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A brief history of teacher induction in Scotland
During the 1990s there was a growing realisation that the experience of too many new teachers in Scottish schools was far from satisfactory. At that time, they graduated from their institutions and began their professional lives as ‘provisionally registered’ teachers, on ‘probation’, obtaining the status of ‘full registration’ with the General Teaching Council for Scotland (GTC Scotland) after typically two years of full-time teaching. However, the continuity of contact and stability of placement within the same school, once the norm for these probationer teachers, had gradually become less common. Large numbers of probationer teachers were, in effect, operating as supply teachers. This accumulation of periods of short-term supply teaching was adversely affecting the quality of induction of new teachers into the profession; many were suffering a serious fragmentation of their teaching experience, moving from school to school, receiving no effective supervision and only building up the 380 days of teaching equivalent to the two years required for full registration as a teacher. The most extreme example was the case of one probationer who completed 122 separate periods of employment in 52 separate schools (Draper et al 1997). It was also common knowledge that many new teachers simply left, sooner or later, to take up other employment and became irretrievably lost to teaching. 

This fragmentation of experience can be traced back to a number of contributory causes. One important factor was the dispute on conditions of service between teachers and the government in the mid-1980s, which was ‘resolved’ in a new contract for teachers, including the right of schools to have supply cover when staff absence reached a certain ‘trigger’ level. Newly qualified teachers thus became a convenient source of supply teaching, sometimes for as little as a half-day at a time, and it became common practice for them to begin their professional lives on the supply lists of local authorities. They needed to make a living of course but had also to accumulate the number of days of practice required to obtain full registration. Other contributory factors were the rapid fall in school rolls, periods of economic restraint; employment legislation; delegation of management to schools; re-organisation of local government; teacher surplus and shortage. 

Following a national study of teacher education and training (Sutherland, 1997), in which the case was made for the development of a more coherent national induction programme in partnership with higher education, building on the period of initial preparation, the GTC Scotland and the then Scottish Executive (now Scottish Government) jointly funded a two year project (1999 – 2001) to develop a framework for the induction of teachers. A full account of the project work is contained in the report, completed and published in April 2001 (McNally 2001). 
The policy concern with induction in teaching coincided with the development of occupational standards, as part of the increased demand for public accountability. A standard was developed for new teachers in Scotland, namely the Standard for Full Registration (SFR, current version GTC Scotland 2006), based on and structurally the same as the Standard for Initial Teacher Education (SITE, Quality Assurance Agency for Higher Education, 2000), i.e. for the graduating student entering teaching as a ‘probationer’. Both of these standards were more sophisticated versions of previous competence-based guidelines (Scottish Office Education and Industry Department 1994, 1998), and were essentially constructed as three main categories of professional competence: knowledge and understanding, skills and abilities, values and commitment. These categories list a number of specific competencies comprising, in the current Standard for Full Registration, 23 elements with 108 associated ‘illustrations of professional practice’ (see gtcs.org.uk, the GTC Scotland website).     

Jut as the Induction Report with the professional standards were being finalised, a major inquiry into the professional conditions of service for teachers, the McCrone Report (2000), was also reaching its conclusions. Drawing on expert witness, it reported a serious concern over of probationer teachers on supply, describing the situation as nothing short of scandalous: 
The McCrone Committee was dismayed to discover that in far too many cases newly qualified teachers received quite inadequate support … could find themselves teaching in a multiplicity of schools on a supply basis … insufficient opportunity to get to know the either the pupils or the staff with whom they were

working … the Committee views this situation as nothing short of scandalous

… no way to treat a new entrant to any profession. 
The government of the time responded quickly and decisively in prioritising teacher induction, devising a scheme that would guarantee one year in one school for every graduating teacher. The scheme, which was supported by the local authorities and the teachers’ professional associations, was introduced in 2002-03, with substantial financial support from the government (estimated at £9M in 2001, now over £30M), funding programmes of local meetings, in-school support and posts for probationer teachers that were additional to school staffing needs. The scheme was unusually positive and radical, attracting international interest. The financial support was commendable and consistent with a tradition in Scotland of placing value on education, particularly, in this case, schools and teachers. The majority of new teachers were placed in one of their first three preferred locations and an inducement was offered to those who waived preference so that more remote areas e.g. the Highlands and Islands, could be staffed. 

 Underlying the initial wave of enthusiasm, however, were a number of concerns. There were not ‘real’ jobs for all of the graduating teachers and so some schools and departments had to put together a teaching timetable from the classes of other teachers. There was an over-supply of teachers for some subjects in the Secondary sector and of Primary school teachers in some geographical areas, typically the densely populated central belt of Scotland. Although all new teachers would now have the opportunity to obtain the status of full registration at the end of their induction year, this in itself could not deliver permanent employment and so the search for a job was delayed by one year. The number of unemployed new teachers (now with full registration status) grew over the years, creating considerable discontent amongst them and public criticism at the waste of money and resource, eventually giving rise to a sudden and dramatic decision by the government to cut the number of entrants to courses of initial teacher education (ITE) by 12% for postgraduate Secondary, 40% for postgraduate Primary and 70% for four-year Bachelor of Education degrees, for session 2010-2011. The annual flow of new teachers in and out of schools also created a new discontinuity of contact within the schools and the classes taught, ironically so, as a main foundation principle of the new induction scheme was to provide continuity for new teachers. Finally, as the events of recent years have shown, along with the impact on public spending for perhaps the next ten years, there was even in the early 2000s a foreboding of national and indeed global economic unsustainability. 
Much of these matters involve political judgement but the discussion and consultation surrounding the apparent consensus on the teacher induction scheme in 2000-2002 was ultimately too limited in scope, and decisions taken were a rather bureaucratic and over-compensatory reaction. Practitioners in the schools were aware of, and could have drawn attention to, the potential consequences of guaranteeing a place to every single graduating teacher, in terms of school timetabling and employment. Research too, while it can rarely supply specific answers to complex questions of policy, can throw an extra light on discussion. It had already done so in highlighting the fragmentation of experience of new teachers on probation. In particular, little if any account was taken of how new teachers actually learn.
How new teachers learn 
Research during the 1990s on the experience of beginning teachers (taken here to mean student teachers and teachers in their first year of teaching) in Scotland had been conducted by Brown, Cope, Inglis, McNally and Stronach, based at the University of Stirling in Scotland (e.g. Brown et al 1993; Inglis et al 1995; McNally et al 1994, 1997; Stronach et al 1994). One of the findings was that learning to teach tended to be described by new teachers in terms of the experience of becoming a teacher, an experience largely defined by relationships with colleagues and with the children taught (McNally et al 1994). The experience could be characterized as a transition which was mainly affective in nature with little explicit reference to any cognitive dimension of learning.  
Further research (McNally et al 1997) argued that patterns of development or learning could not be found in prescribed knowledge, pre-defined situations or pre-ordained relationships, but in a transition which inexorably takes place, and which is governed largely by relational conditions experienced within the school. This was described as a dynamic kind of equilibrium between the individual student and others, in which disequilibrium could be produced through total abandonment to one's own resources at one extreme, or a rigidly controlled, stifling support at the other. It was also paradoxical concerning the influence of cooperating teachers: yes, they are most important, but no, they cannot tell you how to teach. The transition was turbulent but led to a feeling of belonging for beginners in which they emerged with a sense of holistic competence, bestowed by their departmental colleagues and the children taught.
These findings were broadly corroborated in discussions with new teachers and headteachers during the preparation of the Induction Framework and reflected in the final document (p.14/15): 
Experienced teachers claim that they gain a reliable overall impression of teacher effectiveness without formal observation and analysis. This holistic kind of evaluation is based on informal perceptions and information such as reports of good relationships and enjoyable classroom experiences, including what children say, impressions made by the beginner in face-to-face situations, but also on output of a more quantitative nature. Such large-scale defining features of competent professional activity would include:

· respect by pupils taught and acceptance as ‘their’ teacher

· being valued by colleagues

· a sense of purposeful activity in the classroom

· making a contribution beyond the classroom to school life 

· parental satisfaction with child’s progress and classroom experience

· pupil progress including performance in tests and examinations

Nuanced as they were, however, such ideas were effectively occluded in implementation by the more specific and formal language of the standard and support arrangements, which have tended to dominate the discourse of policy and practice, along with some of the technicalities of administration: for example the allocation of probationers to local authorities, the arranging of extension placements for the 2% who do not meet the standard at the end of the probation year. The Standard for Full Registration as a teacher is commonly regarded the basis on which new teachers are assessed and supported, in rhetoric if not in reality.

Yet research continued to highlight a significant gap between reported experience and policy discourse and presumption. The large-scale Early Professional Learning Project (see EPL website; McNally & Blake 2010a), running from 2004-2008, part of the £30M investment by the Economic and Social research Council (ESRC) of the United Kingdom in their Teaching and Learning Research Programme(TLRP, Ref No RES-139-25-0122), found that the all-encompassing process in learning to teach was about gaining identity as a teacher through a number of discernable dimensions of experience, a process for which the standard provided no guidance. The affective and relational were much more prominent as dimensions of learning in the narrative data than the cognitive, but other dimensions, namely the structural, material, temporal and ethical were also evident. A relevant finding, part of the quantitative strand of the project that involved the development of indicators of new teacher development, was that as much as 41% of the variation in new teachers’ overall job satisfaction was attributable to working relationships with colleagues in the same department. 

The nature of identity formation in new teachers as a process of reciprocal ontological security is further developed in McNally and Blake (2010b) but the attempt to enhance the standard for new teachers, an aim of the Early Professional Learning Project, was nevertheless pursued with some diligence. Although the main engagement with the standard by new teachers was in relation to the technical requirement to complete their interim profile, perceived as remote and impersonal, there were indications of connection with the standard when many new teachers began to adjust their teaching to difference across children and classes taught, a few months into their first year of teaching.  This was clearly an important aspect of learning for new teachers, one that ought to be highlighted more within the undifferentiated aggregate of competence statements that comprise the statutory standard. It was thus argued that the existing standard should be developed to show greater discernment and attempt to ‘connect the conflicting’ through a more sophisticated recognition of early professional learning (McNally et al 2008).            
The empirical conceptualisation developed from this research reflects a wider theorisation of learning. Bosma and Kunnen (2001, p.xiii), for example, have associated the development of self and identity with learning as inherently emotional and embedded within a relational context; and Illeris (2002, p.229) found that deep and comprehensive transformative learning processes, influencing identity formation, could stem from special and demanding crisis-like situations, with simultaneous change in all three of the cognitive, social and affective dimensions. The ontological essence of the transition can also be associated with notions such as self-identity (Giddens 1991) and the relational self (Schibbye 2002), which help to convey agency in a self that is nevertheless intrinsically dependent on significant others for its emergence and expression. There is a strong case then for seeing beginning teaching as a deep process of personal change in which there is an emergence of a self-as-teacher identity.
It is also increasingly recognised in the literature that learning of an informal kind is much more important in the workplace than is often acknowledged. Informal learning resists easy description or definition as it tends to be tacit in nature and embedded in day to day activity (Eraut 2000), but it offers a number of positive features, as identified in Smith’s (2003) review of informal education: a range of opportunities for learning that arise in everyday settings; the importance of relationships, people’s experiences and feelings; and the centrality of conversation; a concern to build communities in which people can be happy and fulfilled. Formal structures and systems are not unimportant but they tend to be uncritically accepted as all-embracing solutions. In particular, the disparity between official standards and actual workplace learning experiences may not be uncommon across occupational contexts. The learning of new teachers resonates with the finding by Taber et al (2008) that there are circumstances when human beings learn directly from their encounter with the world in which they work, developing the ability to respond to emergent situations, adapt policy into practice, and navigate through organized chaos of their profession (in their study of firefighters!). A little closer to teaching and learning to teach, arguably, is the work of Benner and Wrubel (1989) on the primacy of caring, in which they invoke Heideggerian phenomenology in making the case for practice-based theory:

. . . [theory] . . . derived from practice is based on the Heideggerian view that practical engaged activity is more basic than, and is prior to, reflective thinking. The practical world is more complicated and dynamic than can be captured by any formal theory (p. 20).
Support and mentoring of new teachers

The principles and practice of support for new teachers should derive from an understanding of how they develop and learn in schools. This does not mean that they do not require the basic preparatory knowledge of curriculum, method, child development, and so on, from their more theoretical preparation in Higher Education, but it does mean that the utilisation of this knowledge is not at all straightforward. The practice of teaching cannot be reduced to either the application of specific theories or to the use of practical tips. Beginning as a new teacher, new to a school, is inevitably turbulent, depending as it does on discovery and development of self and on building relationships with new groups of people, namely colleagues and children. 
Support from colleagues is vital but often the response to this need, in policy and practice, has been to appoint a so-called mentor. However, mentoring has not been adequately scrutinised as a concept within teacher education. Writers tend to construe the student-in-school experience as they believe it ought to be, or imagine it to be, rather than how it exists within the organizational realities of school life. There is much to be learned from extensive studies in other fields. Clutterbuck (1991), for example, has suggested that the true mentor-protégé relationships must develop naturally, and that the forced coupling within most formal schemes would tend not to have the qualities conducive to a flourishing mentoring relationship. It can so easily be a quick fix destined to fail, tending to break down at the interpersonal level. Drawing on experience within the world of business, Merriam’s (1983) view was that that the best approach is for newcomers to establish a ‘network of mentors’ so that there are ‘multiple helping relationships’. Forced mentoring ignores the characteristic crucial to mentoring, mainly that there is a mutual attraction between two people and that they wish to work together. Mentoring relationships have first to be uncovered and investigated in the totality of a person’s life – rather like the natural mentoring that is to be found in most schools (McNally 1994)!  Mentoring can only exist within a relationship. You cannot therefore be ‘appointed’ as a mentor to a person you have not met and do not know. Where there is a need to have some supervisory responsibility for support then another term should be used, such as ‘induction tutor’ in the English system; otherwise the term ‘mentor’ is demeaned and there is the risk that natural mentoring will be sidelined or subverted.    
Perhaps the most seminal study of mentoring was by Levinson et al (1978) in the field of adult development where analysis of biographies established that the young adult forms a natural mentoring relationship rather than through formal roles. Their emergent role was as novice to a more knowledgeable and authoritative adult, typically a senior colleague at work, analogous to a ‘good-enough’ parent in the role of mentor, but as a transitional figure, typically half a generation older in a relationship lasting two to three years, after which its value is realized as the young adult internalizes the admired qualities of the mentor. An overlooked subtlety of Levinson’s theory is that the mentoring function can be carried by more than one relationship, thus foreshadowing later findings that a network of relationships is the most appropriate model of mentoring in organisations. More generally indeed, informal relationships at work have the inscription, as Hinchliffe (2004) argues, of an ethical nexus that is important for the quality of work and for human flourishing. Superficial adoption of findings such as Levinson’s and the absence of argument such as Hinchcliffe’s may well have led to hastily conceived parodies of mentoring in the development of new teachers and novices in other fields.  

Conclusion

Scotland’s Induction Scheme brought success – but at a cost. A substantial amount of money has been invested over the years and that will become more difficult to find and justify as the economy tightens.  From the discussion above on the learning and support of new teachers, it may be clear that much of the spending was unnecessary. Norway has a strong economy and can no doubt afford to fund support of high quality but it would want to avoid wasting money on over-managing induction, perhaps target funding of support where there may be inadequate supply or local neglect of new teachers. There are natural structures and informal systems of support in most schools that have been able to support new teachers very well in their formative years. It is important to avoid fragmentation of experience for the beginner in teaching but there must surely be a degree of trust in the informal collegiality of schools and resistance to the over-formalisation of support. 

There is also the question of whether it makes sense to continue to produce qualified teachers in specific areas where they are not needed. The growing unemployed mass of disaffected new teachers is not a welcome testimony to a scheme that was perhaps trumpeted too prematurely as a success. The national review of teacher education that is currently underway (the Donaldson Review, due to report in late 2010) may draw attention to this fundamental flaw, but it may well be obscured within economic arguments. Without meaning to overstate the point, we in Scotland should have resisted the political over-reaction to give guarantees of one year of employment for all new teachers, irrespective of curriculum need, and should now strive to improve the detail of data on which planning decisions are made about teacher numbers in subjects and locations. At the same time, economic restraint provides an opportunity to combat managerialism – in this and other areas of education, and indeed more generally – to present reasoned argument against the proliferation of unnecessary management and the delusion that all that is good results from management, a hugely expanded area of activity that is too often based on atheoretical pseudo-science.   
As the current review proceeds during this year, there is no shortage of threats of cuts and closures, carried by headlines in newspapers or by the rumour machine generally. Does Teacher Education cost too much? Will ITE move into schools from universities? Which institutions will be deemed superfluous? Reports over the years, and also conversations with senior figures in government and schools, all acknowledge the role of universities in Teacher Education. There has been no apparent clamour for fundamental change in the partnership arrangements between the universities (that deliver Teacher Education) and the schools (and their local employing authorities). If Teacher Education is to continue in universities, however, and as they generally aspire to raise their research profile internationally, the body of teacher educators within universities will have to examine their role anew, defining their distinctive contribution, arguing for extending it from ITE into induction and, just as crucially, develop their own research agenda in relation to induction (e.g. McNally 2002, McNally & Oberski 2003). The future of teaching as a profession in Scotland will depend on it. 
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