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ABSTRACT

The study was designed to investigate challenges that newly trained

teachers face at their hrst stations in baisic schools. Since the role of the teacher in

human resource development is very valuable, anything that adversely affects

his/her performance should not be left" to chance. Purposive sampling t"ecJmique
,

was adopted in selecting both headteachers and the newly trained teachers for the

study.

All the eight "educational circuits in the AVlUtu-Efutu-Senya District were

covered. Questionnaii"es that were used to gather the data from the respondents

consisted of both open-ended and closed-ended items. The research instrument

was pilot-tested on newly trained teachers and their heads in the Agona Swedru

Municipality. This mi11iature study assisted in detecting and removing ambiguous

and irrelevant statements and the reliability of the instrument. The reliability co­

efficient of the instrument w~s found t6 be 1'=7.25. The final data collected for the

study were analysed using SPSS software package and presented in percentages

and frequency distribution.

The main findings that enlanated from the study were that the newly

trained teachers had adequate orientation in their respective schools and that they

did not face social challenges. However, the new teachers faced some economic

and professional challenges in their schools. It is, therefore, recommended that

P.T. A.'s and S.M.C.'s should assist newiy trained teachers in their schools

financially and the G.E.S. should also pay such teachers' travelling allowances to

them. Again, heads of the basic schools should help new teachers to secure

reference books to help make their teaching easy.
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CHAPTER ONE

INTRODUCTION

Background to the Study

It is an undisputed fact that the generaJ goal of education is the

development of persons to equip them with knowledge and skills so that they can

contribute effectively to the development of the society. The Teacher Education

Division of the Ghana Education Service is charged with the responsibility of

providing pre-service t.raining. The main goal for the Division is to develop the

teacher to provide quality teaching and learning at the basic school level.

To achieve this goal. cCliain priority targets have been put tn place

including;

a) To improve the pre-service training of the teacher;

b) To improve on the performance bases orthe tutors in the colleges; and

c) To target school based in-service training for basic school heads and

teachers.

According to Farrant (1992), teacher education is essentially a period of

orientation of taught and outlook on education. It is sometimes regarded as just a

period for learning the techniques of teaching. [fthis is true, then the products are

merely performing hyenas, able to do their work without a rcason except that of

trying to please their masters: Student-teachers should be trained to form habits

which will make them capable not only in teaching but also in their ability to

shoulder .responsibility, take initiative, assist those in need and lead lives which
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are good examples to others. Once it is appreciated that educators are to produce

thinking teachers, the battle is almost Wall.

To produce thinking teachers, educators are themselves to practise what

they tcach, using the methods they advocate making their students think.,

expcrimcnt, criticize, evaluate and act in accordance with their beliefs. They

should encourage experiments, and direct students to sow-ces of infomlation.

All the thirty-eight public teacher training colleges in Ghana under the

able guidance of the Institute of Education of the University of Cape Coast have

to, a greater extent, meet those conditions outlined by Farrant (1992). To improve

on the pre-selvice training of the tcacher, the Teachcr Education Division has

entered into collaboration with the Institute of Education of the University of

Cape Coast and, University of Education, Wilmeba, to update the existing

curriculum to improve methodology. In addition to subjects taught in the training

colleges, professional courses and teaching practice for all the teachers are nm to

equip the professionals with expertise. The pre-service training exposes teachers

to the introduction of formal education since beginning of the Castle schools by

the missionaries. Teachers are also taught Educational Acts and some current

educational policies in Ghana. This course enables the student-teacher to have an

idea about educational efforts in the country. This helps the teacher to identify

strengths and weaknesses in education and also work to improve the situation.

Introduction to Educational Administration taught as a course in the

training colleges, exposes teachers to classroom management and control, school

records and others. This exposure helps the tcacher to acquire educational

2
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management skills (Erikson, 1972). School and Society deal with topics like

school-community relations and bodies that are agents of social change in the

communities. It equips the teacher with the awareness that affords him/her the

opportunity to learn to promote cordial relationship between the community and

the school. Child development and learning teclmiques are also learnt in the

colleges. This helps the teacher to understand how children grow and learn.

Teachers undergoing professional training are also introduced to the art of

teaching. They are taught lesson notes preparation and other issues relating to

teaching practice. The other component in the professional preparation is the

provision of practical experience for the teacher. This consists of observational

teaching practice at the end of-the second year for one year. Life in the teacher

training colleges is a preparatory period for thc tcacher to have a foretaste of life

ancr college. Tt helps the teacher to manage his financial resources so as to be able

to cater for his needs.

Induction training does not seem to be well organized for teachers after

colleges. This impOI'tClnt programme is oOen overlooked by the District Education

Offices. Additionally, it is expected that the new teacher will contribute to the

main purpose of a nation's educational system to train its future citizens to be

imbued with attitudes and skills that will help them to make intelligent decisions

and to be responsive to the fast moving dynal11i~ world around them (Babson,

1999). An educated person, indeed, is capable of improving himself to realize his

full potential and enable him reach where he otherwise would never have reached.

This is why educational issues lwve to be taken ser!ollsly.

J
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The role of the teacher in the implementation of any educational policy is

unique. No nlaUer how excellent an educational policy is, it is the teacher who

has to translate it into reality. If the teacher misunderstands or nlisinterprets the

educational policy. it will fail. The teacher is central in the teaching ai'1d learning

process. Schools may have the teaching resource such as appropriate and

adequate teaching and learning materials. buildings. furniture and active pupils or

students. but if the teacher is not well composed to organise these human and

material resources In a way Ulat will benefit society. the objectives of the

educational systelTI will not be achieved.

In a keynote address titled "Zero Tolerance for Educational Failure"

delivered at the National Delegates Conference of Ghana National Association of

Teachers (GNAT) on 10"' J anuary, 2002, Anamuah-Mensah made an

oberservation that «the result of the Criterion Referenced Test (CRT)

administered to prim.ary six pupils showed that w{thin the period 1992-1997. only

s111all proportion of them attained the mastery score in the test. On the literacy

test. only 3.3% of the public school pupils attairied the criterion scores of 60%.
,

The analysis showed that 7.2% of urban public .school pupils attained the pass

score as against 1.30/0 for nlral schools. The 2001 BECE results indicated that

7.000 candidates did not pass a single subject and many rural schools scored zero

percent (Anarlluah-Mensah. 2002).

M any countries report that teachers express a strong preference for tu"ban

poslings. In Ghana. for exanlp1e. over 80% of teachers said they preferred to

teach in urban schools (Akyeampong & Lewin. 2(02). Government, parents and

4
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other stakeholders in education are worried about teachers' refusal to accept

postings to rural areas and the poor performan.ce of pupils.

From the above, it could be infefTed that the composure and the

envirOlUllent 111 the professional developlnent of the teacher cannot be

underestirnateel. It is claimed that SOITIe challenges are responsible for the refusal

of teachers in accepting postings to new stations and their poor perfonnance at

their new stations. This has attracted the interest of the researcher to conduct a...,

investigation to find out what challenges these lTIay be.

Statement of the Problcill

The Teacher Education Division of the Ghana Education Service in

collaboration with the Institute of Education, University of Cape Coast runs a

curriculum that is intended to produce competent professional teachers for

effective teaching and leanling in the basic schools. The Parent Teacher

Association and the School Managelnent Comnlittee also help new teachers

posted to their schools by providing accomITIodation and otl1et· facilities to help

thenl adjust to the new enviromnent. In spite of these assistance provided~

sometill1eS the new teacher faces some frustrations in the field which affect

his/her work. This, in recent time. has raised ptlblic concerns. The researcher

begins to wonder whether this is as a result of lack of orientation or socio­

economic factors that affect the new teachers. It is based on these concerns that

the study has been designed to investig~te chalienges faced by newly trained

teachers in the Awutu-Efutu-Senya District.

5
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Objectives of the Study

The objectives of the research ways to

i) Identify the types of orientation the teachers receive in addition to their

professional training.

ii) Finel out challenges new teachers face and the effects these challenges

have on theITI.

iii) Find out how the challenges could be overconl.e.

Research Questions

The study was guided by the following questions:

1) What kind of orientation do newly trained teachers receIve after

posting?

2) What social and economic challenges do newly trained teachers face?

3) What professional challenges do newly trained teachers face?

4) What are the effects of the challenges newly trained teachers face?

5) In what ways can the challenges be overcome?

Significance of the Study

A work of this nature has a lot of significcu:.ce to the provision and

del ivery of basic education in the economy. Flrstly. the findings of the study

discloses some teething challenges that new teachers face when first posted to

their schools. These would enable policy makers to take urgent and appropriate

steps to help new teachers to acljust well at their stations.

Secondly, the findings would infornl planners of teacher education

prograll1Illes about the varIOUS challenges new teachers face when posted to

6
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schools and to determine how they could redesign their progranl.1neS to train

student-teachers in a manner that would I1lake then1 adj\.lst easily on the field.

Thirdly, the study draws attention to the valuable Issues that are raised on

strategies that SOine schools adopt to help make their teachers adjust in their

schools. Other schools can adopt such strategies to help make their new teachers

feel at ease in their stations.

Finally, the findings of the study would add to the CUlTent stream of

adjustnl.ent challenges of newly trained teachers posted to basic schools literature.

They would contribute to enhancing pre-service teacher education programme in

the country.

Dclilllitations

This sl1..Idy was restricted to the Basic Schools in the A wutu-Efutu-Senya

district of Ghana. The study concentrated on challenges faced by newly trained

teachers. The head teachers who had newly trained teachers on their staff were
;

chosen for the study. Only newly trained teachers who have been on the field for

less than a year were selected for the study. The study focllsed on areas such as

kind of orientation given to new teachers, social, economic and professional

challenges new teachers face in their schools and the effects of these challenges

on their performance.

Litllitat.ions

The use of only new teachers and their heads tnight have affected the
1

generalization of findings. The iten1s on the questionnaire might not be able to
,

elicit all the required information. Tlus nlight have affected the results of the

study.

7
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Definition of Terms

(a) Adjustment: This refers to the ability of newly trained teachers to be fit for

their job or adapt to their new teaching envirolUl1ent

(b) Challenge: This refers to the initial experiences, difficulties and problems

newly trained teachers encounter at their work place. It could arise in the

classroom, frol11 the teaching/learning process, the new environment,

accommodation, salary etc.

(c) Newly trained teachers: They are teachers who have completed the 3-year

diploma in the Training Colleges in the country and have spent not more

than one year on the field.

(d) Professional Challenges: These refer to the incompetencies and
- ,

inadequacies ensumg from the pre-service training received by newly

trained teachers.
,

(e) Economic Challenges: These are issues which affect the finances and the

provision of services needed by the newly qualified teacher.

(Q Social Challenges: These are related to· the interpersonal relationship

problems newly trained teachers encowlter in dealing with teachers,

headteachers. pupils and the conununity as a whole.

Organiz.ation of the Study

This study is organized into five chaplers. Chapter One is the introductory

chapter which covers the background to the study, statement of the problem 8Jld

purpose of the study. It also covers the research questions. significance of the

study, delimitations, limitations as well as definition of terms. Chapter Two

8
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Covers the related literature review. It discusses theoretical concepts of the topic

and empirical studies conducted related to the subject under consideration.

Chapter Tlu-ce deals with the methods and teclmiques that were used to

gather data for the study. It covers population for the study, sample and sampling

technique, research instrument, pilot-testing of instrument, data collection

procedure and data analysis plan. Chapter Four of the study is devoted to the

presentation and discussion of Ule findings. Chapter Five, the final chapter, deals

with the summary of the findings, conclusions drawn from the study,

recommendations made, and areas for further research

9
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CHAPTER TWO

REVIEW OF RELATED LITERATURE

This chapter aims at reviewing what various writers and researchers have

wrinen and done about teacher education. The review concentrates on the concept

of teacher education, purpose of education, the scope of teacher education, the

relevance of teacher education, professional preparation of the teacher, pre-

service training, project work in tTaining colleges, orientation progranune for new

teachers, challenges that new teachers face, professional challenges, socio-

economic challenges ~f new teachers. views of headteachers about newly trained

teachers' professional and personal attitudes, and mentorship of newly trained

teachers, and summary of the chapter.
,

The Concept of Teachel" Education

Several explanations of the con~ept of teacher education exist. Husen and

Tostiethwaite (1985) state that teacher education is teacher development. They

identify three types of teacher training to consist of pre-service, induction and in-

serVlce training. They also identify general education, mastery of a specific

subject knowledge and methodology of teaching the specific subject as the

components of teacher education.

Anstl (1995) outlines two major aspects of teacher preparation. These

include academic and professional preparations. According to him, to qualify as a

professional teacher from any teacher training instihllion in Ghana, the student-

10
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teacher must be well educated in what he is gomg to teach; and must have

undergone a professional preparation that will give him spectal competencies in

the art of teaching.

However, Adentwi (2005) identi:fies the teacher training process to consist

of three major components. These are academic, professional and social
I

preparation. To him, the academic preparation component involves deliberate
. !

interaction with the subject matter of the various disciplines or taught courses; the

professional aspect co.nsists of htition ir~ education as a taught course and various

practic<ll teaching experiences contrived to give trainee teachers practical insight

into teaching as an area of profession.al practice, while the social preparation

consists of the exposure to the norms, rules, regulations and aspects of the sub-,

culture of the teacher training colleges and universities through their active

involvement in the so~iallife in the campuses.

Good and Markel (1959) identify teacher education institutions as those

educational institutions concerned with the conduct of activities regarded as

significant in the professional education of teachers and whose programmes are

given appropriate recognition by state agencies that certify teachers. These are

teachers' colleges, university colleges and universities that have teacher education

progranllnes.

Holden (1991) criticizes the form of teacher education to the effect that

much of it, often, is passive. To him, theory is poured into Uluesponsive ears and

the lesson does not reach the mind. Application of knowledge by teachers

becomes a problem. I-Ie observes that teacher trainers are the last to follow their

\I
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advice and the activity they advocate in their trainees' classes is often absent from

their own.

Renes (1970) emphasizes that what is taught and particularly how it is

taught at the pre-ser~ice institution greatly influence future career of teacher

training college products. He believes that the manner of teaching at the training

college influences students' professional efficiency as they teach at the basic

school level. To him, if teachers work in an institution as a team, and are. ,

dedicated, hardworking, resourceful and imaginative. they can cause their clients

to be positively affected. He notes further that the way and manner tutors go about

their work and the degree of their commitment to duty in the colleges go a long

way to determine thei~ students' ability ~o assume full classroom responsibilities.

According to Nacino.-Brown, Oke and Brown (1990), the success or

dismal failure of the cyrriculum depends on the teacher. To them. therefore, the

most important person in the curricuium implementation process is the teacher.

The teacher is the king-pin of the educational situation' he makes or breaks. ,

educational programmes. This makes it imperative to give the right kind of

education to teacher trainees during their training in order to function effectively

after school.

Purpose of Teacher" Education

A conference on Teacher Education held by UNESCO 111 1968 in Paris

outlined the global purposes of teacher education programme as follows. to:

a) Develop in each student teacher general education of academic and

professional nature. as well as personal culture (principles and philosophy

12
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of life ancl the ability to teach and educate others).

b) Develop in the individual the awareness of the principles, which underline

good human relations within and across national boundaries. a sense of

responsibility to contribute both by teachh1g and example to social,

cultural and economic progress.

a) Develop in the individual a sense of initiative, creativity and the capability

of adapting to rapid social and technological changes as well as the

capability of interpreting changes to the pupils by continuing his own

personal education throughout his professional life.

Adentwi (2005) refers to the New Structure and Content of Education for

Ghana of 1974 as having the following purposes and objectives for teacher

education:

a). To give teachers a sound basis in the content of the courses at the levels at

"",Il1ich they will be teaching.

b). To give teachers sound professional skills that will enable them to guide

children to learn.

c).To give teachers manual skills to enable them to interest the children in the

acquisition of basic vocational skills.

d).To inculcate in teachers the qualities of leadership - the type of

leadership that will enable them:

i) to create favorable conditions Il1 which children learn with pleasure,

and with ease;

ii) to prove themselves acceptable to the cOlllmunity; and

13
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iii) integrate the school with the community

A critical look at the two sets of purposes of teacher ec\ucation, global and

national reveals that the objectives of teacher education in Ghana are solidly

based on the global pt~rposes of teacher education outlined by the UNESCO. One

difference noticed in the objectives of teacher education in Ghana is the fact that

in the 1987 educational reforms, teacher education was supposed to equip

teachers to help use education as tool for national development through self­
I

reliance and community involvement.

Adentwi (2005) points out that the concept of life-long education implicit

111 the global goals of teacher educati(~m is not given full emphasis in Ghana's

objectives of teacher education. However, he asserts that equipping teachers to

serve as curriculum facilitators necessarily means that they must keep themselves

abreast of changes taking place in society that has implications for the education

of children, and this in effect means pursuing life-long education either by means

of in-service education and training (INSET) or through self instruction.

The Scope of Teacher Education

Agyeman (1993) views teacher education as a special kind of

apprenticeship in which the future of the teacher in the training college is trained

to master three forms of cognitive skills; namely,

i) the subject to be taught by the student teacher when he becomes a teacher

ii) the philosophy of the teaching profession, and

iii) the code of ethics of the profession.

14
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To Agyeman (1993), these three forms of cognitive skills correspond to

the academic: pedagogical and norm~tive contents of the teacher education

programme. Teacher education is therefore expected to prepare the f1.1ture teacher

to master the discipline of the sllbject(s).he will teach, the methods and techniques

of teaching these subjects as well as the rules and regulations that govern the
!

teacher and his relationships with his pl~pils and their parents.

Adentwi (2005) criticizes the «apprenticeship" view of teacher education.

To him. the view loses sight of the fact that proper teacher education must

emphasize the acqllis.ition of positive attitudes to life generally and positive

attitudes to the teaching task which IS experienced through the "hidden

cuniculum"; while pure apprenticeship training usually tends to focus on the

acquisition of dexterity in specific manipulative skills.

Holden (1991) suggests that in designing teacher-education programmes,

we have at least to consider two important variables: the teacher trainee himself

and the situation he is being prepared for. To her, if we look closely at these

variables, we should be in the position to design programmes more relevant to

particular group of teachers.

Siastenin (1989) criticizes teacher education institutions whose products

find it difficult imparting what they have tearnt in teacher training colleges 10

their pupils. He compellingly calls on teacher training college managers

(Principals) to provide a finn theoretical and scientific bases that make the teacher

effective to convey his knowledge to his pupils. He contends that no matter how

learned a person is, if he is not trained in the methodology of teaching, he should

15

© University of Cape Coast

Digitized by Sam Jonah Library



not be allowed to teach.

This view is challenged by Williams (1979) 19 the effect that

inexperienced and untrained teachers have done a splendid job in more than just a

child-care sense. This raises questions indeed about the appropriateness of the

structure and content of traditional teacher training programmes to the actual

classroom job of the t~acher.

Duodu (2002) citing Wooding is of the view that a complete teacher is a

combination of virtues which include the ability to sustain the interest of children

from varied intellectual backgrounds and intelligence quotients (IQs). scholarly

knowledge of varied school subjects and ability to establish cordial working

relations with colleagues.

Duodu (2002) believes that effective teacher education depends on the

quality of instruction given in a training college. He also warns that the process of

selecting tutors and the induction services conducted for them go a long way to

determine the quality of instruction given in the institutions.

ft is believed that efficient teacher performance depends on supervision

and evaluation of his work by both his colleagues and superiors. Tanner and

TalUler (1980) state that supervision is concerned with professional growth from

the vantage point of curriculum development. According to them. the objective of

supervision is to help teachers to function at the top level of professionalism.

They observe that the person who performs supervisory duties in an institution is

lhe head of the school.
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Jacobson (1973) lends support to the above view. He recognizes the

principals as instructional leaders in ev~ry institution. They have the duty to

supervise the work being done and ensure that activities are carried out in line
. I

with set standards. They also take steps to correct teachers who are not doing

well. Individual and group supervisions. are very important in the teacher

education programme since it is at this point that feedback fTom the classroom

and from other experiences are best exploited. Feedback provides opportunity to

introduce changes and developments in the programme.

Abosi and Brookman-Amissah (1992) believe that curriculum supervision

should cover all activities that are planI)ed, implemented and evaluated in the

school. The aim should be to develop the cognitive, psychomotor and the

affective domains of the learners' personalities. They contend that the

administrative l·esponsibility of the institutional head is to ensure that time tables,

course contents, syllabuses and textbooks are available in the institution. They

continue that the head is also to supply learning materials such as pieces of chalk,

dusters, and notebooks for lesson plans, lesson forecasts and record of work

which constitute the tools of the work.

Abosi and Drookman-Amissah (1992) urge heads of institutions to

encourage their tutors to attend subject association meetings to update their

knowledge in their various disciplines. They argue that institutional heads have

compelling task to ensure that instmction is appropriately appraised. It is their

opinion that instructional appraisal should comprise the organization of

institutional programmes such as test, quizzes, class exercises and examinations
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which should be scored and records properly kept. They contend that a good

supervisor should make sure that questions set reflect the content of the syllabus

covered because the aim of the appraisal is to find out weaknesses to be corrected

in the teaching and learning processes in the institution.

Abosi and Br,?okman-Amissah. (J 992) again advise the schooVcollege

supervisor to select, attract, motivate. supervise, and maintain good teaching staff

relationship. The head is expected to fUl} in-service courses for his teachers and on

the basis of his appraisal, reconunends teachers for promotion and transfers. They

conclude that achievements and failures in the institution depend on the

effectiveness or otherwise of the institutional head.

Cangelosi (1991) cons.iders that effective instructional supelvision should

be concerned with improving the instructional practices to make the teacher

effective in the classroom. The content of the instructional practices determines

the quality of professional teachers produced by the teacher training colleges.

The Relevance of.Teacher Education

Teacher education is an endeavour that aims at developing skills. attitudes,

and behaviour and practices of teachers in order to produce children who would

have healthier and satisfying life. Holden (1991) commenting on the relevance of

teacher education said, if a country has no institution, college of higher education.

polytechnic or university department which caters for the professional

qualification of intending teachers, there is bound to be complex problems of pre

and in-service teacher training in that country.
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Duodu (2002) warns that the absence of teacher training colleges in Ghana

would mean the recruitment of expatriates to manage and teach the entire

curriculum of both the basic and secondary education levels in the country. He

suggests that the curriculum of the colleges and the universities need to be

evaluated to cater for the ever-changing needs of the society.

Contributing to the topic, Adentwi (2005) raises a number of points and

principally among them is the fact that the relevance of teacher education lies in

the fact or perception that the quality of a nation's school depends on the calibre

of teachers employed in its classrooms. He believes that good teachers, all other

things being equal, would help to provide quality education.

Adentwi (2005) is of the opinion that we live in a world where change is

not only a fact of life but changes take place with amazing rapidity everyday with

serimls repercllssions for society. It stands to reason, therefore, that every society

should give its teachers the kind of skills and competencies that would equip them

to effectively manage the consequences of such changes in the schools. Again, he

is confielent that effective teacher education would equip teachers to create the
,

necessary enviroIU11ent within which learners would be instigated and supported

to learn by and for themselves. Effective tcacher education provides the vital

mental frame of reference; pedagogical skills and competencies to enable teachers

play their roles as curriculum facilitators and information givers.

Furthermore, Adentwi (2.005) passionately explains that effective teacher

education is essential in providing the orientation and interpersonal skills that

teachers require to interact with their pupils/students and others.

19

Teacher

© University of Cape Coast

Digitized by Sam Jonah Library



education in the form of in-service education and training is essential to ensure

continuity and reinforcement of training throughout the teacher.'s career. Adentwi

concludes that teacher education in the Ghanaian context is essential to equip the

teacher for his expected roles in school-community relations.

Pl'ofessional Preparation of the Teacher

Adentwi (2005) spells out three approaches to teacher preparation in

Ghana namely; pre-servIce, in-service anel administrative process. These

processes ensure that teacher trainees and qualified serving teachers are equipped

with pedagogical skills, teacher leadership skills and other professional

competencies. Klu (1997) also posits that teacher education is in tlu-ee phases

which are pre-service, induction and in-service. He advises that all of them must

be serious carried out t? enable teachers to always be abreast of the demands of

their job.

Pre-Service Tnlining

Recruitment into initial teacher training colleges IS undertaken by the

Teacher Education Division of the Ghana Education Service in Ghana. The pre­

service teacher preparation used to take three years leading to the certificate 'A'

three-year post secondary (Duodu, 2002). Now, the initial teacher preparation

takes the same three years but leading to the award of diploma in education. In the

course of the training, student-teachers are given adequate preparation in the

subject areas to be taught after completion of training. The training mainly occurs

in the first (wo years of the course while the third year is used for out-segment

teaching practice.
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According to Adentwi (2005), normally, teacher trainees receive rigorous

intellectual training in the disciplines of leverage over and above what the

students/pupils already have so that they would be able to provide the necessary

guidance required of them. In addition to their core and elective subjects, teachers

in training colleges are exposed to other subjects to give them broad background

knowledge, which goes a long way to enhance their effectiveness on the job.

Adentwi (2005) explains that as part of the teacher preparation process,

trainee teachers are subjected to all kinds of assessment, that is, formative and

sununative assessments. Formative assessment consists of quizzes, mid-term

examinations, assignments, tests, group projects, term papers, and end-of-term
I

examinations, which aim at providing remediation to shortcomings in students

learning and improving the instructional process generally.

On the other hand, Adentwi (2005) continues that the summative

assessment of the trainee teacher takes the form of end of year external

examinations in the training colleges and end of semester examinations in the case

of the universities. The summative assessment processes are used for

I
administrative purposes in the promotion of trainee teachers across the grade-

levels, placement of teachers and certification of teachers.
,

The teacher preparation process demands in-depth k.nowledge in the

methodologies of the courses taught. According to Duodu (2002), this equips the

student-teacher with the skills needed in the teachingllearning enterprise.

Kyriacou (1998) commenting on the importance of teaclling skills says,

the essence of being an cffecti~e teacher lies in knowing what to do to foster
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pupils' learning and being able to do it. To hin1, effective teaching is priInarily

concerned with setting up a learning activity for each pupil which win bring about

the type of learning the teacher intends. Duoan (2002) is of the view that the

teaching skill of the teacher is acquired during the teaching practice, and when the

student-teacher assumes the full responsibility as a qualified teacher.

Recently, with the introduction of the new policy in teacher training

colleges, otherwise known as the IN-IN-OUT programme, the third year of the

teacher trainee is spent outside the college for professional practice training.

Several scholars in education have expressed their views and observations

abollt the professional training (teaching practice) of teacher trainees. According

to Ansu (1995), teaching practice aims at giving professional preparation to

teacher trainees and to prepare·them adequately to absorb SOlne of the shocks they

will face as first tlIne teachers. It also intends to equip them with special

competencies in the art of teaching. He lists some of the shocks that confront

teacher trainees on practice as poor chalkboard writing, the docility of ch.ildren in

class, having to employ appropriate questioning techniques, copious assigrunents

to mark and controlling umuly class behaviour of children.

Burr, Harding and Jacob (1950) assert that teaching practice is one of the

important programmes in the training of teachers. It is during the teaching

practice period that the student-teacher assumes the role of an actual classroom

teacher to work with children. it enables the teacher hoainee to put into practice the

techniques learnt during methodology classes. The teaching practice helps tJle

student-teacher to form a sound philosophy of education. He also has a chance to
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put together his skills and ideas into a whole to enable him to be a successful

teacher. It also helps the student-teacher to gain insights into the actual problems

of classroom teaching.

Furthermore, Burr et al (1950) state that teaching practice helps students to

acquire the abilities and skills inherent in actual teaching situations and brings the

student-teacher into intimate control with children. To them, it is a period the

trainee teacher begins to develop learning experiences with children and for

children, to guide children in various aspects of growth and development, to learn

more about how children as individuals and as groups behave, react and achieve

in school situations. They argue that teaching is an art that must be acquired

tluough experience and continuous practice.

Stones and Morrison (1972) explain teaching practice as a means whereby

students undergo the professional preparation necessary to equip them with

special competencies that distinguish them from untrained teachers. They agree

that the student-teacher had gone to leanl his methodology very well before he

goes on teaching practice. To them, the teclmiques of teaching are acquired

through observation, imitation and practice.

Brown (1975) suggests that student-teachers should not be allowed to

tackle full scale classroom teaching until they have proven competence in basic

teaching skills. According to him, without the mastery of the skills needed to

teach, one cannot conquer the twin problem of contTolling and motivating

learners.
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Ryan and Cooper (1975) explain that other professions have built into

their training programmes opportunity for "safe practice". This means that other

professions have devised means of giving practical training to their apprentices

with l11ininlu111 anlount of risk. They indicate that the law student has his "111001

court", while the ll1edical student has his "cadever" (corpse for practice) and his

rounds in the clinic. They observe that micro-teaching is given as a safe device to

prepare the student-teacher for teaching. Under Inicro-teaching, the student-

teacher is 111ade to teach a small size of class. For exaluple, a class of thirty

students is divided into five groups. One student acts as a "teacher" and teaches to

be observed by the other students. This teaching can take place within the basic

school using school pupils. Each student teaches for a brief period of about five

ll1inutes and teaches a small aspect of a lesson such as introduction of a lesson or

questioning in a lesson. By this method~ student-teachers leat-n skills of teaching

in bits.

According to Duodu (2002)~ micro-teaching is one good method to be

adopted in preparing professional teachers without much risk. He believes that it

•
is normal for the training colleges to send their students to observe claSSrOOlTI

teachers in schools allached to their colleges_ Subject teachers also organize

demonstration lessons using pupils in practice schools for their students to

observe.

Watson and Osibodu (1987) recognize learning to teach by tea I"
c ung

friends as another wise device for equipping student-teachers with the sk",ll
sand

techniques of teaching. They refer to this type of teaching as peer-teachin T"
g" hIS
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works on the same principle as the micro-teaching. Tn this method, one student

assumes the position of a "teacher" while the others act as "pupils". It is

recognised that role-vlaying like this gives the students valuable insights into

some of the emotions experienced by practising teachers. Peer-groups teaching

provides practice in mechanics of giving a lesson such as writing on the

chalkboard, talking clearly to pupils, asking questions and listening to students'

questions.

Watson and Osibodu (1987) confirm that student-teachers who are

prepared through micro and peer teaching perform better during teaching practice

than those prepared tluough demonstration lessons and classroom observations

lIsed in isolation.

Adentwi (2005) observes that practice teaching provides very interesting

experiences for student-teachers because it offers them opportunity to practise

some of the ideas they have acquired during their teacher training experience.

Adentwi thinks that techniques learnt ?-t, college will make clear to the trainee

what to do but it is practice alone which tells the trainees how to do such a thing.

Gower and Walters (1983) opine that one can learn a lot about teaching by

discussing and talking about materials and techniques but one cannot really learn

teaching without praclising it. They explain that student-teachers get enthused

aboul the opportunity to act as curriculum facilitators and instructors after many

years of acting as receivers of information as pupils and students.

According to Aclentwi (2005), for school authorities, practice teaching

affords them the opportunity to assess how eftective their instructional efforts
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have been in terms of equipping their students to take up the duties and

responsibilities of teaching. Practice teaching also provides sC)lOol authorities the

chance to provide remediation for observable shortcomings of student teachers

before they assume full responsibility for their classes after they have been

certified as f·ully qualified teachers. He concludes that practice teaching is a vital

aspect of teacher education which demands full co-operation of the

college/university authorities. tutors. student-teachers and co-operating schools to

achieve its purposes.

Mensah (1991). however. unearths some problems with the organization

of teaching practice. He highlights the co-operation that should exist among

educational authorities, basic school teachers, training teachers and student­

teachers. He recognizes some of the problems to be; lack of pre-observation and

post-observation conferences. by tutors and the monopoly of training colleges

acting as if they alone hold the key or the professional training of the student­

teachers. He challenges the assumplio.11_that anybody teaching in the training

college is competent enough to supervise teaching practice.

rvrensah (1991) suggests that teaching practice observation programme

should incorporate pre and post-observation techniques. lIe considers it necessary

that the training of teachers should be a joint or co-operative venture between the

training colleges and the schools which will eventually lise their teachers. It is

necessary for the Ghana Education Service to release its supervisors to help with

the supervision of teaching practice. He contends that adequate preparation should

be given to all tutors in training colleges, particularly new and inexperienced ones
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to acquaint themselves with the observation of practising student-teachers during

teaching practice period.

It is clear that some authors list different purposes for practice teaching

largely because school systems tend to have different teacher training needs.

Notwithstanding~Adentwi (2005) thinks that the following purposes of practice

teaching outlined by Olaitan and Agusiobo (1992) appear to be quite inclusive of

purposes of practice teaching in many developing countries. To help the student­

teacher to:

a) apply principles of learning to a particular situation to bring about

lneaningful changes in the experiences of learners;

b) identify objectives of teaching and 'to see the relationship of a day~s lesson

to the long-ranged plans for a week or a term;

c) organize syllabus contents around major concepts and generalizations in

the development of segmental learning in a unit or course of stlldy;

d) use knowledge of human growth and development of children and

adolescents in providing effective teaching-Ieanli.ng situations;

e) become familiar with a variety of instructional materials and resources~

evaluate and select \hose that are appropriate for the objectives in a

teaching unit lesson;

f) identify factors that influence the effectiveness of the teaching-learning

process and find ways to direct or control them;

g) apply the principles of evaluation and use the results of evaluation as a

means of improving instruction;
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h) develop efficient and effective practices for carrYl11g out the routine

management of a classroom;

i) establish rapport and appropriate means of interaction with individuals and

small or large groups~ and

j) have the opportwlity to participate In community activities which will

enhance the professional growth ora teacher.

Mensah (1991) thinks teaching practice provides opportunities for student­

teachers to develop and evaluate their competencies in the major areas of

leaching. Specifically, he is of the opinion that practice teaching should help the

student teacher to:

a) appraise basic professional qualifications for teaching,

b) apply and test his professionallolowledge, understanding, and skills.

c) participate in and assume responsibility for teaching responsibilities In

public school teaching.

d) have direct contact with examples of the major phases of public schools'

operations.

e) develop both personal and professional competencies under optilllurn

conditions.

f) evaluate his competencies and readiness to enter the profession.

g) prepare to meet types of demand he will face as a beginner.

Gower and Walters (198]) on their part think that teaching practice is

expected to~

i) provide the trainee with an opportunity to tryout techniques;
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ii) create a situation of gradualiy increasing freedom within which the

trainee can progress [Tom simple to complex teaching;

iii) provide trainees with an opportunity to have teaching evaluated and

constluctively criticized;

iv) provide trainees with exposure to real learners, their learning problems

and the affective factors which influence such learning;

v) instill in trainees some criteria for self-evaluation;

i) help trainees develop their own style of teaching; and

ii) allow trainees to stimulate or approach the real teaching situation

under sympathetic supervision.

Mensah (1991) has made a number of significant observations about the

problems of teaching practice in initial teacher training colleges in Ghana. He
I

observes that student teachers are not usually exposed to the wide spectrum of

administrative work and co-curricular activities that they will be required to

perform when they pass out as qualified teachers. As a result, their level of

professional competency will be limited to only what they learn during practice

teaching.

ln addition, Mensah (1991) observes that sometimes some student teachers

do not take the teaching practice exercise seriously. Such student-teachers neglect

their duties when the supervisor is out of sight and only pretend to be serious

when the supervisor(s) drop in. Furthermore, he notes that the college organizing

the leaching practice may be located at a plaee where there are not sufficient

numbers of schools within the catclunent area where the stlldent-teachers may
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undertake the exercise. Under such circumstances, student-teachers are posted to

distant places to undertake the teaching practice exercise at their own cost.

Supervisors are sponsored by the college to travel over long distances to observe

and assess the student-teachers thus adding to the financial burden of the college

concerned.

Adentwi (2005) observes that prolonged teaching practice tends to make

student-teachers less responsive to innovative tcaching styles and very ready to

persist in copying and imitating familiar teaching styles prevalent in the schools.

This is attributed to the fact that the training institutions often do not succeed in

changing the students' perceptions of teaching as they undergo different

experiences at school. A second reason is that student-teachers often tend to be

more concerned witJl survival in the teaching situation and building self­

confidence by following the safe practices, which they observe in the schools/

The foregoing views are perhaps corroborative of an earlier observation by

Denscombe (1985) that though teachers tend to be given so much exposure to

"progressive" notions on classroom behaviom' management, they nevertheless

resort to the "hidden pedagogy" when they are faced with practical classroom

problems, In the view of Denscombe (1985), this is because probationary teachers

and teachers on practice quickly realize that their experience at college in the

techniques of effective discipline is woefully inadequate. Thus, they tend to

behave in much the same way as their more experienced colleagues. as far as

classroom discipline is concerned in order to survive in the teaching profession.
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A national survey conducted in Canada COnfilTI1S that maintaining

classroom discipline is one of the tenible problems of many student-teachers on

teaching practice. Several researches conducted within institutions and in depth

analysis of students' reflective essays revealed that on the learning experiences of

the student-teachers which prepare them for the practicum, despite rating

"instruction in disciplinary methods" as essential, less than half the students had

received instruction in that area (Bessai & Edmonds, 1997).

Mensah (1991) cautions that we should not expect the personal and

professional competencies acquired in a pre-service progranmle to be adequate for

a life time teaching. The teacher is not finished in his learning when he begins to

teach. He must seek to add knowledge when he teaches. The well-prepared

teacher is the one who knows the limits of his initial preparation and can develop

himself to meet more challenging requirements through in-service education.

})."ojcct Wol"l{ in Training Colleges

In the training colleges, final year students are made to write a project

intending to solve a problem or finding an answer to a perplexing situation. It also

gives them the oppOliullity to apply the knowledge they have acquired in research

methodology and education in general. Duodu (2002) believes that project work

in training colleges is another area where student-teachers are educated to have

the necessary research tcclmiqucs to enhance their knowledge about what they

teach.

Agyeman (1991) encourages teacher training colleges to give training in

research mClhods to their students to enable them undertake research in education
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from scientific point of view. His concern is about the near dearth of training in

educational research in Ghana's educational system. He argues that teacher

trainees lack knowledge of research findings because they do not read published

research works in education so they clinch to one method of teaching without

experimenting with other quality good methods. Furthermore. he suggests that

since schools do not exist in a vacuum, there should be research into the

relationships that exist between educational systems and their social and cultural

environments.

According to Dixit (1991), training colleges' cuniculum demands

inclusion of research 111 teacher education. In her View, this means linking

research with the teacher as a researcher. To this cnd, the tcacher must be

equipped with the necessary research teclmiques in the classroom and to enhance

his knowledge about what he teaches, the method he uses, and the relevance of his

work to the community at large. She contends that classroom teaching should be

based on research, analytical enquiry and self-reflection. She continues that these

are the only strategies which can make a teacher a life-long learner as he handles

his classroom activities with an ever- enquiring mind.

Anlwi (1989) conlends Ihal one of the marks of a profession is Ihe ability

of the profession to conduct researches into its specialized field and to document

the findings in the professional journal for all to read. He laments that not much

research has been done in Ghanaian schools. He invites Ghanaian teachers to

engage in classroom research involving methods of teaching specific topics, for

teaching to be accorded the appropriate recognition as a profession.
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Mason and Rudd cited in Abosi and Brookman (1992) explain that

underlying field investigations is the familiar scientific method of stating the

problem, surveying relevant literature, formulating hypothesis. gathering and

analyzing data as well as drawing conclusions. They argue that geographical

learning will be enhanced through direct first hand contact with the phenomenon

under study. They continue that students must have the oppOltunity to investigate

geographical problems directly from the field and through secondary information

just as the researcher does - to observe, to question, to hypothesis, to examine and

to explain. This calls for disciplined students who will be able to develop the

capacity for co-operation, among others.

Orientation Programme for New Teachers

Usually, the first few days at school are the most difficult days for new

teachers. There are so many things that the teacher does not know about the

community around the school, the school itself, the pupils, fellow teachers,

teaching/learning materials, and work procedure generally.

According to Jarvis (1990), the second phase of teacher education is

induction. Induction could also be referred to as "orientation" or "socialization".

Musaazi (1984) explains that 'orientation', 'socialization' and 'induction' are

terms used in the school context to mean the process whereby newly appointed

teachers are helped in meeting their needs for security, belonging, status
,

information and diTection in both the job and the school community. He adds that

orientation means more than just making the new teacher feels at home in a stage

and unfamiliar environment.
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Adentwi (2005) argues that merely placing teachers on johs which they

are best fitted will not assure that they will be happy and satisfied with their work

and give off their best. It is essential that the administration takes pains to see to

their welfare needs in order to enhance their morale and effective productivity on

thejoh.

In support of the above view, Musaazi (1984) advocates that orientation

must be designed in such a manner that it enables the teacher to achieve job

satisfaction and makes use of his abilities to achieve the goals of the school. It is

i.lllporlant that every single teacher that is recruited is given an orientation or

induction as soon as he takes appointment. Rebore (1982) further explai.ns that

orientation is the process by which newly appointed workers are given guided

adj ustment to their job and its environment. In other words. induction is the

process designed to acquaint newly employed individuals with the school system

and the relationships he must develop to be a successful employee.

Musaazi (1984) outlines five duties that the school head ought to do upon

the arrival of a new teacher at the school. The school head or his deputy has to

provide the new teacher with information about the school. This is usually

contained in the school handbook which set out all the school's policies and

procedures.

I) The new teacher should be made aware of the terms and conditions of

employment, including his teaching load. the health services in the

school. working hours, extra duties, and in-service training

requirements.
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2) He should be given information about the community III which the

school is situated. For instance, he should k1'OW the geography of the

area. transport facilities, the customs and taboos which affect teachers.

religious organizations such as churches and mosque. the people. and

other organizations and the attitude of the community towards the

school.

3) The new teacher must be educated about the school he has come to

serve. I-Ie must. for example. know its facilities like library.

playgrounds. sports and equipment, staff help for new teachers, values.

practices and operating procedures. rules and regulations and also. the

general academic performance of pupils should be explained to the

new teacher.

4) The new staff member needs to know his fellow teachers-their

professional interests. the clubs to which they belong. social and

recreational activities and their school responsibilities.

5) The new teacher should be introduced to the pupils/students and the

non-teaching staff.

Adentwi (2005) also outlines five objectives that a well-organized

orientation programme is intended to achieve:

1) It instills a feeling of belonging in the newly employed teacher and

makes him feel at home in the school or Education District in which he

works.

2) It helps to l<indoctrinate" the new teacher to have the right attitude
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towards his job and right sense of responsibility.

3) It helps him to know how he fits into the overall structure and thus to

develop self-motivation towards making a meaningf1.11 contribution to

the school or Education District.

4) It provides the vital sparks for enjoying a loyal and lasting relationship

of collegiality with other members of the school or Education District.

An interpersonal relationship among work group or unit members is

crucial for the stu-vival of new teachers.

5) It helps to inspire the new teachers towards excellence in performance.

Adentwi (2005), however, laments tllat in spite of tlle importance of

orientation as outlined above, it is one of the persoJUlel functions tllat is often

neglected or loosely organized in the education system either due to ignorance of

the importance of tJlis function on the part of school heads, or its neglect suits

their capricious whims. He observes that school heads need to be trained to

continue the orientation process at the school level so that the untold problems of

the new teacher would be reduced, if not prevented.

Rebore (1982) describes two major categories of information needs of the

new teacher during orientation namely;

]) Informational needs

2) Personal adjustment needs

He explains that in the area of informational needs II, le new teacher wouJd

need to be informed about the objectives policies• , programmes, rules and

regulations of tJle school system, the entire set up of the school, that is, the
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slnlcture of departnlents. levels of authority. responsibility and accountability.

The new teacher, he continues. would need to be told the conditions of service.

salary. prol1lolions. transfers. leave of absence, benefits and services. It should

also include infonllation about facilities available and how they could be

obtained. nature of job to be performed and its demands in tenns of

responsibilities and duties. knowledge of the publics of the organization and other

interest groups.

In the personal adjustment component of the orientation. Rebore (1982)

details the relationship of the newly employed to his irrunediate work group. He

suggests that the objective should be to ensure that new employee has positive

interaction with the school head, colleague teachers, the students. the students'

parents and other non-teaching staff with whOln they would come in contact with

in their daily activities.

Adentwi (2005) offers support to Rebore's (1982) views in saying that the

new employee needs to be properly adjusted to his immediate department or work

group not only because he neecls to feel Joved and accepted by his fellow workers

but nlore irnportantly because so much of school work is performed in interaction

and co-operation with other people.

Adentwi (2005) further outlines the typical methods that could be

employed in the orientation of teachers as lecture. guided-tours, employee

handbook and seminars. He maintains that it is the responsibility of the personnel

departJnent to initiate. carry out and monitor the planned orientation of the newly

recruited teachers at the district leve1. However. the inlnlediate heads of
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departments or unit supervIsors are charged with equal responsibility to ensure

that newly enlployed teachers are given orientation.

Rcbore (1982) concludes the importance of orientation by saying that "too

many potentially capable teachers, including many who have devoted years of

preparation to their careers, resign their positions and give up tcaching because of

an unnecessarily unpleasant and frusLTating initial experience in a school that

lacks an effective comprehensive orientation progrmnme" (pg. 154). He adds that

the consequence is unfortunate both for the young teacher and society, which

loses the valuable services of a trained teacher.

Challenges that New Teachers Face

According to Hover (2003), beginning teachers face series of sudden and

dramatic changes as they make the transition from pre-service student to first year

teacher. He asserts that research education docmnents a myriad of challenges that

many begilUling teachers may face. These include the following: heavy teaching

loads. multiple preparations, the least "desirable" classes, extra curricular duties,

few instructional resources, little collegial SUppOlt, discipline issues, professional

isolation, inadequate salaries, high parent expectations, poor admjllistrative

support, unfamiliarity with routines and procedures and a rn.ismatch between their

expectations of teaching and the realities of the classroom.

The above view is supported in a research findings conducted by North

Central Regional Technology in Education ConsortilUll (2005) on the technology

challenges during teachers' induction years. It reveals that new teachers face a

variety of issues and concerns during their first year. They may be afraid to ask
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for help from veteran teachers or from the principal or adnlinistrator who hired

thein, for fear of seeming unqualified. New teachers, fresh off the heels of their

pre-service trailling and field experiences, are also idealistic, have high standards

for thenlselves, and have high expectations for their job. Many will begin their

careers with the belief that teaching is an easy profession and that they have the

power to change education. It concludes that the challenges and stresses of the

-first year can shatter the new teacher's Uluealistic optilnism and result in reality

shock. This collapse of high ideals can leave the new teacher feeling disappointed

and discouraged.

Farrell (2006) shares his experience as a substitute teacher by saying that

teaching can be lonely and at times a profession where the other teachers close

their doors and rarely talk with one another because of the workload. He

adnl.itted, "I have fOWld that in many schools the teachers who have the saBle

grade level often operate on an independent basis. Problelns and issues are often

dealt with on their own, whetiler tile issues are about the children or their parents"

(p_ 1)_

Professional Challenges

Induction into teaching is a critical phase In begiruling an effective

teaching. During this period, the need to have and use textbooks and reference

ma(erials that suit the level of their pupils would be intimidated. Textbooks are

very vital to leaching and learning. That is why Fodah (1990) averred that

textbooks are designed to enilance classroom learning. Teachers are therefore

needed to expose students to textbooks to exercise positive influence on them.
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Yet, some schools do not have them which prevent students from achieving much

in this academic world (Udenwa & Ikonta. 2008).

According to Hover and Yeager (2003), observation data of Angela's

teaching a first year teacher in history revealed a heavy emphasis on lecture.

outlines and textbook reading. She used very few of the methods she learned at

the college in her teaching approach. Additionally. she used her story of the past

to present content to students. infused her instruction with moral lessons for

students, and controlled the conclusions drawn by students in order to ensure that

they learned her interpretation of history. Findings in the study clearly pointed to

the fact that Angela's instructional decision making was influenced by the belief

in the inability of the students to do the right interpretation.

Similar observation of three teachers revealed that they predominantly

relied on lectures and textbooks to develop cLUTiculul11 and instruct students.

Coverage of content appeared to be their major COllcem. Instructional approaches

discussed in their methods course, for example, primary documents, teaching

historical inquiry tended to fall by the wayside, as the three teachers focused on

covering the information presented in the textbook and dealing with pressures

imposed by depmiment heads and end of term examinations.

Akyeampong (2003) in a survey on the instructional strategies used by

newly trained tcachers revealed that they made least use of the lecture method and

role-play. The survey also jndicated that most newly trained teachers (75%)

found lesson notes preparation a useful activity. However, interview evidence

suggests that lesson notes preparation is often seen as fulfilling a bureaucratic
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teaching requirement and that with time less professional significance is attached

to it. According to Fobih. Akyeampong and Koomson (1999), although Ghanaian

teachers may continue to write lesson notes. their motivation for doing so is

fuelled by official requirements. For example, one of the preoccupations of

circuit supervisors when they visit schools is the inspection of the teachers' lesson

notes, without much professional evaluation of its role in actual classroom

teaching.

Akyeampong (2003) indicated that in the area of assessment methods used

in teaching. the following trend was realised, sholi-answer items (75%). multiple

choice and filling the blanks (65%), essay questions (58%), and practical work

(520/0). True or false items (34%) and prospects (35%) were less frequently used.

Akyeampong's opinion is that "percentages may simply represent preferences and
,

not necessarily be indicative of actual practice. I-ledges (2002) notes in his

fieldwork that teachers sometimes end their lessons with exercises or tests as an

evaluation of teaching objectives. Extended forms of assessment such as essay

tests seem less practised, perhaps because of pupils' English language difficulties.

The above view that pupils having difficulty in the English Language was

found to be true in Akyeampong's (2003) research. According to him. newly

tmined teachers repeatedly attributed pupils' poor perfonnance to I Ii .
c ow pro IClcncy

in English I-ledges (2002) studies reveal a tendency for be·· I. gll1l1l11g teac leI'S to

blame external factors for pupil.s' poor performance. although Some admitted poor

teaching was also responsible. Other reasons cited are teaching above pupils'

level, poverty, pupils' absenteeism and house chores prevented pupils from
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achieving in school. Some teachers alluded to <hereditary' factors and witchcraft.

Hedges accepts the fact that these may be isolated perceptions, but blamed it on

failure of training college tutors to help prospective teachers to understand the

task of teaching as solving problems, and to encourage them to take more

responsibility for improving pupils' learning and performance.

Cheng (2003) agrees 111at some of the failures of the teachers could be

attributed to their training. A research into professional challenges faced by

Chinese teachers in English revealed that a group of secondary school teachers of

English were less prepared in their subject matter knowledge. This group of

teachers (72.3%) had been in the teaching profession for more than ten years.

Cheng continues that majority of them (78.7%) only started to learn English when

they reached Grade 7, and were taught predominantly by grammar and translation

method, both of which factors could have serious implications on their English

proficiency and their teaching in the classroom. The English language ability,

subject: content knowledge and language awareness, and pedagogic content

knowledge in English should have been emphasized for pre-service teacher

education before they entered the teaching profession.

According to Akyeampong (2003), one begilUling teacher during his

research indicated that English teaching methodology taught at college failed to

show adequately how to address problems of reading. The problem could be that

the Illethodologies learnt at college were fixed and abstract. and unable to respond

to the real and complex problems of teaching. This, according to Akyeampong, is

illustrated in the comment of one newly qualified teacher who had learnt to be
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more flexible in applying a teaching method for English reading in an in-service

course. From his training, he had learnt that the correct approach was to teach

"the key words before giving model reading lesson. But, he had found it more

appropriate for the two to go hand in hand because it gives the opportunity to

explain the words in content and not in isolation" (p. 7).

In Akyeampong's (2003) research findings, about 60% of the beginning

teachers maintained Ulat more time was needed to study Science, Mathematics,

English and Teaching Practice. Majority of the teachers (70%) felt colleges need

to focus more attention on methods (pedagogy) and practical work. More

teaching of subject methodology was rated as the most important thing that could

improve the college course as many as 98% considered this as either "very

import,lI1l" or «important". Provision of instructional materials such as textbooks

and inslrllctionaJ aids were highly rated as the most needed inputs to improve

training. Akyearnpong believes that improvement in pupils' performance would

depend on the following:

I. Provision of reading materials and other textbooks to pupils to encourage

reading.

2. Teachers to give more exercises - class work and homework to pupils.

3. Encourage pupils to speak the English language.

4. Teach to the level of pupils. that is, teachers need to tailor their lessons to

pupils' level of understanding.

One major challenge of beginning teachers IS management of class and

pupils' behaviour. I-lover (2003) explains that new teachers worry about
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behaviour management and appear afraid to "lose control". In a study he

conducted, a new teacher frequently answered her own questions) instructed her

students on what conclusions to draw, and did not allow students to engage in

open-ended discussion or to generate their own responses to questions that could

potentially encom'age critical thinking. In his repOIt, new teachers expressed their

frustrations due to excessive talking and socializing by pupils which affect the

progress of work in the classroom. Some teachers claimed students threatened to

kill them.

Farrell (2006) shares the opinion that new community and new classroom

often lead to challenges that confronts first year teachers. Dealing with students'

behavioural issues and learning problems bring about growing awareness of

realities of teaching which are followed by feelings of loneliness, ineffectiveness

and alienation from the profession. Additionally, new teachers often find

themselves assigned to the most troubled schools and the most difficult students

without any real support [rom the school and staff. According to the research, the

result is that statistically about fifty percent of teachers leave tbe profession after

five years of teaching. Tbey feel like they have been thrown into deep water

without a life preserver. They become reluctant to ask for help and feel they are

responsible for lheir own students and what transpires on everyday basis.

However, some new teachers are able to effectively make use of the

instructional strategies and competencies learnt at college. Igwe and Ikonta (2008)

found in a study that newly trained teachers are quiet abreast and informed about

the importance of instructional materials. This is a good development for teacher
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education slIlce the use of instructional material ensures teaching and learning

because they increase learning positively and also compliment the efforts of

teachers.

Socio-Economic Challenges of New Teachers

Many countries report that teachers prefer urban postings to rural ones. In

Ghana. for example. over 80% of teachers prefer to teach in urban schools than in

rural schools (Akyeampong & Lewin. 2002). One of the concerns about working

in rural areas is that the quality of life is not as good as in the urban towns.

Teachers have expressed concerns about the quality of accommodation in rural

areas. the classroom facilities. the school resources and the access to leisure

activities (Akyeampong & Stephens. 2002). These put most newly trained

teachers off in accepting postings to deprived areas.

fvIulkeen (2006) outlines that new teachers refuse postings to rural areas

because they have to make long journeys to visit a doctor. to collect pay. to

engage in in-service training or to visit their families. In addition. teachers have

to walk long distances to school due to lack of transportation. This makes them

arrive at school late and exhausted. These things go a long way in frustrating

teachers' efforts in imparting knowledge in classroom as well as other school

activities they have to take part. Accordingly, Mulkeen suggests that teachers in

general should be provided with housing incentives to make them accept nlral

postings. Contributing to the above view. Akyeampong (2003) confirms that

community support in the form of providing accommodation and other facilities

will make the transition to teaching more comfortable and make new teachers
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adjust to teaching early.

Another challenge that newly trained teachers encounter is the opportunity

for professional advancement particularly those who find themselves in the rurai

areas. I-ledges (2002) holds the view that mhan areas offer easier access to further

education. He adds that the teachers in rural areas are less likely to have

opportunities to engage in other developmental activities, or m national

consultation or representative organisations. He points out that there IS a

profound fear muong newly trained teachers with a modern individualistic outlook

that if you spend too much time in an isolated village without access to further

education, you become "a village man" a tenn which strongly conveys the

perceived Ignorance of rural dwellers in the eyes of some urban educated

Ghanaians.

Newly trained teachers have often found it difficult adjusting into their

cOITImunities. Akyerunpong (2003) enumerated some social challenges

encountered by newly trained teachers as relations with colleagues, language

bal-rier difficulties with the communities in which they taught and relations with

the pupils. He explains that newly trained teachers experience some difficulties

with parents and pupils.

However, according to Akyeampong (2003), most new teachers explained

they had positive relationships with the communities in which they worked_ This

could be taken as an indication of general constructive community participation in

the welfare of begilming teachers. In the survey, majority of the beginning

teachers expressed positive sentiments about their initial adjustment..
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Hedges (2002) shares different view from that of Akyeampong (2003).

According to him. closer exploration of the lives of some newly trained teachers

suggests a rather different picture of difficult adjustment to teaching. But he

admits that this may be a reflection of differences in the experience of teachers

"varking in urban or nITa! districts respectively. A comparative study of teachers

in [ural and l1l'ban areas made him conclude that adjustment to teaching depends

very much on where a begiIming teacher is posted to, with fural areas presenting

the most challenging circumsttUlCes to newly trained teachers.

Late payment of salaries to newly trained teachers has been identified to

be the worst encountered problem in the life of a teacher. Akyeampong (2003) is

of the opinion that if there should be any support for begitming teachers in dealing

with the problems of adjustment, then it must importantly be in the area of late

payment of salaries. I-Ie points out that teachers in less effluent communities may

not be able to engage in additional work, as others seem to be able to do to

supplement their income or support them whilst waiting for delayed salaries.

Most of them find difficulty in feeding themselves.

Mulkeen (2006) contributes to the debate by asseliing that one of the

causes of tcacher absentceism is latc payment of salaries. He argues that teachers

in small rural schools commit fewer hours to classroom teaching in favour of their

private work, for instance, gardening perhaps as a means of supporting

themselves.

Bennell (2004) explains that even in the urban areas new teachers as well

as experienced teachers engage in selling food and drinks to their pupils during
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school time due to salary problems. Akyeampong (2003) sums up U,at challenges

faced by newly teachers thus. "there is no doubt that if beginning teachers find

their early career experiences traumatic. they will lose interest in teaching. and

even if they stay in teaching for some time, they will probably not give their best"

(pg.72).

Views of Hcndteachers about Newly Trained Teachers'

PI"ofessional and Personal Attitudes

I-leadteachers admit that newly trained teachers have some professional

and personal attitudes toward teaching d.ue to competence and initial adjustment

challenges. In a research conducted bY,Akyeampong (2003). most headteachers

identi fied the following as persistent problems that they encountered with new

tcachers:

1. Repol-ting late to assume duty (when first posted).

2. Unwillingness to participate in extra-curricular activities of the schools.

However. they realized such aWl.udes might be the result of the difficult

circumstance of teaching. for example. finding suitable accommodation, and late

pay1l1ent of salaries. They lamented that between four to five months new

teachers do not receive their salaries on assumption of duty. This, they argue,

affects teachers' morale, commitment and classroom effectiveness.

According to some heads. some teachers adjust better to teaching and its

attendant problems than others. They observed that some new teachers in their

schools were punctual and performed their professional responsibilities creditably

despite financial difficulties they were facing. They added, "it is unclear what
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hel ped these to cope beller than others" (p. 72).

In Akyeampong (2003), heads argue that the most important personal

qualities teachers needed to possess were dedication, punctuality, respect and

professional capability. The heads felt the current crop of beginning teachers

often lacked these qualities. They expected begilUling teachers to enter the

profession with fresh ideas from college about teaching but found that many

lacked these qualities. Some headteachers suggested that lack of corrunitment and

dedication to the profession by some newly trained teachers was because they

lacked vital innate professional qualities fundamental to a teacher~s survival in the

profession. This is illustrated by one head teacher's observation. "One thing I

have observed is that some of them are not born teachers. I believe that they

Would leave the teaching service very soon because they find it to be very tedious

Work" (p. 72). Headteachers were of the opinion that students do not enter

training college williJlgly as in the former days. Some enter teaching because

tiley do not have a choice, others use it as a signboard and leave the service, but

some are indeed "born teachers'.

Akyeampong (2003) argues that Ole judgment of Ole head teachers about

new teachers could be based on tJleir own subjective criteria and may have

overlooked important considerations for overall judgment on teacher quality. He,

however, concludes that it is difficult to discern much abollt the professional

competence of newly trained teachers from tJle headteachers' perspective. One

thing that is clear is that new teachers face hardship as they try to settle into

teaching and this exerts a toll on their commitment to teaching. No doubt, this
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has implication for their level of effectiveness in the classroom.

Mcntorship of Newly Trained Tcachcl·s

Nlentoring is a process that facilitates inslructional improvement wherein

an experienced educator (mentor) works with a novice or less experienced teacher

(protege) collaboratively and non-judgmentally to study and deliberate on ways

instruction in the classroom may be improved (Sullivan & Glanz, 2000).

rvrentors support the being of their protege, providing advocacy,

counseling, help, protection, feedback, and information that tbey would otherwise

not have. Bench and Reinhartz (2000) state that mentors should be respected

teachers, trustworthy and committed to the process. They need to believe in

personal and professional development. Smith (2002) concludes that supportive

and trusted relationships are "paramount" to successfully assisting novice teachers

in adjusting to the teaching requirements.

According to Farrell (2006), new teachers today need support,

information, preparation and guidance. Also, tJley need mentors to steer them to

enable thcm to be clear of potential disasters and remind them of tlleir rcasons for

choosing the teaching profession. it continues that mentoring is a critical factor in

eliminating feelings of isolation experienced by frrst-year teachers. Mentoring

I
encourages the development of the mentor/mcntee relationships that address the

challenges first year teachers' .experience. Mentors need to be concerned, helpDJI

and a source of unconditional SUPP0l1 to the mentces.

According to Akyeampong (2003), his research revealed that some

head teachers provide the most professional support to teachers in the first year.
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The newly trained teachers indicate that the teachers were the most helpful in

adjusting to classroom teaching. However. tile consistency of the support was

weak. as heads only occasionally offered tip and advice as and when newly

trained teachers approached them for assistance.

Yarrow (1999) emphasizes the need for mentorship for beginning

teachers. According to him, mentorship models are efficient method of providing

support for inexperienced teachers as tiley avoid the problems of transport and

allow regular contact. The advantage ofmentoring is Utat the support is provided

by teachers with daily classroom experience. and may be seen as more useful by

the inexperienced teachers. FaiTell (2006) postulates that a support network where

new teachers meet weekly to exchange ideas about different lesson plans is more

helpful in addressing the challenges of beginning teachers.

National Commission on Teaching and America's Future (2003) suggests

thal one strategy for support.ing new teachers to face adjustment challenges is to

grow them to discuss issues. In tile research findings. the beginning teachers

confessed that in addition to strengthening their 'abilities to organise curriculum.

their meetings helped them to present the frustrations they faced from

.
achrdnistrative demands to problems of their students. The Commission continues

lhat Teacher Education Depru:tments have a moral responsibility to continue to

supporl their alumni after gI<l:duation as they struggle to slay afloat in schools.

They should be made to meet to exanline knowledge and their own experiences

critically. which will help teacher education institutions to develop curriculum

grounded in the experiences and challenges of the beginning teachers.
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Again, the conunission adds that ~eacher education programmes should be

made to provide this kind of ongoing support for a number of reasons. First. to

establish relationship with students they have prepared to go into the field. This

relationship will be enhanced if teacher educators continue to be by the side of

new teachers as they enter the profession.

Secondly. teacher educators' role should not be evaluators. rather to

support and push new teachers in directions they themselves have identified as

essential to their personal philosophy of teaching. It concludes that new teachers

need continued support as they enter the field and begin the real work of teaching.

Summary of the Chapter

Teacher education 111 the country is the responsibility of the Teacher

Education Division of G.E.S. in collaboration with the Instihlte of Education of

the University of Cape Coast. All the 38 teacher training colleges are mandated to

produce professional teachers who are capable of employing the knowledge. skills

and competencies they acquire during t~aining to produce students, who think.

experiment, constructively criticize. evaluate and act in accordance with the

beliefs and values of the society. The teachers are expected to direct students to

Sources of information that demand critical appraisal. selection, and evaluation,

and who are able to put conclusions to the text of the envirorunent in the real

school. Not all. teachers are expected to produce cultured people who are also

competent. reflective, concerned and participatory citizens who are able to apply

their knowledge under changing circumstances.
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Due to their valuable cont.ribution to the development of t1lese resources,

student-teachers are taught various courses such as development of education in

Ghana, introduction to educational administration, introduction to school and

society, educational psychology, general methods of teaching and methodologies

of teaching the specialized subjects. Student-teachers are also introduced to rules

and regulaliOlls as well as t11e codes of ethics of t1le profession to regulate their

lives and their work. All lhese prepare student-teachers' cognitive, affective and

Psych01110tor domains to be useful to themselves and the community they would

serve as a whole.

However, when t11ese teachers take their first appointment, they often face

social~ economic, and professional chaJlenges. It is view of the foregoing that the

stUdy became necessary. Relevant literature on challenges faced by newly trained

teachers in basic schools is reviewed. The literature review centred on economic,

social, and professional challenges as well as pre-service teacher preparation.
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CHAPTER THREE

METHODOLOGY

This chapter deals with the methodology of the research. It discusses the

research design, the population, the sample as well as the sampling technique used

in the study. Additionally. it deals with the research instrument, pilot-testing, data

collection procedure and data analysis plan and ethical considerations.

Research Design

The study is a descriptive survey design. Descriptive design is chosen for

this study since the researcher is interested in finding out the opinions of newly

trained teachers and administrators on ~he challenges newly trained teachers

encounter and their effects on their performance, and professional growth and

development.

Descriptive survey is commonly conducted to establish the nature of

existing conditions, and may be used to explore the causes of particular

phenomena. Additionally. Aborisade (1997) states that a survey research is one in

which the researcher is interested in studying certain characteristics, attitudes.

beliefs. motivation, behaviours, opinions fUld others of a group of people or

items.

In a survey, the researcher is interested in studying characteristics of a

popu lation such as challenge people face. attitude of people and others. One can

only measure challenge tlnough its expression in what a person does or says

(OppenJleim, 1992). According to Gatumll (1998), inference is given as the main
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means of tapping challenges and attihldes. The descriptive design is chosen

because of the advantages it offers. It produces a good amount of responses from

a wide rrulge of people. At the same time, it provides a meaningful picture of

events ruld helps to explain opinions and behaviours on the basis of data gathered

at a point in time. Again, in-depth follow-up questions can be asked and items that

are unclear can be explained to the respondents using descriptive design.

However, there is the difficulty of ensm-ing that the questions or

statements for the respondents using the descriptive survey design are clear and

not misleading. This is because survey results vary significantly depending on the

exact wording of questions and statements. It may also produce unreliable results

because they often delve int~ private niatters that people may not be truthful

about. In spite of Ole disadvantages, the researcher considers the descriptive

survey as the most appropriate design for carrying out Ole study on adjustment

challenges newly trained teachers face in the Awutu-Efutu-Senya District because

it provides meaningful picture of events and attempts to explain opinions and

behaviours of people based on the data gathered at a point in time.

Population

The target population for the study was made up of aJi new teachers and

heaclteachers of all basic schools in the Awutu-Efutu-Senya District. Statistics

obtained from the AWlItu-Efu:tll-Senya District Directorate of Education for the

2006/2007 academic year indicated tbat there were 93 primaTy schools, and 68

junior high schools in eight cjr~ui('S.

55

© University of Cape Coast

Digitized by Sam Jonah Library



Borg and Gall (1989) maintain that the important point to keep in mind is

to be aware that in research, different causal levels can be investigated and

therefore one should select a level that is appropriate to the research problem that

Interests the researcher. This accolUlts for why this all important topic was chosen

for study"

The population of teachers and headteachers was 1.278, made up of 1.119

teachers. and 159 headteachers. The accessible population consisted of 72 new

teachers and 45 headteachers in the basic schools in the Awutu-Efutu Senya

District.

Sample and Sampling Technique

Purposive sampling was adopted in selecting the sample for the study. All

the eight educational circuits namely; Awutu/Kasoa. Bawjiase 'A'. Bawjiase 'B'.

Bantraso. Samya. Jei-KroduaIKasoa, Winneba East, and Winneba West were all

covered. The study was abolit newly trained teachers and therefore all those

teachers who fell under that category were purposely and automatically selected

for the study.

The head teachers of the newly trained teachers were also purposively

selected to confirm the answers and statements of theil" teachers. Tn all. 72

teachers and 4S head teachers were sampled. A total of 117 respondents were thus

selected forlll the sample size.

Research Instrument

Research data were collected through the use of questionnaire. The

questionnaire is more commonly used in quantitative research, because it is
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standardized and highly structured. The general purpose of the questionnaire was

to elicit teachers' opinions and establish a profile of early experiences and

practices of newly trained teachers in the Awutll-Efutu-Senya District. The work

or Babson (1999) was considered during the development of the questionnaires.

Opportunity for writ1en responses was provided in some parts of the survey,

requesting respondents to share any other comments the issue under

consicler(ltion. Specifically, two sets of questionnaires were developed to gather

information from the respondents. One set for the newly trained teachers and the

other set was for the heads. Virtually. all the questiOlmaires contained the same

information. Section'A' on the instrument dealt with bio-data of the respondents

while Section 'B' covered social and economic challenges. Section 'c' elicited

information on professional challenges they faced while Section 'E' dealt with

cffects of the challenges on their performance.

Pilot-testing of Instrument

According to Best and Krum (1998). validity and reliability are essential to

the effectiveness of any data-gathering procedure. On the basis of this. some

COurse mates of the researcher and his supervisor went through the instrument

several times with the sale aim of improving the instnlment and establishing its

high face und content validity. Also. the survey instrument was pilot-tested on

Some headteachers and newly teachers in Agona Swedru District which was not

chosen for the main study. This district is in the same area with Awutu-Efl.ltll-

Senya district and therefore shares similar characteristics. The purpose of the
.

pilot-testing was to have knowledge about the strengths and weaknesses of the
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research inst.rument in order to make the necessary improvement prior to the main

study. The reliability co-efficient of the instrument was found to be r=7.25 which

Was deemed to be high for the actual study. The respondents of the miniature

study were also given the chance to offer recommendations and suggestions and

this helped immensely in improving the instrument for the main study_ Questions

that Were confidential, ambiguous or unclear were deleted. The instrument was

finally adopted for the main study.

Data Collection Procedure

A letter of introduction was obtained by the researcher from the Director

of the Institute for Educational Planning and Administration, University of Cape

Coast, to the Dist.rict Director of Education, Wilmeba seeking permission to

Conduct the study in the district. The Director accordingly wrote to the schools

chosen for the study to give the researcher their maximum co-operation and

Slipport. In each school, the researcher introduced himself and showed the District

Director's letter to the headteacher who subsequently introduced the researcher to

the staff. In each school, participants were told the purpose of the study before the

Instrument was administered.

The reseru'cher distributed the questionnaire to participants and assured

them of the anonymity of the exercise. The researcher subsequently explained the

items to give clear understanding to respondents. A week interval was given to the

respondents to Jill the questiOI~naire. After a week, all the questionnaires were

retrieved for analysis.
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Data Analysis Plan

The field data were first edited and scrutinized to ensure consistency in the

responses provided by the respondents. An overview of the open-ended responses

was also done so that responses that expressed similar ideas but were worded

cli fferently were written out and assigned codes. All the questions in the

questiolUlaire were coded and analyzed. The data were analyzed using the

Statistical Package for Social Sciences (SPSS). The process included the

definition of variables. keying in data (codes) and editing the data for missing

values and filling in the same. The data analysis took the form of frequency and

percentages.

Ethical Considerations

Etlulical guidelines were followed to ensure that all the participants

involved in the study were treated with respect and consideration. Every effort

""vas made to ensure the confidentiality and anonymity of the Participants,

inclUding the information they provided.
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CHAPTER FOUR

RESULTS AND DISCUSSION

This chapter presents analyses and discussion of field data on challenges

newly trained teachers face. Data were collected from 117 respondents inclUding

72 teachers and 45 headteachers in the basic schools in the Awutu-Efutu Senya

district. Frequencies and percentages were used to present data in tabular foml.

The results of data gathered were presented Wlder two categories of respondents

namely: teachers and headteachers. The discussion has been organized under five

main headings. These are:

( 1) Demographic data of teachers.

(2) Orientation tcachers receive.

(3) Social challenges

(4) Economic challenges.

(5) Professional challenges.

(6) Effects of the social and economic challenges.

Demographic Data of Teachers

The demographic data of the teachers slich as sex. age and numb
er of

months taught were analyzed. These information were used to enabl
e the

researchel- know the lype of respondents involved in the study. The first
part Of

the analysis deals with sex of teachers for the study. The results are present d .
e In

Table 1.
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Table 1

Sex of Teachers

Sex N %

Male 33 45.8

Female 39 54.2

Total 72 100.0

As shown in Table 1, 45.8% (33) of the teachers were males and 54.2%

(39) were females. The analysis means that there was not much gender difference

in new teachers in tile basic schools in the Awutu-Efutu Senya district.

Age of Teachers

The newly lrained teachers were asked to indicate the age range in which

they belong. Table 2 provides the details.

Table 2

Age Dist."ibution of Teachers

I

Age

20 - 25 years

26 - 30 years

Tolal

N

70

2

72

%

97.2

2.8

100.0

The results from Table 2 indicate that a considerable number of teachers,

70 representing 97.2% fell within the range of 20 - 25 years. Only 2.8% fell

within the range of 26 - 30 years. This means that majority of the newly trained
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,·s due (0 the cutting down of the duration ofteachers are very young and this

. . 1 ... ty of the new teachers would beschoolll1g In the countTy. It also means t 13t maJoIl

with the service for long who would help produce hwnan resource of the country_

Numher of Months Tought

The responses of newly trained teachers on the number of months taught

since posted are indicated in Table 3.

Tohle 3

Nunlbcl" of Months Taught

No. of months

10 n10nths

1 I l11.on1hs

To(al

N

6

66

72

%

8.3

91.7

100.0

The data in Table 3 reveal that the largest percentage of the newly trained

teachers (91.70/0) had taught for 11 months while only 8.3% had 10 months

teaching experience. The analysis means that majority of the teachers have been

in the teaching profession for almost one year and are expected to have

experienced challenges in their respective schools. The data also indicate that

some of the new teachers did not report at their stations on time.
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Answers to the Research Questions

Research Question 1: What lund of orientation do newly trained teachers

.-eccive after posting'!

This section presents analysis and discussion of the responses on

orientation given to new teachers by heads of basic schools. TIlis question was

posed to find out whether new teachers in the district have been receiving

orientation when they were posted there. Each respondent chose from two

options, that is, whether agree or disagree with the statement.

Teachers' views on orientation received are presented in Table 4.

Table 4

Orientation Teacllcrs Received

Agree Disagree Total

N % N % %

Location of school facilities 64 88.9 8 11.1 100

School rules and regulations 65 90.3 7 9.7 100

Introduction of staff and pupils 68 94.4 4 5.6 100

Introduction to opinion leaders 10 13.9 62 86.1 100

From Table 4, majority of the teachers 64 (88.9%) 'agreed' that they were

shown where school facilities were while 8 (11.1%) said they were not shown

where to locate school facilities. It could be seen fr0111 the analysis that majority

of the newly trained teachers were given orientation on where to locate facilities

in the school. This implies tbat new teachers will be able to adjust to the school
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enVlrOllment easily and teach with sound mind. 111is finding is in line with

Musaazi (1984) postulation that new teachers must be educated about the school

and its facilities.

On school rules and regulations, Table 4 reveals that 90.3% of the teachers

were made aware of the school rules and regulations while only 9.7% 'disagreed'

with this. The results imply that heads make available school rrues and

regulations to teachers when they first arrive at the school premises. This would

enable teachers work in line with the rules and regulations in the school. TIus

finding also is in agreement with Musaazi (1984) tllat school rules and regulations

should be explained to new teachers.

As indicated in Table 4. an investigation into whether newly trained

teachers were introduced to the staff and pupils of the school revealed that

majority of the teachers 68 (94.4%) answered in affirmative while only 4 (5.6%)

'disagreed'. It could be deduced from the analysis that heads introduce new

te8chers to the inmates of the school. This would enable new teachers to know

people they were going to work with. They would also make them feel welcome

and IOlOW whom to contact when they encounter any difficulty. Rebore (1982)

supports this finding when he said tllat the school should ensure that new

employees have positive interaction with the pupils, teaching and non-teaching

stafr whom they would come in contact wi til in their daily activities.

However. as high as 86.1 % disclosed that they were not introduced to

some opinion leaders in the community while 13.9% said that they were

introduced to opinion leaders in the community. The results mean that the heads
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did not introduce their new teachers to opinion leaders in their communities in

which they teach. This practice would prevent new teachers from getting the

needed and rich information they may need from the community to enhance their

teaching. This contradicts Musaazi (1984) who states that the new teacher should

be made aware of the people in the community in which the school is situated.

Research Question 2: What social and economic challenges do newly trained

teachers face?

Teachers were asked whether they encounter social and economic

challenges when posted to their new school. The challenges are discussed under

the following:

I) Economic

2) Social

Teachers' views on economic challenges they faced were elicited. Table 5 shows

the findings.

Table 5

Economic Challenges

Agree Disagree Total

N % N % %

Late payment of salary 28 38.9 44 61.1 100

Unpaid traveling and transport claims 37 51.4 35 48.5 100

Inability to provide needs 43 59.7 29 40.3 100

The data In Table 5· reveal that 44 representing 61.1 % of the teachers

'disagreed' that their salaries were paid late while 28 representing 38.90/0
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answered in nffirmative. The results mean that new teachers' salaries were not

delayed and this tends to make teachers have stable mind to deliver lessons as

expected. This finding contradicts Hedges (2002) assertion that late payment of

salaries to newly trained teachers is rampant and has been identified to be the

worst encountered problem in the life of teachers. It also contradicts Acheampong

(2003) observation that late payment of salaries makes teachers report to duty

late.

On payment of transport claims. 37 (51.4%) of the teachers 'agreed' that

transport claims were not paid wllile 35 (48.6%) responded that they were paid.

From the foregoing. it is evident that few teachers had their transport claims paid.

This implies that pressure will mount on the scanty saJaries teachers receive and

eventually lead to hardship.

Similarly, majority of the teachers 59.7% (43) <agreed' that they were

unable to provide their needs wllile 40.3% (29) 'disagreed' to the assertion. It

could he inferred from the analysis that most new teachers struggle to make ends

meet in their new stations. This wiII not make teachers stable and teach but rather

move up and down in search of additional money to add to what they have. This

finding is in agreement with Akyeampong (2003) tbat most teachers find it

difficult feeding themselves.

Social Challenges

Social challenges prevent many teachers from focusing on the tcaching

work and stnying at their first stations for quite a long period. The researcher

Lhcrcrorc attempted to find out some of the social challenges new teachers
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cncounter in their new schools. Data in Table 6 present responses of teachers on

thc social challenges.

Tnblc 6

Social Challenges

Agree Disagree Total

N % N % %

Conflict with school head 1 1.4 71 98.6 100

Conflict with some members of

the community 2 2.8 70 97.2 100

Long distance to school 28 38.9 44 61.1 100

Lack of electricity 23 31.9 49 68.1 100

Lack of decent accollullodation 28 38.9 44 61.1 100

Lack of places of convenience 31 43.1 41 56.9 100

Lack of potable waler 30 41.7 42 58.3 100

Family problem 5 69 67 93.1 100

Station far away frol11 43 59.7 29 40.3 100

hometown

The results in Table 6 reveal that 98.6% of the new teachers stressed that

conniet did not exist between them and their heads. As much as 97.2% of them

again confirmed that they have never had conflict with some members of the

cOlllmunity. It could be deduced [rom the analysis that teachers and their heads as

well as the cOlTllllunity members worked together in peace and harmony without

having any ill-feeling for each other. This will help them to work Inwards the
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realization of the goals of the school. This is in line with Akyeampong (2003)

finding that teachers had positive relationship with communities in which they

worked.

Furthermore, over 38.9% of the teachers 'agreed' that new teachers made

long distance from their various homes to school while 61.1% 'disagreed' with

the statement. The analysis means that majority of the teachers did not make long

distance to school. This implies that teachers will repo11 to duty on time to avoid

waste of instructional hours. This fmding is not in line with Mulkeen's (2006)

fillding that teachers walk long distance to school due to lack of transportation.

Again, over 68.1 % of the teachers 'disagreed' that they did not have

electricity in their new stations and 31.9% answered in affinnative. It could be

deduced from the analysis that some of the new teachers do not have electricity.

This will not help them to conduct enough research on topics they are supposed to

leach and achieving objectives set will not be materialized.

fvloreover, majority of the respondents 'disagreed' that they did not have

decent ac~ol1ll1lodationwith 61.9% confirming it, while 38.9% 'agreed' that they

lacked decent accommodation. It could be deduced frOI11 tJ1e analysis that decent

accommodation was not a problem to most new teachers. This may attract more

teachers into the schools in the district and would also enhance good academic

performance of pupi Is.

A follow up question was asked on whether teachers lack decent place of

convenience and 56.9% 'disagreed while 43.1 % 'agreed' to the statement. The

figures mean that new teachers have decent places of convenience. Also, 58.3%
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or the teachers 'disagreed' that they lack potable water and 41.7% indicated that

they had. This means that potable water was 110t a problem to most new teachers.

This would make teachers accept postings to such areas.

The fintlings in Table 6 reveal that over 93.1% of the teachers reported

that they did not have family problems while 6.9% 'agreed' that they had. It

could be deduced from the analysis that majority of the new teachers did not have

ramily problems when posted to their new station. This would enable them to be

stable and help the school to achieve its set goals.

Moreso, over 43 representing 59.7% of the teachers 'agreed' that their

new stations were far from their hometown while 40.3% 'disagreed'. It could be

infcrrcu rl·om that analysis that new teachers are posted to far away places where

visiting family members takes a longer distance. This problem would lead to high

teacher turnover in such places. TillS finding supports Mulkeen (2006) finding

that teachers make long journey to visit family members.

Rcscm'ch Qucstion 3: What professional challenges do newly trained

teachc.·s face?

Teachers were asked to mention some of lhe challenges they encounter in

the course of their work which makes their work less effective. This was intended

to find out whether new teachers face professional challenges at their new

stations. Table 8 provides some of the challenges.
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Table 7

P."ofessiol1al Challenges

Agree Disagree Total

N % N % %

Lack 0 f re Ference books 49 68.1 23 31.9 100

Lack of stationery 28 38.9 44 61.1 100

Inability to organise pupils' a~tiyities 4 5.6 68 94.4 100

Class 111.unagement 3 4.2 69 95.8 100

Inadequate TLIVI II 15.3 61 84.7 100

From Table 7, majority of the respondents (68.1%) 'agreed' that lack of

reference books was the major challenge they faced while 31.9% of them

'disagreed' Ihm reference books were not available. It could be deduced from the

analysis that newly trained teachers do not have reference books to facilitate their

teaching and this would prevent them from getting access to the required

information they were supposed to use in teaching. This finding shows that

students would find it difficult achieve the dreams as Fodah (1990) stated tJlat

textbooks are the rock for major academic work.

A follow-up question was posed as to whether the teachers lacked

stationery in the school, about 81.1% of the teachers 'disagreed' that getting

stationery was a problem to them and 38.9% also 'agreed' that lack of stationery

was a challenge they faced in the school. The scores mean that stationery was not

a challenge they faced in teaching in their schools.
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FurtIJCI·, on the question of teachers' inability to organise pupils activities,

as much as 94.40/0 of the teachers <disagreed' {hat they were unable to organise

pupils' activities. Only 5.6% confessed that they were unable to organise pupils'

activities. This means that the new teachers did not have problem in organizing

pupils' activities. This confirms Igwe and lkonta (2008) finding that new teachers

are in formed of the use of instructional materials.

Also, as high as 95.8% of the teachers <disagreed' that they were unable to

t1H\1lage their classes while 4.2% attested that managing class was a problem. The

findings show that class management was not a challenge they faced. This would

ensure smooth delivery of information to pupils. Hover's (2003) finding runs

countc.r with this finding O'\3t class management is one of the major chaJlenges of

beginning teachers.

Teachers were asked as to whether they had inadequate teaching learning

material (TLM). about 84.7% of the teachers <disagreed' that inadequate teaching

learning and materials was a challenge they faced. Only] 5.3% 'agreed' to the

statetnent. It could be inferred from the discussion that newly trained teachers

have enough teaching learning materials to enhance teaching. This would extend

their students' llorizon of experience (Erickson, 1972).

Research Question 4: What are the effects of the challenges newly trained

tcache.'s face?

Teachers were asked to express their views on the effects of the social and

economic challenges they faced on their performance. Table 7 provides a

summary of their views.
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Table 8

Tcachcl"S' Views on the Effecfs oCtlie Challenges

Agree Disagree Total

N % N % %

Low output of work 9 12.5 63 87.5 100

Lateness 18 25.0 54 75.0 100

Absel11.eeisll1 3 4.2 69 95.8 100

')"iredncss 6 8.3 66 91.7 100

Financial problem 7 9.7 65 90.3 100

From the results in Table 8, the social and economic challenges did not

make tcachers produce low output of work with 87.5% of the respondents

confirming lhis. Gnly 12.5% of them 'agreed' tilat the challenges resulted in low

Olltput of work. The analysis means that the presence of social and economic

challenges did not prevent tcachers from producing high output of work. The

implication is that tcachers will work as expected and a lot of topics will be

covered resulting in good academic performance ofpupils.

I\s high as 75% of the tcachers 'disagreed' that tile social and economic

challenges made them reported to school late. Only 25% orthe teachers 'agreed'

that they were late to school due to these challenges. 111is means that teachers

rcpOIied to work on time despite the challenges they faced. This implies that

wastage of instructional time which was caused by lateness was not there.

Over 95.8% of the teachers 'disagreed' that the challenges made them
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absent themselves from school while 4.2% 'agreed'. This means that majority of

the teachers did not absent themselves from school in spite of these chaJlenges.

The implication is that a lot of teaching and learning activities could take place.

As much as 66 representing 91.7% of the teachers 'disagreed' that the

challenges made them tired and 8.3% <agreed' that they became tired when faced

with these challenges. From the analysis, it could be seen that the challenges did

not make teachers tired. This implies that the number of periods teachers were

supposed to teach could be exhausted.

Teachers' views were sought all whether the challenges made them

encountered financial difficulty. Over 90% of the teachers <disagreed' tbat the

challenges made them encountered financial difficulty. Only 9.7% 'agreed' with

the statement. The analysis means lila! majority of tile teachers did not face

financial difficulties. This implies that tcachers would focus much attention on

instructi ng pupi Is wit1lOU! any interruption.

Rese~H'ch Question 5: In what ways can the challenges be over'come'!

Teachers' views were sought on how to overcome the challenges they

faced. Table 9 presenls Ole findings.
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Table 9

\Vnys of Solving the Challenges

Agree Disagree Total

N % N % %

Improvise teaching aids 59 81.9 13 18.1 100

Sort help from stakeholders 48 66.7 24 33.3 100

Consult other slaff members 68 94.4 4 5.6 100

Spend time working 2 2.8 70 97.2 100

From Table 9, majority of the teachers (81.9%) 'agreed' that teachers

should improvise teaching learning materials while 18.1% 'disagreed' that

teachers should improvise materials for teaching.

As much as 66.7% suggested that tcachers should sort help from

stakeholders when they face some challenges in the school and 33.3% 'disagreed'

with the statement. Over 94.4% of tile teachers suggested that teachers should

consult other members of staff when they face challenges. This implies that

teachers would be free from the stressful conditions tIley may find themselves.

Approximately 97% of the teachers 'disagreed' that they spent some time

working when faced with challenges in the schooL This means that volume of

work will be left undone and this can result in anxiety and stress among teachers

which could also affect delivery ofinstmction to pupils.
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Heads of Schco:

roorty-five (45) heads of basic schools were llsed in the shldy. These were

the heads of the schools where the new teachers were posted to. Their views on

the challenges ne\~/ly trained teachers face were sought to enhance the discussion.

Heads were asked to indicate the problems newly trained teachers faced in

their schools. The problems were discllssed under the following sub-headings:

I) Proressional

2) Economic

3) Social

Economic Problems

I-Teads' VIews on economic problems teachers face were sought and the

dctai Is are stated in Table 10.

Table 10

Economic Problems

Agree Disagree

N % N %

Late payment of salaries 8 17.8 37 82.2

Unpaid traveling and transport claims 9 20.0 36 80.0

Unpaid bills/unable to meet their needs 18 40.0 27 60.0

Total

%

100

100

100

The findings from Table 10 revealed that 82.2% of the heads repOlted that

new teachers' salaries were not delayed while 17.8% of them said the salaries

were paid late. This finding was confirmed by the teachers.
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/\bout 80% or majority of the heads <disagreed' that traveling and

transport clnims were not paid to teachers. This finding runs counter with views

elicited from teachers. This contradiction in the views of the new teachers and

their heads may be due to the heads' lack of interest in the welfare of their

teachers. From Table 10, majority of the heads 'disagreed' that newly trained

teachers bills were not paid or unable to meet their needs while 40% answered in

affirmative. This finding is in agreement with the responses provided by teachers.

Social Problems

J-Ieads were asked to indicate the kind of social problems their newly

trained teachers faced. Table II shows heads' responses.

Tnble 11

Social PI-oblcll1s

Agree Disagree Total

N % N % %

Conflict with heads 45 100 100

Conflict with some members of the 2 4.4 43 95.6 100

comlllunity

Conflict WitJl staff members 2.2 44 97.8 100

Long distance to school 25 55.6 20 44.4 100

Lack of potable water 22 48.9 23 51.1 100

Lack of electricity 21 46.7 24 53.3 100

Lack of decent accommodation 19 422 26 57.8 100

Lrlck of places of convenience 27 60.0 18 40.0 100

Lack 0 r transportation 23 51.1 22 48.9 100
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Tnble 11 indicates that all the heads 'disagreed that teachers had conflict

with them. This finding was strengthened by teachers. The highest percentage,

95.6 fYo of the heads 'disagreed' that teachers had conflict with some members of

the community. This finding was confirmed by teachers. Over 97.8% of the

heads were of the opinion that teachers had no conflict with staff members and

this wns confirmed by the teachers.

\Vith respect to long distance to school, majority of the heads (55.6%)

'agreed' that teachers made long distance to school while 44.4% of them

'disagreed'. This finding is not in line with findings teachers indicated. On the

question of potable water, 51.1% of the heads said illat teachers did not have

problem with potable water and 48.9% 'agreed' that teachers had problem with

potable water. This is in agreement with the finding teachers indicated.

About 53.3% of the heads confirmed the claim of newly trained teachers

that electricity was not a problem. Lack of decent accommodation attracted the

highest percentage of 57.8% indicating heads disagreement and 42.2% of ille

heads 'agreed' that it was a problem. This confirmed teachers' responses.

As lllallY C1S 60% of the heads claimed that teachers bad problems with

place of convenience, but 40% of them 'disagreed'. This finding was different

from lInding indicated by teachers. On lack of transportation, 51.1 % of the heads

<agreed' that teachers face transportation while 48.9% said tllat teachers did not

face transportation problem. 111is is not in agreement with findings indicated by

teachers.
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I-lends'

Professional Problems

. wly trained teachers faced
views on professional problems that ne

were sought. The results are provided in Table 12.

Table 12

P."ofessional .P,·oblcms

Agree Disagree Total

N % N % %

Lack of teaching teaming materials 28 62.2 17 37.8 100

Lesson notes preparation 4 8.9 41 91.1 100

ClIllllllalive assessmenl \vork 8 17.8 37 82.2 \00

Lack of reference book 32 71.1 13 28.9 100

Class management 5 1J. I 40 88.9 100

As indicated in Table 12,62.2% of the heads claimed that teachers did not

have teaching learning materials while 37.8% agreed that they had. The

infel-ences thal can be drawn ai·e that teachers lack teaching learning materials and

lhis was confirmed by the teachers.

On lhe question of lesson notes preparation, majority of the headteachers

(91.10/0) responded thal leachers had no problem with lesson notes preparation

and only 8.9% confessed that they had problem. Again, 82.2% of the heads

•disagreed' Ula1 cUlllulative assessment work is a problem while 17.8% said they

had problem in cumulative assessment work.

Results in Table 12 show that teachers did not have reference books and

lilis attracted 71.1 % responses while 3 representing 28.9% 'disagreed' that lack of
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reference books \-vns a problem. This means that teachers did not have reference

books. This finding wns confirmed by the teachers in rable 8. About 88.9% of the

heads said that they did not have problem with class management and only 11.1 %

claimed they had problem. It could be said that the teachers were able to manage

their classes to ensure effectiveness in leaching. Both teachers and heads shared

similar view.

Effects of the Problems

Heads were asked to state some of the effects of the problems on the

teachers work. Results are displayed in Table 13.

T~ble 13

Effects of the PI"oblems

Agree Disagree Total

N % N % %

Lost of interest in tCriching 44 97.8 2.2 100

Absenteeism 35 77.8 10 22.2 100

Lateness 33 73.3 12 26.7 100

From Table 13, 97.8% of the majority of the heads stated that newly

tmined teachers lost interest in teaching as a result of the challenges that

confronted them. About 77.8% of the teachers absent themselves from school

when they face some of these challenges, the heads indicated. Tllis would result

in low performance of pupils since teachers would not be able to cover the

syllabus.
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Again, over 73.3% of the heads 'agreed' that lateness was common among

the newly trained \vhen faced with these challenges. This implies that the nwnber

of periods the teachers were supposed to teach would be reduced. The pupils too

would report to school late since they learn from teachers. Heads' views on the

effeds of the challenges teachers faced were not in agreement with that of

teachers.

Induction

Heads' views were solicited on whether they organized induction for

newly trained teachers. Table 14 provides the findings.

Table 14

Jnd lIction

Agree Disagree Total

Introduction of staff

Introduction to school management

committee

Introduction to opinion leaders

Introduction to school rules and

regulations

Location of school facilities

N

43

23

10

41

43

%

95.6

51.1

22.2

91.1

95.6

N

2

22

35

4

2

%

4.4

48

77.8

8.9

4.4

%

100

100

100

100

100

The data analysis in Table 14 indicates that heads introduced teachers to

the other inmates of lhe school and this attracted 95.6% of the views of heads.

This confirms t.eachers' assertion in Table 4. As much as 51.1% of the heads

'agreed' that newly trained teachers were introduced to school management
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C0I11111 i llee as well.

Furthermore, 77.8% of the heads 'disagreed' that teachers were introduced

to the opinion leaders in the community. The analysis means that teachers were

not gi ven much exposure to opinion leaders in the community who could help

them when they faced problems in the community in which they work. This

confirms the newly trained teachers' views in Table 4.

On introduction of teachers to school rules and regulations, as high as

91.1% of the heads 'agreed' that they did. Teachers' finding in Table 4 confinns

this finding. Also. 43 representing 95.6% of the heads responded in affimlative

that tenchers were shown where the facilities of the schools were. This confirms

the newly trained teachers' responses in Table 4.
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CHAPTER FIVE

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

This chilpter presents the summary of the main findings that emerged from

the study and the conclusions drawn. It also covers the recommendations made

and areas suggested for [ultJler study. The aim of the study was to examine the

challenges that newly trained teachers in Awutu-Efutu-Senya district face. The

study focused on orientation they are given, social, economic and professional

challenges the teachers face. The shldy involved only newly trained teachers and

their headteachers.

The study was carried out in 68 junior high schools and 93 primary

schools in the Awutu-Efutu-Senya district. Descriptive sample survey was

employed to conduct the study. The reason for the choice of this design was that

the study was to investigate respondents' view about the issue. Purposive

sampling technique was used to select the respondents for the study. One hundred

and seventeen (117) respondents comprising 45 headteachers and 72 newly

trained teachers were involved in the study.

The main instrument that was developed to gather data for the study was

questionnaire which was made up of mainly closed-ended and open-ended

questions. The instrument was scmtinized by some colleagues and tJle

researcher's supervisor and also pilot-tested with the aim of ensuring high validity

and reliability. The reliability co-efficient was r=7.25. tn all, five research
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questio11s were posed to guide and direct the study. The data collected were

analysed using percentages and frequency distribution.

SUlUlltary of the Findings

The findings that emerged frolll the study were grouped under social,

econol1lic, and professional challenges, effects of Ule challenges, and orientation

new tcachers received.

Social Challenges

It was foutld from the study that newly trained teachers stayed far [rom

theil' schools and therefore made long distances before Hley got to the school.

They indicated that teachers did not have good places of convenience in their

schools. However, they did not have conflict with their heads and members of

the community, they did not have electricity, accommodation, water, places of

convenience and family problems

Economic Challenges

On economic challenges, it was realised that traveling and transport claims

were not paid to newly trained teachers and this poses a challenge to them. The

study also revealed that teachers were unable to provide their needs probably due

to scanly salaries they receive and unpaid claims. Notwithstanding, it was found

out that there was no delay in tlle payment of salaries to the newly trained

teachers. This was due to th~ new arrangement where newly trained teachers

continue to draw their allowances they were being paid at college until their

correct salaries are paid to them.
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Professional Challenges

On professional challenges, it was found out that the teachers lacked

referellce books in the school. It was revealed that the teachers lost interest in

teaching as .. result of the challenges they face. It also came to light. however,

that the ncw tcachers did not lack stationery. the capacity to organize pupils'

activities. the capacity to manage their classes and did not lack teaching/leaming

materials. In view of lhat. these things did not pose as challenge to them.

Ol"icntation

On orientation for teachers, the study revealed that headteachers in the

district organised intensive and effective one for their teachers. They were shown

the locations of various school facilities available. introduced to members of staff

they were going to work with as well as the pupils they would be handling.

The study. however. disclosed tilat the new teachers were not introduced

to opi nion leaders in the conununities in which they teach. It took them a very

long time before they got to know even their P.T.A executive members.

Effects of the Challenges on theil' Performance

tt was realised from the study that teachers believed that the few economic

anti professional challenges they faced did not adversely affect their perfomlance.

They claimed that the challenges did not make them give low output of work. late

to school, absent frol11. tired at school and faced financial problem. They

indicated that they overcame the problems. because they sought help from

stakeholders like heads, parents and others. They also consulted other staff

members when they faced some challenges and improvise materials to teach to fill

84

---<

© University of Cape Coast

Digitized by Sam Jonah Library



the g<lP of inadequate reference books.

Conclusions

Based on the nmin findings of the study, the following conclusions can be

drav.m: From the findings of the study, it can be concluded that newly trained

tea~hers in the district are given effective orientation in order to make them settle

duwn well for smooth academic work. This largely has resulted in the newly

tmined teachers not having social challenges in their schools in the district. What

the heads only fail to do is to extend the orientation to the introduction of their

new teachers to opinion leaders in their communities to make their stay more

com fOl'lable.

It can also be concluded that the new teachers faced financial difficulties

due mainly to unpaid traveling ,mel transport claims. Since most of them did not

hail frol11 the district and that had to transport their luggage from far places, they

exhausted £III that they had on Ulem and found it difficult to make ends meet.

1\lso, delny ill putting them on their right scale and had to rely on the aJlowances

pail! to them compounded Uleir problem.

It can again be concluded that t1le new teachers faced difficulty with

gelling reference books to enhance teaching and learning. This made them to rely

011 their previous notes and professional experiences to make their pupi1s

understood their topics. This would put a lot of pressure on the new teachers

which had the tendency to derail t11eir efforts to make the pupils understand things

quickly. This has serious implication for academic work.
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Finally, it can be concluded that the effects of the challenges on newly

trained teachers may seem minimal, yet the lost periods can not be regained. The

tcnchcrs may not be able to make up lost periods they used to move up and down

to chase their claims and looked for money somewhere in order to survive and

teach.

Recommendations

From the findings and conclusion drawn, the following recommendations

arc made.

Social Challenges

It is recommended to heads of basic schools to extend their orientation for

newly trained teachers by introducing the teachers to opinion leaders including

P.T.A. and S.M.C. executives. ll1ese personalities would help make new teachers

reel rnore comrortable in the communities.

Economic Challenges

It is recommended that the school management committee and the P.T.A

should set up a common fund that could be used to pay new teachers when the

salaries are delayed. These· monies should be taken back when their salaries are

paid by Controller and Accountant General

The district director could also negotiate with financial institutions to

secure soft loans to help pay new teachers when the salaries are delayed and the

moncy could be deducted from their salaries when they are paid. On transport

claims. it is being recommended that the district directors should spend time to

work on them quickly so that they could be paid on time to minimize the financial
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teachers.

I

- -

constraint they go through in the initial stages of their stay_

P.'ofcssional Challenges

It is recOIll.mended that the Curricuhuu and Research Development Unit of

Ghana Education Service should supply adequate reference books 10 enable

teachers deliver lessons more eITectively. Headteachers should also convince

P. T.A to buy some books 10 supplement what the central govemment supplies to

schools.

Suggested Areas for Furfher Research

The study revealed a mUllber of challenges faced by newly trained

The researcher wishes to suggest l1lat a study shouJd be conducted to

find out huw tJ .
Ie new tcachers adjust to these challenges. The study was

conducted il d··
lone ISlne! and it is therefore suggested that the same study should

be replicated in a I I·· . d
c W10 e regIOn to confiml or refute the findmgs oflbe shl y.
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Female[ 1
26-30 [ 1 31-above [ 1

APPENDIX A

ADJUSTMENT CHALLENGES FACED BY NEWLY QUALlFIED

TEACIIERS fN I3i\SIC SCHOOLS IN TI-IE AWUTU-EFFUTU SENYA

DISTIUCT OF GHANA

QUESTIONNAIRE FOR TEACHERS

Please give the appropriate infonnation with a tick [...J] where boxes are provided

and short answers where broken lines are provided

This study seeks to investigate the adjustment challenges faced by newly

q un Ii ried tcachers in the AWlltli Effulu-Senya District. Some of the questions are

open ended. m.eaning the respondents have to supply their own answers. The

others arc close ended, implying that the respondent will have to tick [-] in the

box, <:lll option appropriate to his/her opinion 011 the issue raised. Respondents are

assured that information supplied will be used for academic work only and will be

treated confidentially.

OEMOGRAI'UIC DATA

1. Sex: Male [ 1
2. Age: 20-25 [ 1
J. State the Ilumber of 1110nths you have taught since your posting as a newly

qualified teacher.

.. . . . . . - .

. .. .. . . . ..... .. ... ..... ... . .. . .. ... . . . - .

................. .

4. I-lave yotl encountered any social and economic problems as a newly

qualified teacher? Respond to these statements on your feelings by ticking

under the appropriate and correct response

ECONOMIC Agree Disagree

a. Late payment of salary [ 1 [ 1
b. Unpaid traveling and transport claims [ 1 [ 1
c. Inability to provide needs [ 1 [ 1
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:;OCIAL Agree Disagree

n. Conniel with school head [ ] [ ]

b. C01111 iet wi lit some members of community [ 1 [ ]

c. Long distance to school [ ] [ ]

d. Lnck of transportation [ ] [ ]

c. Lack of electricity [ 1 [ ]

r Lnck of accommodation [ 1 [ ]

g. Lnck of convenience [ ] [ 1
b. Lack of portable waleI' [ ] [ ]

I. family problem [ ] [ ]

J. Station far away from [ ] [ ]

Othcrs (specify) .....................................................................

....................................... -........................................•.. -., ..

5. Slate the effects of the problems(s) identified in question four:

. '., -.. -, , .

............... .

6. What problems do you face in your continuous assessment duties?

3.

b.

c.

Agree Disagree

Marking of exercises [ 1 [ ]

Filling continuous assessment fonns [ 1 [ 1
Conversion of marks to 30% and 70% [ ] [ ]

d. Othcrs (specify) .

...... .

7. How do you overcome the problem(s) encountered in question six?

· .... ............ . ..................... . . . . . . .......... ........... . . .......... ........

· .

· .
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R. LCSStlll notes preparation is key in a teachers professional duty. Identify

any problems you encounter in perfomling this duty.

Agree Disagree

Lack of reference material [ ] [ ]

Lack of stationary [ ] [ ]

Inability to organize pupils aClivities to achieve

desired objectives [ 1 [ ]

Inability 10 write evaluation [ ] [ ]

n.

d.

e. Others (specify) .

~.

b.

.................. .

9. How best do you think the problem can overcome?

· .

· .

· ......................................................................•....•...••...•...•

10. \Vilat problem(s ) have you faced 'in your teaching?

o.

b

Class management problems

Inadequate teaching/learning materials

Agree

[ ]
[ ]

Disagree

[ ]

[ ]

c. Inability of pupils to understand tlie English

language [ ] [ ]

d. Others (specify) .

............. .

J 1. Tile hC(ld of the school made you aware of the following on arrival.

Agree Disagree

[ ] [ ]

[ ] [ ]

[ ] [ ]

Cl. Location of facilities in the school

b. School rules and regulations

c. Introduction to staff and pupils

d. Introduction to some opinion leaders in the

COIllIllI1Jlity [ ] [ ]

C. Others (specify) .

....................... . .. " ..
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12. The il1<lbility of your school head to take yOll through the above

oric-Illation poses challenge to you. Agrcc Disngl'ce

13. I r agree. what were the challenges?

[ 1 [ 1

............... . .....................................................

.......... .

......... .

14. Arc there any other problem(s) you encounter as a newly qualified teacher

Ill'll yOll would like to mention?

........... . ...........................................

. .

'" . ... .

15. How is your school work affecled by that?

.•.....•.....•.....•...••....

..........................................................................................

..................... .

........ .
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APPENDIXB

A DJ USTM ENT CIIALLENGES FACED BY NEWLY QUALIFIED TEACtIER

IN BASIC SCHOOLS IN THE AWUTU-EFFUTU-SENYA DISTRICT OF

GHANA

QUP:STIONNAIRE FOR HEADS OF SCHOOL

Ple(lsc your assistnnce for the completion of this questionnaire will be very

111\1(;11 appreciated. Be assured that information provided will be solely for

acndcmic research work.

This study seeks to investigate the adjustment challenges faced by newly

qualified teachers in the Awuttl Effulu-Scnya District. Some of the questions are

open ended. meaning the respondents have to supply their own answers. The

others are close ended, implying that the respondent wiJI have to tick [-] in the

box, an option appropriate to his/her opinion all the issue raised. Respondents are

assured that inFormation supplied will be used for academic work only and will be

tl·cated confidentially.

I. I lave yOll, been receiving newly qualified teacher in your school in U1C

past live years. Yes [ ] No [ ]

2. If yes has any of the following problem(s) been reported to you or have

any of them faced such challengers.

PROFICSSIONAL: Agree

Disagree

~. Lack of tcaching/learning materials [ 1 [ ]

b. Lesson note preparation [ 1 [ ]

c. Cumulate assessment work [ 1 [ ]

d. Lack of reference books [ ] [ ]

c. Class management [ 1 [ ]
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ECONOIVIIC Agree Disagree

a. Late payment of salary [ 1 [ ]

b. Unpaid traveling and transport claims [ 1 [ 1
c. Unpaid bills [ 1 [ ]

~OClAL Agree Disagree

a. Conniet with 5<.:hool head [ 1 [ 1

b. Conniet with any tcacher [ ] [ ]

c. Conniet with some members ofconmmn.ity [ ] [ ]

d. I ,ong distance to school [ ] [ ]

e. Lnck oC portable water [ 1 [ 1

f. Lack of electricity [ ] [ ]

g. Lack of decent accommodation [ 1 [ ]

h. lack of convenience [ 1 [ ]

I. Lack of transportation [ ] [ 1

OTHERS Agree Disagree

a. Lost of interest in teaching [ 1 [ 1

b. Station frn- away from hometown [ 1 [ ]

c. Family problems [ 1 [ 1

3. What problclllS do U1C newly qualified teachers on your staff face in their

teaching? Agree Disagree

a. Class management [ ] [ ]

b. Lack of adequate teaching/learning materials [ ] [ ]

c. Inabi Iity 0 r pupils to understand their language [ ] [ ]

d. Others(specify) .....................................................................
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4. What clTorts do the problem(s) confronting the newly qualified staff have

a.

b.

c.

nil their total Olltput ofwark as teachers? Agree Disagree

Absenteeism from school [ ] [ 1

CUlllulalivc assessment difficulties [ ] [ 1

Lateness to school [ ] [ 1

5. The school organize induction programme for the newly qualified staff by

taking them through the following:

a. Introduction to starr and pupils [ 1 [ 1

b. Introduction to school management committee [ 1 [ ]

c. Introduction to opinion leaders in the conununity [ 1 [ ]

d. Introduction to school rules and regulations [ ] [ ]

e. Showing him/her the location of the facilities [ 1 [ ]

6. Slate <.lily problems that you would like to mention about your newly

qualified teacher(s) . ............................................................
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