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Abstract

The experience of socialisation for those new to headship can be challenging and often
traumatic (Crow, 2007). Research into the socialisation of new headteachers is not extensive
and has primarily been concerned with identifying and ordering stages in the socialisation
process, for example, phases of headship. Such an approach neither allows for an analysis of
the complexity of socialising influences nor does it enable the generation of explanatory
theories. The purpose of the current research was to provide an understanding of the
socialisation of new headteachers from an analysis of significant socialising experiences. The

aims of the research were to:

1. analyse the socialisation of new primary headteachers from a role boundary
perspective.

2. test the suitability of the role boundary concept as a rigorous, theoretical and
methodological tool that can be applied to researching the field of headteacher

socialisation.

The research analysed critical incident vignettes from the experiences of seven newly
appointed primary school headteachers up to their first three years in post. Data was collected
using two research methods; semi-structured interviews and a written log. Twenty two critical
incident vignettes were analysed using an interpretive methodology underpinned by an
analytical framework based upon the concept of role boundary. The role boundary is described
as being the point of delineation between a set of behaviours that are considered to be
legitimate in role and those behaviours that are considered illegitimate in role. The role
boundary concept allows for an analysis of the socialising experiences of new headteachers as
they and the organisation engage in a recurrent, reciprocal and relational socialising process
that seeks to establish those behaviours that are, and those that are not, legitimately enclosed

by their role boundaries.

The research found that socialisation is the process by which the new headteacher and the
organisation seek to establish and position their respective role boundaries. Headteachers
experience socialisation as a series of emotionally challenging interactions where the central
purpose is to establish who has the legitimate authority to take decisions and to take actions in
the following three main areas; task role allocation, resource allocation and the creation and
application of organisational procedure. These interactions are immediate, are intense and
have the potential to lead to conflict where individuals contest the limits of their respective

role boundaries. The research finds the concept of role boundary as a theoretical and



methodological tool to be of heuristic and analytical value in understanding and explaining
headteacher socialisation and presents a role boundary socialisation theory to explain the

dynamics of the socialisation process.



Chapter 1

Introduction

Beginning a headship for the first time is an exciting, exhilarating, but complex experience
(Weindling and Dimmock, 2006). The extent of the challenge faced by those new to headship is
immense and has been described as being “traumatic” (Crow, 2007, p.51). However, whilst
there exists a substantial body of research on the characteristics of ‘leadership’ and
‘management’ and their impact upon schools, far less is known about the ways in which
headteachers are socialised into their role as school leaders (Brandon, 2002). The purpose of
the present research is to redress the imbalance and to provide important insights into
understanding the complexities and the challenges experienced by those taking up their first

primary school headship.

Hobson et al. (2003) have identified early headship as the most crucial phase of a new
headteacher’s incumbency. Current research proposes three different temporal definitions of
early headship. The first is that an individual’s success as a headteacher is founded upon their
work in their first six months of headship (Reeves et al., 1997); the second is that early
headship constitutes the first year in post (Day and Bakioglu, 1996; Ribbins, 1999; Brighouse
and Wood, 1999; Gronn, 1999); and third that early headship extends to the first three years
of a new headteacher’s incumbency (Fidler and Atton, 2004). However, whilst these studies
provide subsequent researchers with three temporal demarcations of early headship that
might be of interest for future study, they do not provide insights into the specific processes of
primary headteacher socialisation. Rather, these research studies are concerned with
establishing a model of phased headship with which one is able to categorise and order

leadership development.

Arguably, research methodologies of headteacher socialisation have to date paid insufficient
attention to the role played by organisational context in the social construction of leaders
(Brandon, 2002). For the most part leadership research has been concerned with an analysis of
a number of individualistic variables whilst overlooking, or perhaps not taking into
consideration, the context which will inevitably influence the formation of an individual’s
leadership practice (English, 1995; Grint, 2005). Arguably, new leadership research should seek
to understand the critical role that context plays in the construction of an individual’s

leadership practice during their socialisation.



There is a relative paucity of research concerned with the day to day processes involved in the
socialisation of new headteachers and the process of learning and change that are central to
socialisation itself. Change is concerned with the interplay between the actors in the
organisation and the way in which leaders manage these variables (James and Connolly, 2000).
Such variables are necessarily influenced by both the individual themselves and their context
and as such understanding the impact of socialising influences within an organisational context
is central to gaining a detailed understanding of the process of socialisation for new

headteachers. Indeed, English (1995) argues that:

“If the objective in leadership research is to understand and illuminate
behaviour, only the use of data acquired from real settings/contexts
will move the study of leadership beyond the presumptuousness of
trying to ascertain what leaders do from reputational approaches.”

(English, 1995, p.204)

English (1995) suggests that there is a need to research the interplay between leadership
development and leadership context. Such research will require the use of a methodological
approach that will allow for the collection and analysis of a different type of variable than
those currently used to identify such dimensions as, for example, leadership attributes within
early headship. Indeed, it is arguable that to limit the research of new headteacher
socialisation to a study of leadership styles and traits is essentially reductionist in the sense
that it restricts any potential analysis to simply ordering and describing aspects of leadership.
Such an approach would seem to overlook the need to address the complexities of studying
the processes of socialisation. Further, such an approach, by methodological implication, fails
to consider the intrinsic nature of the recurrent, reciprocal and relational behavioural interplay

that takes place between the individual and their context during socialisation.

A new theoretical and methodological approach: role boundary perspective

To illuminate the centrality of behaviours during socialisation one must find and utilise an
alternative theoretical and methodological perspective to those used in previous research to
identify and order leadership attributes, styles and traits. In my thesis, | argue for the heuristic
value of the ‘role boundary’ as a concept with which one can analyse socialisation. Here, it is
useful to separately examine the definition that is given to ‘role’ before proposing the

conceptual framework of the role boundary.
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The notion of the role boundary takes as axiomatic that the concept of role can at any given
time be understood in two distinct ways. The first is role as position (Gabriel, 1999). Role as
position can be defined as being the tasks that an individual is required to undertake in order
to fulfil their responsibilities and accountabilities as a consequence of them holding a role label
(e.g. headteacher). The second distinction of role is that of role as practice (Mullins, 2005).
Role as practice is defined as being the way in which an individual goes about undertaking their
tasks. Thus, whilst role as position is broadly generalisable across schools by nature of the
similar requirements of the role of a headteacher, role as practice will be as varied as the skills,

temperament and attitudes that the individual brings to their context and vice versa.

The concept of the role boundary conceives of an individual’s role as practice as being
enclosed by a point of demarcation, rather like a boundary fence, in which lay a set of
behaviours through which one interacts with the organisation and vice versa. Arguably, the
process of socialisation is that of an individual and their organisational context establishing
which behaviours are considered appropriate (i.e. legitimate) to an individual’s role and those
that are not (i.e. illegitimate) with the process (i.e. socialisation) having the potential to lead to
critical incidents and conflict. In my work, | argue that an analysis of these behavioural
interactions is central to research that is concerned with understanding socialisation and that
all such interactions are the central process of socialisation itself. Further, | argue that a study
of the dynamics of role boundary interactions will enable researchers to explore the processes
and methods individuals use when attempting to establish a boundary around the behaviours
they believe legitimately constitute their role. Such an analysis can be achieved by analysing
the behaviours of individuals during the process of socialisation by studying critical incident

vignettes from a role boundary perspective.

Research Aims and Research Questions

The aims of the current research are to:

1. analyse the socialisation of new primary headteachers from a role boundary
perspective.

2. test the suitability of the role boundary concept as a rigorous, theoretical and
methodological tool that can be applied to researching the field of headteacher

socialisation.

It is my intention that the thesis presents fresh insights into the socialisation of new primary

school headteachers and especially to discover the nature and cause of the events that lead
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those new to headship to describe the experience as being traumatic (Crow, 2007). | will do so
by analysing the behaviours of individual actors in the organisation within the context of
critical incident accounts of significant events that occur during a new headteacher’s
socialisation. These accounts will be captured and recorded during the research as they are
described by the headteachers themselves. In so doing, | intend to test the suitability of the
role boundary concept as a rigorous, theoretical and methodological tool that can be applied

to researching the field of headteacher socialisation.

The research questions are as follows:

1. How can the experiences of those individuals newly appointed to their first primary
school headship be interpreted and explained?

2. What is the nature of the experience of those individuals newly appointed to their first
primary school headship?

3. What can be learned from the interpretation and explanation of newly appointed
headteachers to enhance understandings of headteacher socialisation?

Key findings

The following is a synopsis of the key findings from the research that are presented in Chapter
6. Firstly, the research finds that the notion of the role boundary as a theoretical and
methodological tool is of heuristic value to those wishing to research socialisation from a
behavioural perspective. The value in the use of the role boundary lies in its ability to enable

researchers to analyse and interpret data drawn from individuals’ experiences of socialisation.

Secondly, the research finds that for those new to primary headship the impact of role
boundary interactions can be both immediate and intense. It identifies the groups of
stakeholders involved in critical incidents as they have been reported by headteachers during
their socialisation and also the frequency with which each group appears in the data.
Interestingly, the data points to the fact that the overwhelming source of critical incidents
experienced by headteachers during their socialisation involves adults; mainly staff and
parents. Of further interest is that given the inverse relationship between the number of adults
to children in schools (i.e. there are far more children than adults), the research finds that
headteachers report experiencing relatively few critical incidents involving children. The
research analyses the central leadership and management tasks that lay at the heart of each

critical incident vignette against the six strands of the National Standards for Headteachers
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(DfES, 2004). The national standards outline the key work of headteachers and an analysis of
the vignettes against such criteria enables the identification of the most common tasks of the
professional work of new headteachers that were reported as being traumatic in nature. The
analysis finds that almost exclusively the trauma of the reported incidents involved
management and not leadership tasks. Further, the analysis finds that during socialisation the
headteachers involved in the research were largely involved with establishing their legitimate
authority in relation to others over the decision making process. In particular, it is possible to
identify that the overwhelming majority of incidents reported by headteachers involved their
establishing who has the legitimate authority to take decisions of a management nature.
Specifically, these decisions can be identified as being those concerned with task role
allocation, resource allocation and the creation and application of organisational policy and
procedure. Interestingly, the research finds that contrary to the work of Fidler and Atton
(2004) there are no discernable differences between the socialising experiences of those
headteachers promoted from within an organisation and those appointed to the position from
an external post and offers a possible explanation; that the essence of the socialisation process
itself is that of an individual seeking to make sense of their understanding of their new role
and the way in which they will fulfil that role regardless of whether or not they have been

appointed from another school or have been promoted internally within their current school.

Thirdly, the research suggests how socialising experiences can be interpreted and explained.
The findings suggest that socialisation is a sense-making process and that the socialisation of
new headteachers is fundamentally concerned with learning how best to exercise their
authority through complex social interactions. These interactions are recurrent, reciprocal and,
being social in nature, are also relational as they take place between different individuals
within the organisation. The research studies these interactions through analysing critical
incidents and finds that establishing who does and who does not have the legitimate authority
to take decisions is central to each critical incident and especially with regard to task role
allocation, resource allocation and through the application of organisational policy and

procedure.

Fourthly, the research identifies what can be learned from the interpretation and explanation
of the experiences of newly appointed headteachers in order to enhance understandings of
headteacher socialisation. The research argues that new headteachers have the greatest
influence and so sense of control over their socialisation when they have formulated an
understanding of the behaviours that are, and those that are not, legitimately enclosed within

their role boundary. Where headteachers have such a clear understanding of their role
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boundary they are able to influence contextual factors from a secure authority base and

through decision making within the context of role boundary interactions.

In the fifth section the findings of the current research are compared with the findings of
previous research. Here, similarities are highlighted and points of delineation and difference

are explained.

Chapter six concludes by making extant the original claims to knowledge drawn from the
thesis. The section is set out under the following headings; the theoretical, the empirical and

the methodological.

A Summary of the Thesis
Following this introductory chapter the content of the chapters in the thesis are as follows:
Chapter 2

Chapter 2 provides a review of the literature and begins by examining what is meant by
socialisation. It analyses the processes and outcomes of organisational socialisation before
discussing the tactics and typologies of socialising influences. Chapter 2 continues with a
review of the existing research with regard to the socialisation of new headteachers and
concludes by highlighting both the significant gaps in existing knowledge which form the basis

for my own empirical work and the research questions that guide the current research.
Chapter 3

The purpose of chapter 3 is to provide a new conceptual framework for the analysis of the
data. The chapter begins by proposing the central concepts of role and organisational
boundaries before proposing ‘role boundary’ as being the central conceptual tool for the

analysis and interpretation of the data.
Chapter 4

The methodology chapter begins by specifying the aim of the research and rehearsing the
research questions. It considers the ontological and the epistemological issues that underpin
the research before arguing for the utility of a case study methodological approach. The
chapter then sets out the research design and makes clear how data was analysed through the

development of a new conceptual framework for analysis drawn from the literature review;
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that of the role boundary. The chapter concludes with a review of the ethical considerations of

undertaking such a research project.
Chapter 5

Chapter 5 provides an interpretation of the data, drawing upon the conceptual framework for
analysis set out in Chapter 3. The chapter analyses critical incident data drawn from the
experiences of seven headteachers during their socialisation. Critical incidents are recorded as

vignettes which are then analysed from a role boundary perspective.
Chapter 6

Chapter 6 sets out the main findings from the data. The chapter is organised under the three
headings of the research questions in order to demonstrate the appropriateness of the
research design with regard to meeting the aim of the research. The chapter compares the
findings from the current research with those from previous research and concludes by setting

out the original claims to knowledge drawn from the thesis.
Chapter 7

In this final chapter, a role boundary model is developed that presents an explanation of the
socialisation of new primary headteachers based on the interpretations of the data and the
principles of a role boundary approach to analysing and understanding socialisation. The

concept of the role boundary is central to the model.
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Chapter 2

Literature Review

Introduction

The aims of this chapter of the thesis are:

e toreview the literature which exists in this field of socialisation

e to identify the gaps in understanding of the socialisation of new headteachers.

The literature review is divided into two areas of interest for this study, these being the
literature concerned with organisational socialisation and that concerned with the socialisation
of new headteachers. The first section of the chapter begins by examining what is meant by
organisational socialisation. It then provides an analysis of the processes and outcomes of
organisational socialisation and the tactics and typologies of socialising influences before
concluding with a discussion of the limitations of the existing theoretical models of
socialisation. The second section provides a critique of the literature concerned with the
socialisation of new headteachers, considering the extent to which the research is theoretically
grounded within the broader body of socialisation literature. The chapter continues with a
consideration of the current research in the field of headteacher socialisation identifying the
methodological and theoretical implications for the current research project. The fourth
section is concerned with beginning headship and what is already known about the
experiences of new headteachers. The literature review concludes by highlighting the
significant gaps in existing knowledge with regard to the socialisation of new headteachers

which will form the basis for my own empirical work.

Section 1: Socialisation
What is meant by ‘socialisation’?

The process of socialisation requires an organisational incumbent to interact with the recurring
routines and exigencies that exist within the local context of their organisation (Schein, 1988;
Gabriel, 1999). Socialisation has been referred to as a form of situational learning by Atkinson

and Delamont (1985) that is characterised by the necessity of coping with unfamiliar situations

16



as a person learns the ropes. Miller (1970) offers a similar definition:

“Newcomers in any social situation go through an initial process of
learning the ropes: finding out who the other people in that situation
are, where they are located, what they do, what they expect the
newcomer to do and how they want him to do it. We seldom dignify
this process by calling it learning.”

(Miller, 1970, p.118)

Thus socialisation is both relational, in that it requires the organisation and the individual to
interact in order to communicate expectations, and is recurrent, in that the interactions are
part of a learning process that potentially may continue for an indeterminate period of time.
What is less clear is the extent to which the process of socialisation is reciprocal, or put
another way, is it possible for the individual to influence their own socialisation or is
socialisation a process to which an individual is subjected by the organisation? Such a question
requires a consideration of the interplay between structure and agency and the notion of
voluntarism and free will during the process of socialisation. | will return to this question later

in chapter 3.

Socialisation Processes

The two predominant socialisation processes are serial and divestiture (Van Maanen and
Schein, 1979). Serial socialisation occurs when existing role holders are used as the primary
training agents for new individuals entering the profession rather than the new individual
being left to make sense of their new role alone (Hart, 1993). Van Maanen and Schein (1979)
argue that the principal feature of serial socialisation is that it is primarily concerned with
reproducing the current environment. In the case of new headteachers, serial socialisation is
used as a means of preparing an individual to lead a similar phase and size of school to that of
the experienced mentor or coach. Serial socialisation is therefore concerned with ensuring that
there are enough individuals to fulfil a specific role position within an organisation, or system,
as opposed to being concerned with how that individual undertakes the role in practice (Van

Maanen and Schein, 1979).

Southworth (1995) considers serial socialisation to be the most common approach used to
socialise new headteachers and argues that mentoring, coaching and secondment are the

most prevalent examples of serial socialisation used in schools. However, more recent views of
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mentoring and coaching models concerned with supporting new headteachers, such as those
used by the National College for School Leadership in their Local Leader of Education (NCSL,
2010) and Professional Partner (NCSL, 2010) models place a far greater emphasis on the
influence of context in defining leadership solutions recognising that school leaders should

adopt working practices that are fit for purpose within their own schools.

A contrary form of socialisation is one that utilises divestiture techniques. Divestiture methods
of socialisation are concerned with limiting the potential for an individual to influence the
cultural norms of the organisation (Crow, 2007). Military training camps, for example, use
divestiture methods to ensure that individuals are rid of their civilian identity and to instil a
new military identity. Divestiture models of socialisation are concerned with ensuring that
newcomers are taught how to enact their role both as position and as practice, thereby aiming
to achieve a strict homogenisation that ensures that all members of the organisation, or

system, undertake their work in an expected and recognisable fashion.

Socialisation Outcomes

Socialisation outcomes may be described as being either custodial or innovative (Schein,
1971). Custodial outcomes are characterised by the maintenance of the current environment.
Traditional organisational models of socialisation, such as the serial and divestiture models,
encourage custodial outcomes that emphasise the key operational management skills required
to maintain the ‘status quo’. Innovative outcomes are more closely aligned to those models of
socialisation where individuals are encouraged to challenge their organisational context and
preconceptions to promote collaboration, experimentation and leadership. Here one should
point to the complexity of aligning the purposive behaviours expected of organisational
innovators with the protective custodial duties expected of those new to headship (Crow,
2006). Arguably, new headteachers are expected to demonstrate their impact upon the
organisation through the introduction of innovative practice whilst perhaps ironically the
organisation will look to the new headteacher for signs of custodial stability during a time of

significant change. Such juxtaposition will lead to inherent tensions during socialisation.

Socialisation Tactics

Van Maanen and Schein (1979) propose that organisations use at least six tactics to structure

18



the early work experiences of newcomers. Each tactic consists of a bipolar continuum.

1. The tactic of collective (vs. individual) socialisation is the practice of grouping
newcomers and putting them through a common set of experiences as opposed to
treating each newcomer independently and putting him or her through more or less
unique experiences.

2. Formal (vs. informal) socialisation refers to segregating a newcomer from more
experienced members for a defined period, rather than not clearly separating a
newcomer from others.

3. The sequential (vs. random) tactic refers to a set progression of steps leading to the
assumption of the role, compared to an ambiguous or changing sequence of steps.

4. Fixed (vs. variable) socialisation provides a set timetable for the assumption of the
role, whereas a variable process does not.

5. Inaserial (vs. disjunctive) process, the newcomer is socialised by an experienced
member, compared to a process where a role model is not used.

6. Finally, investiture (vs. divestiture) affirms the incoming identity and attributes of the

newcomer rather than deny and strip them away (discussed above).

Van Maanen and Schein’s (1979) conceptual framework of socialisation tactics is considered to
be one of the most theoretically developed models of socialisation (Ashforth, Saks and Lee,
1998). However, whilst Van Mannen and Schein’s (1979) typology of socialising tactics allows
for an understanding of the way in which an individual is socialised into a role, it does not
provide an opportunity to explore the individual experiences of those who are socialised.
Therefore, such an approach, whilst providing a useful typology for understanding types of

socialisation, does not allow for the generation of explanatory theories of socialisation.

Building on Van Maanen and Schein (1979), Jones (1986) argues that the six tactics form a
gestalt that he terms ‘institutionalised socialisation’. According to Jones, the collective, formal,
sequential, fixed, disjunctive and divestiture tactics encourage newcomers to passively accept
established roles, thereby reproducing the status quo. Conversely, at the opposite end of the
socialisation continuum, the individual, informal, random, variable, serial and investiture
tactics encourage newcomers to question the status quo and develop their own approaches to
their roles. Jones refers to this end of the continuum as ‘individualised socialisation’. The
distinction between the passive conforming influence of institutionalised socialisation and the
free and proactive nature of individual socialisation suggests the potential for tension within a

socialising context where individuals might hold different views as to how they would define
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their own role within the organisation. Such a tension would further suggest that it is possible
for individuals to be active participants in their own socialisation into role as opposed to being

passively subjected to the socialisation process.

Ashforth, Saks and Lee (1997) studied the operational dimensions of the six forms of
socialisation tactics and concluded that the institutionalised socialisation tactics reflect a more
structured program of socialisation, whereas the individualised tactics reflect a relative
absence of structure. Further, with the exception of divestiture (vs. investiture), it would seem
that the individualised tactics are defined primarily by what they are not: they do not involve
grouping newcomers and subjecting them to common experiences, they do not involve
segregating a newcomer from others, they do not involve set stages that follow a set timetable
and they do not involve the use of a role model. Ashforth, Saks and Lee (1997) argue that
although individualised socialisation may be used deliberately to provoke innovation, at times

it may be used more by default than by design.

Consistent with the theorising of Van Maanen and Schein (1979) and Jones (1986), empirical
research indicates that institutionalised socialisation has generally been used by organisations
to encourage conformity rather than innovation (Allen and Meyer, 1990; Ashforth and Saks,
1996). Van Maanen and Schein (1979) consider that such an approach encapsulates a custodial
rather than an innovative orientation. However, Ashforth and Saks (1996, pp.170-171) argue
that institutionalised socialisation can be used to foster either conformity or innovation. Thus,
institutionalised socialisation is simply a process through which individuals learn the
behaviours, attitudes, and skills necessary to fulfil their new roles; it need not convey certain
conforming content. Conversely, there is no guarantee that an individual who might be
exposed to conforming content should choose consciously or otherwise to allow their agency

to be informed by that content.

Socialisation and context

Van Maanen and Schein (1979) argue that the socialisation tactics:

“are not tied to any particular type of organisation. Theoretically at
least, they can be used in virtually any setting in which individual

careers are played out.”

(Van Maanen and Schein, 1979, p.231)
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The argument that socialisation tactics are not necessarily associated with certain
organisational contexts would presuppose that socialisation as a process, either individualised
or institutional, will be influenced by a range of organisational factors and by the individuals
involved in the process of socialisation. Further, these factors can be identified as being an
intrinsic and mediating part of the tension between the bipolar purposes of individualised or

institutionalised socialisation tactics.

The size and structure of organisations are central influencing factors in defining socialisation
tactics (Burns and Stalker, 1994). Large organisations demonstrate a need to moderate and
control their structure in order to ensure the continued success of the system as a whole. Their
need to reproduce the status quo means that the predominant socialisation tactics
experienced by newcomers are custodial in that they are collective, formal, sequential, fixed,
serial, and investiture tactics; what Jones (1986) refers to as institutionalised socialisation.
Conversely, smaller organisations tend to use the individual, informal, random, variable,
disjunctive and divestiture tactics to encourage newcomers to question the status quo and
develop their own approaches to their roles, so empowering the organisation to grow. Jones
(1986) refers to this end of the continuum as individualised socialisation. Predominant
explanatory factors might be that the size of smaller organisations might prohibit serial or
collective socialisation tactics as there simply might not be an individual, or group of
individuals, available to socialise and to learn from; such is often the case in the socialisation of

new headteachers in schools.

Individuals whose job descriptions are thought to be socially or financially ‘high risk’ if they fail
to perform (e.g. headteachers) will arguably need a mixture of individualised socialisation, (to
help them understand and to undertake their role as practice), and also institutionalised
socialisation, (to understand their role as position in relation to their context) (Crow, 2006).
‘High risk’ job descriptions require that individuals are both custodians of the organisation but
also require them to demonstrate innovation to ensure the growth of the organisation. Thus,
the complexity of socialisation tactics that are deemed institutional in nature and those
socialisation tactics that are considered individual are further complicated by ‘high risk’ job
descriptions and a lack of a similarly placed organisational role model would suggest that the

socialisation of new headteachers is extremely complex (Weindling and Dimmock, 2006).

Concluding comments

The processes, outcomes, typologies and tactics of socialisation are tools for ordering and
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understanding socialisation but are of limited use when applied as tools for analysis of the
interactions that exemplify the experience of socialisation as a lived social reality. Describing
socialisation in terms of processes, outcomes, typologies and tactics might be considered over
simplistic because each fails to provide for an analysis of the complexity of socialising
influences. Socialisation is characterised by a series of dynamic interactions between an
individual and their context. In order to understand the process of socialisation more fully it
will be necessary to analyse these interactions to uncover the complex interplay between how
socialisation into role is dictated and negotiated. Such richness of detail cannot be achieved

through a process of ordering alone.

Section 2: Existing theoretical perspectives on the socialisation of headteachers

The purpose of this section is to draw from the literature broad theoretical perspectives that
have been used to describe the socialisation of new headteachers. The section begins by
defining the typologies of socialisation that have been used to describe and order the
processes that constitute the socialisation of headteachers finding that existing research into
the socialisation of new headteachers has been grounded in the work of Merton (1963) and
Greenfield (1985). The chapter concludes that existing research has been influenced by these
authors’ 20" century views of socialisation and as such these ideas are ready to be challenged

and new models explored in the light of new and emerging 21% century research perspectives.

The predominant approach to understanding the socialisation of headteachers derives from
Merton’s (1963) socialisation theory. The stress here is on the two-way interaction between
the new leader and the school situation (with each trying to change and influence the other).

In this view of socialisation there are two main overlapping phases:

1. professional socialisation, which involves learning what it is to be a headteacher, prior
to taking up the role, drawn from personal experience of schools and of teaching and

from formal courses; and

2. organisational socialisation, which involves learning the knowledge, values, and
behaviours required to perform a specific role within a particular organisation after

appointment (Schein, 1968).

Professional socialisation takes place when the individual, either consciously or unconsciously,
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combines prior knowledge and experience with their intention to undertake the role
(Greenfield, 1985). In the case of headteachers, professional socialisation begins when an
individual enters the teaching profession and observes the agency of the headteacher within
their own organisation and is referred to as anticipatory socialisation (Hart, 1993; Browne-
Ferrigno, 2003; Crow, 2006). Professional socialisation also takes place through the acquisition
of formal qualifications, for example the National Professional Qualification for Headship
(NCSL, 1997) or participation in a professional development programme, such as the National
College for School Leadership’s ‘Head Start’ programme for new headteachers (NCSL, 2010).
The essence of professional socialisation is that it is primarily concerned with gathering the
skills, values and competencies needed to carry out the work-related tasks required of a
headteacher regardless of context. The knowledge requirements and professional qualities
required for headship are set out in the National Standards for Headteachers (DfES, 2004). The
standards were devised to reflect the role of the headteacher and are set out under the

following headings:

shaping the future

¢ leading learning and teaching

¢ developing self and working with others
e managing the organisation

e securing accountability

e strengthening community

The standards were devised to assist in the recruitment of new headteachers, to provide a
supporting framework for those undertaking the performance management of headteachers
and as a professional development tool (DfES, 2004). They are also used in the National
Professional Qualification for Headship (NPQH) application process as an assessment
framework for those wishing to aspire to headship. Initially, it would seem that such a focus
upon the acquisition of a set of generic skills and competencies would appear useful in the
sense that it provides a universal set of standards for those seeking to take up headship.
However, such an approach would seem to disregard, or at the very least overlook, the
inherent importance of context in the process of socialisation and specifically the interplay
that exists between individuals and their context; the latter being unique to each case of
socialisation. Applied as a tool for the analysis of socialising incidents, the standards are of use
to researchers who seek to understand which kinds of tasks headteachers are required to
undertake during their socialisation into role. | return to the utility of the standards and

specifically in relation to the current research in subsequent chapters.
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Organisational socialisation is focused upon the context in which individuals are to perform
their role. It is concerned with the complex interplay between the individual, the role and the
context and is concerned with conveying to an individual, (i.e. the new Headteacher) ‘how
things are done around here’ (Gabriel, 1999). Whilst professional socialisation is concerned
with familiarising an individual with a range of competences and skills to fulfil their role,
organisational socialisation is concerned with making the individual an effective member of
the collective, or school (Greenfield, 1985). Ogbonna (1993) goes further and suggests that
organisational socialisation is, “the interweaving of the individual into the community and the

collective programming of the mind.” (p.42).

Increasingly, those concerned with researching the socialisation of headteachers are adding a
third view of socialisation to Merton’s (1963) model, that of personal socialisation (Weindling
and Dimmock, 2006; Crow, 2006; 2007). Personal socialisation describes a sense-making
process that encompasses the professional and the organisational but resides in neither.
Personal socialisation involves the change of self-identity that occurs as individuals learn new
roles (Browne-Ferrigno, 2003). For new headteachers personal socialisation can include
identifying with the larger view of schools that goes beyond one classroom and with a
different image of the role (Matthews and Crow, 2003) and possibly requires headteachers to
realign their preconceptions of their new role with a different reality of their organisational

context (Weindling and Dimmock, 2006).

Personal socialisation is concerned with an individual making sense of their identity within the
workplace. It defines the processes that govern how individuals manage their own perceptions
of themselves and how they align these perceptions to their organisational role and agency
(Czander, 1993). An individual’s understanding and awareness of the complex processes of
induction, growth and stabilisation into role are central to a powerful formative and
transforming organisational socialisation that reshapes an individual’s understanding of the
nature and purpose of headship. Personal socialisation is the process of assimilating these
influences within an individual’s psyche that ultimately defines how they fulfil their role
incumbency as individuals within the organisation (Gabriel, 1999). It represents an
understanding of self in relation to the demands of role and other socialising influences. The
purpose of personal socialisation is significant in that it is an individual’s conscious and
unconscious attempt to make sense of professional and organisational influences as they find,
make and take up their role as headteacher (James et al., 2006). Arguably, the processes of
socialisation that promulgate an individual’s understanding of their own position within a

given context can be observed during interactions between individuals and tasks.

24



It might be argued, then, that the traditional view of the socialisation of headteachers as being
professional and organisational is over simplistic. Socialisation is a complex and dynamic
process that takes place across a range of personal, cultural and physical dimensions within a
specific organisational setting. Such complexity can lead to conflict as organisational and
professional socialisation processes have diverse objectives. Professional socialisation seeks to
develop a conception of the role for newcomers and prepare them with the skills to fulfil the
tasks required of a headteacher regardless of context. Organisational socialisation actively
seeks to ensure that the newcomer absorbs contextual nuances and aims to ensure that the
individual becomes an effective member of the organisation. Neither of these is concerned
with the individual at the heart of the process forming an understanding of their own identity
within their role. Here, it is possible to recogn