural schools @shanaregion It also gives an
indicationof the low teaching loads of teachers. Two of the selected schools (A, B) offer the
samephases (upper primary and junior secondary), while school C offers lower primary,
upper primary and junior secondary phases. All schools have permanent classrooms and each
individual class group is taught in a separate classroom. Other available fatilites
enhance teaching and learning in both schools include staff rooms, libraries and laboratories.
Both libraries and laboratories are however not adequately equipped. sSfaow C do not

have offices for all the teachers, and novices share thaatafis with experienced teachers.

The researcher regards such closeness as a bonus for novices in facilitating the interaction
between novices and experienced colleagues. Principals amgatle of department have

separate offices.

4.2.2 Sampling

Samping involves the selection of a small number of people from the entire population.
fiThere are two basic types of sampling, i.e. probability sampling, which allows for the
generalisation of results to the whole population , andprohability sampling while helys,

the researcher to discowshat occurs, theamplicationsof what occurs and the relationships
linking occurrences Honigmann (cited in Merriam 2001:6). The appropriate non
probability sampling method used in this study is purposive sampling.

Puposeful sampling was used to select novice teachers from three schOslsamaegion

Purposive samplingis theoretically grounded and demands critical thinking about the
parameter of the population being studiedence the choice of the sample is@amn this

basis (Silverman 2010:193The choice of the sample was done against the background that

i ndi vidual s0 s etex megrsi epnrcoevsi.d el Tdhiefofreerteincta | S
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choosing a sample that is meaningful theoretically; becalmgldis in certain characteristics
which help to develo an e x pMasan 4996:98;cibed in Silverman 2010:144
Novices from different settings might have experienced the phenomenon diffefémly.
researcher used the samplinghis study, sincéhe sample contains the characteristics which

serve the purpose of tkeudythosecharacteristics that the researcher is interested in.

Purposeful sampling enables the researcher to intentionally sample people that best inform
the researcher about thegmomenon in question (Creswell 2013:198e choice of schools

and participants was done purposefully to inform an understanding of the research problem.
The sampling was also done, taking into consideration the information rich participants,
homogeneityand the purpose of the study. Grouping novices togethestiilulateideas to

flow freely; more so if they are homog&ms and possessing the same experiences as this
makes them comfortable to air their opinions. The researcher selected the sampteibypli

their experiences. As Cohen, Manion and Morrison (2011:161) stated, the qualitative
approach does not have clear rules on the size of the sample, but selects the s#éneple on

basisofif i t ness for purposeo.

The sampling method is appropriate hexithe researcher seekut groups, settings and
individuals where the specific process bein
Lincoln 2000:370(cited in Strydom & Delport 2011:391 The researcher therefore had

access to a range of informatiérom the participants who are likely to keowledgeable on

the phenomenon and who possess characteristics that are of interest to the study and the

researcher.

Participants in this study were selected on basith@tet of criteria outlined below. Hac

participant must:

A Have graduated fiver lessyearsago

A Have started teaching in the particular public school for a year and less than five
years

A Be willing to participate in individual interviews or focus group interviews

A Have been exposed some form of support by the time he/she arrived in the school

as a new teacher
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A Have a rich understanding of whatbeing researchedce. possessinghe necessary
insight / experiences the researcher is looking for

A Be willing to share the informatio

4.2.3 Profiles of participants

The researcher wanted to gather additional information about the selected participants.
Although not of direct relevance to the study, the researcher deemed it necessary to keep the
sensitive information about the paffiants as confidential as possible. The participant
profiles will help in understanding the participants and their experiences better. As Dube
(2011:74) statedficontextual and biographical factors influence the professional learning of
novice®. Particimnts who gave their consent to take part in the study were given short
guestionnaires to fill in their details. No names appeared on the prompt cards. The researcher
compiled the profiles of all the participants in table fomasking their identities witketters

of the alphabet as indicated in tabkdow:

TABLE 3: Profiles of novice teachers whaok part in the study.

Novice Gender Age Academic& Years of Subjects No. of Number of
teacher Professional teaching taught learners class groupg
Qualifications experience taught at
present
A M 25 Gr 12&BETD 3 years SocialSt 66 2
English
B F 24 Gr 12&BETD 3 years Maths 108 3
C M 26 Gr 12&BETD 4 years Maths 121 4
Physicalsc.
D M 33 Gr 12&BETD 1 year Geography, 121 4
11month Hist.
E M 30 Gr 12&BETD 3years Life sc. 108 3
Physicalsc.
F M 30 Gr 12, BETD, 4 years Maths 106 3
ACE
X M 27 Grl2, BETD, 4 years Languages 256 7
B.Ed. (Hon)
Y F 25 B.A(Hon) 11 months | Languages 180 5
Key: BETD: Basic Education Teachers Diploma B.A (Hon): Bachelor of Arts Honours
ACE: Advanced Certificate in Education B.Ed. (Hon) Bachelor of Education Honours
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Ten novice teachers were selected from the three schools. This number includes all novice
teachers who were available in both euls, and who met the criteria i®ection 4.22

However, only eight of them were able to take part in the study. This affected the gender
composition as novices who withdrew their participation were both females. The researcher
assumes that gender might be f act or t hat affects novices

induction.

Seven patrticipants are qualified to te&@rades 30 10, and they were teaching subjectsri

their areas of specialisation. One participant did not go through teacher training but is a
degree holder in another area. The level of teacher training will impact on the need for and
the degree of support needed by noviddse subject areas that novices taught are in the
fields of language humanities andsciences only. Theommerce field of teidy was not
represented, even though the researchers envisaged having a representation of novices in all
subject areas, to have an overall view of the support offered in various subjects. The age
groups and years of teaching experiences of the partisipaatn the same range as they are
either in their migkwenties and early thirties. This is an indication of the age range of newly
gualified teachers in most schools. Despite their experiences, noidcest hae the same
workloads as the class grougpey teach vary from two to seven. The amount of workload,

the number of learners taught, coupled with the experience of teaching may have an influence

on the support needed by novices.

4.3 ETHICAL ISSUES AND MEASURES

fiEthics concern right and wrong, @ and bad and eesearcheneedto consider how the

purpose, content, methods of reporting and outcomes of the studgrms toethical

principles and practices(Cohen, Manion& Morrison 2013:7% In conducting research

which involves human subjectshatal issues need to be considerespecially duringhe

data collection phase. The participantsd ricg

be protected at all costs during this study. A discussion of ethical measures applied in this

study fdlows in the next section.
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4.3.1 Gaining entry to research sites

It is not ethically sound to conduct research in sites before acquiring permission to do so. The
researcher therefore seut to obtain permission from th&ermanentSecretary of the
Ministry of Education in NamibiaOshana regional education director, and the school
principals before entering the schools. Participantsfaiiisee a better chance of favourable
decisions when consent is obtained from the leader at the onset. A writtesatagplto
conduct research in selected schoolsOshanaregion was addressed to the Permanent
Secretary in the Ministry of Education prior to conducting the study. Hémenanent

Secretary in turn informed the director of the region about the application.

The regional director also gave permission to the researcher after being informed by the
Permanent Secretary. The researcher however also needed to get further permission from the
gatekeepers (principals), before entering research sites, to maintééwehef cooperation.

The school principals of selected schools were presented with letters from the permanent
secretary and the director, giving consent to the researcher to do research in selected schools
and to gain local permission to the sites aredghrticipantsiiGatekeepers will live with the

daily consequences of the research and its effects on particip@udben, Manion&

Morrison 2011:79 They have more to &8 than the researcher whatherefore obliged to

seek informed consent from theihis against this background that the researcher asked for

permission from the school administrators prior to data collection.

4.3.2 Informed consent

Diener and CranddlP78:57 as quoted by ohen,Manion and Morrisor{2011:78), define
informed consenasii t preceduren whichindividuals choose whether to participate in an
investigation after being informed about facts that are likely to influence their dedisions
Informed consent includes further discussions and explanations of the followings faso
detailedby Cohen, Manion and Morrison (2011:80):

Purpose, contexts procedures and reporting of research
Foreseeable risks and consequences and how they will be handled

Benefits participants might derive from the research

o o Do Do

Rightto voluntaryparticipation and withdrawal
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A Obligation to confidentiality and neulisclosure
A Opportunities for participants to ask questions about any aspect of research

A Signed contracts for participation

Informed consent form¢he basis of building relationghs. To build relationships of trust

with the participants, the researcher visited the research sites to meet the participants in
person before the interviews. Such meetings were aimed at personalising the invitations and
stressing the importance of th@articipation in the study. Even after gaining access to the
sites from the gatekeepetbe researcher deemed it necessary to continue negotiating further
access by developing trusting relationships with the novice teachers. Novices will be open
about the& experiences once such a relationship of trust is established. Meeting novices
beforehand will also create the opportunity for the researcher to answer any questions that

participants may ask.

The purpose of the study was disclosed orally and in writrtge participant, prior to tlre
signing the consent form orderto avoid participants feeling deceived. Participants were not
pressurisednto signing the consent formAll participants were then given a consent form,
which elaboraté on their volunary participation, anonymity and confidentiality of
information.AConsent encompasses more than signing adfasypeople need to understand
why they are expected to participate and on what basis they are participating (Newby
2010:357. The same letter infmed participants of their right to refuse and to withdraw at
any time. Silverman calt hi s Aprocess consent 6 which
participants than a once and for all informed consent (201D:F8&r discussions and

further explanationgarticipants voluntarily signed the consent forms.

4.3.3 Anonymity, confidentiality and protection from harm

To further assure the participants of their safety in taking part, the researchers kept all
identities and information provided by the papamts confidential throughout the study.
Confidentiality ensures that no harm is done to the participants as a result of taking part in the
study. For theeasonsabove, letters of the alphabet {&F, X and Y) were used to identify

the participants invekd in the study.
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The privacy of participants was safeguarded by keeping information confidential and their
identities anonymous. Confidentiality is not easy to maintain, especially in focussgroup
since not everyone might subscribe to that. The coeentfor participating in focus groups
included a nordisclosure agreement as a means to enforce confidentiality. The researcher

also sought permission from the participant to us@a tecorder during interviews.

4.3.4 Reliability, validity and trustwor thiness

fiReliability in research refers to the degree of consistendy wiitich instances assigned to

the same category by different observers on different occasions reveal similaroresults
(Silverman 2006: 46 To ensure the reliability of isfmation, he researcher usede same
questions for individual interviews and other questions for focus group sessions, although not
necessarily in the same sequence. Questions for both interviews were based on the research
guestions. It is important to collect ddtam the people who suit the purpose of the study

when aiming at reliability.

Validity is fithe degree to which qualitative data accurately gaugeat the researcher is
looking ford (Gay, Mills & Airasian 2009:376 The researcher in ensuring validiglected a
sample, consisting of novices who have been teaching for five yealssandther measures

of validity used were the collection of data from all the schools as planned, and not leaving
any out. This gives one a feeling that whatever informatsgathered will represent the
situation the researcher wants to examine. Triangulation reféiteegrocess of using more

than one tool to collect data, to get a complete picture of what is being studied and-to cross
check information (Gay, Mills & Airasian 2009:37) Silverman (2006) calls it the mapping

of one set of data upon another, where multiple methods are combined to produce a more
accurate representation. The researcher used triangulation, through corroborating evidence
from more than one sote, as a test for the validity of the results. The purpose was to
measure the trustworthiness of the data collected. Information provided during focus groups
was triangulated and validated with claims made during individual interviews. Triangulation
is a powerful way of fiproviding validity to findings in qualitative reseatctiCreswell
2013:25). Making use of triangulation will help the researcher to comperfsatéhe
weaknesses of one method with the strengths of another, contributing towards a better

understanding of the phenomenon
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4.4 DATA COLLECTION METHODS AND PROCEDURES

A data collecton method is used to collect data needed for the studymEtleods used in the
study arerelated to the research problem and reseaesign. Bothmethods used in
collecting data for this study are intrusive, i.e. the participants were aware that infarmatio
was collected from them. Thiprepared them emotionally for the process and made them

ready for the interviews.

The researddr concurs with Walford (20)Gha empirical evidencen a certain population
should formthe basis for any convincing theoretical argument. To arrive at convincing
arguments, focus group interviews and -tme@ne semsstructured interviews were used as

methods of collecting data that Wslerve as empirical evidence for this study.

4.4.1 Focus group interviews

A focus group interview is an interview with several participants, who talk about a topic
which is of relevance to the study at once (Heck 201): F¥fticipants are involved semt
structured informal andopen conversation where they talk, commeask and respond to

each other on a particular issue. The informal and unstructured nature of questions allows
participants to express their views which they might not do in caseliefdual interviews.

Focus groups yield collective views as the participants interact and new data emerges (Cohen,
Manion & Morrison 2011:43% The researcher chose the type of interview that gather

the most useful information regarding the phenoconeinder study.

In this study, the researcher conducted two sessions of focus group interviews. Each group
consisted othreenovice teachers, selected thre groundsof their experiencesf the topic

under study. The two sessions endbilee researcheto know that the outcomes of the
discussions are not unique to one group. When people are grouped together, this will help to
clarify issues that the researcher wants to raise. When individuals are grouped together, they
can contribute to a better understang of the research problem. Such group dynaserve

as ficatalyst for bringing large amounts of information to the dd@reeff: 2011:362 In

order not to be too directive, the researcher stood back at times, and kept the discussion as

open ended apossible, to allow positive interaction to emerge.
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It is easy for individuals to express themselves freely when surrounded by others whom they
perceive to be like themselves. For this reason, the researcher considered homogeneity in
selecting novice teaehns. People often feel empowered to reveal their feelings when they are

in a group as the interaction within the group will release more data. The benefit of focus
groups lies in the group dynamism of the participants. Mopen exchangeof information

occurs during focus groups (Creswell 2013: 159) and the méthmehs up opportunities to

gain collective perspectives speediiNewby 2010:286), thereby deepening understanding.
Focus groups are likely to yield the best information as participants atarsamd
cooperative with each other. The researcher posed the questions, and ensured that all the
participants have an opportunity to respond and to take part in the discussion. Despite the fact
that the ordeof questionswas not followed slavishly but determined by the participaigts
responses, the researcher ensured that all questions were covered during each interview. As
fia good interviewer issagood a listeneras a frequent speakeCreswell 2013: 166), the
researcher listened more during the wiws and did less talking. This gave the researcher a
chance to make observation notes. Towards the end of each interview, the researcher ensured
the participants of the confidentiality of the information they provided and thanked them for

their time.

Openended questions, aimed at providing as much information as possiéeprepared in
advance, tguide the researcher (Appendiy.rhe researcher took the additional role of a
facilitator during the group sessions. The focus group interview sessamis)asting for 40

50 minutes, took place at two different schools in the region. To ensure the comfort of
participants and the smooth capturing of data by the researcher, all focus group sessions took
place after school hours in isolated rooms, wheesriaptions are minimal. The layout of the

seats allowed participants and the researcher in focus group interviews to face each other,

thereby encouraging interaction.

Discussions were recorded (with permission from the participants) using a tradigipeal t
recorder, and thereafter transcribed word by word, after each group session. Since the
researcher acted as a moderator at the same time, field and observation notes were taken
immediately &er the conclusion of each session, to avoid loss of infoomatdbservation

notes are crucial in serving as a reminder to participatisverbal behaviours. They also
supplement the verbal responses since the researcher is taking néde ioktance
participant® body languageand facial gestures. Written fielshotes, transcripts and the
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researcherds memory form the basis for data

what has been said.

The focus group is regarded as an appropriate method for the purpose of this study. Besides
its economical aspgcit allows the researcher to have access to more perspectives in one
sitting, while producing large amounts of data within a short time. Participants got a chance
to raise issues that were not envisaged by the researcher, for further exploration.e¥his do
however not mean derailing from the initial focus of the study. Althaliggroup dynamism

typical of focus groupgimight suppress dissenting voice€ohen, Manion& Morrison

2011: 437), the patrticipants, in sharing their points of view, gave a cussendiversity of
experiences about the topic, thereby exposing the researcher to their world views about the
experiences of induction. Individuals who dominated the focus group sessions were closely

monitored.

4.2.2 Semistructured interviews

A semistructured interview is an interview where the researcher obtains information from
individual participants, using a set of gieterminedopee nded questi ons. Thi
choice of operended questions for individual interviews was influenced bye@dWanion

and Morrisoi® §2011: 416) list of advantagesusing such questionfor instance

Flexibility
Allowing probing, clearing up misunderstandings

Hel ping the researcher to test | imits of

o Do Do Do

Encouraging capperation helping to establish rapport, making assessments of
respondentsbeliefs

A Providing unanticipated answers

In this study, semistructured on®none interviews were held with two novice teachers,
different from those who took part in focus group s@ss The two novices were
interviewed individually since they could not form a reasonable size of a focus group. The
researcher also wanted to find out if insights from different settings will be unique or varied.
Each interview lasted for about 30 mirgit@efore starting with each individual interview,

the researcher clarified the purpose of the interviews and encouraged participants to talk
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freely, prior to the interviews. Participants were given thts ©f questions prior to the
interviews, for themd have a clue to what kinds of questions they are expected to answer. It
also put participants aase, knowing what to expedthe prepared set of poetermined
guestions, reflecting the research questions, sersednainterview guide (Appendix)D

Despte the fact that the questions were prepared in ady#meenterview schedule did not
dictate the sequence in which questions were asked. Further elaboration by means of probes
to get additional information, and responses from the participants diteetedder in which

guestions were posed.

Adopting a semstructured interview style encourages individual participants to speak about
their experiences. Individual interviews, on the other hand, are flexible and the researcher can
re-phrase the question® explore the points further. This method allowed the two
participants in the study to provide answers that are unique to their experiences. People tend
to reveal much abouthem selfif encountered on personal levels. For this reason, the
researcher dighot consider other methods of collecting data that do not involve individual
encounters. The flexible nature tfe semistructured interview enabled the researcher to
cover issues that were not thought about during the preparation of questions. Since sem
structured interviews are directed by the answers given, this helped to obtain information and
to open up explanations the researcher did not foresee during the time of preparing the
guestions. The researcher could also move away from the scriptedonsietsi ask

supplementary questions during the interviews.

Both individual interviews were tape recorded and transcribed word by word. Transcription is
the transformation of data into typed text. Transcription of data helped the researcher to be
engaged wih the data, making analysis and interpretation less difficult. Field notes as a
precautionary measure to have as much accurate information on what happened as possible
were taken immediately after each interview session. The aim is to help the research to
remember and explore the interview process, while the process is still fresh in the mind.
Using field notes and individual interviews are crucial in helping the researcher to
supplement data collected during focus groups. Data collected during focus gvets
triangulated with data from sesiructured, individual interviews to ensure reliability of data

collected.
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4.5 ANALYSIS OF DATA

Data analysis means fareate meaningdm raw data (Johnson & Christensen 2012:517

Before arriving at findinggind conclusions, one need to radense of the data collected.

The processes of data collection and analysis in qualitative research are integral to the
research process and take place concurrently. Johnson and Christensen call this cyclical
process of cblect i ng and concurrently anal)yByi ng da
analysing data immediately after collecting it will guide subsequent data collection and help

the researcher to gain a better understanding of the phenomenon, as new interpretations
emerge. A revision of data collection procedures and strategies is also possible as the
researcher can effect changes to the research design. Hatch (2002:179) asserts that early data
anal y s i ssthe iiesearahbritoeeprocess large amounts of data, is thay gives him
confidence that what i s reported represent
researcher will use the systematic approach to analysis as proposed by Huberman and Miles
1994 ¢ited in Creswell 2013:180 According to this approactthe researatr moves in

analytic circles starting with managing the data, reading and writing memos, describing and

classifying data into codes and themes, famally representing the data.

Data collected was transformed into typed text wanscripts(Appendices E and)FBefore
analysing data, the researcher read the transcribed data and field notes several times to get
immersed in the details. Newby (2010) cautioned researchers not to be so focused on research
issues such that they miss what the datelling them durig analysis. According to Check

and Schutt (2010: 301), data analysigian iterative and reflective proceésfRereading the

data will enable the researchers to become familiar with it and making sense of the
information contained irthe data. Reading will help the researcher to first divide data into
segments, which are smaller units. The segments will then be assigned codes in a form of
descriptive phrases. Codes are names give to themes that have been selected for their
significanceto the phenomenon under study. All codes will be put on a master list for the
researcher to eventually generate and identify important emerging themes and relationships.
The relationships will enable the researcher to make interpretations and to artinee at

findings to be presented in the final report.
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4.6 SUMMARY

This chapter discussed the research design followed in this study. It starts off with explaining
reasons for choosing the qualitative approach, the selection of the sample, and ethical
measures considered in the study. The type of data collection methods used and procedure
followed in collecting data using the variety of methods was also included in the discussion. |
have briefly referred to the process of analysing data. However, in xthemegpter, an in

depth discussion of data analysis will follomhereupon preliminary findings will emerge.
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CHAPTER 5
ANALYSIS OF DATA, DISCUSSION AND PRESENTATION OF FINDINGS

5.1 INTRODUCTION

This chapter presents research findings from dateeged from two novice teachers through
individual interviews and from six novice teachers by means of focus group interviews. The
study sought to find out the experiences novice teadma&vs on induction and support
received and how this has influencéxir careers as teachers. Sestnuctured interviews and

focus group interviews were conducted with two novice teachers and six novice teachers
respectively. Since the researcher could not include the whole population of novice teachers
in the region, a pposive sampling method was used to select a sample of ten novice
teachers. Novice teachers were selected on basis of the following criteria: a teaching
experience of less than five years; employed in a public school; availability and willingness

to take @urt in the study and to share experiences.

After obtaining permission from the education authorities, the researcher met the novice
teachers in person, to inform them about the intentions and the expectations. Novice teachers
were given consent forms tead and to sign as an indication of thgremento take part

in the study. Two novice teachers were not available for the interviews, and the researcher
collected data from eight novice teacherhe findings are hereby presented in descriptive

and narative form to showparticipant® experiencesFirstly, | discuss the datnalysis
processes and thereafter | discuss systematically the emerging themes-tasnasowhich

relate directly to the research questions.

5.2 DATA ANALYSIS

Data analysiss a process of making sense out of the data, for instance, searching for
meaning. This process involvéthe consolidation, reduction and interpretation of what was
said and seen, to make meaniigerriam 2001:178 The researcher therefore proaeshe

data, derivesmeaningfrom it, and communicagewhat hasbeen learned from the data to
others. In organising and interrogating data, the researcher will be ab#edopatterns,
identify themes, discover relationships, develop explanations and makerdatatom®
(Hatch 2002:148
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The researcher followed the following procedure in analysing data. Data collected through
semistructured interviews and focus group sessions were transcribed verbatim. Verbatim
transcriptions provide more details and recarfla’hat ha@ been said in an accurate manner.

The methods of Johnson and Christensen (2012) and Creswell (2007), which follow a
bottomup strategy, while moving in analytical circles, was used in analysing data. According

to this method, the researcher éolls the core elements of qualitative data analysis, for

instance
A Preparing and organising the data
A Reducing the data into segments and assigning names to each segment through the

process of coding

A Finding connections and relations between codes

A Combining codes into themes

A Writing statements about each theme and linking its meaning to literature for
corroboration

A Presenting the findings itmef or m of a di scussion, whil e

direct quotes.

Due to large amounts of datathe form of transcripts and typed field notes, the researcher
started off with organising the data. Organising data insllat®lling data and filing them

for easy access when it is needed. The researcher read-szatl rall the transcriptions
severatimes to get immersed in the data before breaking it into parts. This helps to bring
new insights. As the reading continues, the researcher wrote short memos, containing key

ideas that occur, in the margins of the transcripts and field notes.

Thereadig and writing of short memobs spiralled
units. Tescl990:116 as quoted by Hatch (2002:163) def
of text that is comprehensible by itself and contains one idea, episodeeaw of
informationo. The i1 dentified segments are c
category names and symbols. Since this study is based on an inductive approach, the
categories were generated directly from the data collected. Inductivearedessed on emic

terms i.e. terms as used by the participants themselves and incorporating their views

(Creswell 2007:7% The researcher did not use predetermined codes as they do not reflect the
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views of the participantswhile emergentcodes do. Emesmnt codes are also open to

additional views that come up as the analysis continues.

The researcher further continued to identify relationships or connections among the themes to
form patterns, using Spr adl gJolinson & hristenaeny o f

2012. Patterns serve as a framework for discussing, interpreting and reporting the findings.
The researcher identified twelve themes, each consisting othaubes. To make it easier
when making the discussion, interpretation and presenjatated themes were reduced

and condensed into seven themes whiehuged in writing the narrati&eeTable 4).

Table 4: Conversion of raw data into categories and themes.

Participants responses in interviews Categories Themes

Lack of information 1.Information 1Adequate and timely informatio

Gaps in information, no consultation provision

B. Isolation,overloading withdrawalttrition. 2.Problems of novicg 2.Challenges facing novice teachers
teachers

C. Support system, external support, sebjgpecific| 3.Support 3.Experience of support received

support, components of support novice teachers

D. Fending for oneself 5.Initiatives of novice| 4.Novice teachers initiatives towar
teachers their induction

Survival strategies, networking

E. Training of mentors, administrators and nov| 5.Training 5. Factors that affects success
teachers, timeframe of induction induction of novice teachers.

F. Attitudes of veteran teachers, perceptions
reception by veteran teachers, 6.Attitudes

G.. Mentors, mismatch with supporter, personality

mentors

7 Mentorsand supporters
H. Recogni tion of n ( 8.Contributions off 6.Contributions made by  novig
acknowledgements by veteran teachers, novice teachers teachers in schools

J. Nature of program, systematic, formalised al 9.Suggestions by novice 7.Suggestions to improve inductid
continuing induction and support programs
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All category names and their respective symbols were put on a master list. Codes on the
master list wereeapplied to newly identified segments as the reading of transcripts went on,

and new codes were added to the master list.

To identify prominent themes in the data, data were enumerated. Although enumeration
conveys a quantitative orientation, quantifyidgta helps the researcher to determine the
importance of ideas and words, thereby identifying prominent themes in the data. Prominence
of a theme is indicateiby a large frequency of its use by a number of participants, and not
by the number of times i$ used by one participantJohnsor& Christensen 2012: 528The

list of such prominent categories and themes is not meaningful and does not reveal any clear

findings about the data as such. Summary statements were therefore written for each theme.

A final report of this phenomenological study is a narrative, which is highly descriptive of the
participant s experiences of t divexzt quotesbyn 0o me n o r
participants, toelicit&@ i car i ous e x p ¢Johnsm& @GosEnsem2001:e388), e r s

an experience that withake thereaders feeds if they are going through the experiences of

novices themselves.

The following section discusses the broad categories or themes which emerged from the
responses given by the participamtghe interviews. The themésbe discussed to reveal the
preliminary findingsare adequate and timely provision of information to novice teachers,
challenges faced by novice teachers, the experiences of support received by novice teachers,
noviceteaches 6 i ni ti atives towards their inductio
of novices, contributions made by novices to schools and suggestions to improve induction

programmes.

5.3 ADEQUATE AND TIMELY PROVISION OF INFORMATION TO NOVICE
TEACHERS

Findings revealed that novice teachers in this study have different underssaofdiriat the
concepif induction entails. Some of theravealedheir understanding as a process whereby
they are supposed to get help from colleagues iim 8@hools, a is evident from their

responseskFor instancenovice teacher Baid nféenlightening those ne
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they are expevhtidde tINmvdcece NOeiac é et aefife lpaivrasd e €
teachers in the teachi nedbgrausefthe pessonasmeeat hey nee

However, other novice teachers like C and F understand it as mere introduction to staff
members, learners and being shown around the school. These novice teachers, whose
understanding of the concept is confined to beingthiced to school facilities, teachers,
parents and learners, may be at risk of not getting the needed assistance with regard to the
other aspects they need to know. To them, induction is a short process that can be carried out
within one day or a week, i.éentroduction to teachers, learners, and parents, being shown
around the school and given some materials. However, induction is fiteagttend the
professional preparation for teaching through supporting novice teachers during the
transitional period (Steyn 2004:8p This cannot be done within a short period since novices

need time to master the skills and to demonstrate the competences.

Novices lack relevant information at the time they start the first year of teaching. Findings
indicate that noviceeachers were sometimes not given any information when they came to
schools at all. One of the participants (Novice Y) received no help during her first week in
school as she remarked i | di dnot receive orientation; I

support from management 0

The findings also revealed that the information was not provided at the right time, as one
novice teacher stated il was i nt rtohdi uncgesdhoétgiov czane to discover f
that some things were supposed to be done rom tilmbsome instances, the information
provided to them was not enough to enable them to carry out their tasks as ex@atied.

statementsnade by novices attest to the inadequacy of information provided:

0O You are not given motl odi wdn tsha meg ®Noviaentdh eved
teacher Q.

fé I ntroduction to staff me mber s, Sevwre i nfo

they were not enough(NoviceteacherA).

It was evident from the findings that the provision of inadequatenr@bon to one novice
teacher washe result ofa leadership vacuum created by the absence of the principal in one
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of the schools. The principal s absence made
teachers in the school had no information @libe newcomer. The vacuum created a gap in
information not only to the novice teacher, but also to the old teachers. The novice teacher
became a victim of the communication problem existing in the school, affecting her

socialisation.

From novice teacheds r esponses, It was found that | ac
sharing exists within schools and between schools and regional offices. kmaabelC was

stunned to be asked by a veteran teacher:

0OYou came teach what? So there was a post he

A question like this indicates that teachers in schools are not updated about developments in
their schools, especially with regard to new pastd new teachers who are coming in to fill

those positions. The new teachers are also not given informationcaieaguesvith whom

they wil/l work. This can affect novice teac
from veeran teachers. Niebrand, Horn afdimes (1992 support this claim by suggesting

that schools provide time for staff to congregatd ancialise, in order to build trusting,

collegial relationships.

Induction is an important process that should be taken serioQ#tgerwise it hasthe
potential to demoralise the novice teacher. For example, in this study, the circuit inspector,
upon neeting the novice teacher for the first time askBdWh o ar eFeelingu ? O
demoralised, the novice teacher assumed that there was no bnogrammein place or

data base which showed who occupied what post. The question also leads one to speculate
whetherthere is any system in place, to show which teacher is appointed in which school at

circuit offices. Another novice teler stated how he felt afteuch a question:

fié  imakesme feel like | am not known at this school. | was only
introduced to theec her s, but mo st people they dor
boards were not therdghe inspector was not there. Those were the first
people to know me éSo people do not kno

where | am not welcomed yeet.
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Novicegfirst impression of such oception in schools doast match the expectations they

had of schools and staff members thal find there.

The lack of communication and dissemination of information may have a negative impact on

the establishment of working relationships betweenraetand novice teache®nly once
relationships are established, can novices know whom to approach in case they need to ask
for hel p. The qualities of relationships ar
Novice teacher Y, who experienced paelations felt discouraged when veteran teachers

did not have any clue whether there was supposed to be a new teacher and what the new
teacher was supposed to be doing in the scioobld reception from unfeeling emorkers

affecst he n o v i Kndidgs indecatea how the novice teacher became a victim of

circumstances prevailing in the school:

i éherewassoochpush and pul | hereé | did not f

The lack of consultation and inadequate dissemination of information happened evasin ca
where the information was crucial. Novices had no idea of administrative procedures that
they have to go through, like probation. Despite the factthiggirobation system is meant to

prepare novice teachers to practice their job, while evaluatimgpidessional skills at the

same time, novice teachers had no clue as to what the probation is all about, as one novice
teacher ) remarked filt was not even explained to us that you are on probgtionwh i | e
novice D i nmonegprobatiops sjauisdt: ai word hanging the
sign heredc The statement reveals the ambiguous
supposed to be communicated to the novice teachers so that they can keep track of their

professional development.

It has emerged from this study that crucial procedures and processes which novice teachers
have to go through were not clarified to them before they start teaching. Novice teachers need
to be made aware of the procesahsad of timéefore the content (Nash 2. Getting to

know what one should expect will reduce the fear and a feeling of being pressurised to

perform, making even more mistakes in the process.

Research has indicated that newly qualified teachers have not always received adequate
preparation dring the training (Dube008, FeimanNemser 2003 Ashby et al 2008).
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Inadequate training makes them anxious when they come to schools, as they are not clear
about what to daiPre employment teacher preparation is rarely sufficient to provide all the
skills and knowledge needed by novices for successful teazfimgersoll 2012:4Y. Despite

the provision inthe Namibian curriculum for teacher education which prescribed tvargy

weeks of practice teaching, during which preparation and experimentéatieaching and
learning is ceried out (Ministry of Basic Education, Sport & Culture 19€4s did not give

novice teachers mastery of the skills needed. One novice teacher acknowledges the

inadequacy of prservice in preparing them for teaching by sigti

A $¢metimes if you get thereé.you are ju

where to starté but yow need to know wha

Induction supporters should know that although qualified as teachers, novice teachers are
seldom clear of what to do in thigst years of teaching. This drains them emotionally and
physically, especially when support is less. The findings revealed that there is a need for help
and guidance from the supporters, to assist novices by giving them the needed information.
Osler (200%) stressed the complexity of teaching whitteeds some skills that are only

acquired on the jab Hence, schools need to see novice teachers as people who are in a
process of learning, and not as finished products. Novice teatdtars legitimate leaing

needs® which can only be grasped inside the context of teaching (FdWearser 2003:26

Novice teachers realised some shortcomings in their preparation, resultendaok of
competence. For example novice teacher (B) explainediTinat [teaching] pactice that we

have is not giving enough on things that ar
whatever we are goingtodo. One coul d specul ate that there
that are best learned on the job during the period of tratycrather than in teacher

preparation.

The findings further revealed that the information provided to novices was also found to be
lacking when principals introduced novices to staff members. Both veteran and novice
teachers had no idea if there wapragrammefor induction in place. Novice teacher C

remarked:

0OThere should be something in black and

with that information, just from the start. This is what is going to

91



happenéyou have to go t Wwhabyaughvetohi s pr oc e

doéo

One may conclude that the absence of an indugtiogrammaewhich is known to all creates

an illusion that thggrogrammeas insignificant to both teachers. Literatures support the idea of
a systematic and planned inductipnogramme It should not be offered haphazardly
(Nielsen, Barry & Addison 2007; Wilson 2004

This rotwithstanding, it should be indicated that the incidents of inadequate information
provision to novice teachemwere not experienced by #lle novice teachers. Nice teacher

X was assured of the availability of suppor
door policyHeasvehatadd fié meéif you need sor
my door is open for you at any time Novi c e t eaasdurance of sugpbrtu®hist h
assurance creates a positive feeling in them as they often feel isolated, with no one to talk to

and may not even have beenwelcomed. Assurancef support also paves the way for

enquiring about further assistance as novicehacfeel assured they wile helped. Other

novice teachers had no luck on their sides as the experienced teachers assumed that they

knew everything.

5.4 CHALLENGES FACING NOVICE TEACHERS

Challenges are inevitable especially when one is enteringdbkimg profession for the first

time as a novice teacher. Novice teachers experience a myriad of unigue and common
challenges as they are still inexperienced. The process of induciibolisgtico and is aimed

at solving novi ce t 808:t6h. ditesatdre ipdicatds IhavnecsmpléxHe y n s
and difficult it is to learn how to teach. Managing a classroom, choosing or creating eurricul
developing sound instructional strategies, accurately assessing student understanding, and
adjusting to student negdare complex tasks, and new teachers need time and support to
develop the necessary knowledge and skills(Johnsonz€Cdt Britton et al 2000:2.

5.4.1 The teaching process

Despite the fact that novice teachers went through phases of practicengeadhle

undergoing teacher training, findings revealed that experiences weaedawiateenough to
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survive therealteaching process. Although initially overjoyed by the prospect of having their
own classes, novice teachers soon redlisat some chatinges come with teaching. Novice
teachers from this study experienced challenges related to learner behaviour, planning,
managing time, finding appropriate teaching resources, and locating resources in the school.

It emerged from the findings that managia class was the biggest challenge. While in class,
novice teacher X could not manage | earners?o
disturbing the lessons. This kind of weaknesses is attributed to lack of sufficient support from
other colleagues. Hosver, such a case as the results showed, is easived by the

principal as a person with authority as one novice teacher explained. Thus, support received

from the principal is appreciated.

The novice teaché& experience on entering the profess®rsomewhat influenced by the

teacher training received. Novice teachers who enter the teaching profession without teacher
training seemed to experience more challengeshasvnin this example, novice teacher Y
explainedfil di dndt do ¢idgs oféessonplans, préparatiorhfies, #hese and
that | didnét know. |l use to do it wrongly,
the school did not support at all. Sotheythdduigh k new everything even i
do edua t i dhis.skiowed that lack of induction makemore difficult for novice teachers

that have not received any teacher training. Britton .g2800:3) accentuate the benefit of
induction, especially to those teachers who entered through alternaaiNfecgtions with no

pedagogical knowledge.

A finding indicates that novice teachers experienced challenges in planning their lesson and
finishing them within the given time. Novice teacher D expressed the fear of being unable to
plan lessons correctly gbat it can fit within the allocated time. Similarly, novice teacher F

who experiences the challenge with tistated:i Wh gau get in the class, you are going to

see 40 minutes is |l essé You | wsWhennmwacee wit
teachersexperience problems with planning lessons and managing their time, this affects not
only their confidence in delivering the lesson effectively, but also the learning outcomes of

such lessons.

Another challenge affecting teaching arose from the lack pfogpiateteaching resources
Novice teacher Astatedi| was only gi ven pouffthe tcortentsware f or mi
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not appropriate or useful to nmeWhen the resources provided are of no use to the novice
teacher, this will add to their frustratiohhose novice teachers who did not get assistance in
schools have to fend for themselves. This opposes the aim for which induction was meant.
One novice teacher expressed the disappointment when nobody provided guidance about

where to get basic things suas the chalks.

As indicated in the findings, the situation experienced by the novice teachers was not the
same for all novice teachers. Some of them expressed their contentment with the support
received; for example novice teacher X stafed: h e y e@ meowith atl the necessary and

needed materials, from the syllabi, guided me on how to do lesson plans although did it
already at the college... and they also briefed me on how to handle learners since this school
was problematic when ibmmesto thelea ner sét hey were mi sbehaving

Another finding is that not all novice teachers knew to what extent the support shiceild

place They accemdwhatever they got, assumg it to be the only support. As evidembin

novi ce teachieri |Bdbay tisd thedtsuppor was qeiittle. But at the time,

| always thought that is what | have to receivddvice teacher £ statement was based on

t he envi I wasithaking no, mafibe since it is a rural school, maybe this is how
things are beingdone and there is |ittleéto be used
information | hae. dhis implies that novice teachedls not always ha# a clue as to how

far the support should go. They take whatever support is provided, even if they are@dnvin

that it is not enough to satisfy their needs.

5.4.2 Administrative demands

Teachers are not only responsible for teaching, but they also carry out administrative tasks
related to their jobs. Novice teachers often have limited knowledge aboutegplici
documents, norms and traditions in the school and possess no skills on how to carry out some
of these administrative tasks. When in schools novice teachers are confronted with new
information, which results in reality shock for theiwhen these adminisative tasksare
addedto novice teachers on top of teaching loads, they experiencemiaion overload

(Steyn 2004
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Novice teachers in this study were also found to experience other problems relatetoto day

day administration, including lack of knowledge about which documents to use and how to

use them. For instance, novice teacher D std@tetl:h e ereesonve of the documents that |
couldnot fil/l myselféfor example the attend
| earner 6s t hawme st ovhreeceorydoumahr ks. There | cou
go to the averages and other thimg®ovice teacher Y expressed the challenge by saying:

it hese things of |l esson plans, preparation |

Novice teacher E gxessed shock upon receiving a probation form to sign, without prior
notification of the process. The reality shock is evident in the statement made by this novice

teacher:

ABut when | l ook at it it was not even
probation. So you only find yourself asked to complete the form. And

when you are completing that form, then you are asking youda#iat

are these formfor?6 By then you could not even ask the principal or the

HOD. You are just asking yourself. Then later leew somebody will come

and tell you that you are on probation. Or someone is asking you from

outsidedid you finish your probatior®So t hen you said. Ohé ma
papers that | just completasleremy pr obati on assessment. S
know that one. Anthter you receive the letter after you have just done

everything, unknowing what you are daing

Reality shock is a common problem experienced by novice teachers and may lead them to
think about leaving the profession. This is ascribethéanformationgap and assuming that
novice teachers know everything by the time they come to scHeeddity shockcan also

stem from lack of adequate preparation that will enable new teachers to meet the
administrative demands of the profession. Thisaisignificant opportunity for teacher
training institutions and schools to explain and clarify all documents envisaged for use to

trainees and novice teachers.
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5.4.3 Assessment of learners

Assessment is an integral part of teaching and learning, especially rimedeantred
education (LCE Despite its inclusion in teacher education curactihdings show that not
all novice teachers are clear about how and when to assess as well as the means of assessing

learners. Novice teacher C said:

0é ther e itene that Idhad dt the heginning. So was given
recording on this card, sometime you don
even know how to give a topic task, you
thing of project and all those kinds of things. You really gilei@nd you

have a problem with those things. o

While assessment for learning is a crucial step in the teaching process, it is a shocking
discovery when novice teachers find it hard to carry out assessment practices as stipulated in
the subject syllabus.hEse findings suggest that there is inadequate teacher preparation and

lack of proper induction of teachers upon entering the teaching profession.

5.4.4 Establishing relationships

The relationship between novice teachers and veteran teachers isiortliglundertaking.
Novice teachersod6 i nt er acespgemalyswithwoideér lonesexep er i e n
found to be minimal, as novices find it hard to approach them and to establish meaningful
interactions with them. If there is no interactionyice teacherémiss out on the experiences

thatexperienced colleagues can offer tlidldugwanga 2010:21

Literature shows that the quality of interaction between novice teachers and their experienced
colleagues and lack of support from school admiists impact on their decision to remain

in the profession or not (NCTAF 2002;1thgersoll 2012:49 The decision by novice
teachers to leave the profession is a common occurrence, making teaching a revolving door
occupation(CTAF 2002 Joiner & Edwards @08 Angell & Garfinkel 2003. This claim is

supported by novice teacher YOs remar k:
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AThe very first week | started coming to
no more coming back )t dfeetlikea Isamarc ho ol (é |
intruder, whoomuswhecemer él felt |ike | a
back to my profession. | was just thinking: let me quit teaching and go

focus on my profession that | have studi

On the other hand, other novice teachers were found to be anticipative and unfdésping
the lack of support as novice teacher C remarked:

AWell & not real l vy, but S 0 méd jusine s , but y
thinking inside the box. Sometimes you |j
That i s how things arnaquitlikesthabbecause|ISo who am

did not get that one? If other people are there | just have to struggle with

whatever | am getting, unt.il |l get a way

This showed that novice teachers have developed ways to survive in the absence of the
support from olleagues. However, the interactions between veteran and novice teachers are
crucial for the advancement of novice teacher in the profession. For example novice teacher
Y indicated a degree of opposition when trying to apply own skills during the teaemdg

learning process:

AThere are some people who are doing tha
some strategies, that | felt would be of advantage for the learners to
study easily, | was given A, B and C, colleagues to work with, to
implement thastrategy Theyi gnor ed. They gossipé aahé
she think she is? Does she think slane in to change the whole
school ?0
This kind of sentimennhot only hampes the relationship between novice teachers and old
staff membes but are also discouragnovice teabersfrom comng up with own initiatives
which can benefit the school and learners. Schools need to be communities of learning where
everybody contributes and benefits equally (Arends RigazieDiGilio 2000:3.
Consequently, novice teachers will not funatioptimally in their job if they cannot relate

positively to other teachers in schools.
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Establishing relationships are not only limited to teachers but also extend to relations between
novice teachers and parents. Novice teachers feel the need to timattacparents.
Interactions with parents empower novice teachers, especially with discipline and make their

work easier. As novice teacher A said:

AYou must Kmamwe mtugé &knylssingle mistake, Vyc
go. We can call him anytime, so thihere must be a connection between

the teacher and the parent. I f you didno

any power . 0

Getting to know the people one is working with is vital in giving novice teachers a good start
in the profession and schools. The ibaseeds of a novice teacher woduifirst include
security and affiliation, before any higher order needs could be rea¢hsder& Edwards

2008:36) Novice teacher Y suppedthis claim by assertm

"ébut I think there is tsdipforonsed t o have

teacher, to give them orientation, to s
cope, to help them, because they have experience of the environment,

they have experience of their own learners. If | am just new coming to the

school , I d type ®ft learken they havd) what type of staff

members they have. Having somebody there
you what to do, where to go when you need what. It was supposed to be a

helpful way. It was supposed to be a way forward. They show you and

youpst go the easiesteéewith the easier pat

Knowledge of individual staff membgrparents and learners will enhance novice teaghers
understanding of | earners and how to help t
an equally limited repertoire strategies to establish relationships with parents and learners.
Heyns (2000:162) confirms this by stating that to new teadfieis a long and difficult

process to be fully integrateth a family of stakeholders in a school and theretbeg need
assstance. Novices need help in how to deal with challepgetscularto learners they tea

(Stansbury & Zimmerman 20D0Trhey can only get this from teachers and parents.
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5.4.5 Work overload

There is much empirical evidence on the overloading of nesicwith too many
responsibilities (Dube 2008:10&empen 2010:39Tickle 2000:7. Besides their teaching
loads, novice teachers are frequently burdened with -extré&cular activities and other
responsibilities, irrespective of theadk ofexperience upn enering the teaching profession.
They often find teaching to be challenging and stressful (Boyd, Harris & Murray 2007:5
Joiner & Edwards 2008:3.70nce this happens, they are bound to fail to deliver as expected.
Novice teachers who are consciaigprobation feel pressurised to engage in those activities,

as novice teacher E stated:

nkRropl e j ust give you a | ot of wor keée |
probationéyou just have t ®enargydee pt even i

do that work, and you end upaking mistakes because of the féar

Research has indicated that overloading novice teachers with work is not only taxing on
them, but will result in ineffective work. Putting novice teachers under pressure is not a
solution but will create more problertisan anticipated. Heavy workloads put novice teachers

under stress, fear, anxiety and they may feel inadequate to do the job.

When assigning workloads to novice teachers, schools need to be careful about unrealistic
optimismin novice teachers, wheassigning more workloads. Such optimism mianslead

the supporters into believing that novice teachersehtre situation under control (Steyn

2004:89. Niebrand, Horn and Holmes (1992:89) warn that novice teachers are pressured to

take on whatever is askedtofh e m, for fear they wonét be per
teacher X displayed optimism about the workload, in spite the fact that the biographical
information indicated a heavy teaching load (see T8pl¢le statedfi | hel pedé s omi
them | helpedidr ect ly, some of them | take supervi si
Some of these challenges comé¢haform of new changes that are introduced and standards

to be reached. Novice teacher B stafédchallenges are daby-day experienc® an d
anotter said:ié As t h chamgy e ésisboh as there is something timegted tobe

discussed, support should be just be there everywliswmvice teacher L
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5.4.6 Isolation resulting in feelings of not being welcome

Teaching can be a lonely professi@specially for novice teachers. This happbacause
experienced teachers value their independence and privacy and pay little attention to novice
teachers in the school (Ashby et 2008:33. Novice teachers often experience emotional

and physical isolan in schools, especially if they have been offered a teaching post in a
place unfamiliar and far from their homes (Dube 2008:dhis claim supports novice
teacher Y in statg: ié | am not known he The,soldtiondetoesr ot f r
worse wha novice teacheégpresence is not recognised by experienced teachers who usually

form closeknit groups of friends (Steyn 2004)36

It was evident that isolation was a result of administrative arrangements in the school or the
poor relationships betweearovice teachers and experienced teachers. Most novice teachers
who participated in this study were found not to be assigned to mentors they could go to and
ask for help. Novice teacher Y attests to it di dndét have anyone to
h ar dwas not very welcomimy Even though novice teachers
the need for collaboration, empirical evidence supbe assigning of mentors to novices
teachers to be based time same subjects and grade levglBritton et al 20002; Nash

2010:40Q Stansbury &immerman 2000:14

However, findings showed this attribute was not entirely ignored, although the support given

was not sufficient. Novice teacher C, teaching in the junior secondary, presassigned a

teacher responsibfer the lower primary phase. The support given by the assigned supporter

was not helpful ass evident from the statemeritin my case, thereds €éno
assigned to me to help. After they introduced | didtrttee mathematics teacher which is

now like at the lower level and | am like fromid10, so the support that | can get from her is

very little and some thinggren ot evené having that iinformat
need to have.o

A situation like the one above might aggravate the tgolan which the novice teacher is not
accomplishing much. Schools and regional offices need to assign the right people who can
support novice teachers, even if such people are located in other stNmote teache®

interacton with experienced teach®e will strengthen their knowledge, identify their
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weaknesses and expand their teaching skill and reperuire so if they are teaching at the
same levels (Luft 2009:2356tansbury &immerman 2000:3Jugwanga 2010:49

5.5 THE EXPERIENCES OF SUPPORT RECEIVED BY NOVICE TEACHERS

The findings showed that the kind and amount of support received varies from one participant
to another and from one setting to another. It revealed that novice teachers were exposed to
different typesof support as given bgifferent induction supporters. The degree of support
was also not similar for participants who were in the same setting (kcRoolinstance,

novice teacher X was pleased with the way in which the various aspects were clearly

explained by stating:

i él was also given the components, the documents which need to be in

each file. And most of them, they were explained to me, like the dress

code, the guideé the guvetddowdhnthéd many of t
Nati onal Standards. o

However, the experience$ supportweredifferentto novice teacher Y who was in the same
school,but articulate enougto point out what type of support was needed until the school
responded. The following statement indisate o vi c e teacher qYlds as

complainedthee. | donét f eel comfortable. You guysé
never this one, thisée this and this and thi
talk toé to ask where | can find what...they

Being articulate andassertive is important especially when the information the novice
teachers need is not provided. Induction is about giving novice teachers information on what
they are expected to do, i ncluding |liberty t
savice approach sees novice teachers as catalysts of their own development. The approach
calls for a proactive stance from novice teachers in acquiring assistance. Although it is not
easy for all novice teachers to ask for help, it is important to assemettiat they areat

liberty to ask for help. Being proactive will help novice teachers to make their needs known

and to get timely assistance.
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Novice teachers acknowledged that suppadan influenceon their professional practices,

despite the fact #t it was not always adequate. Novice teacher B stéatetie a h t her e
difference towhoml was at the beginning and who | an
ot her <coll eagues in the cl| uNotice teackea/ dntiiehe s e

other fand, despite having made a remark about inadequate support, expressed the gratitude

of experiencing growth by sayinge | think v e gr own prof éhgesollonal |y
(2012:51) stressed that novice teachers who participated in some kind of indudbom@er

better at various aspects of teaching.

The first form of support experienced by moevices startswith their introduction to fellow

teachers in the schools, management, school board, learners and parents by school principals.
Novice teacher F stied: fiThe principal introduced me to the staff member, and then later on

to the learners, and then from there, we were introduced to the parents and the school board
members through pareritsneeting. dhe introduction of novice teachers is an important

agect of support since it made them feel welcomed. Besides helping in their familiarisation

to the new environment and all staff members, it also reduces fefingolation. This is
evident from novi cfel ft emedrire Xafeel kg asstraegeg it e t

to a place and it will take you time to be f

Apart from the introductions, some novice teachers received specific support in areas such as
lesson planning, learner discipline, teaching, files, dress code and other relatededts

like the National Professional Standards for Teachers (NPST

Other support came in the form of supplying teaching materials (Ntaacdery), using the
facilities in the school and timetabling (NoviteacherB). Giving such information may
seem trivial to experienced teachers, but not to novice teachers. It is the best way of

facilitating their familiarity with the working environment.

Researchidentified workshops as an important aspect of support structure in tsabher
professional develapent especially for novice teachdishby et al 2008:64 Arends &
RigazioDiGilio 2000:6 Nash 2010:92 Novice teachers, who attended workshops
especially during their first year of teaching, expressed their appreciation in this regard. This

is suppored by novice teacher E who stated:
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fésome of this support came from outside
attended these workshopdtoask@toive | earned

questions at the workshaps

Although contents covered during workshops are t al ways relevant t o
needs, they offered them chances to interact with other colleagues and learn from them.

When among thepeers, novicéeachers are free to actively participate.

The extent to which novice teachers emphasised tmefibe derived from attending

wor kshop, can be understood in the Thell owir
wor kshops did a | otéwe sgwe Itéeamendd & al &t .t oT
people who are in the soalhiesudpodehe danathatdaddlte ar n
learning is autonomous and sdlfected (Kempen 2010:91The workshops have provided

much relief especially for the novice teachers who had no formal teacher training as one of

t hem sSodhese things bf lessoraps.... | use to do it wrongly, until I went for the
workshop to get the trainingd  flgbre below indicates different sourced support to

novice teachers.

. . . -1 1

Principal HOD teachers parents Regional officers

Figure 5.1 Sources of support provided to novice teachers
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The above figure indicates thatwice teachers receive varied support from the stakeholders.

All the participants were supported by their pe@ther teachers Despite the fact that

principals and HOD are supposed to spearhead the induction and support of novices, only
fourandtwonei ces recei ved s upp o rréspettivetyBeinghelped ci pal
to settle by the principal provides one with opportunities to learn more about the context,
climate, characteristics and culture of the school (Dube 2008:Ei2n though all the
stakeholdersire expected to offer suppootly two of the participants received support from

regional education officers and parents

Many of the participants regarded and expected the principal to be the main source of
support. Althoughprincipals areinstrumental in spearheading the induction of novice
teachers, findings revealed that the professional roles have been passed onto teachers. For
novice teacher B, a colleague helped her in checking the standard of the tests, while novice
teacher A was dited to a science teacher by the H®@m whom support was sought
whenever assistance was needed. A similar sentiment was further expressed by novice
t eacher X Thesxpériencdd teackers hdlped me a lot when it comes to teaching,
by sharing som of the various teaching approaches, and at classroom management. | was

poor on this one as a new teacher. o

One may conclude that contact with other colleagues and getting to know how they are doing
gives novice teachers the courage to evaluate theiroinsamstances and to move on. As

novice teacherR) statedfA t | east I am b eThis & an indicatian thgts ar e
novicesfeel encouragedvhen they come to know that others share the same experiences.
They realise that their difficulties areotnnecessarily an indictment of their abilities or

preparation (Britton, Raizen, Paine & Huntley 2000:7

Support from outside the school was valued by those novice teachers. For example novice
teacher Y values the support from the inspector who carseetthe teaching progress made

as well as | earnerdés progress. OQutside expe
whenever help was needed. The results showed that novice sfattharoad is lifted from

their shouldes when they get supportnd receive encouragement. NovitEacherY, in
supporting the claim, statedil| t hi nk what they need more is
teachersarec omf or t abl e. The very first day, t he f
first welcoming yougi ve to t hat novice teacher wi | | I
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somet hing whenever we have support. Th@i t hout
sentiment implies that novice teachers yearn for support and are committed to do their best

and to delivewhenever they are supported.

The findings also pointed out that novice teachers were, however, not in favour of receiving
support fromjust one supporter. They propose a whole appraacupport to come from all
stakeholderswhether fromofficers fromt he mi ni str vy, principals,
teachersor parents. Novice teachers feel that since there are too many new things to know,
these cannot be done by one supporter only. A novice teacher may feel that one mentor
cannot fully meet all theineeds (Stansbur& Zimmerman 2000:Y. Having more than one
supporter will ensure that novice teachers have ready access to support, especially if a mentor
has other responsibilities. The findings showed that most novice teachers were not happy
about the dgree of support receivedspecially in subjects they teach. Novice teachers felt
they did not get the support because of the nature of the subjects and sometimes they had no

clueregardinghow to get to the right person, as novice teacher B remarked:

€ In my case, | have to say that the support wasdjttie. When time

went on, I realised that no, no no, I ne
then how to go about, you knowé to inqui
was not aware of the channel from the shand sometimes | needed

from the regional advisory services. | think | did not get the support,

maybe because of my subject area.

Subject specific support was also found to be lacking because there was no obvious suitable
supporter to guide. For exangphovice teacher A could not get support in his subject as the
former teacher hhleft the school, while novice teache@Gupporter was teaching at a lower
phase than the one he was teaching. When there is a match between the pair by grade level or
content area, it increases regular interaction and the effectiveness of the support (St&nsbury
Zimmerman 2000)/ For instance novice teacher C affirmed the importance of mentor

matching:

Alf you just gettot he s chool and there is no one
assigned to someone, sometimes you need help in a specific subject and

then someone whom you ask 1is not someot
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specific subject it will be hard for you to ask something from someone

whodesn 6t deal wioth those things.
Ingersoll( 2012: 50) stressed the i mportance of ha\
having a coll aborative time with them as a s

Even though novice teacherso6 expect dthe ons o
support given was not adequate. NovieacherB remarked that not all the things were
introduced toMehicmnimyt s & yiyNogce tednhersF wasthot Yveo

some of the documents, while novice teacher Y expected the full supgtocotiid help her

to do things better andoreeasly.

5.5.1 Support driven by demand from the system

Another important finding showed that schodid not envisag the support to be given to
novice teachers. They acted upon the demands that aregtaténby the system. One school
responded to the need of a novice teacher through an official document, and not because the
need wasecognised NoviceteachelB, a science teacher, raised the need after realising that
the National Standards and Performarindicators for Schools (NSPI) documents put up
requirements for the availability of laboratory resources in the school. Only then was the
support given by the school. This reactive stance by schools may put novice teachers off, as it

delays the provisio of a timely and continuing support.

For induction and support to be effective, it needs to be a continuing process. Britton et al
(2000:3) supports this by stating thiat t should be part of 04 cont
from preservice through atinuous iRservice training. Incorporating continuing
professional development for teachers is a means to reach this. The findings indicated that it
was uncommon for support to go on for longer peyenatd for most novices, the support was
delayed or witdrawn prematurely. Novice teach@experiences were that the support was

given over a short period of time. Novice teacher X stated that this is done after a short time,
because everybody feels that novice teachers are famltar and know everything.
However the novice teachers felt the need dorgoing and continous support. The
sentimenexpressed by the novice teacher E attests to that:

ARéChall engg#dapprex pgaryi ences. 0
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To assume that inexperienced teachers are able to learn the ofilthee school within a

short time is a shortcoming from the side of the supporters. Novice teacher C expressed this
bysayingi |l nducti on should not be given two weeKk:
can do that. I ma y The segubs intivate that eoatinusty obimduction r e e 0 .
and support is needed by novice teachers because it will help them to further develop and
refine their skills. Hence, as this study showed, a lot of information and support is needed to

be given to them on @ntinuous basis. The continuity of induction and support is a loud cry

for help from novice teachers as learning is continuous and mastery cannot be expected
overnight (Niebrand, Horn & Holmes 1992)88 helps them to further develop and to refine

their skills. A lot of information and support neetb be given to them and threquire

continuing support.

The need for continuity is also necessitated by the expansion of information. Information
changes as time goes by, thus the schools must considphérnemenon when supporting

novice teachers. Novice teachers C and Y expressed this by stating that there is a need for
continuity of induction. Hencge schools as communities of learning cannot ignore the
expansion of information anithis needto be sharedmong new and experienced teachers.
Novice teacher Y statedi A s ki | | t hat i's being wused for
Therefore it isnecessaryo understand that knowledge is not static. There is a need to create
new expectations for teachers whausll be prepared to help learners meet the challenges of

the future.

The timing of induction was also found to be a matter of concern to participants. The support
given to novice teachers is sometimes delayed or completely unavailable, leaving novice
teaders to struggle on their own. Novice teacher X was left on her own, as a result of a
leadership vacuum created by the absence of the principal. The vacuum created a professional
and social isolation for her, as no one in the school was prepared to gite figl support.

She lamented her experience as follows:

AWhen | came back, I di dnoté fmeed t heét he
no longer here. So | have to start over explaining, explaining, how it

went, whyl am here,and whatqualification do I la v e € | came to scho
from eight o6clock until It i's out , for
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di dndét havlass)la diedgn &6tt eMfave any | earner t a
was supposed to teacAl ot of the staff didndét appre
di dinéddei ve any orientation. This 1is the
get anything. | actoually found my own wa

This description of the novice teacher experience indicates that staff induction is either still a
distant concept in some schgobr itis not well taken. There sesrno be a lack of focus on
how to implement it. When novice teachers fail to receive proper supipbegcomes very

difficult for them to advance in their professiocakeers

The findings also showed that there was no ifipeime and plan when to start with the
induction process. Early identification of challenges faced by novice teachers wifi aid
planningfor specific support activities. Timely support will help novice teachers to know
what they are expected to doriadhe start. Giving support later affects not only the novice
teacher, but the learners as well. The quality of induction ing¢eaeher effectiveness and
therefore the quality of instruction that learners are receiving (J&redwards 2008:40
Sincethe support was not given at the beginning, novice teacher B struggled for a time and

this affected learners @&sevident from the statement:

fiSo you have to struggle on your own for a certain period of time, and
during that period of time, learners astruggling. So it was necessary if
this support is given right from the beginning. And if the teacher is helped,

then of course | earners are also directl

Novice teacher C suggested that some of the information be given while novice teachers are
students at training institutions and to be continued in schools upon entering the teaching

profession.

Research abounds withports orthe positive effect induction has on novice teachers (Weiss

& Weiss 1999 Ingersoll 2012:51 FeimanNemser 2003:23 The participants in this study
showed their appreciation of the support received duhiegnduction process despite the

fact that it was inadequate. Novice teachers indicated improvements on personal, pedagogical
and instructional related aspects at tinge of the interviews, compared to times when they

first entered the schools.
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Participants in individual and focus group interviews remarked how they picked up
experiences and skills in various areas like teaching (Novice teachand [E), on how to

improvise and to design learning experiences that suited their learners (h=acbersE

andC), how to manage time and learners (Novice teachers F, BnH)in assessing learners

and performing administrativduties (Novice teachers Band A). Ingersol 6 s (201 2) st
manifests these impacts through reviews of novices who participated in induction activities.
They demonstrated improvements in planning, assessment, adjusting teaching to suit learners
and in managing their learners successfully. Othematgpnoted in the social sphere were

that novices came to know other colleagwesl how to cope with the environmeittetter

Interacting and learning from peers was found to have more impact on novice teachers.

The findings indicate evidence of dispersafrthe uncertainties and fears that often linger in

novices by the time they enter schools, as novice teacher B in the focus group stated:

itThere is a | ot of i mprovement ébefore |
wondering, am | going to make it in the field?did not have that
cour age, I was just having a fearéhow a

received help here and there and from there | know that | have gro@n up.

This indicats that the presence of a mentor elimisatee fears often experienced by o/
teachers. When assigned to a supporter, novice teaébars and uncertainties are reduced

as there is always someone to ask when in need of help. The fear in novice teachers resulted
from a lack of practical knowledge, which emanated from the tifneeacher training. For
example, novice teacher E was wondering if he was ever going to make it in the field, as he
had no courage. Another novice teacher D doubted hisrskilanning a lesson while still at

the college by stating:

fiWwhen | was at thedllege, | was like asking myself, am | going to know
how to do lesson plans? That was my problem. And then when | set up a
lesson plan, my lecturer has to send me bélkis was not done properly
ofrhere | was trying. ..o

One may askhe questionregardingthe extent to whicleacher training institutions prepare

studens for life outside their training.
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The lack of knowledge about procedures in schools was evident. Novice teacher F was scared
when completing the probation form since he was not sure tivaaiutcomes would be like.

The fear is evidenced by the narration:

Al remember the very first day when | he
want to tuck i né @uywurshityjustbangingta sk ed me

I jJjust passed by, andthed ondteachetheagdvaedn answer

s a i @ub he was telling you, just do it because you are on probation.

Then | said: What is probation? Then he said no, it is a form designed in

such a way that if you did not behave well, then you are not going to be

recomnended as a permanent teacher. You are likely to be expelled

before they sign it permanediSo then from there, | then understand so

only after a few months, then | was then called to go and complete that

form. At that time | was scared when | was compiethat form that is it

real ly wr i Becamge thevee wasétRat time when | was

reprimanded. And th@erson,who told me to tuck in, is the same person

who is giving me the form. So we had t ha

well explained

Keepingnovices informed is crucial for reducing the fears and uncertainties, which often
goes along with being uninformed. Administrative procedures need to be clarified to novices
before they start teaching. This not only reduces fears, it also helps themwowkrad

schools expect from them.

This, notwithstanding, novice teachers devise mechanisms if thadad& of information, in

order not to make mistakes. Novice teacher F feared making a mistake which he thought
might cost him his teaching job. When adkf things were going well, he always replied in

the affirmative, fearing to expose his incompetence. He stiaé¢d Yoid are afraid to be sent

back, and you are scared él am going bo be r
The induction pocess will better serve its purpose if novices are informed and assured of the
assistance and support they can receaiom fthe assigned mentor. It will then eliminate the

fears and uncertainties that often scare the novice teachers.
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5.6 NOVI CE TE A CHEAHISES TOWARDS THEIR INDUCTION

There is a strong desire to performrawices starttheir teaching career. The drive to excel
forces them to take initiatives, especially when the support is not enough. Taking initiatives
by novice teachers was cadl information that emerged from the study. Novice teachers
indicated their resiliercand persistence, the aspects that helped them to succeed. When
novices showed their ability to seek out solutions to their problems, for instance, their
resourcefulnes@Gehrke & McCoy 2007:495), it not only facilitates quick adjustment to the

environment, but it is also a manifestation of the need to display their capabilities.

The majority of the participants in individual and focus group interviews gave evidence of

their firm convictions that asking for assistance is the best way of getting help: Novice
teacher B statedilf | need some materials, | will ask advice from the specific colledgue.

the early days if | am setting a test or exam, | always ask my coll¢agheck the standard

of my test or examéif you have courage enou

you are fine there

Novice teacher D al so st Leetsdsse ds ahyi sy ocuo nmdtct a
your class, so you have to gotte old teacheé So, | found this happening in my class,
what should I do? So you have to ask for tha

Asking for help was however not always seen as a viable option, out of fear and reluctance to
expose their inadequacies. As novieache E f u r t h éAheresthingst wereé not fine,

we have to ask, though the freedom is not that high. Becauseasktmo much, theyy o u 6 r e
scaredof somet hingéthinking that I am going to

then | will be expell@ . 0

This finding indicates that the novice teachers are not always at liberty to ask for help as they
are afraid ofexposing their own weaknessésovice teachers think that asking too many
guestions might be an indication of their incompetence and rsalt ne blame for failing the

learners.

The findings also revealed that it requires a brave and bold person to ask for assistance in an

unfamiliar environment. As it is shown in this study, some novice teachers braced themselves
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and asked for help fromiénds, colleagues and other teachers in neighbouring schools.
Asking for help is a quick way to get the supp@éw noviceteachelC saidfif you are quiet,
people will not know what your needs @&elrhose who were brave enough requested
assistance whenevthey deemed it necessary.

It is evident that individuals will seek ways to overcome problems they encounter in life.
Novice teachers in this study employed various strategies to cope with problems they
experience, including developing coping mechanis@sping mechanisms are means
designed by novice teachers to alleviate problenmderto achieve their goals (Uugwanga
2010: 38.

Coping mechanisswere found to help novice teachers to survive but do not serve the needs
of learners. One participant an individual interview developed a mechanisndisplaying
differentconduct when learners were causing disturbances during the lessons. Novice teacher
X stated:

ASome | earnersé some of them they did not tal
during the lesson and those jokes, in many times they disturbed my lessons. So | have to
conduct myself in another way, which was so difficulttome One str ategy that
novice teacher used is being soft to the learners, although theranger @f learners taking

advantage athe situation by misbehaving.

While another participanin a focus group(novice teacher C) resorted to accessing the
internet for instructional materials, by using search engines like Google, to find information.

Other initiatives taken by novices were finding their own ways, calling a supervisor at the
Ministry of Education head office and by making friends with colleagues inside and outside

the school rfoviceteaches C, Y). Novice teacher E however, pretendedfasdliwas fine by
sayinggiwhen you meet iin the corridors, thhey hav
So, then obviously you have to say it is fine, because it can be that if you said you are not fine
you are scar edSuthopretergiosnese or¢atesbaantskonaeption of the real

problem novice teachers are facing and limits timely provision of support.

Findings further revealed that in caseseve veteran teachers were accommodative towards
novices; novices were free to ask for assistamnge (2008: 102) contends that novice
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teachersé frame of mind is influenced by th
the findings that some veteran teachers were reported to be friendly and would chot sen

novices back when they needed help As novi ce tTéaatiuderfromithesit at e d
was very positive and t hey @[nogiced];iwhile mddey and

teacher X was assured of the principal ds ope

| should point out that oneovice teacher who participated in an individual interview did not
experience the same accommodative attitude from veteran teachers. The climate in the school
aroused fear, mistrust and uncertainty in the novice teacher, making it difficult to approach

other teachers for assistancewasevident in the remark:

iThey should provide an open door meetin
come and speak out. When you are new at
freedom of going where and where, talking to whom, becausd youn 6 t

know whether that person is for or against §oi

Another initiative taken by novice teachers is the establishment of relationships with other
peopl e. Novi ce t e a cshhe initiatk/é takensandahbveitmasof benefit:d i ¢ a t
Al e v esomarrgedds. Some of my colleagues they came a bit closer and then | received
some support I have t ob&e justanade. They helped afbit,i e n d .

afterwards. o

Novice teacherA made it explicit clear how such relationships benefit noweeehers and
learners by saying:

il also want to have that broad relationship with all our supporters,
because | want to have a supporté the s
subjectwi se, al so the oneéfor example | et me
about the larners, about their background, | must also know who to go to.
So, I must have that friendly and open relationship with whoever is willing

to support me as a teacher.

Relationships with others help novice teachers to access the help needed. As rokesailt,
teachers regard relationshifhat are broad, trustingpen and friendly with all those people
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involved in education as important to them. Relationships offer opportunities for substantive
talks about teaching and learning, and novices will fe@psted within professional
communities (FeimaiNemser 2003:25 Broad relationships ensure that novices conte in
contact with different people whenever they need help in various aspects.

This perseverance and eagerness to establish relations enaltedteashers to take control

of their professional development. They put themselves at the centre thereof and determine its
course(Cherubini 200Y. The perseverance of novices made them not to lose hope, amidst
inadequate support, to find ways on theimpwas novicgeachelC statedfiYou have to make

your way, even if the support waskingg | just have to struggle with whatever | am getting

until 1 get a way througlo

5.7 FACTORS AFFECTING THE SUCCESSFUL INDUCTION OF NOVICE
TEACHERS

Noviceteache® i ni ti atives are an attempt to make
Such initiatives resulted from the factors that negatively affect the induction of novice
teachers. Findings in this study revealed, as pointed out by the participants, featiorsas

having an impactmtheir induction.

5.7.1 The presence of a mentor

The presence of a supporter is of outmost importance to novice teachers. Participants in focus
groups and in individual interviews expressed the need to have a mentore kadgber Y
stated that it is necessary to have somebody assigned to whoever comes to the school, to

show theway and to help them in coping with the new environment by stating:

Al think t hebesomebsdy ® atang io rendw tead)d¢o
gve them orientation, to support them we

them, because they have experience of the environndent

Findings indicated, however, that novice teachers are not much clear about what the process
of inductionentailsapart from meréntroduction and orientation to the new environments as

induction. Most of them were introduced to the new environments by the school principals
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upon arrival in schools. They further stated that there were no specific individuals assigned to
them as mentsr Novice teacher Ssaid The same thing happened t

assigned to anyone as far as assistance is ¢

Taking into consideration the workload that principals have, one can envisage a degree of
inadequacy in the suppgstovided. It is a known fact that principals are key to the induction

of novice teachers. The shortcoming here is evident from the fact that the involvement of
principals wadimited only to introducing novice teachers to the schools. Nothing was done

abaut the professional aspect of the induction to help novice teachers settle with ease.

Although it is common practice to have one supporter, participants indicated the need for
more than one supporter because the process of induction is demanding wpptréess.

Novice teacher D expressed the same view:

iwhen | l ook at it it wonodot be possible,
that teachers need to be introduced to. Perhaps it can be possible when

you need assistance in terms of subject matter in field. There you

will have someone in your area of specialization, but when it sdone

things like introducing you to the computer, this is the library,

di sciplinary action, so you need differe

Assigning one specific pgon to do the induction may not be sucfidsas the person might
not be experienced in everything that a novice teacher sneggecially when it come®

specific subject needs. Novice teacher F, in supporting multiple suppantgrgained

i1 f arevte make induction successful, then we must not assign one
person, or else, that one person will end up knowinggd#tycentof what
need to be introduced and we end up not knowing fitty centof what

needt o be introduced. 0

Using multiple suppdersmakesmentoring practicemoreeffective as coordinated induction
activities of multiplep r o v itakes placé (Britton et .a2000:6 Hellstenet al.2009:717.
The needfor more than one supporter is important, especially in offering sufpecfic

support. Novice teacher C sharesstentiment byclaiming Alf you just get atthe
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schook someti mes you need help in a specific su
someone whoodés dealing wi thard forlyatto &a& gomeathing i ¢ s u
é butif therewer e someone & abe commfer@mldetandgtavhateeean  a bl e
think your work will then be easy.

Even though subjedpecific support may prolong the induction period, researditates

that it ensure a deepewunderstanding of the subject and developovi ces 6 furt her
delivering the subject matter(Nielsen, Ba&yAddison 2007:17 Hellsten et al2009:720

Wong, Britton& Ganser 2005)7

5.7.2 Personalities of supporters and novice teachers

The persnality of a supporter influences the quality of support given and how induction
progresses. The appropriate temperamensmegntors to downshift their expectations when
working with novices, who may not follow the guidance they offer, with less frizsisat
(Stansbury & Zimmerman 200Q:8The personality of an assigned mentor means more as
novice teachers need a supportive and empathetic attitude. Novice teacher D stated that
having more than one supporter is beneficial to novice teachers in caseondanentor is

not peopleoriented.

The personalities of novice teachers wese dund to have an impact treir ability to seek
help fom colleagues. Novice teach@characters alshavean influence on how they settle
in the profession When novice tachers findt difficult to ask for help, it mayeave them
with issues not clarified. Novice teacher D stated:

iSometi mes it was difficult for some of wu
know which documents you neama@elwho So t hen t
knows that this teacher needs this documEmen later when | receive the

document | realise that | was supposed to ask how to go about this

document

The findings showed thatther novicesvere articulate enough in what they wanted and this
made schools practive in their approach to novice teacldemgeds.Novice teacher Y

claimedn | compl ained that I donodot feel comf ort s
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doneé they acbuBboViyceet@aaodglaewe Ba shaii giilitliso €t h a't
need vass a t i sWhileet ¢ naressary that novice teachers speak out; schools should not

always expect this to happen since not all novice teachers have the courage to speak out.

5.7.3 School culture

The school culture is the way in whitdachers and other staff members in the school work
together. The culture prevailing in schools was also found to have an effect on the availability
of supporters, determining the success of the induction prdgelssol éimate refers to the

morale or ditude of the organisation (Joiner & Edwards 2008:47

It draws on the resources of the principal, the learners, and the entire staff of the school as
having responsibility for welcoming and supporting new teachers and making their entry into
teaching assmooth as possible (Kemp&®10:52. If the culture of the school does not
support the induction activities, then novice teachers will not be successfully socialized into
the school organisation (Joiner & Edwards 2008:#Tis is evident from one novideacher

who encountered negativity from veteran teachers after comitigg school to teach a third
language. In one incident as revealed by the findings, the teacher induction was worsened by
the introduction of an unfamiliar language (Portuguese), wiiak received with mixed
feelings by some of the teachers in the school and the parent community. It resulted in a
cultural shock, expressed towards the novice teacher, even though it could have been
avoided, provided there was full support in place. Téssilted in the community blaming the

novice teacher instead of the authority that appointed the teacher.

These kinds of negative attitudéisplayedtowards novice teachers may cause some of them

to consider leaving the profession. These negative exjpesecan be an alienating passage
which can dampen novice teachersd enthusi asn
It is obvious that a person who is not welcomed and supported feels like a stranger in a place

and may want to leave.

In some intances, schoslwere found to have wrong convictions based on the assumptions

that novice teachers know everything that is supposed to be known. Novice teacher Y shared

the experience iTh ey t hought I knew everything eve
educationoNovice teacher A saidiln my case | was not asked what my needs are. They
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just said this is it, Thatdés what you can u:
probl em wWheh schobladssime that novice teachers know, they not emyy d
them the right tmbtainthe support but also cause them to be frustra&edovice teacher Y

said:

AThey should ask the teachers what they neec
are you going through? Are you going through any difficsltiath the learners? Are you
experiencing anything that you are not happy with? Without that, people will just keep their
problems inside theméinsi de t hodnnosderlfor this , and
situation to be avoided, schools need to begmetive by conducting need assessments to

determine novice teachersd® needs.

5.7.4 Planned inductionprogramme

In contexts where induction is a formal and structured process, it is done according to a
plannedprogrammeProgramme of induction aredvian up, as i nformed by
needs. Schools therefore act proactively by conducting needs assesdlaeds assessment

is an integral part at the onset of the induction process and cannot be ignored. It helps to
understand concerns and problearsed by novice teachers and to hear their voices, in order

to carefully design strategies that best facilitate soluifdfeng YuenFun [Sa)).

The participants in both interviews were not asked what types of needs they have when they
came to the schogl However, findings indicate how schools waited until novices made
mistakes before giving them the needed assistance. In one incident one novice was supported
only after finding it hard to fill in a class register correctly and after a visit to his tesson
while for another, the school only discovered that help was needed after submitting a certain
document which was not filled in as expected. This kind of scenario could be avoided
provided the school acted more proactivelypbgvidingtimely support to mvice teachers.

5.8 CONTRIBUTIONS MADE BY NOVICE TEACHERS TO SCHOOLS

Novice teachers crave connection and want more than just a job, and to make a difference
through making contributions (Kempen 2010:3indings indicated that novice teachers are

resaurceful and are willing to contribute towards their schools. Despite being new in the
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profession, novice teachers possess a wealth of knowledge from which schools can benefit.
The claim is supported by literature in that many new entrants to teachinghignes

standing over their predecessors with regard to some aspects of subject knowledge,
pedagogical imagination and professional capabilities. If given appropriate support, they can

be equal to or better than their senior colleagues (Tickle 2000:15

Being new teachers who were trained in the new dispensation, novice teachers possess new
skills, upto date knowledge and have capabilities which their veteran colleagues in schools
might not have. Veteran teachers may well learn from and with their nodieagues about
standardsased instruction, the latest approaches to literacy, or strategies for integrating
technology mto the classroom (Johnson & Christen2801). Therefore, the benefits of these
schootbased efforts are not limited to novice teacimduction, for they provide renewal for
experienced teachers aradte the foundation for schoalide improvement (Johnson &
Christenser2001).

Findings revealed how novice teachers made contributions, not only to the intellectual
aspects of their leaens, but also to the emotional, social, physical and spiritual development

of both teachers and learners. Novice teacher X, stated how he designed a school anthem,
established a school choir, and an HIV/AIDS awareness club. Two other participants
contribued to the area of sport like novice teacher X, and sharing computer skills with other
teachersNovice teacher Y contributeskills through sharing knowledge of best study skills

for learners with other teachers. This is a clear indication that novichetsapossess
knowledge and skills thareof benefit to both veteran teachers and learners. Théseand
potentials can only be unlocked if the schools are open in their approach towards the novice

teachers.

119



5.8.1 Excitement and pride of novice teahers regarding their contributions

As evident from the findings, novice teachers become excited when their contributions are
acknowledgedAs novi ce teaclkeu &@r etatedndgitructive s
devel opment ,whde ntviceetedsercGrantendediiThey also rely on like new

teachers in terms of like technology stuff, like IT, as something has to be typed, something has
to beé informat i anandhall shosd tgpesbot thingn Sk they really
acknowledge that and they dahey want to do that. The young ones, can you please help me

with thisone2And éyou knowé They omMevad tbagherdApgeti praud i at e
to be regarded as resourceful and in expressatigfactionwith such recognition, made the

following statement:

fil was regarded as fresh from the box. Everything new that comes up they

al ways say éNo, Ask the young oneséThey
this i nformation. Soémost ofs, fot he teache
example when it comes to sport,\tlaways saicho, the young ones must

go, when it comes to workshops, they alw

This kind of acknowledgement creates a good feeling among the novice teachers because
their contributions were found to have potential benefit to veterandesinn fromthem.For
instance noviceteacher Oemarked that veteran teachers acknowledged their shortcomings

in certain aspects and were willing to learn from novices.

One novice teacher contributed towards veteran teacher subject content knowledge by
sharing the | atest i nformation or stThegt egi e
always come to you and sayVhat about this@® | think they are right
of the themes, for the novice teachers, they started wayGrade Twdve and then colleges,

and then right into the field, unlike them for them the syllabus was somehow different in

t heir ti me. 0O
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5.8.2 Recognition and accommodative stance of schools

The findings indicate how some individuals in schools recognise @noé the contributions

made by novice teachers by embracing innovations they bring into schools. Such attitudes
reinforce the feeling of being useful. The findings also show that some schools, as learning
communities, accommodat novice teachers and coiiuted towards their socialisation.

This was evident from Mmdhieceatteaculder fB@®sn ¢
positive and t heyoEwnea theugh exparienead descharsma@ok ek do

accommodate novice teachers, novice teachergeippe the accommodative attitude which

made them feel at ease. Novice teachav€@redfiAt f i r st it was difficu
and you | earn them and then you feel comfort
that, colleafueséatdtbai pmot ual

The accommodative spirit was also obvious from the fact that experienced seaeher

open and willing to get help for novice teachers. Novice teacher A denied the fact that
experienced teachemay f e el I n fSameone that lathat ibférieritg :complex

would not approach you to sagCa n 6t y o u h @& IBgrauseaheyowill feel lyaus
woul d have that attitude to them that they

come in and to ask for assistance, then you are fihee r e . 0

Novice teache®untapped potential in various areas should not be ignored and schools need
to create opportunities to nurture and also to recognise these as part of the process of
accommodating novice teachers (Steyn 2005:44hen schools employuch friendly
approaches, they not only bridge the distance between the two groups, but help novices to

feel welcome and useful.
5.9 SUGGESTIONS TO IMPROVE INDUCTION PROGRAMME S
The various experiences which novices went through prompted them to swgyssfor

improving future inductiorprogramms. The following section discusses various suggestions

made by novice teachers.
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5.9.1 Formal, broad and continuing programmes

Despite the fact that the novice teachers did not go through any formal amducti
programmes, they made it clear that there is a need for formal induction programmes in

schools.

Novices feel the need for an induction which is based on a formal, systematic and clear
programmeNovice teacher Cagd: fiThere should be a proper inductiéor novice teachers.

Maybe there should be somethingésomething ir
something that can be given to novice teachers what! | |, this i1isé it has
certain process thatnestl o t ak e pl ac etimés you Bist geathers gy@agust me
confused, you do nThe perkom 3 udbM thisis Aand Bbutevenayout

need to know the whopgocess whais going ono

This programmeshould be made known not only to the novice teachersalbatto other
teachers in the school, to avoid surprises, inconveniences and fears. tdacleC: i We
need to be acquainted with that information, just from the beginning This is what is

going to happen, so you have to go through this protzess.

Apart from a formal programme novice teachers made suggestions for an induction
programmeo be broad. When an inductipnogrammaes broad, it provides a wide range of

information and not only academic aseéts noviceteacheB stated:

fil think it mu s t be expanded, and of cour se, f C
ot her thingsé related to human resources
coll eagues under st and, s o t hat somewhe
problems which will of course directly affect their performanaes

schools. Induction must cover all those areas, so that these colleagues

dondét only know things related to the ac
to human resource, administration, management andorsoii Nov i c e

teacher C expressed the need for more indotm &R needfito be

acquainted with that informationo
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The other aspect that novice teachensnfl tobe importantis the inclusion of other staff

related matters such as information about trade unions. Novice teacher C iSthted:f e e |
somethingtherbas t o be gener al éNot necessarily on
environment aschool;i t s houl d be on other aspect that
Things like, when you get there, there is NANTU going on

Novice teachers, in ackwledging shortcomingsn the practical aspectsof the training

provided, feel that more formation should be provided during the induction pasiedjdent

from novice teacher BA A | ot of what these teachers kno\y
that they have is usually not enough to enlighten them on things that are happening in the
field, and the environment éthe environment

during the studies. 0

Research indicates that the induction programme should not ohiyitezl to one year but it
should be an on-going endeavour that culminated in professional development. Mutchler
(2000:3) and Kempen (2010:45) indicated that professional development of teachers occurs
in stages that extend beyond their first year inptteéession. Hence the timing of induction is
crucial if the schools are to provide thecegsarysupport at the right time. Most participants
suggestedhatthe supporshouldbe given right at the beginning, as soon as they take up their
teaching posts. @tinuing support given to the novice teachersrigial because some,

especially trained teachers, come to their first classrooms better prepared

However, more intensive support is needed, especially during the transitional stage from
being students tbecoming teachers. Novice teacher C emphasised the continuity of support:

Al t s hoadgaingmoeessaat acertainlevébnot only be done two
have started with teachingnd then after two weeks you think everything | can db tha

éno. | may take two yearsé or three.o

Timely support helps novice teachers to overcome struggles they may come across, as novice
teacher YBu shmavde toi struggle on your onstn f or

necessary if this supportisgr en ri ght from the beginning. o

Novice teachers suggest that the advisory teachers, clusters, and circuits need to be aware of
the programms. The involvement of stakeholder will contribute to the quality of induction,
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provided that all of them know andhderstand th@rogramme Research has indicated that
carefully planned and managed inductiprogramme are likely to achieve the intended
goals (Arends& RigazioDiGilio 2000:12. The findings showed that formal induction
programme in schools which arehared with stakeholders can minimise duplications of
support provided by different people in the same setting and save time and resources in the
process. Hence the inductipnmogramme should be inclusive of all stakeholders (Weiss &
Weiss 1999NCTAF 200213; Mutchler 2000.

5.9.2 The collaboration of stakeholders as means to instil sense of ownership

The collaboration of stakeholders helps people to see the process of induction as their
responsibility and not that of someone else. If everybody patesp they experience a

genuine sense of ownership of the process (Steyn 200%48h stakeholder carries a
responsibility that contributes to the educational experiences of individual new teachers, and
through them to theong-termdevelopment of the edation professiofTickle 2000:27. As

the results showed, novice teacherséwayear ni |
found to be based on the fear that schools might not acquaint them with the latest

information. Novice teacher C stated that

flf those NIED people, those ministry peogeyvarious stakeholders of
education come in and then do the proper induction, | think it can help.

Rat her than the only induction that is d

Such a complementary participation of staldirs, whilst maintaining a tight alignment
among the different activities will broaden the range of opportunities for novices (Britton, et
al. 2000:8. A collaborative culture is enabling new and experienced teachers to communicate

ideas and to put coltéive knowledge ito action.
5.9.3 Induction preparation during teacher training
Another suggestion made by novice teachers is to prepare and induct thedinatudents

while on teacher training on the expectations of schools before they take tgatheng

responsibilities. Novice teacher C attested to this by saying:
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fil think this induction should not only be done when people are coming like

for school, like especiallyn  t he f i nal year é somewhere
should also be inducted that @i you go into the field, this is what is going

to happen, this is A and B...This is what is going to happen, so you have to go
through this process éndthatrFom é,HoBtahdi s and,
C. So, either these you are expected to do thisthisdand this and this.

These are your rights; 0these are what yo

Novice teacher A suppad this | it hi nk é wedtad bes derea i s thaté
teachers mudbe inducted when they are comingpithe professionTheymust beinducted
on all the necessary aspethat they needo know before coming into teaching. It is really

needed 0

Thesestatements are indicatve offovi ce teachersé concegegans abo
students for what they will come across in schoole $ame claim ifurther supported by

Wong (20022) that induction should begin during student teaching, be continued and carried
forward in mutual classrooms, thereby moving seamlessly from teégheservice days to

novice teaching, to continuous pessional learning. If novice teachers are prepared for what

to expect in schools, they will be &better position to cope with the various challenges and

to meet the expectations in schools.

Literature referred to induction programme that kick off witha week or five days of
workshops before school begins, and continue with systematic trainitwdf@o threeyears.
They propose that schaalo not have to wait until after school begins and new teachers are
in trouble to start a professional developinprogramme Instead, schools need to create a
culture of professional growth and lifelong learning before beginning teaeaetgheir first
class(Arends & RigazieDiGilio 2000:3 Stansbury &Zimmermann 2000:10), by giving

novices a formal orientatiaio the community, district, curriculum, and school.

It emerged from the findings that novice teachers experience difficulties during the time of
transition into teaching and need continuous guidance. Apart from starting with support at an
early stage, msi novice teachers suggested that the support should continue beyond the first
year . The continuation of induction iIs seen

learning.
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In expressing the need for continuity, it became obvious that noviceeteaate aware of
their inadequacies and admit theirlthaeted f or
continue because no one is perfect and the novice teachers always need help from the
e X p e intosler do learn maximally form the support giyeovice teachers need more

time. As NoviceTeachelC stated Yohu cannot | earn in one dayo

One interesting finding from this study is that it seems there is a lack of traimogg
managers who are supposed to give support to novice teachers asténelyesprofession. It

was identified as one of tleggnificantaspecsin the support of novice teachers. Training and
development of supporters is widely supported as one of the caialyse development of

all newly appointed teachers in the profess(Arends & RigazieDiGilio 2000:13 Nash
2010:37 FeimanNemser 2003:30 Thus the training of mentors should be necessitated by
the wide range of reforms that are taking place in education systems today. If not properly
trained, supporters may carrydapromote the conventional ways of doing things, making

schools and novice teachers lag behind in the process.

5.9.4 Timely feedback as an impetus to performance

Another aspect that is widely suggested by the novice teachers and supported by liserature

the provision of immediate feedback on the progress made (&/#ississ 1999 Xaba 2003

Gordon & Maxey 200D Feedback provides the impetus to do better. Findings from the study
showed that feedback was not givartime, as colleagues commented oninave t eac her
progress only after they saw what novice teachers were either capable or not capable of
doing. For example, novice teacher A only received feedback at the end of the term, after the

school noticed the | earnerds good performanc

filt was at he end of the term when they see the reports of learners... Is
where they use to record you that heyé h

was poorly performed. So thato was the on

For another novice teacher, the only feedbackeived was after the probation report was out.
Despite the fact that feedback helpovice teachers to know where they went wrong and
where to improve, building confidence in their efforts, the majority of novice teachers got no

feedback about general siges like lesson instruction, administration, or classroom
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management. Novice teachers may become frustrated if no meaningful feedback is given
during the first years. As results showed, schools should avoid being reactive in giving

feedback, as novice tefzers valuet as evident from the statement by novice teacher C:

At the end of the day €& when we are teac
know, did |1 make it oré I al so need to
also need feedback that, ok, here you are goutithen here you really

need to do this € so that you can do thi
in a certain aspect, I wi || remain and |

helping me out in giving me feedbaxck.

It is important for schools to realise thadvice teachetsefforts, attitudes and contributions
are affected by the feedback they receive. School managers and induction supporters should
make novice teachers aware of what is desired, through giving feedback to ensure their

continuous growth.

5.10 SUMMARY

This chapter presented an analysis and discussion of findings made from data collected.
Discussions of findings were corroborated by data from focus group anestseatured

interviews. The findings also showed consistency with literature.

By the time they come into schools, novice teachers face various challenges and problems.
These challenges, which arise from their lack of skills and experiences, are an indication of
their need for adequate and timely dissemination of information and gimgfisupport.

Their experiences of support were not always the same, depending on the tfators
influencethe success of induction and support offered to them. Novice teaclirosighl
theyarenew, not only developed mechanisms to cope and to faeilikeeir own socialization

in schools, they also possess skills and capabilities which schodeacafiom. The various
suggestions made by novice teachers towards improving induction in schools are an
indication of their capabilities to make meaningfahtributions toward thechools in which

they teach.Chapter 6 will conclude this study with an overview of the findings of the
research and make recommendations. It will also present a discussion of possible future

research.
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CHAPTER 6
SUMMARY OF STUDY, FINDINGS, CONCLUSIONS AND RECOMMENDATIONS

6.1 INTRODUCTION

This study explored the experiences of novice teachers of the support which they received
upon entering schools. The study focused on eight selected novice teachers, in three selected
schools inOshanaregion Namibia. The novice teachers were seleaedording tothe
following criteria: havinga teaching experienaef less than five years; teaching in public
schools at primary and junior secondary levels; #nthey are willing to share their
experiences. In pursuing the study, the experiences of novice teachers were investigated to
find out how induction and support was given. Another purpose was to findtbatstipport

given has any influence n novice teachersé6 te teackimgs f ul

profession.

The literature review in Chapter 2 highlighted the concept of induction, and its necessity for
novice teachers. It algwresenteaomparative perspectives of induction in otbeuntries.To
understand the context of the studyapter 3 gave an overview of the education system in
Namibia, from the préndependece period to the poshdependece period, including
reforms that took place in the system. The qualitative research approach and
phenomenological design used in the stadg the procedures used for collecting dagsew
described in detail in Chapter 4.Thihapter prepared the reader for the discussion of the
analysis of data and the emerging preliminary findings in Chapter 5.The dissertation ends
Chapter @with a geneal summary of the study and the main findings, the conclusions drawn
from literature and empirical investigations, and recomra@mgroved induction practices

as well as issues for future research.

The process of induction is important especially fovic® teachers. There are indications
however; that not all novice teachers and school administrators understand what the process
entails and what is expected from them. When novice teachers are properly inducted, their
sense of efficacy is heightened, tHegcome comfortable in the profession and schools will

be in a better position to retain them as teachers.
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6.2 SUMMARY OF STUDY

The purpose of this study was to investigate arel xop | o r e expedendesoéisdaction.

The view is to determine whatind of supportis offered and how it influenceovice
teachersdé professional careers. The study f
future induction processes, as informed by
overview of the studyas relatd to the research problem set forth @napter One fe

Section 1.2.

In Chapter One the researcher discussedaimulation of the problem (inParagraph 1.2),

from which the main research question were formulated:

A What experiences of indtion and support do novice teachers have in schools?

Three subquestions that emanate from the research question are:

A What kind of support structures are made available to novice teachers?
A What influencedoesthe experiences of inductigmogramme and mentoring
have on novice teachers?

A What suggestions could they make to improve the system at school level?

With these research problems as focus, the researcher further ¢lspéigfic aims of the
study, Gection 1.3) and # notivation for the researchSgction 1.4) to create an
understanding of the importance of inductior

competences.

An outline of the qualitative methodology used in the phenomenological design of the study
is described inSection 1.5.The phenomenological approach us&kction 1.5.1), the
population, sampling procedure and sample selected for the study were expldéeetion

1.5.2. Specific data colleatin methods used in the study like sestiuctured intenews
(Section 1.5.3.1) and focus group interviev@dgtion 1.5.3.2) were discussed. A systematic
method of analysing data was explainedéction 1.5.4, while ethical issues were discussed

in Section 1.5.5.IrSection 1.5.6, the central definitions of kegncepts used in this study are
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explained. An overview of contents in different chapters is provid&gdtion 1.6, where the
outlines of all the chapters are discussed.

In Chapter Two, the literature review highlighted the importance of inducBecti(n 2.2)

and its influenceon novice teachersSéction 2.3. Various support structures for novice
teachers which are in place are also explainedSeotion 2.4. The novice teacheds
experiences of induction are discussedsections 2.5 and 2.6, whilSection 2.7 gives an
explanation of the roles of school principals in the induction of novice teachers. A
comparative perspective of how induction is provided in countries locally and abroad is
presentedn Sections 2.8and 2.9.The chapter finally discussed amposed the personal
service approach to induction as a way to actively involve novice teachers, as catalysts in

their own socialisation.

In Chapter Three, the researcher gives an overview of education in Namibia, starting from the
pre-independence ergbection 3.2) up to the postdependence er&€ction 3.5) with its
various educational reforms and national pla®ections 3.4.13.5). The last section of the
chapter $ection 3.6), gives a general overview of schooling in Namibia afsianaegion

in particular, as well as policies pertaining to induction support programmes.

Chapter Four discussed the elements of a qualitative methodological approach and
phenomenological research desi§adtions 4.1.1 and 4.1.Zhe chapter specifically focused

on the design elements like sampliffgection 4.22), obtaining permission to gain entry to
research site¢Section4.3.1), the methods used to collect data and how data was collected
(Sections 4 and 44.2), measures to ensure validity and reliability angsttworthiness
(Section 4.3.4) as well as the analysis of d&&ction 4.9.

Chapter Five defined and discussed the main themes and categories. All the themes arose
from the data collected. This underlies the reality of support received, as it wazecperi

and described by novice teachers, from their situated vantage points. The discussion of the
emerging themes was linked to literature. The following themes were identified and

discussed:

A The adequate and timely provision of information to novieetiers $ection 5.3.

This themepresentedan overview of the extent to which information is made
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accessible to novice teachers. It also provides the features of induction and support

that weremade available to novice teachers.

A The challenges that facedvice teachers are discussed®actions 5.4.105.4.6.

A The specific experiences of support provided and how it varied within sciioadls
from one school to anotherasdiscussed itsection 5.5

A Section 5.6 highlighted the initiatives taken by nevieachers to access support and
to facilitate their socialisation in schools.

A Sections 5.7.10 5.7.4 focused on the factors affecting the successful induction
programme

A Novice teachefs contribution to school are discussed 8ection 5.8, while

suggestions that novice teachers made toward improving future induction appears in
Sectiors 5.9.1t05.9.4.

In Chapter Six, the researcher provides a summary of the whole pfgetitg 6.2), as well

asa summary of conclusions drawn from literajy&ecions 6.3.1t0 6.3.95. The conclusions
drawn from empirical findings and the recommendations made are discusSedtions
6.4.1to 6.4.6 The chapter further discussed the conclusions derived as answers to the
research questionSection 6.5) before endig by suggesting issues for future research
(Section 6.9.

6.3 SUMMARY OF FINDINGS FROM LITERATURE

After doing a comprehensive study of literature the following themes came to the fore: the
conceptof teacher induction; the necessity of induction asdmpacts on novice teachers;

elements of induction and support offered to novices; problems experienced by novice
teacher s; and novicesb6 experiences of induct

in the next section.

6.3.1 The conceptof teacher induction

Based on the literature, a number of definitions of the concept exist. While some see
induction as support given to novices during their first year of teaching after formal training,
others regard it as inclusive of all other teachers wamaw in a teaching environment. This

includes teachers who were transferred, promoted or those who took up a post in a school
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unfamiliar to them. The fact that both definitiorefer to support is an indication of how
helpless and desperate novice teeslage to get help. They depend on experienced teachers
they find in schools for assistance until such time that theywcak on their own $ection

2.2).

6.3.2 The necessity of induction

Literature revealed how induction is helping to bridge the gawd®n preservice teacher

training andthe in-service period. Induction helps novice teachers to experience a seamless
transition between the two stages. |t al so
never stop learning. Literature also conrthat the induction process helpvicesto meet

a variety of needs they have during this period of their teaching caBsatsofis 2.2.1to

2.2.3.

6.3.3 Elementsof induction

There are various ways in which induction is given in different contektratures indicate
differences in terms of duration, depth of content, grogramms offered. In other contexts,
induction is linked to professional standards for teachers. The extent of support given also
varies in different contexts. Some noviceseiged more support than they anticipated,
especially from peersdowever literature advocates collaboration between the stakeholders
(schools, regional officers and training institutions) in the induction of novices. There are
manyways in which schoolsffer support to novices. Mentoring is regarded as one of the
supportive methods used. During the mentoring process, an experienced teacher who is
appropriate to offer support is assigned to a novice teacher. Mentors offer emotional and
instructional relad support to novices, in a trusting and nurturing relationship. The selection
of appropriate mentors and their suitability is crucial for an effective socialisation of novice

teachers.

Novices are also given support through providing continuous profedsaevelopment.
Continuous professional development provides novices with opportunities to grow through
in-service learning. Literatures also indicate observation as a way to offer support. Novices
gain skills and knowledge and diverse methods form olsgrwhat their experienced
colleagues are doing. Apart from observation, novices also learn and get support from peers.

132



Literature indicates how novices welcome the support from peers, as they are free to openly
discuss their problems among their pe&esijon 2.9.

6.3.4 Experiencesof novice teachers

According to literatue, novice teachers experierm@blems that are common. These include
problems with schools as organisations, problems relateglatonshipswith learners and
parents, curriculumand administrative issues as well as those related to resources and
facilities in schools Qection 2.5. While most of the problems are general, novices
experience problems related to specific subjects they teach. They need support related to the
subjectghey teach. Novices are aware of their shortcomings and literatures support the needs
assessments to be made in consultation with novices, prior to drawing up induction

programmes.

Novice teachers O6experiences o flessssuppoptéramt al s
schools, others received more support than what they have anticipated. Even though
principals should play a major role in spearheading the induction of novices in schools, more
support was received from other teachers in schools thattfreradministrators. Literature

however advocates for collaboration between all the stakeholders in the induction of novices.
Novice teachers also experienced alienatiBacijon 2.6.3) and practice shoc&e€tion

2.6.4), especially in cases where discrepas existed between theoretical training and

practical experiences.

6.3.5 The influenceof induction on novice teachers

Novices value the support they get through indugtimgramms. By the time they come to
schools, they are disillusioned by theadepancies between what they have learned and their
real experiences. They often experience physical and psychological isoldtion makes it

hard for them to interact well with experienced teachaduction helg reduce the isolation
(Section 2.3.). It also creates a platform for novices to learn new skills which novices did
not acquire during their trainings¢ction 2.3.2 It is only when novices feel empowered
through gaining competence and skills, that they become efficient. Induction increases
teacher efficacy when they become conscious of mastering the modelled Satsor{

2.3.3. Based on literature, teacher turnover and attrition has become a global concern.
However, this can be stemmed through supporting novice teachers. Inductisndetes
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to be able to face the challenges that may force them to leave the profession, thereby reducing
the attrition rate Qection 2.3.4. The quality of induction and support giverstan influence

on novice teachersd® choice of whet her to | ea

6.4 SUMMARY OF FINDINGS FROM THIS EMPIRICAL STUDY

Data was obtained by means of two focus group discussions with six novice teachers as well
as two semstructured interviews with two different novice teachers. Data collection took
place from the partigbants in their respective schoalkiring a fiveweek period The
collected data was analysed by means of a systematic app&eatior{ 4.5)and the data

were classifiednto themesA number ofthemes emerged from the empirical findintse
disseminatiorof information to novices, problems experienced by novitesexperiencesf
induction and support given to novices, initiatives taken and contributiadle bynovices
andfinally the suggestions made by novices to improve future indugtiogramms. The

significantfindings and recommendationsadeare discussed in the next section.

6.4.1 Timely and adequate dissemination of information to novice teachers

Novice teachers have different understanding of the contépduction and hence ended up

not receiving the information they needed. Novices assumed that the little information was
what they were supposed to receive. Even if novices lack relevant information, findings
revealed that there are those who received no information at all. Lack ahation was
found to bethe result of a leadership vacuum in some schools, lack of consultation and
coordination within schools and between schools and regional offices. Some of the
participants revealed that information was provided at later stages,dinsteat the
beginning. Data collected from the participants indicate that wherever there is a lack of
information, novices are denied access to crucial information, for example probation, which

is necessary for their permanent employm&atiion 5.3.).

Recommendation: The Ministry of Education should finalise the policy on induction to
clarify the purpose of undertaking the induction process. There should be induction
programms in place, to act as guidelines for schools. All the schools should impyl¢nee
programme but flexibility should be allowed for schools to adjust gregramme to suit

their situations.
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Findings indicate that the majority of the participants went through teacher training and are
gualified teachers. Nevertheless, such trairdid) not adequately help them to cope with
situations in schools. Participants indicated the need for further guidance and support when
they come in schools. Induction will help them in bridging the gap between college and work

situations, through prepagrthem for what to expecs¢ction 5.4.).

Recommendation: Teacher training should start preparing students for what lays ahead of
them, while they are in the final year of training. Inductogrammes, including a wide
variety of crucial information dr teachers and the profession should then be given as
continuation of the preparation, to begin before schools start and to be extended into the first

three to fouryears of teaching

Lack of information was evident when participants revealed that there mo planned
programme of induction. It has been established from the data that novices and other
teachers in the schools did not have any knowledge of an induymbgnamme Novices

were also not asked to list their needs. Schools wererpptive byassuming what novicés

needs are. Findings indicated how schools in making the assumptions, lefivae$ real

needs and focused on areas which were less problematic to novices. Such findings revealed
that induction is either still a distant concepitds not wellorganisedyet, as there seesto

bealack of focus on how to implement it in some scho8ktion 5.7.4.

Recommendation: Schools should hgregramme in place which are known to all the
people involved. They should also see novicesaalysts of their own development. In
conducting needs assessment to determine no\
programms school s Sshoul d i ncor por afpregramnmsvi ce t

should be tailemade to suit the need$ specific contexts.

6.4.2 Challengesfacing novice teachers

Collected data revealed that all novices experience problems, irrespective of their
gualifications. Problems experienced were related to teaching in general like managing the
time and learne behaviours, lesson planning, assessment and recording, and acquiring
resources necessary for teaching. Novices have also indicated problems with understanding
policies governing schools and other documents. They are often confronted with a lot of new
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information, which resutin reality shock. Novices revealed how they were overloaded with

a lot of information, while at the same time they are learning how to t8actigh 5.4.

Recommendation: Schools should provide relevant information and iodwstpport to
novice teachers over a reasonable period of time, to ensure that they have enough time to

internalise it.

Data revealed that novices also experienced problems with establishing meaningful
relationships with other teachers and parents. Onecipantitexpressedhe intention to quit
teaching after failing to get assistance from other teachers and pasent®or( 5.4.4.
Another contrasting finding indicates that some novice teachers, amidst the inadequate
support were hopeful and anticipad receiving support and did not consider quitting as an

option.

It was discerned from the data that novice teachersdondke many responsibilities given to
them, out of fear of being seen as uncooperative or weak. Some did it out of the conviction
thatbeng new makes them unable to decline. Nov

many responsibilities cause them to make mistaRestion 5.4.5.

Data collected from the participants has shown that novice teachers were not assigned a
specific person #y can rely on when in need of assistance. These novices were assigned
support teachers during their practice teaching sessions as students. The situation turned out
different when they came to schools as qualified teachers, as no specific supporters were
assigned to them. They l@pce disappointedas their expectations were not mdie
presence of a mentor was found to be a major factor that influences effective support to

novice teachers in eliminating their fears and anxigegtion 5.4.9.

Recommend#on: Supportersshould beassigned to each novice teacher in schools to

facilitate a seamless transition for them.

6.4.3 Novicet eachersd variety of experiences

Findings revealed that schools differ in ways of providing support to novice teachers, hen
novice® experiences of the support received also varied. Noteeeher8 responses
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indicated discrepancies in the way support was given. The support was in some cases not
available at all, while in others it was minimal, even if novice teachers tadi¢heir need

for more support. The variations were found to arise fadack of understanding of what the
induction process entails or as a result of schools assuming that novice teachensokaow

than they really do

Participants revealed that thesti support in schools was received from principals. This
support only went as far as orientation and introducing novices to learners, teachers and
school board member s. Novice teachersd resp
was received from ber teachers. The informal support provided was found to be driven by
demands from the system and not because schools anticipated them. When this happens, it
indicates that induction is not weltganisedand understood in some schodedtion 5.5.)1

Empirical data further indicates that the timing of the support was not appropriate in terms of
meeting the needs of novice teachers. It was found that support was not given at the time
when novice teachers needed it or it stopipefre being fully absodal Data collected also
revealed how novice teachers expressed the need for continuing support. They need more
time because they cannot master all the skills and incorporate all new information within a

short time.

Novice teachers revealed how the supmgivten has impacted on their competence as
teachers. They acknowledge to have grown even if the support was not adequate enough.
Novice teachersd responses i ndicated how t
planning angresentatiorand in how to copwith other teaching related administrative tasks
(Section 5.5.

Recommendation: Regions, cluster centres and schools should emphasise and oversee the

timely and appropriate implementation of inductmogrammes, to ensure lasting impacts.

6.4.4 Initia tives taken by novice teachers

It has been established from the data that novice teachers are capable of seeking out solutions
to problems and questions they cannot get answers for, from their experienced colleagues.
Most of them took initiatives to enabtheir own adjustments like askifgr and requiring
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assistancechanging their conduct towards learnanslusing the internet to find information
(Section 5.3.4. Other novice teachers made the first moves by making contact with
colleagues in other schls or education officers. Taking initiatives enabled novice teachers
to cope with the challenges they faced during the first years of teattomgever, he fact
remains that it is only a brave and bold person who can ask for assistance in an unfamiliar
environment. Schools should therefore not wait for novice teachers to ask for hedpoblat

plan how to assist new teache®e¢tion 5.6.

Recommendati on: School manager ssas dttemdtad t ake
gain competence in thework and a call for help. The collaboration between novices and

other teachers within and between schools, with parents, and other stakeholders in supporting
the initiatives should be strengthened. All stakeholders should be clear about their roles by

collectively supporting novice teachers, thereby creating a sense of ownership of the process.

6.45 Novi ce tomstribatibns tovéardsschools

Novice teachers possess capabilities that schoolsuttkse. It was discerned from the
parti ci p aes thaétgtheyrae sgsaumteful in certaneas where their experienced
colleagues might ndie Novices are also willing to contribute their knowledge and skills to
the schoolsSection 5.8.1

Contrary to the general belief that novices learn from vetirachers, it has been established

that there is some form of reciprocity, whereby novice teachers and veterans learn from each
other. Findings reveal how noviéepresenceresuls in spinoffs and improvementso

schools. Novices not only shared knowledgf technology and latest methods with
experienced teachers, but also contributed towards the social, physical, cognitive, spiritual
and mor al aspects of | earner s. The contri bt

strengths which schools shouldkaowledge and appreciat8ection 5.§.
Recommendation: Schools should recognise that novice teachers possess strengths and

capabilities. They should allow novice teachers to impart their skilisutilise them for the

betterment of teaching and leargin
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6.4.6 Suggestions from novice teachers

Data collected include suggestions which novices made towards improving future induction
programms in schools. Their contextual experiences prompted them to propose suggestions

that will facilitate a smooth s@alisation of future teachers.

A Formally structured inductioprogramme

Findings indicate thatovices realised a gap created by the absence of a formally structured
inductionprogrammen schools. When support is given with no kngwogrammen place,

it creates confusion and information is unlikely to be provided systematically. Suggestions
were made to haverogramms, which are not only known in school but which also involve

all the stakeholdersSéction 5.9.2. The involvement of stakeholders the induction of
novices is crucial for ensuring ownership of gregrammeand for providing broad support

which is of good quality.

A Needs assessment prior to support delivery

Novicesd responses include sugegleeytoisoppmst. f or
Needs assessment is a means by which supporters listen to novice feambess in order

to focus on areas that novice teachers are not comfortable with. Early identification of
challenging areas will help induction providers wheanping, thereby saving time and

resources.

A Broad induction and suppgrtogrammse

Teacher training mostly focus on issues pertaining to teaching and learning. Novice teachers
do not feel adequately prepared for most of the information they come acsad®ols. As a

result, they experience information overload, resulting in reality shock. For this reason,
novice teacher suggested inductiprogramme to be inclusive of academic and non
academic aspects like human resources, management, and adroinisindt labourelated

issues $ection 5.9.1
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A Appropriate timing and continuity of support

The timing of the induction and support was also found to be unreasonable to novice
teachers.They made suggestions for induction to commence while theynateaining
institutions, to prepare themfor what to expect. It should then be continued in schools, as
soon as schools start in preparing them for the job ahead. Schools should however, not
assume that novice teachers can learn and master a varietlysofvigtkin a short time. Such
support is suggested to be continuing in a form of professional developnogmamms.
Continuous development takes place in stages and to ensure maximal learning, it needs to go

beyond the first year.

A Assigning and traimg of induction supporters

As a measure to ensure maximal learning of novice teachers, they suggested that mentors and
other supporters be trained and assigned to them. When mentors are well trained, they will
effectively assist novice teachers and kdegnt upto-date with the latest developments in

the system. The presence of mentors reduces fear and anxiety in novice teachers, who feel

assured of their persistent guidance.

A Provision of timely and regular feedback

Novices also made suggestion fanély and regular feedback to be given. Giving regular
feedback notonlydrasmovi ce teachersdé attent,bdabuilldd o ar e:;

their confidence in areas where they are compeg8ation 5.9.4.

Recommendati on: N v shauld betmeratardd elosalydandptimedygegdar

feedback be provided as part of the evaluation.
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6.5 CONCLUSIONS

Conclusions drawn from this study are stated as answers to the research s|(Bstioon
1). The main resaah question in this sty is: What experiences of induction and mentoring
support do beginner teachers have in schools? In responding to the main research question,

the next section will provide answers to each of theqadstion as stated Bection 2.

A What kind of supporstructures are made available to novice teachers?
A What influenceslo the experiences of inductipnogramme and mentoring
have on novice teachers?

A What suggestions could they make to improve the system at school level?

6.5.1 What kind of support structures are made available to novice teachers?

According to literature and empirical findings, various support strucaness place which
schools can use in supporting novice teachers. Although schools in this study vary in the
support hey give, novices were exposed to some of the support stracBungport structures

made available to novice teachers include peer support, orientation and introductions made
by principals, attending teachémorkshops and getting help from individuaterh outside

the schools.

The availability of support to novice teachers is influenced by the cultures of schoolssand ha
an impact on the efficacy of novice teachers. In schob&revcollaborative cultures existed,
support structures were effective inopiding novices with the needed suppoBec¢tion

5.7.3. However, some of the schools had poor support structures and novices relied on other
teachers for support. In most cases, schools do not have systeragteemms of induction

in place and novice &ehers were left to fend for themselvBsdtion 5.5.

6.5.2 What influencesdo the experiences of inductioprogrammes and mentoring

have on novice teachers?

Novi cesd r es pon sirglisatedhaidduction and supporegenddsa postive
i mpact on novi ceso professional growt h.

improvements at personal, social and professional levels. They noted differences in the level
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of their competency at the time they entered schools and af@virg) the support. Even if
reports of inadequate support were predominant, novice teachers observed and appreciate the

progress made in the ways they comprehend professional and-sslated aspects.

The support given strengthreand enables them tage with challenges facing teachers. It

also increasetheir knowledge and understanding of policies and procedures followed in
schools. When support was inadequate, novice teachers came up with alternative ways of
finding solutions to problems facing thé®ection 5.5.

6.5.3 What suggestions would novice teachers make to improve the induction systems

at school level?

After analysis and interpretation of the literature and empirical findings, it is safe to conclude

that there are various ways in whislchools can improve the system of inducting and
supporting novice teachers. In order to improve and to overcome challenges that novice
teachers are facing, schools should make concerted efforts in making the transition of new
teachers from institutions asooth as possibl&éction 5.9.

To understand novicesd needs and to create
schools shouldconduct needs assessments before embarking on indugtiogrammes.

Needs assessment will enable administrators iaddction supporters to hear novice
teachersé Voi ces. Knowi ng and understandin
duplication and wastage of resources and time. It will also direct the focus of support towards

real needs.

Successful induction progranes are possible wherschools collaboratewith all the
stakeholders (ministry, regional office, circuit inspectors, advisory teachers and parents
Working together creasea sense of ownership in everyone concerned, heratéevating
them toput in much dbrt. It also creates an impression of how pnegrammaes valued by

those involved.

Programme of induction should also be systematically planned and-streittured.
Stakeholders including novices must be clear about ptegramme (Section 5.9.2

However, flexibility should be allowed in caserhere new information nestb be added. To
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cater for the varying needs of novices, induction should cover different areas pertaining to the
profession. A broagrogrammaewill help novices to have access todrhation thais crucial

to them during the first few yearSgction 5.9.1

Induction supporters should be carefully selected and trained. Matching supporters, especially
in terms of subject specificity, with novices is a viable option, even if it setdone with
supporters from other schoolSetion 5.9.3. Learning takes time and induction and support
should not end in the first year. Novices need continuing support if they are to master the
skills and be effective in making their contributions schools. The continuing support
should also not be processdistinct from evaluation and providing feedback. As part of
evaluating progress, schools should provide continuous feedback to novices. Feedback is not
only a necessity where evaluation is aimsdpromotion, but should be integral to the
supporting processSéction 5.9.4 The next section will discuss the recommendations for

further study.

6.6 THEMES FOR FURTHER STUDY

There isa need for future research to focus on how to effectively implénmatuction
programme in Namibian schools, for them to bear positive outcomes. The discussion and
findings from the study therefore sugg#st future researclshouldfocus on the following

themes:

A Evaluating inductiorprogrammecontents, to devise gable ways of contextualised
implementation and management thereof.

A Determining if teacher attrition and turnover is related to the quality of novice
teacher induction.

A Ways of ensuring equal involvement of all stakeholders in the induction process.

A Undertakinga comparative study to determine how novice teacher induction is done

in private schools.

6.7 CLOSING REMARKS

The Namibian education policgjocument emphasisdbe four major goals of education

namely: access, equity, quality and demogrand to all those activities that are carried out
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to reach the goals. Thdinistry of Education, in its quest for quality, introduced a policy on
novice teacher induction. Even if theduction programmesre aimed at developing and
improving the qualityof teaching and learning, there is no proper implementation thereof and

much still needs to be done to implement the policy accordingly.

The study has tried to answer the question on what experiences novice teachers have of
induction, putting forward navc e t eacher sd experiences, whi c
and implementers in their future undertaking of the induction process. Data indicates that
novice teachers are in need of consistent support from all the stakeholders, to supplement the
skills learned during teacher training. The study therefore contributed towards this body of
knowledge in the following ways: Teacher induction restedstart during the final year of

teacher training and be continued in schools. This will ensure giving novidtetsanough

time to acquire a lot of information necessary for their socialisation in the profession.

The schools can benefit from noviéegotential and should therefore recognise their
capabilities. The Ministry of Education can strengthen the negdesisupport programmes
for beginner teachers and thereby eashat younger teachers enter areéalso retained in

the education system in Namibia.
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