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Abstract

First year teachers assume demanding responsibilities in their first year of
teaching because they take on duties similar to experienced teackers. Beginning French
immersion teachers assume these same responsibilities; but, in addition, they are often
new to the community and the curriculum.

The main purpose of this study was to assess the utility of developmental
induction support to a case study group of four French immersion teachers from
November to June of their first year teaching; the induction support consisted of an
experienced teacher acting as a school-based teacher mentor. While functioning as a
mentor, the author of this thesis, an experienced teacher, acted as a participant observer
collecting data on each beginning immersion teachers' needs, concerns, and support
requested. Further, the study sought to collect questionnaire responses from beginning
French immersion teachers about their concerns, and useful types of assistance and
support during their first year of teaching. This questionnaire was completed in February
and June by the case study group and by a survey group of French immersion teachers
who were in their first year of teaching.

The research questions asked were: What are the major concerns of beginning
teachers in French immersion? Which types of assistance and support are useful during
the first year of teaching? Which types of interactions occur between beginning teachers
and an experienced teacher mentor in an induction support program? The answers to
these questions would provide information from which to develop induction programs

for beginning teachers, with particular reference to first year French immersion teachers.



The research findings confirm the beginning teacher induction literature. Major
concermns of beginning French immersion teachers are strategies to survive and function
effectively. Beginning French immersion teachers appreciated the variety of types of
assistance and support they received. The case study group found aspects of the

developmental induction program useful including peer coaching and the mentor teacher.
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Quotations

"People do not necessarily learn from experience, particularly if they do not think about

it or do not take responsibility for its creation.

Anon

Research has shown that the constant pressure of teaching leaves little time for
meditation. But as the introductory epigraph suggests, much learning may be lost if we
do not take the time to analyze our experiences and evaluate the effects of our own

actions on classroom events and outcomes."
Holborn (1988)

"When you pass through the waters, I will be with you; and when you pass through the

rivers, they will not sweep over you."

Isaiah 43:2
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Chapter 1. Introduction

French immersion programs are available in many Canadian school districts. The
majority begin with 100 percent French instruction in kindergarten and grade one with
English introduced in varying amounts in grades two, three, or four. Late immersion
programs, which can begin at any grade from grade four up, also exist in British
Columbia (B.C.). In late immersion programs, children who have been learning in
English experience one or two years of 100 percent French, after which the amount of
French is reduced. (Genesee, 1984)

In the majority of cases, French immersion is instruction in French for anglophone
children. Early French immersion imitates first language acquisition process. Even
though kindergarten and grade one teachers speak entirely in French to the children,
children are not required to respond in French until they feel ready to 2o so, usually by
about January of grade one. After grade one, children tend to speak exclusively French
with their immersion teachers; however, they continue to speak largely English with their
friends. Most language learning in immersion is included while students learn content
and process. Language learning in immersion is integrated with the curriculum and
student interests.

Children learn in French using a curriculum parallel to that of the English program.
In addition, immersion teachers and schools integrate cultural components of French
Canadian or international francophone groups into the learning experiences. In the early
years of French immersion, B.C. teachers tended to have supplies of outdated curriculum
materials from Quebec. These materials were not entirely appropriate because they were
designed for native speakers of French. Immersion teachers often were required to adapt

these materials, or translate English materials. Recently, more resources have been
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published specifically for immersion children. In B.C. a considerable amount of material
has been translated from English to French. However, much curriculum development
remains to be done.

In B.C. most French immersion programs are housed in schools with the English
programs; such schools are called dual-track schools. School districts often atiempt to
limit the immersion enrolment to that of the English program in a dual-track school;
therefore, there is often only one class at each grade, or split classes in a school's French
immersion program. In secondary dual-track schools, the enrolment of students in
French immersion is normally a small percentage of the total school population;
consequently, immersion teachers form a small proportion of the secondary school staff,
In BC a féw sihgie—track French immersion schools exist, called immersion centres, and
have no English program.

ner ment of the probl

Since French immersion programs began in B.C. in 1971, the program has
expanded rapidly (Day and Shapson, 1983). Initially, francophones hired from Quebec
or other francophone areas staffed immersion programs. More recently, B.C. universities
have implemented teacher education programs to prepare French immersion teachers in
this province. Hiring teachers for French immersion programs has always been a
challenge; numbers of available teachers qualified to teach in B.C. with a native or
native-like fluency in French have been simply inadequate to meet the demands of rapid
program expansion.

Many French immersion teachers are first year teachers and/or teachers new to the
province or community, and curriculum. First year teachers assume demanding
responsibilities from the onset of teaching because they acquire duties similar to

experienced teachers (Andrews, 1986, British Columbia Royal Commission on
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Education, 1988, Bolam, 1979, Lortie, 1975). The literature on beginning teachers states
that beginning teachers have difficulty handling teaching duties and responsibilities in the
same manner as experienced teachers (Fuller, 1975, Fuller and Bown, 1975, Katz, 1972,
Veenman, 1984). In addition to being beginning teachers, many of the French
immersion teachers are not well acquainted with the B.C. curriculum and have no
specialized training as immersion teachers. Because French immersion is still a
relatively new program there remains much curriculum development to be done, a task
which often falls to individual teachers (Burns and Olson, 1981), and is another area of
difficulty for beginning teachers. At dual-track schools, immersion teachers frequently
do not have the support available of another immersion teacher teaching the same grade.

"If beginning teachers are to become increasingly effective then much more must
be done to assist their initial year of entry into the profession" (McNally, 1990, p. 5). In
addition to normal induction problems and support needs of all novice teachers,
beginning French immersion teachers may need even more help. The problem is to
determine what help--induction process--is most useful for first year French immersion
teachers. Induction programs are very important because they are effective processes to
retain teachers in the profession, to provide advice and assistance to encourage beginners
towards good instructional practices, and to move beginners toward realizing their
potential as teachers (Cole and McNay, 1988, McNally, 1990).
Purpose of this study

This study sought to provide induction/support through an experienced teacher
mentor assisting with concerns, to a case study group of four French immersion teachers
from November to June of iheir first year teaching, and assess this program's utility.
While functioning as a mentor I acted as a participant observer collecting data on the

needs and concerns of each of the four beginning immersion teachers.



Page 4

The study also collected questionnaire data on beginning French immersion
teachers’ concerns, and types of assistance and support beginning immersion teachers
found useful at two points during these teachers’ first year of teaching. Both the case
study group teachers and a survey group of French immersion teachers not undergoing
the induction/suppcrt program completed this questionaaire.

The research questions for this induction/support study on first year French
immersion teachers included the following.
What are the major concerns of beginning teachers in French immersion? Which
concerns improve and which concerns persist during and after the first year of teaching?
Do differences exist between the survey group and the case study group regarding
concerns?
Which types of assistance and support are useful during the first year of teaching?
Which types of additional assistance and support would beginning French immersion
teachers like to have?
Which types of interactions occur between beginning teachers and an experienced teacher
mentor in an induction/support program, and which changes in desired interactions do
the case study group teachers experience as they progress through the beginning teacher
induction/support program?
Answering these questions would provide parameters for generic induction programs for
beginning teachers with some additional specific suggestions for first year French
immersion teachers.
Definition of terms

The following terms are of frequent use throughout this dissertation; consequently,

they are defined here to aid in comprehension.

First year teacher/beginning teacher. These two terms are used interchangeably.
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First year teachers and beginning teachers are teachers who are experiencing their first
year teaching. They are normally recent graduates of university teacher education
progr: s who have not taught in public schools before except for student-teaching
practica or perhaps some substitute teaching.

Induction program. The first year of teaching is frequently described as the
induction period. All teachers undergo induction into the profession. However, not all
teachers experience an induction program. Induction programs are supportive activities
which aim to facilitate an effective entry into the tcabhing profession, growth in teaching
competence, retention in the profession.

Qrientation. Orientation is part of an induction program. The beginning teacher
requires orientation--basic information--about the school district, school, staff, policies,
community, curriculum.

Mentor teacher. A mentor teacher is an experienced teacher who works with one
or more beginning teachers to provide all or part of an induction program.

Collegial. Collegial processes are those where colleagues work together as equals;
they are characterized by connecting on a professicnal level with colleagues to look for
advice and new ideas (Loucks-Horsley et al., 1987).

Collaborative. Collaborative interactions occur when colleagues work together
equally on mutual planning and problem-solving, assuming that multiple perspectives are
better than single ones (Loucks-Horsley et al., 1987).

Peer coaching. This is a collaborative, collegial, interactive process with the goal
of improving instruction. Individual teachers have autonomy to choose goals and
directions for their work towards change. Functions of the coaching process include:
providing companionship, helping each other learn to teach, brainstorming for

application of strategies, providing one another with ideas and feedback (Joyce and
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Showers, 1982).

Clinical supervision. The clinical supervision process is pre-conference,
observation based on chosen foci, post-conference. Effective clinical supervision
requires a trusting, problem-solving rapport between colleagues. The pre-conference
establishes an agreement between the colleagues on goals, what the observation will be,
and how the observational data will be recorded. During the classroom observation the
observer collects data based on the chosen foci established at the pre-conference. At the
post-conference the colleagues collaboratively review the observational data, analyze,
problem-solve, plan for implementation of problem-solving strategies and future
supervisory interaction - (Goldhammer, Anderson, Krajewski, 1980). Clinical
supervision should be characterized by: a primary emphasis on professional development
and on improving instruction, a collaborative partnership which includes mutual trust and
growth benefits and joint decision-making, reflection and analysis, much give and take
by teacher and supervisor (Loucks-Horsley et al., 1987).

This study intends to discover concerns of first year French immersion teachers and
useful induction processes to assist with these concerns. It makes no sense to advocate
induction programs for immersion teachers without first investigating if induction
programs have been determined useful for other teachers, and what characteristics are
part of these programs. For these reasons it is important to review the research literature

to see what has already been learned about beginning teacher induction programs.
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Chapter 2. Review of the Literature
o istics of beginni |

The literature review on teachers new to their careers identifies characteristics and
problems these teachers share; some of these characteristics and problems are different
than those of experienced teachers. Veenman (1984) conducted a comprehensive review
of the research on the problems of beginning teachers compared to experienced teachers,
covering the period from 1960 to 1984 in Europe and in North America. Veenman
(1984) reported classroom management as the most seriously perceived problem for
beginning teachers. He also found that inexperienced teachers were less likely to be
capable of student-centered behaviors including: responding to students with immediate
feedback, and differentiating programs according to student differences. Beginning
teachers frequently had difficulties with student evaluation, with classroom order and
organization, with the ability to find new solutions to instructional problems, and being
capable of motivating students to begin and continue their studies. Inexperienced
teachers felt insecure in their competence and relationships with students, parents and
colleagues. Similar findings are reported by the BC Royal Commission (1988), Gray and
Gray (1985), Marso and Pigge (1987), and Sheridan and Pyra (1975). Discipline, large
class size, and general workload were the principal problems. Additional factors which
make teaching difficult for beginning teachers are the abrupt entry into the profession
and the lack of support for initiation into teaching (Andrews, 1986, Bolam, 1979, Lortie,
1975).

The observations of researchers that beginning teachers share similar problems, and
that experienced teachers encounter problems different from the beginners, leads to the
concept of developmental stages in teacher growth, based on the problems and concerns

teachers experience at various points in their careers. Sprinthall and Thies-Sprinthall
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(1987) describe how teachers process experience through stages; stages are organized in
an hierarchical sequence from the less complex to the more complex. Growth occurs
first within a less complex stage and then progress to the next stage occurs; growth is not
automatic but occurs only with appropriate interaction between the teacher and the
teaching environment. Behavior can be loosely determined and predicted by a teacher's
particular stage of development. Characteristics of good teaching are associated with the
later stages of the developmental concerns continuum.

Fuller (1969), Fuller and Bown (1975), Hemingway (1988), Hunt (1987), Katz
(1972), Mamchur (1988), Wheeler (1988) also describe beginning teachers' professional
growth by means of stages. These authors suggest an initial survival stage when new
teachers' concerns invariably centre on themselves, their anxieties and doubts about their
competence, their interactions with students, parents, and colleagues. At this point in
their careers, new teachers find it difficult to focus on good teaching or individual
students' needs. After some experience, teachers normally progress from this survival
stage to being concerned about improving teaching methods, and finally to maturity or
the stage of being concerned about individual students and their needs, and theoretical
principles as they apply to teachers' individual teaching environments. These

developmental theories and characteristics of beginning teachers were useful in observing

the case study group and in planning their in-service activities.

Stages of teacher development show parallels to Maslow's (1960) developmental
changes in life based on satisfied, lower-level needs, Erickson's (1963) progressions of
developmental stages in overcoming conflicts in life, Kohlberg's (1984) stage theory of
moral reasoning, Hunt's (1974) developmental stages, and Piaget's (1968) intellectual
developmental stages.
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Maslow's (1960) hierarchy of needs is characterized by a triangle. The basic needs
of shelter and security are the base of the triangle which is a necessary building block for
the later stages of love and belonging needs, the need to be recognized by others, and
self-actualization needs. According to Maslow's hierarchy, no higher need can be met
without first fulfilling the lower needs. The basic needs of shelter and security, and the
second stage needs of love and belonging correspond with the teacher developmental
stage of survival. Beginning teachers search for success in attempts to help children
learn, and endeavour to gain pupil and professional respect, in order to lose feelings of
anxiety and inadequacy. Maslow's third stage of needing recognition by others
corresponds to the second teacher stage of concerns about teaching strategies. Teachers
try new techniques and materials, gain professional respect and are recognized as
members of the profession. Maslow's self-actualization stage equals the teacher
developmental stage of maturity and concerns about individual pupils. All basic
concemns are fulfilled; the teacher can reflect on theoretical concepts and apply them to
work with children. The teacher can consider students' needs thereby actualizing
professional qualities.

Erickson's (1963) first two stages of overcoming conflicts based on mistrust of
one's own capabilities, and doubt of one's adequacies, corresponds to the survival stage
for teachers. Erickson's next five stages of endeavouring to discover initiative, industry,
identity, intimacy with a group, and generativity or growth, appear to equal the teaching
concerns stage. Erickson's final stage, the search for integrity, parallels the maturity
stage. Kohlberg's (1984) first two stages of being fearful and dependent and
opportunistic relate to the survival stage cxpericnccd by beginning teachers. Kohlberg's
next two stages of conforming to persons and rules relate loosely to the teaching

concemns stage. Kohlberg's two final stages of becoming principled and autonomous
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correspond well to the maturity stage of teacher development. Hunt's (1974) two later
stages relate well to teacher development stages. His second stage of being dependent
and conforming correspond well to the two early stages of teacher development. Hunt's
third independent, self-reliant stage parallels the maturity stage of teacher development.

Piaget's (1968) stages are based on children's development as they adapt to their
environment and learn to cope with its inherent problems. Teacher developmental stages
are based on how teachers adapt and cope with their environments; consequently, there
are obvious parallels. Piaget's second stage of preoperational thought corresponds to the
survival stage of beginning teachers as they cope with concrete classroom problems
related to specific events. Piaget's third stage of concrete operational thought relates to
the teaching concerns stages as teachers follow behavioral expectations and wish to
conform to good teaching strategies. Piaget's final stage of formal operational thought
parallels the teacher maturity stage as teachers establish their own principles and beliefs
and act upon them. Glickman (1981) states that from the work of authors of
developmental life stages, we can observe a consistent progression from concern with
self, to concern with being an effective, useful member of a group, to finally being
capable of showing concermns about others and using autonomous, reflective methods to
meet and improve on these concerns. This progression parallels that of the concerns-
based teacher growth models.

Other constraining factors related to French immersion programs are: scarcity of
immersion teachers who have had pre-service teacher education programs in French
immersion (Day and Shapson, 1983), lack of teaching resources available in French and
at appropriate language levels for French immersion students (Obadia and Safty, 1990)

requiring immersion teachers to have the extra burden of massive curriculum
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development (Burns and Olson, 1981, Day and Shapson, 1983). These factors are
difficulties all immersion teachers face, but they may be even more onerous for
beginning immersion teachers as they also deal with the usual novice teachers’
difficulties.
Inducti for beginni |

Researchers highlight the importance of the induction year for the long-term
professional growth of teachers and for the retention of new teachers in the profession
(Andrews, 1986, BC Royal Commission, 1988, Lortie, 1975, Varah, Theune, and Parker,
1986}. The following section outlines characteristics, synthesized from the research
literature, of induction programs which effectively provide for the support needs of
beginning teachers. In implementing this study, I included many of these characteristics.

The global objective of induction programs is to assist beginning teachers to grow
professionally. The research literature outlines specific goals within this global objective
including: to increase the retention of beginning teachers, to promote the personal and
professional well-being and growth of beginning teachers (Huling-Austin, 1988,
Marceau, 1988, Schlechty, 1985), to assist in recognizing the effects of isolation, to aid
in becoming familiar with a school district's resources, to initiate community integration
(Cole and McNay, 1988, Hegler and Dudley, 1987), to encourage collegiality, to
socialize the beginning teacher to the professional norms (Marceau, 1988, Schlechty,
1985), to deal with stress resulting from uncertainty and anxiety, and to enhance feelings
of being part of a supportive profession (Blakey, Everett-Turner, Massing, Scott, 1988).

1 addressed several of these goals in this study's induction program.

Housego (1988) postulates that greater feelings of preparedness to teach lead to

better teaching and a consequent richer learning environment for the students. She sees
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this as a cyclical relationship where the richer learning environment will lead students to
respond with improved motivation and achievement, and thereby increase the comfort
and preparedness feelings of the new teacher. Research studies conducted with
beginning teachers supported by induction programs, show these programs can augment
beginning teachers' feelings of preparedness (Andrews, 1986, Buski, 1988, Ratsoy,
Friesen and Holdaway, 1988) and thus improve the learning situation.

Huling-Austin (1988) reports a synthesis of research on induction programs for
beginning teachers. She concludes these programs make a difference. Principals
comment that beginning teachers perform better when given support compared to
beginning teachers without support. Rossetto and Grosenick (1987), Hegler and Dudley
(1987) and Andrews (1986) described similar findings to those of Huling-Austin. Cole
and McNay (1988) suggest induction programs impfove retention of new teachers and
these programs may indeed be obligatory if the profession wishes new teachers to
develop to their potential.

Ratsoy et al. (1988) evaluated the Alberta Initiation to Teaching Project which
provided year-long supervised internships to beginning teachers. First year teachers,
their supervising colleagues, and administrators all expressed support for the internship
program, stating that growth was evident in the interns' teaching abilities as well as in
their professional relationships. Buski (1988), in reporting on the Alberta Project,
suggests that project participants believe their internship was an improved method to
begin teaching and that this type of support should be mandatory. Similar statements of
support for the initiation of beginning teacher induction programs are heard from British

Columbia Teachers' Federation (1990) and the BC Royal Commission (1988).
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Part of a whole
"No pre-service program, no matter how well designed, can produce the ready-

made teacher” (Fullan and Connelly, 1987, p. 35). According to these two authors, pre-
service teacher education programs are only the first step in the continuum of life-long
professional growth for teachers. The pre-service program should be linked into the
induction years, which should flow into a career-long plan for professional development.
Indeed, "induction is the key to beginning to build a true continuum"” (Fullan and
Connelly, 1987 p. 37).

Echoing Fullan and Connelly, Andrews (1987) and Phillips-Jones (1983) conceive
of induction programs as part of a school staff development program. Andrews (1987)
believes that both programs share characteristics, namely: collaborative work among
teachers, implementation at a school-based level, flexibility according to participants'
needs, and collegial supervision processes. Induction should not be perceived as an
entity itself but a specific part of a larger plan. This study's induction program did
dovetail well into the school staff development program. All four characteristics
mentioned by Andrews were part of this program as well as part of the professional ethos
of the school.
B e

Best practice in teacher in-service should be an inherent part of induction as well as
all staff development activities. Carrier (1986) and Harris (1980) suggest the following
assumptions which should shape in-service education, and which are pertinent to
induction programs: teachers leam on the job; teachers need feedback on their own
behavior to make efficient use of experiences for learning; in some learning situations,

teachers require direct intervention (in this case, by a collaborative colleague using
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observational data) in order to be successful; teachers learn best that which they perceive
to be meaningful and useful; teachers learn in active states under conditions of mild
stress and needs. Principles of effective adult learning suggested by Fullan and Connelly
(1987) and by Krupp and Oja quoted in Loucks-Horsley et al. (1987) include:
opportunities to try out new practices, careful and continuous guided reflection and
discussion about change, continuity of support, time for change, and challenge. These
principles were part of the framework of this study's induction program and enabled
"new teachers to use the experience they are acquiring as a basis for extending their own
learning (Evans, 1978, p. 97).

Beginnin her induction —

Andrews (1986), and Grant and Zeichner (1981) classify the various types of
support available in an induction program as formal, informal, and job-embeddc.
Formal and informal support include orientation to the school, district, community,
curriculum guides, policies, contract; meeting colleagues, administrators, district staff;
observations and visits with other teachers in their classrooms, and may include pre-
assignment conferences, seminars, observations. Job-embedded support entails
modifications to first year teaching assignments to assist beginning teachers and may
include: additional release time to that provided to experienced teachers, smaller class
size, minimal extra-curricular and non-instructional tasks, assignment of an experienced
teacher mentor, participation in supervisory activities on a regular basis (also Bruinsma,
1987), visits to other classrooms and schools, networking with other beginning teachers,
work with a district resource person, workshops on curriculum materials. Fullan and
Connelly (1987) suggest the supervisory activities should include chances to observe and
be observed by experienced colleagues, and structured opportunities for practice,

reflection and discussion. According to Andrews' (1986) extensive review of induction
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programs in five countries, an effective induction pfogram should have both workshop
type in-service activities and a school-based component which is experiential. This
study's induction program did include several of these types of support. Some were not
possible because of the small size of the program and its start in November rather than in
August or September, when many of the orientation activities should occur.
Experienced teacher mentors

The research literature establishes interaction between beginning teachers and
experienced teachers as an obligatory function of beginning teacher support programs.
Lortie (1975), Grimmett (1988), BCTF (1990), Barnabe (1988), Andrews (1986), BC
Royal Commission (1988) highlight the necessity of involving experienced teachers as
mentors for beginning teachers to provide collegial supervisory assistance. The concept
of interning under the supervision of an experienced mentor is not new and is in
widespread use in many professions and occupations. Indeed "mentorship is a time-
tested strategy for developing competence in the professions” (Clemson, 1987, p. 88).
The provision of an experienced teacher mentor to guide and support the beginning
teacher has merit, and is one method to induct new teachers into their profession in a
more gradual manner. This was the principal method of support in this study's induction
program.

Benefits of experienced teacher mentors, Much of the research suggests the
mentorship aspect of induction programs may be the most useful. Hoffman et al. (1986)
and Huling-Austin (1988) state that beginning teachers found mentors to be the most
significant positive force on their experience as new teachers; beginning teachers found
mentor teachers to be useful early in the year and even increase in utility during the
school year. Huffman and Leak (1986) found beginning teachers soundly endorsed the

mentor teacher as an important element in the induction process. All of these authors
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stated that beginning teachers found mentors useful for their practical support and ideas
to improve teaching, and for their psychological support when the new teacher was
experiencing difficulties.

Huffman and Leak (1986) found collegiality another valuable aspect of the
mentor/beginning teacher relationship. Krieger (1990) and Grimmett (1988) highlight
the benefits of collegiality. Colleagues working together break down the prevailing
norms of reticence and isolation and provide support and caring from which beginning
teachers can greatly benefit. Grimmett (1988) proposes four aspects of collegiality:
frequent teacher talk about teaching, ongoing classroom observations with feedback,
teachers working together on curriculum materials, modelling teaching behaviors for one
another. Grimmett (1988, p. 40) writes that "teachers enjoying these conditions reported
that collegial work added to the pool of available ideas and materials, the quality of
solutions to curricular problems, and generally to their own confidence and competence
as classroom teachers". From the research literature, it is evident that this quality of
assistance is just what beginning teachers need, and was the type of support available to
the case study group beginning teachers in this study.

Characteristics of experienced teacher mentors, Gray and Gray's (1985) review of
the literature on mentors found that good mentors share many characteristics; they are:
people-oriented, confident, flexible, caring, sensitive to others' needs, trusting.
Successful mentor/beginning teacher pairings comprise: one established mentor rather
than several, a mentor who is a successful teacher and teaches the same subject and grade
level as the beginning teacher and whose class is near to that of the new teacher.
Mentors should also share a similar philosophy of education to that of their proteges (also
Galvez-Hjornevik, 1986), have volunteered to fill the role, be able to establish the

necessary trusting mentor/beginning teacher relationship, be dedicated to teaching
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(Huling-Austin, 1988), be capable of initiating change (Varah et al., 1986). Grimmett
(1988) adds that mentors must think reflectively about their own teaching, engage others
in reflection about teaching, and work collegially with beginning teachers as respected
professionals. Evans (1978) and Benoit and Braun (1989) believe beginning teachers
should work regularly with a mentor teacher who maintains credibility by teaching
concurrently. Andrews (1986) suggests that mentor teachers should be knowledgeable,
have supervision experience, and effective communication skills. My course work and
experience had prepared me to become a mentor with many of these characteristics.

Based on their research, Clemson (1987) and Galvez-Hjornevik (1986) state that
the mentor relationship cannot be assigned. They suggest developing a cadre of
prospective trained mentors and permitting beginning teachers to select their mentors.
Selection of mentors was not feasible in this study's program.

Mentoring processes. The following mentoring processes were part of this
induction program. Anderson and Shannon (1988) identify mentoring functions such as:
providing a role model, focusing on professional and personal development, supporting,
affirming, challenging, problem-solving, and maintaining a caring relationship. Loucks-
Horsley et al. (1987) propose that mentors serve as personalized advisors to beginning
teachers as an alternative, or in addition to, mass in-service for all beginning teachers.
Mentors offer non-evaluative, helping support so that beginners can grow according to
their own professional development plans; the beginning teachers' concerns should drive
the relationship. Mentors work to help beginners: improve the quality of instruction;
select and adapt resources and concepts; understand their needs for growth and plan to
meet these needs; establish supportive networks and mechanisms; find ways to function
effectively and adjust to the school norms; grow in their abilities to observe, reflect,

make decisions, value their own resourcefulness; experiment with new teaching materials
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and strategies; take risks necessary to change.

The mentor and beginning teacher relationship is developmental and changes over
time. An effective mentor recognizes the developmental nature of the exchange adapting
and planning different activities as the relationship becomes more collegial and as the
beginning teacher gains competence (Clemson, 1987, Gray and Gray, 1985). Cole and
McNay (1988) stress that in the Canadian perspective of certificated beginning teachers,
the role of mentor teachers should be facilitative and non-evaluative; Clemson (1987)
and Wagner (1985) agree.

In i in

In addition to personalized classroom support for beginning teachers, many
researchers suggest regular induction seminars and workshops for beginners. Some
informal meetings occurred in this study's induction program but not to the extent
outlined here. However, this section provides valuable suggestions for induction
workshops. Andrews (1987), Thies-Sprinthall (1986), and Hegler and Dudley (1987)
propose that induction workshops have beginning teachers meet to exchange ideas and
concemns, and develop skills in areas of need. Fox and Singletary (1986) want induction
seminars to provide a psychological supportive network for beginners where they can air
their ideas and concerns, to assist in developing effective methods for solving problems
and for professional reflection, to facilitate movement from theory into practice. These
authors believe that needs-based and developmentally appropriate activities are
important.

Workshop activities could include the three general themes of curriculum foci,
generic teaching skills, school and district orientation knowledge. In the theme of
curriculum foci sub-themes are: content and organization of learning material and

teaching activities, district curriculum innovations, long- and short-term planning. In the
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theme of generic teaching skills possible sub-themes are: classroom management, student
motivation, student evaluation, record keeping, parent conferences, students with
learning difficulties, teacher self-evaluation. In the theme of school and district
orientation sub-themes are: relations with colleagues and administrators, school
regulations, code of ethics, policies, contract. In addition, social activities were valuable
for the new teachers. In this study, many of these sub-themes were addressed one on one
with the case study group beginning teachers as needs arose.
Elexible and developmentally-based program

One of the important concepts of structuring teacher induction programs is the
development of a program that is flexible according to the needs of individual beginning
teachers, and is developmentally-based (Andrews, 1986, Fox and Singletary, 1986,
Galvez-Hjornevik, 1986, Grant and Zeichner, 1981, Huling-Austin, 1988, Thies-
Sprinthall, 1986), which can be difficult to implement in a large-scale induction program
(Huling-Austin, 1988). Authors suggest the following strategies to combat this
difficulty: more in-school support (Huling-Austin, 1988), the tailoring of activities to
emerging needs as the school year progresses (Galvéz—Hjomevik, 1986), needs
assessments of beginning teachers' difficulties and the use of research literature on stages
of concern for activities development (Fox and Singletary, 1986). Also useful is to begin
the supervision process matched to the developmental stage of the beginner and use the
beginner's preferred learning mode as a guide for the type of learning activity and
feedback (Thies-Sprinthall, 1986), and emphasize classroom-based experiential and
practical activities chosen by the beginner and mentor (Andrews, 1986). These
characteristics were easy to include in this study's small-scale induction program which

was a great strength.
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Time

Several researchers on teacher induction programs and mentoring relationships
mentioned the paramount importance of time to both the quality of the interactions and
the amount of improvement engendered. Suggestions from the research literature on the
amount of time necessary for beginning teacher/mentor pairs to work together are: one to
two hours per week for both parties (Andrews, 1986), adequate time for weekly meetings
in the first months of the teaching assignment and for twice monthly meetings later on
(Fox and Singletary, 1986), a minimum of one period per week that is built into teaching
schedules (Loucks-Horsley et al., 1987). Mentors should receive 20 percent release time
per beginning teacher with whom they work to a maximum of two beginners (Cole and
McNay, 1988). Extensive time and consultation for on-site observations and professional
development activities (BCTF, 1990), release time of one day per week (Evans, 1978)
should be available. Another suggested method to gain time for beginning and
experienced teachers to collaborate is with reduced teaching assignments. Ideas from the
literature include: an 80 percent teaching load for the beginning teacher (Andrews,
1986), 40 to 50 percent release time for beginning teacher professional development
(Cole and McNay, 1988, Watson, 1987), a 75 percent teaching load (Bolam, 1979). In
this study, the mentor teacher had a small amount of release time, but it was much less
than the literature suggests. Beginning teachers had no release time nor reduction in
teaching schedules.
Support

Wideen, Carlman, and Strachan (1986) and Loucks-Horsley et al. (1987) found
support to be essential for teachers to make changes and grow professionally. They
found that teachers drew on a variety of support including: peers, resources, leaders

within the school. Hegler and Dudley (1987, p. 54) suggest that "support is the single,
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most important element” to be offered by the mentor and that support checks should be
made daily. In research specific to French immersion needs, Day and Shapson (1983)
found that additional supportive assistance was always desired; requested were: more
help in program planning and staff development, more classroom-based supervision and
encouragement to immersion teachers. Support suggested in this section was available to
the case study group teachers.

S . .

Ratsoy et al. (1988), state that appropriate helping supervision is one of the
imperatives of an effective induction program. Lortie (1975) agrees proposing that
ongoing supervision is necessary because advice given from someone who does not visit
the beginning teacher’s classroom on a regular basis has a second-hand, less useful
quality. Schlechty (1985) believes that clinical supervision, demonstration, coaching and
corrective feedback are all imperative in a beginning teacher induction program, stating
that these are components of the most effective occupational induction systems.

An important factor in the success of a supervisory relationship between
colleagues, and the ability of this relationship to promote growth, is the development of
trust to encourage risk-taking and openness to change (Andrews, 1986, BCTF, 1986,
Blumberg, 1976, Goldhammer et al., 1980, Holborn and Olliver, 1987, Katz, 1972,
Loucks-Horsley et al., 1987). Blumberg (1976) believes that it is only possible to deal
with bel;avioral, methodological and curricular concerns after a significant, interpersonal,

problem-solving relationship has been established. Trust and regular supervision were a

part of this study's induction program.
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Reflection

Holborn (1988) reports that for many teachers the constant pressure of teaching
leaves little time for reflection; much learning from experience on the job is lost unless
time is taken to analyze and evaluate the events. Wideen et al. (1986) agree stating that
at all stages in the process of change teachers need to reflect realistically upon their
teaching and plan for change based on that reflection. Garman (1986) believes that
reflection is the heart of clinical supervision. Reflection must be an integral part of the
supervisory process for beginning teachers and their mentors, and was for this study.

hool-

Viewing the school as a locus of change is imperative in effective in-service.
Professional development activities which occur outside the school rarely survive to be
implemented and applied at the school site without support and networks which have
been established on-site. This is of even more importance in induction programs because
often the school is the only familiar place for the new teacher who, as yet, may not be
aware of district curriculum centres, committees, and other resources. Collaborative,
school-based activities, or at least district programs with school-based support networks,
are necessary for successful in-service and consequent change and professional growth
{Andrews, 1986, 1987, BCTF, 1986, Licberman, 1988, Smith and Scott). Being school-
based was another strength of this study's induction program.

This section outlines a variety of other useful suggestions from the literature for
developing effective teacher induction programs. Andrews (1987) believes beginning
teachers should receive a regular teachers' salary and benefits, responsibilities, status, and
have opportunities to observe other teachers and discuss observations and pose questions.

Adequate funding must be available for salaries, release time, professional development
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activities, and materials; parents of students in the classes of beginning teachers must be
made aware of the induction program and its goals.

Andrews (1986) suggests beginning teachers should have a fairly distributed group
of students with adequate support provided for special needs students. Opportunities for
collegial curriculum development should be available. Experienced teachers should be
the active initiators, planners, and implementers of the induction program. Andrews
suggests the distribution of induction handbooks is valuable. These handbooks should
include: conditions of employment, district and school goals and priorities, guidelines
regarding the induction program. Bolam (1979) proposes joint planning of lessons and
units as useful. Blakey et al. (1988) believe beginning teachers must be told not to
attempt everything in their first year of teaching, but to choose priorities for their
professional development. These same authors remind mentors and administrators that
suggestions for improvement must be provided tactfully and must be balanced with much
support and reassurance. Several of these strategies were a part of this study's induction
program.

Beginni her inducti —-model

This section describes two models of Canadian induction programs which provide
valuable ideas for design of beginning teacher induction programs. Many of these ideas
were beyond the scope of this study except some of the suggestions for beginning teacher
support and the use of mentor teachers which were possible as part of this study.
Ontario

Watson (1987) describes a two year induction program where teachers new to the
profession would have a reduced teaching load for each of the two years; the first year
would be a sixty percent load and the second year would be an eighty percent load.

During these two years new teachers would participate in professional learning
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experiences under the guidance of experienced mentor teachers. After this induction
experience, teachers would enter a two year apprenticeship program in which they would
have a regular teaching load, but would have additional release days for a variety of
professional development activities.

A B.C. model of a beginning teacher induction program is described in Holm and
Blackwell (1990). The Kamloops School District initiated an induction program which
comprised a three day orientation event followed by school-based collegial mentor
support and district in-service and social activities. The orientation included: an
introduction to services and resources offered by the school district and the community,
curriculum overviews and planning individualized for each new teacher, and social
activities. During the school year, each new teacher worked with a school-based mentor
choosing professional development activities according to their needs and were provided
some release time to do so. In-service and social activities also occurred during the year
for beginning teachers and mentors,

Application of 1 b in thi ]

This literature review examined a variety of methods of inducting beginning
teachers. Also identified were problems experiericed by first year teachers. The
literature review suggests guidelines for design of effective teacher induction programs,
many of which were included in this study. Table 1 summarizes the characteristics
selected from the literature which were implemented in this study's induction program,

and used as the basis for the program's organization and activities.
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Table 1

Characteristics selected from the literature used in this induction study

1.  Experienced teacher as initiator, planner, implementer of programme

2. School-based implementation

3 Individualized beginning teacher/mentor work focusing on supportive, collegial
supervision tailored to beginner's needs and goals (developmental concerns)

4.  Role and responsibilities established for beginners and mentors
honouring beginner's professionalism and non-evaluative role for mentor

5. Mutual trust and growth for mentor and beginner

6. Release time for mentor

7. Induction activities are integrated with the school staff development plan

8.  Regular opportunities for beginning teachers to meet as a network and

exchange ideas
9.  School site characterized by norms of collaborative schools
10. Beginners receive a regular teachers' salary, benefits, status
11. Evaluation of beginner by a party and process different from mentor
12. Mentor is a successful teacher teaching concurrently
13. Mentor has volunteered to fill this role
14. Mentor provides collegial coaching, curriculum support, counselling
15. Mentor reflects on own teaching and engages beginners in reflection
16. Mentor has training in building trust, collegial supervisory skills,
developmental concerns of beginners, data gathering techniques

There are many additional useful ideas for induction programs suggested in this literature
review, which were not implemented in this study fbr a variety of logistical reasons.
These other ideas are, nevertheless, valuable.

This study tested ideas from the reseacch literature on induction for their value to
beginning French immersion teachers. The questionnaire used was based on the
literature's reports of characteristics and concerns of beginning teacﬁers, and the
literature's suggestions on useful assistance for novice teachers; questionnaire responses
provide insights into these topics. The induction program was based on activities
suggested in the literature. The case studies of the participant observation data reveal

highlights in the development of four first year French immersion teachers.
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Chapter 3. Method

Description of

Population. In the early years of French immersion in British Columbia
francophones hired from Quebec or other francophone areas staffed immersion
programs. More recently, B.C. universities have implemented teacher education
programs to prepare French immersion teachers locally. Several cohorts of teachers from
these B.C. teacher education progréms have now graduated, but the demand for
immersion teachers continues to be much greater than the supply of locally trained
teachers. As was evident with the sample from this study of beginning immersion
teachers, many of the new teachers hired in the four Vancouver area school districts
studied, were graduates of the local University of British Columbia (UBC) and Simon
Fraser University (SFU) French immersion teacher education programs. Most of these
B.C. trained immersion teachers have a choice of where to teach and their predominant
choices are the school districts around the Vancouver area. School districts outside of
close proximity to Vancouver have (ifficulty attracting these B.C. trained teachers, and
continue to rely on hiring French immersion teachers from outside of B.C. (Kamloops
School District, personal communication July, 1989 to February, 1990 and B.C. French
Coordinators' Conference, personal communication, October 1989). Because French
immersion is still quite new and expanding rapidly, the majority of teachers hired are
beginners; French immersion teachers tend to be younger and less experienced than their
English colleagues, and frequently are new to the district and school, and perhaps new to
the community and province.

Method of selecting the sample. Random assignment to survey and case study
groups was not possible for this sample; this was an accidental sample rather than a
deliberative one. The case study group was the entire sample of beginning French
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immersion teachers in North Vancouver School Disﬁ‘ict for the school year 1987-1988;
there were four teachers all of whom began teaching at the same elementary dual-track
school.

For the survey group sample, three other Vancouver area school districts were
chosen, Vancouver, Burnaby, and Surrey. I contacted a French coordinator or district
principal in each of these distr.cts to provide a list of beginning French immersion
teachers. I mailed questionnaires to these teachers at their schools.

The case study group. The four beginning teachers in the case study group had all
recently graduated from local university teacher training programs and were all first year
teachers. One of the teachers had some previous public school teaching experience in
addition to student-teaching; Andrea had done some substitute teaching for six months
mostly in the English program. All four teachers began their assignments in North
Vancouver School District on the first day of school in September 1987. Table 2

describes the characteristics of the case study group teachers.

Table 2
1 sstics of d 1
4 Female 0 Male
3  Anglophones 1 Francophone
4 Bachelors' degree 0 Graduate degrees
3  B.C. universities 1 Quebec university
2 Immersion teacher 2  No immersion teacher training
training
3 University courses in 1 No university courses in
immersion methodology immersion methodology
4  Thirteen weeks student- 0  Less than 13 weeks student-
teaching or more teaching
2  Student-teaching in 2 No student-teaching in
immersion classes immersion classes

3 Primary teachers 1 Intermediate teacher
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Following are some important points about the case study group teachers. Three
were anglophones. Two had immersion teacher training; three had at least one university
course in immersion methodology. The four teachers had experienced long student-
teaching practica of 13 weeks or more. Two teachers had completed all student-teaching
in immersion classes; two had done no student-teaching in immersion classes.

The survey group and sample teachers lost. The survey group consisted of teachers
from three districts in the Vancouver area: Burnaby, Surrey, Vancouver. Forty teachers
in these three districts were asked to respond to two questionnaires. Only the thirteen
who responded to both were included in the survey group. In telephone follow-up with
the non-respondents, I discovered some of these teachers were not actually first year
teachers, but had prior teaching experience in other districts. Therefore, these teachers
had chosen not to return their questionnaires believing they were not a viable part of the
sample, Table 3 compares the survey group respondents and non-respondents broken
down by school districts. It can be seen that the respondents and non-respondents were

similar based on the few characteristics known about them.
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Table 3
f T nden he non-r nden
- -T

12 Female 9 Female

3 Male 3 Male

7 Primary 6 Primary

5 Intermediate 4 Intermediate

4  Secondary 1 Secondary
Respondents - Surrey Non-respondents - Surrey

1 Female 3 Female

1 Male 1 Male

2 Elementary 4  Elementary

3 Female 1 Female

1 Male 2 Male

4 Elementary 3 Elementary
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group. Table 4 summarizes the comparison of the survey and case study groups.

Table 4

mparison of the ch

Study group (N=4) Survey group (N=13)

Female 4 8
Male 0 5
Anglophone 3 5
Francophone 1 6
Grew up speaking English

and French equally 0 2
Bachelor's degrees 4 13
Graduate degrees 0 4
B.C. teacher training 4 10
Non-B.C. teacher training 0 3
Immersion teacher training 2 9
No immersion teacher training 2 4
One or more courses in

immersion methodology 3 12
No courses in

immersion methodology 1 1
Student-teaching practica

in immersion 2 9
No student-teaching practica

in immersion 2 4
Primary teaching assignment 3 4
Intermediate teaching

assignment 1 5
Secondary teaching assignment 0 4

There were similarities between the two groups. In both groups all teachers had a
minimum of a Bachelor's degree. All case study group teachers and the majority in the
survey group had B.C. teacher training. Approximately equal percentages in the two
groups of teachers had one or more courses in immersion methodology. There were also

significant differences between the two groups. More case study group participants were
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anglophone than in the more linguistically balanced survey group. A higher percentage
in the case study group had no irnmersion teacher training nor student-teaching
experiences in immersion. The survey group was much less primary focused than the

case study group and included several intermediate and secondary immersion teachers.

teachers. This sample of beginning French immersion teachers represents the recently-
trained and trained in B.C., anglophone immersion teacher. The typical SFU- or UBC-
trained immersion teacher from this sample is more the norm in the suburban school
districts surrounding the Vancouver area, and is less likely to be found in school districts
with French immersion which are not close to Vancouver. In B.C, interior districts,
beginning French immersion teachers would be more likely than the sample to be hired
from francophone regions outside of B.C. and consequently, be new to the province as
well as to the community and culture where they teach.
Research design

Both survey and case study groups completed a February and June questionnaire.
In addition, the case study group was involved in the induction program. As a participant
observer, I observed the case study group with the aim of preparing case studies. Based
on the descriptive data requested on the written questionnaire, these four first year
teachers were typical of beginning B.C. trained, anglophone French immersion teachers.

While participating as a mentor, I recorded the support desired by the beginning
teachers, the coaching interactions, and the developmental needs of the beginning
teachers. Because participant observation denotes active involvement in the situation
being observed, the participant observer often gains insights and develops interpersonal
relationships that are difficult to achieve through any other method (Borg and Gall,

1983), which was a most suitable strategy for a mentor/beginning teacher relationship.
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The induction program. The induction program was a school-based beginning
teacher support program. The experienced teacher mentor component was the principal
strategy used. Mentoring activities were based on suggestions from the research
literature. The induction program followed the principles of representative design
suggested by Snow (quoted in Borg and Gall, 1983), and included structuring the
treatment so that it occurred in the teaching environments of the beginning teachers, and
respected their natural learning styles and needs. As mentor teacher, I worked with the
four beginning teachers in the case study group as a participant in their supportive
induction programs, each program individualized according to the needs of each teacher.

I participated in the treatment as curriculum supporter, coach, and counsellor
(Holborn and Olliver, 1987). As curriculum supporter I assisted the beginning teachers
in understanding the curriculum, identifying appropriate resources, planning instruction,
and in suggesting relevant professional development. In the counselling role, I
responded to the beginning teachers' needs for support and problem-solving related to
professional concerns and personal concerns affecting classroom performance.

As coach, I assisted the beginning teachers with aspects of their teaching which
were concerns to them. Using collaborative coaching strategies within each of the
beginning teachers' environments, and according to the developmental levels of each
teacher, we worked on improving instruction. I interacted with each beginning teacher in
ways which encouraged increasing skill and aut.nomy in teaching and self-evaluation.
The clinical supervision cycle of pre-conference, objective observation, post-conference
was used as the process for the coaching interactions. Clinical supervision was the
strategy for establishing beginning teachers' needs, collecting objective observational
data, problem-solving, and planning for change.

As mentor teacher my background was as an experienced French immersion
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teacher having taught at several grade levels. I had graduate course work, practical
sessions, and experience in: building a trusting, helping relationship, collegial
supervision models, awareness of developmental concerns of beginning teachers. Also
useful for my mentor teacher role was course work and experience in: planning,
counselling, effective communication strategies, problem-solving, conflict resolution,
data gathering techniques.

The induction/support program was ongoing within the teaching environment of
each beginning teacher from November, 1987 to June, 1988. Being on the same school
staff, it was possible for me to be available to the four beginning teachers when needs
arose. Discussions and problem-solving often occurred before school, at lunch, and after
school as we met informally. In addition, twelve cvcles of pre-conferences, observations,
post-conferences occurred during the eight months of the induction program. I also
assisted with anxiety-producing events which occur during the school year, for example,
report cards, parent-teacher interviews, teacher evaluation reports. In my role as teacher-
librarian for the school I had opportunities to work with each of the beginning teachers in
a collaborative planning role, and occasions to locate appropriate materials for their use.
Also, as a colleague on the same staff, I had opportunities to work with the beginning
teachers on extra- and co-curricular activities as well as staff development and social
events. All of these factors worked well together to deepen and strengthen our
collaborative relationship.

Threats to validity. The principal threat is selection; that is, that the groups were
not comparable. A particular concern for comparability and generalizability of this
research is that three of four case study group teachers were anglophones, which is not
representative of the survey group, nor of French immersion teachers in general.

However, the survey and case study groups also shared some important characteristics,
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that is, possession of Bachelor's degrees, B.C. teacher training, and one or more courses
in French immersion methodology. The small sample, particularly in the case study
group of four teachers, likely had some effect on skewing and magnifying the group
differences (Borg and Gall, 1983).

Other threats to internal validity are the history and maturation effects of the first
year of teaching. It is also possible that experimental mortality had some influence in
this study. The John Henry effect and induction program diffusion were not problems
because the survey group was unaware of the induction program experienced by the case
study group. However, it is possible that some of the survey group teachers were
involved in mentoring situations; this information was not requested on the
questionnaires and therefore was not reported.

In a participant observation study it is difficult to control for observer bias,
experimenter contamination, and have strict controls. Smith (quoted in Borg and Gall,
1983) suggests criteria to judge the validity of a participant observation study. The first
criterion is the openness and lack of masking of situations on the part of the case study
group. Because of three factors: 1) the problem-solving relationship which the mentor
teacher worked hard to develop with each teacher, 2) the many and varied interactions
that occurred in this school-based support model, and 3) the comfort and confidence the
four teachers felt with clinical supervision, masking of difficulties did not appear to
occur to a great degree. Also, masking is much more difficult to do with a participant
observer than with questionnaires (Borg and Gall, 1983).

Two other criteria impacting on validity in participant observation studies are
freedom of access and intensity of observation. Smith, in Borg and Gall (1983) suggests
that free access to observe unannounced is necessary. I never made unannounced visits

to the experimental teachers' classrooms for the purpose of data collection; this would
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have been contrary to the tenets of clinical supervision and peer coaching. Hcwever,
considering the length of the induction program (eight months), and the school-based
collegial relationship which developed, the beginning teachers appeared willing to share
their difﬁculties even if I did not actually observe the problems. Twelve clinical
supervision cycles during eight months seemed adequate to address the concern of
intensity and duration of observation.

The other criteria regarding the validity of participant observation studies are
related to data collection. Suggested is the use of qualitative and quantative data and the
supplementation of participant observation with other data-collection procedures. In this
study both observations and questionnaires were used.

Measures

Questionnaires. A questionnaire was developed for this study and was used as the
February and June measure (included in Appendix C). The questionnaire was used to
describe the sample, and to obtain data at two time-ordered points on the concerns of
beginning French immersion teachers, and the support and assistance they found most
useful. The questionnaire was not tested before administration to the groups.

The February questionnaire requested descriptive data such as: native language,
university education, teacher training, university courses in French immersion
methodology, student-teaching practica, and teaching assignment. The second part of the
questionnaire asked for information on concerns the subjects had a}s French immersion
teachers, support and assistance that had been useful during the school year, and what
type of additional support was desired. The questionnaire was structured as a
combination of open-ended questions and multiple-choice questions using a five-point
Likert-type scale. The June questionnaire asked many of the same questions on concerns

and useful support and used the same combination of open-ended and multiple-choice
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questions.

This research was implemented as a panel study where I selected a sample of
beginning teachers at the outset of the study and at the second data collection point I
again surveyed the same beginning teachers. Loss of subjects can be a problem in panel
studies. In this study, seven of the twenty survey group teachers did not respond at the
second data collection point; all four of the teachers in the case study group responded
both times.

Participant observation data. I collected participant observation data
predominantly by using the process of clinical supervision. The case study group
teachers chose foci for observations; these were discussed and methods of collecting data
were selected during a pre-conference. Idid the observation. During the post-
conference the observation was discussed and analyzed one on one in a collaborative,
collegial manner, and plans for change and future coaching interactions were made.

During the clinical supervision process or other types of interactions such as
planning or counselling sessions, I made notes about the interactions. Soon after each
supervisory conference, I summarized these notes on a contact summary form developed
for this study (inciuded in Appendix D), which became the data for the case studies. The
contact summary form provided the following information: teacher's name; date; the
mentor role desired by the beginning teacher (that is, curriculum supporter, coach,
counsellor). Also included were the support desired by the beginning teacher including
the teacher developmental level of this support; the identified focus of the conference;
the coaching interactions, for example, the clinical supervision cycle or discussion,
problem-solving, planning not linked to a clinical supervision cycle; a summary of the
main issues from the contact; and future coaching plans.

After thé eight months of induction program were completed, the data from the
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contact summary forms were organized into four charts profiling the development of
each of the four beginning teachers. Each chart was a one-page compilation of all
contact summary sheets for a teacher. These charts were then streamlined into the
teacher profile Tables 8 through 11 which appear in the results chapter. These profile
tables were used to synthesize the participant observation data, discover patterns, and
create the analysis Tables 12, 13, and 14. North Vancouver School District requested an
informal evaluation of the mentor support provided. This evaluation form and the results
are included in Appendix E. The questionnaire data and case studies aim to represent the
experience of beginning B.C. trained French immersion teachers in the Vancouver area,

to portray their concerns, needs, and methods to support and assist them.
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Chapter 4. Findings
Qverview of the data

The data presented were collected from the February and June questionnaires
distributed to survey and case study groups of beginning French immersion teachers, and
from the participant observation data recorded during induction program interactions.
Because of the small size of the groups and the case study approach used with the study
group, no statistical analyses were done. Questionnaire responses were organized into
descriptive tables; only the principal tables are included in this chapter; additional tables
with questionnaire response data are included in Appendix A.

Data for the survey group are from the teachers who responded to both the
February and June questionnaires. Those survey group participants who responded only
in February were separated from the survey group; their responses are included in
Appendix B. Questionnaire responses were scrutinized for changes over the time period
of the study, and compared for differences between the groups. Participant observation
data were profiled into charts, then tables, and written up as case studies. I examined the
case study data for trends and typical occurrences in an attempt to represent the
experience of beginning French immersion teachers.

jor f beginni in Fren

The first set of research questions asked: What are the major concerns of beginning
teachers in French immersion? Which concerns improve and which concerns persist
during and after the first year of teaching? Do differences exist between the survey
group and the case study group regarding concerns? Several questionnaire items,
including a checklist and open-ended questions, dealt with these topics.

Table 5 displays the February and June concerns from the questionnaire checklist

for the survey and case study groups. Major concemns of both groups of beginning
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French immersion teachers in this study are: pupil behavior, pupil evaluation, report
cards, planning units, pupil motivation, individualizing instruction, materials and
supplies. These concerns are similar to those reported in the research literature for
beginning teachers and many of the concerns addressed in the case studies as part of the
induction program.

As hypothesized, some concerns decreased for both groups between February and
June. Concerns about organization, materials and supplies, and planning lessons and
units decreased for the case study group. The survey group had similar decreases in
concerns except for planning lessons which increased. Many items from the checklist
remained as medium concerns for the two groups including: pupil evaluation, planning
units, pupil motivation, individualizing instruction; these showed little or no change.
Unanticipated findings from the questionnaire checklist portray the increase in concerns
about pupil behavior for both groups from February to June. Pupil behavior was also
noted to be a continuing concern for the case study teachers. Individualizing instruction
was consistently a high concern for the case study group on questionnaire and case study
data; a slight increase in this concern was noted for the survey group.

These findings on concerns of first year French immersion teachers could be useful
in planning induction programs. Major concerns of both groups are topics that could be
addressed during induction workshops, and in one to one mentoring situations. Concerns
that decreased are topics to be dealt with early in the school year, while concerns which
persisted or increased should be addressed throughout the year. Pupil be.:avior and
individualizing instruction are evidently such ongoing topics.

The research literature reports that inexperienced teachers often feel insecure in
their rélationships with parents and colleagues (Veenman, 1984). This was not the case

in this study. On the February and June questionnaires these two items were of low
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concem to the case study group. For the survey group, these items were also of low
concern, but in June, a small increase in concerns was noted in interactions with parents.

Some interesting differences are present between the two groups. The case study
group consistently showed more concern than the survey group about teaching in French,
perhaps because the case study group had a higher percentage of anglophones than the
survey group. The case study group also had more concern about individualizing
instruction than did the survey group. The survey group was more concerned about lack
of curriculum knowledge than the case study group.. In the open-ended questions on both
the February and June questionnaires, the survey group mentioned unit planning,
specifically lack of time to plan units, as a persisting concern.

fi inning i

The second series of research questions asked: Which types of assistance and
support are useful during the first year of teaching? Which types of additional assistance
and support would beginning French immersion teachers like to have? Data for these

questions came from two questicnnaire checklists.

Which type

Table 6 presents the support and assistance found useful on the February and June
questionnaires by first year French immersion teachers in this study. In February, almost
three-quarters of the study and survey groups found useful: help from other immersion
teachers in their schools, and help from a teacher teaching the same grade. In June, these
two types of assistance were again mentioned, and two new sources of assistance for both
groups were: help from school administrators, and workshops.

In addition, many other types of support were used by both groups. In February, at
least one-half of the case study group had found useful all the types of assistance listed
on the checklist, except help from school administrators. In June, again at least one-half
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of the case study group found useful all the types of support listed, except district
consultants. In the survey group, every type of support from the checklist, except peer
coaching, was mentioned as useful by at least two participants in February. In June,
similar results were found. A valuable beginning teacher induction program would
include the types of assistance found useful, such as, help from other immersion teachers,
help from a teacher teaching the same grade, help from school administrators,
workshops, mentor teacher, and others.

There were some differences in support found useful by the two groups. In
February, a majority of the case study group mentioned as useful: help from English
teachers in their school, peer coaching, mentor teacher, observations in other classes. In
June, in addition to useful support shared with the survey group, a majority of the case
study group found useful: help from a teacher whose class is nearby, help from English
teachers in their school, mentor teacher. These types of help were not mentioned by a
large number of survey group participants. Some of these types of support were
characteristics of the induction program such as peer coaching and mentor teacher. Other
support reflected the collaborative ethos of the induction program school such as help
from English teachers in their school, observations in other classes, help from a teacher
whose class is nearby.

All four case study participants believed the mentor teacher assistance to be useful
for the entire eight months of study. However, in June, two of four case study
participants--Sylvie and Barbara--cited observations in other classes, peer observation
and feedback, and peer coaching, as not applicable to them. Sylvie wrote a comment
questioning whether peer coaching was actually the same as mentor coaching. This
confusion seems to account for Sylvie's and Barbara's lack or response to those

questionnaire checklist ittems. Our mentoring program followed peer coaching



Page 44

principles, but there was evidently some confusion regarding whether mentor coaching
was actually peer coaching.

A majority of the survey group mentioned in February that they had found useful
help from teachers in other schools, which the case study group did not mention. The
survey group did not ciie any additional types of useful suppon in June.

Assistance which was mentioned more frequently as useful later in the year for the
case study group was help from a teacher whose class is nearby, help from school
administrators, and workshops. In the survey group, assistance which increased, and was
mentioned by a large number of participants as useful between February and June, was
help from a teacher teaching the same grade, help from school administrators,
workshops. Both groups suggested that help from school administrators and workshops
were more useful later in the school year, possibly because this is when help from these
two sources became available.

It is interesting to note the number of undecided and negative responses from the
survey group members to the questionnaire items regarding the induction program
characteristics of: peer observation and feedback, peer coaching, mentor teacher,
suggesting perhaps that they were unaware of how these types of support could be
valuable. This is in contrast to the responses of the case study group who appeared to be

much more positive about these types of collegial assistance.

immersion teachers like to have? Table 7 displays the additional assistance and support
desired by the two groups in February and June. In February, almost three-quarters or
more of both groups wanted more: workshops, observations in other classes, help from a
teacher teaching the same grade, help from teachers in other schools. In June, both

groups again wanted more of the first three forms of assistance suggested in February,
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plus help from district consultants, help from school administrators, peer observation and
feedback.

In February the case study group also requested more: peer coaching, work with
mentor teacher, peer observation and feedback. The survey group did not mention any
types of desired assistance in February that the casc‘study group did not cite, In June, in
addition to the requests for assistance shared with the survey group, the case study group
wished more peer coaching and more help from the mentor teacher. The survey group
would have liked more: help from teachers in other schools, help from other immersion
teachers in their schools, and administrator observation and feedback.

Additional assistance and support was highly requested by both groups. In
February, one-half or three-quarte:s of the case study group would have liked more of all
types of support listed on the questionnaire checklist, except help from English teachers
in their school. In June, half or more of the same group wanted more of all types of
assistance from the checklist. The survey group was not as desirous of all types of
support; but both in February and June, 50% or more would have liked more of many
types of additional support. In February, the survey group supplied many undecided
responses to types of collaborative work and characteristics of the induction program.
However, from February to June one-quarter or one-third of survey group participants
moved from being undecided to agreeing that they would like more: help from school
administrators, peer observation and feedback, peer coaching, mentor teacher assistance,
administrator observation and feedback.

These findings of useful and desired support and assistance for beginning French
immersion teachers provide direction in planning induction assistance. Valuable to
include for beginning teachers as part of induction programs are structures to provide

help from: other immersion teachers and English teachers in their schools, teachers
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teaching the same grade, school administrators including observation and feedback, peer
coaching with observation and feedback, mentor teacher, teachers in other schools,
district consultants. Also useful to provide are induction workshops and opportunities
for observations in other classes.

Changes in additional desired assistance over the time of the study for the case
study group included: increased interest in help from district consultants and school
administrators, and help from English teachers in their school. There was a decrease in
desired assistance from: teachers in other schools, teachers teaching the same grade, and
the mentor teacher. Already mentioned ‘was the survey group's increased interest
between February and June in some aspects of the induction program, that is, peer
observation and feedback, peer coaching, mentor teacher. The survey group also showed
increased interest in other types of support including help from: other immersion teachers
in their schools, teachers in other schools, a teacher teaching the same grade, district
consultants, school administrators. Some decreases were noted for the survey group
responses between February and June; these were help from a teacher whose class is
nearby, workshops, observations in other classes.

In analyzing the responses to the checklist section of this question on additional
support and assistance desired, I realized there were problems with clarity regarding what
respondents were actually answering. It was not evident from the answers whether
respondents already had some of these types of assistance and support made available to
them and that it was so useful they wished more, or whether these beginning teachers did
not have these types of assistance and support available but wished they did. Two other
instrumentation difficulties with the questionnaire were the open-ended questions which
did not provide adequate high-frequency responses, and the initial administration of the

questionnaire in February rather than in September.
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It is interesting that French immersion teachers in both groups mentioned a desire
to have help from immersion teachers in other schools in contrast to the research
literature which highlights the importance of school-based mentors. A possible
explanation for this is the dual-track nature of many schools where French immersion is
housed; in a dual-track school where immersion enrolment is capped so that it will not
surpass enrolment in the English track, there is often only one teacher at each grade level.
Perhaps because the beginning teachers surveyed did not have another teacher teaching in
immersion at the same grade level as them in their school, they may have been looking to
immersion colleagues at other schools who taught the same grades for assistance.

Although there was much agreement on useful types of assistance and support for
the two groups of beginning teachers, there were some differences between the two
groups which are noteworthy. The case study group selected more types of collaborative
assistance as being useful both in February and June, for example, mentor teacher, peer
coaching, peer observation and feedback, help from a teacher whose class is nearby, help
from English teachers in your school, help from teachers in other schools. The cross-
track English/French assistance mentioned by the case study group is particularly
noteworthy and portrays the excellent spirit of collaboration which was present in the
induction program school.

Mentor/beginnin her interaction

The third aspect of this research asked: Which types of interactions occur between
beginning teachers and an experienced teacher mentor in an induction/support program,
and which changes in desired interactions do the case study group teachers experience as
they progress through the beginning teacher induction/support program?

To respond to this research question I prepared a case study of each study group

beginning teacher’s interactions with me as mentor teacher, and carried out an analysis of
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the participant observation induction program activities. Beginning teacher
developmental stages are observable in the case studies. It appears the mentor support
and intervention, in addition to the normal first year teaching situations encountered,
caused progression to occur; the case study group questionnaire and informal evaluation
responses support the value of a mentor teacher and other school-based assistance.

Two of the four teachers showed the usual developmental stages as frequently
reported in the research literature (Fuller, 1969, Fuller and Bown, 1975, Hemingway,
1988, Hunt, 1987, Katz, 1972, Mamchur, 1988, Wheeler, 1988) of early survival stages
through mid teaching strategies concerns and on to later individual students' needs. Two
other teachers in the study group began their first year teaching expressing the mid and
later stage developmental concerns of teaching strategies and individual students' needs,
but, nevertheless, showed some early stage concerns at times during the year.

The case studies occurred at Ross Road Elementary School in North Vancouver
School District, a suburb of Vancouver, B.C. The school was a 25 year old dual-track
school enrolling approximately 550 children from kindergarten to grade 7 with one, one
and one-half, or two classes at each grade in English and in French immersion. The
school building was well-maintained and attractive with student work on display
throughout. The building, staffroom, office, and storage areas were crowded because the
school had several portables, meaning that more students and teachers were using these
facilities than had been planned for. Most of the English students came from the middle-
class neighbourhood surrounding the school. French immersion students came from
similar neighbourhoods but often were driven or arrived by city bus because they lived
farther from the school.

The school staff was well balanced between French immersion and English

teachers who had an excellent rapport with each other; there was also a balance between
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younger and more mature teachers. Ross Road School had two administrators, one
unilingual and one bilingual, both of whom were very supportive and encouraging of
teacher interaction, growth, and risk-taking. The school's professional ethos was very
positive for encouraging growth as teachers pursued goals they had chosen for
themselves, became involved in district in-service programs, and worked together in
many ways supported by release time.

What follows is an account of the induction/support program at Ross Road
Elementary School for four beginning French immersion teachers: Andrea, Sylvie,
Cathy, and Barbara. This program was adapted to meet the needs of each beginning
teacher. Interactions with teachers depended upon their developmental level and specific
teaching environment. An informal evaluation of this induction/support program appears
in Appendix D.

Description of mentor/beginning teacher interactions with Andrea, Andrea grew
up speaking English. She received a Bachelor's degree and completed a 12-month
teacher training program at SFU with no education courses specifically for teaching
French immersion. She reported doing 18 weeks student-teaching with nc experience in
French immersion classes. Her teaching assignment included teaching an early
immersion grade seven class English, and math in French, as well as other duties in the
school. The classroom that Andrea shared with another colleague was a busy place with
much student work and other pictures, charts, brainétorming webs on the walls. Around
the room were centres displayed on tables and counters. There was a student lounge area
with a couch and stuffed chair. Student desks and chairs were moveable and their
arrangement was often changed as various activities occurred. Students had considerable
freedom to move about the classroom to work in different areas and with different

classmates.



Page 51

Table 8 summarizes my mentoring interactions with Andrea. Each entry from the
table represents a meeting with Andrea, the concerns she expressed, what type of
interaction was requested, and the mentoring role used. For example, during the
November to February period of study, table 8 shows five interactions occurred; the first
interaction was a planning session where we discussed Andrea's concerns regarding pupil
behavior, her perception of herself as a teacher, and individual students' needs. I used the
coach and curriculum supporter roles. Coaching assisted with Andrea's concerns about
student behavior and student's needs, and supplied practical suggestions for change. As
curriculum supporter, I helped Andrea understand the English language arts curriculum,
identify appropriate resources, plan instruction. As another example, our second
interaction was a clinical supervision cycle about Andrea's concern of pupil behavior; 1
acted as coach, Table 8 shows that during the November to February period, coaching
was the principal interaction, with two incidences of curriculum support and one of
counselling, where I responded to Andrea's needs for support and problem-solving about
professional and personal concerns affecting classroom performance. During the March

to June period, coaching was our primary interaction, with one incidence of counselling.
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Andrea
Interactions Concerns Support desired Role of mentor
November to February
1. Pupil behavior Planning Coach
Perception of self Curriculum supporter
as teacher
Individual students
needs
2, Pupil behavior Clinical Coach
supervision
3. Perception of self Discussion Counsellor
as teacher Problem-solving Curriculum supporter
Pupil evaluation Planning
Reassurance
4, Perception of self Clinical Coach
as teacher supervision
Teaching strategies
5. Pupil behavior Clinical Coach
Teaching strategies supervision
Individual students
needs
March to June
6. Teaching strategies Clinical Coach
Individual students supervision
needs
7. Individual students Clinical Coach
needs supervision
8. Pupil motivation Discussion Coach
Pupil evaluation Planning
Individual students
needs
9. Teaching strategies Clinical Coach
Individual students’ supervision Curriculum supporter
needs {English teacher)
10. Pupil motivation Discussion Counsellor
Reassurance
11. Individual students’ Clinical Coach
needs supervision
12. Individual si...;.nts' Clinical Coach

needs

supervision
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Table 8 and details from Andrea's case study portray several themes related to the
research questions. How Andrea's concerns changed during her first year of teaching
highlight her development from early to later developmental concerns (Fuller, 1969,
Fuller and Bown, 1975, Hemingway, 1988, Hunt, 1987, Katz, 1972, Mamchur, 1988,
Wheeler, 1988), and respond to research questions regarding what are major concerns of
beginning French immersion teachers, and which concerns improve and persist. Andrea's
progression can be seen from the early developmental concerns of student behavior and
perception of herself as a teacher in interactions #1 to 5, through mid-developmentai
teaching strategies concerns in interactions #4 to 6 and #9, to later developmental
concerns of individual students' needs from interaction #5 to 12, This development
shows how Andrea's concerns changed during the year from survival concerns to largely
concerns about her students, which echoes the research literature and this study's other
cases.

Another theme noted in this case study was Andrea's persisting concerns about
pupil behavior and pupil motivation which are earlier developmental characteristics;
these concerns were also consistently expressed in this study's questionnaire responses as
continuing concerns. In Andrea's June questionnaire open-ended questions, she mentions
that all concerns had decreased during the school year except pupil motivation and pupil
behavior. Her questionnaire checklists on concerns, however, showed little change.
February and June questionnaires portray concerns with pupil behavior, report cards,
planning lessons and units, teaching in French, pupil motivation, individualizing
instruction. These data suggest that concerns Andrea had at different times during the
year could be useful in structuring developmental teacher induction programs.

Other research questions requested descriptions of types of interactions occurring

between beginning and mentor teachers, and how these mentoring interactions would
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change over the year. In Andrea’s case, little change in interactional processes occurred;
clinical supervision continued to be the dominant interaction with discussion,
reassurance, planning sprinkled here and there. Coaching was an ongoing mentoring role
requested, with curriculum support and counselling desired early and late in the year.
What did change in the mentoring interactions was their focus from early to later
developmental concerns. Nevertheless, still noted were some early developmental
concerns expressed late in the year, for example, pupil motivation in interactions #8 and
10. Additional and more detailed examples of Andrea's development follow in the case
study, which provides scenarios of helpful assistance for a beginning French immersion
teacher, including possible content and process for a mentoring program.

My first interaction with Andrea occurred in early November; we rexplorcd
possibilities for the relationship. As can be seen in Table 8, during this first planning
session Andrea's concemns were early developmental concerns of student behavior and
self as a teacher, and some later stage concerns of individualizing instruction to better
meet student needs. In addition, curriculum support was requested on theme and process
planning in language arts. This interaction helped Andrea to find direction for her
language arts planning.

Later in November, our first clinical supervision cycle occurred focusing on the
early concern of student behavior. I encouraged Andrea to identify her expectations for
student behavior in order to observe if these were occurring in her classroom. We
planned activities to assist students in realizing and acting within behavior expectations.
Also in November, Andrea initiated an interaction session with me which focused on the
counselling and curriculum supporter roles. This was report card writing time and
Andrea was anxious about her adequacies as a teacher, as an evaluator of students’

progress, and her abilities to interact effectively with the students’ parents during
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upcoming parent/teacher interviews. Andrea was apprehensive that student evaluation
data she had collected did not fit well into the report card checklist; she also discovered
she had not collected data for some of the checklist items. We discussed Andrea's
student evaluation strategies, evaluated their strengths, and brainstormed new strategies
to attempt the subsequent term, and rehearsed what might happen during parent
interviews. This interaction provided reassurance and encouragement to Andrea that she
had much useful student evaluation data to share with students and their parents, and
gave her some suggestions of other useful evaluation data to collect. Interactions #1, 2, 3
portrayed early developmental stages and their inherent concemns. Andrea's major
concerns were pupil behavior, self-adequacy as a teacher, report cards, pupil evaluation,
interactions with parents.

Later in November during our fourth interaction pre-conference, Andrea shared
that she felt unsure of herself as a teacher, stating: "I did better as a substitute teacher."”
She felt her uncertainty of herself as an effective teacher was related to using uninspiring
teaching strategies. Consequently, we began searching for learning activities which
interested students more, improved student behavior, and provided suggestions for
individualizing learning for students. We observed for, and conferenced on, which
teaching strategies worked best for keeping students working on the learning objectives,
and used these data to plan for individualization of instruction. Data from this
observation showed that 70 to 80% of students were working on textbook or centres
activities, but were doing so with much noisy consultation. Andrea felt the noise was too
loud and wanted to have students work more quietly; she was also dissatisfied with using
the math textbook for most of her instruction. We combined our problem-solving for
excess student noise with our exploration of a variety of teaching strategies and resource

possibilities, in order to individualize instruction to meet student needs. Our post-
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conference helped Andrea decide to concentrate on having students raise their hands
instead of calling out answers, keeping her own voice lower in order to make students be
quiet to listen to her, searching out increased sources for math instructional materials
from the district math consultant, a grade 8 math teacher, and math kits available through
our district resource centre and our school library. Andrea's frustrations with a lack of
appropriate materials to implement much more than a text-based math program
continued and were expressed on the February questionnaire. Although student behavior
continued to be one of Andrea's concerns all year, this late November interaction seemed
to be a turning point for her in moving towards later developmental concerns, as she
affirmed her interest in pursuing a variety of teaching strategies to individualize
instruction for her students, and thereby, improve student behavior.

A similar clinical supervision cycle occurred in early February. Andrea was trying
new teaching strategies and wanted feedback on how students participated in each
activity. She had particular concerns about four students who were doing poorly in math
and she wished to know their participation in each activity. I observed for how students
participated during different teaching strategies. The observation data showed the small
group help circle was an effective strategy. Our post-conference focused on how to
modify teaching strategies, pupil evaluation, classroom organization, and student
behavior, in order to function more effectively generally, and specifically to assist four
students who were experiencing difficulties. We diécusscd grouping students for math
instruction, requiring participation in the help circle for students in difficulty, strategies
for encouraging students to studv for tests, re-organization of the weekly math test
system, buddying students, using math manipulatives. This interaction affirmed effective
strategics Andrea was already using and gave her some new ideas to try. Most of
interactions #4, 5, 6 portrayed this mid-developmental interest in teaching strategies,
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although some early and later stages were also present, for example, interaction #4 of
perception of self as a teacher, and interactions #5 and 6 of individual students' needs.

Table 8, interactions #6 to0 9, 11, 12, show how Andrea's focus moved away from
student behavior concerns during the March to June period of study, and instead began to
focus on individual students' needs, with a continued emphasis on teaching strategies as
they related to improving instruction. Our next clinical supervision cycles occurred in
early March and addressed concerns of how a few weaker students were progressing in
English language arts and in math. Classroom noise was lower. More students were
working. The English observation and discussions with individual students showed that
they understood the essay structure they were using, and could demonstrate
comprehension by giving examples, some of which came from their writing. The math
observation and discussions with students showed that three of the selected students
could do the mechanics of multiplying fracticns and describe what they were doing, but
did not seem to grasp what was happening during the operations. Two of these students
had problems with related items, for example, simplifying fractions and converting
mixed numbers into improper fractions. The fourth student selected was completely
mixed up between addition, subtraction, multiplication, and division of fractions. During
our post-conference after the math observation, we discussed why students might be
misunderstanding. I suggested that students needed to "see" what was happening in these
mathematical processes through use of math manipulatives, teaching others, or through
art illustrations. Post-conferences for both interaction cycles focused on teaching and
motivational strategies which could be used with students in difficulty and included: use
of math manipulatives, cooperative learning, charts and graphs.

In mid-March Andrea initiated a discussion on how to increase student motivation

to complete assignments punctually, study for tests, as well as effective means to
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communicate with parents when students were not keeping up with their work. |
suggested a variety of possibilities including conferences, up-date reports to parents,
interim reports, student contracts, personal or class progress graphs, Andrea accepted
these suggestions as interesting but was unready to integrate them into her regular
methodology; she felt her workload was already onérous and was unwilling to add on yet
more.

In mid-April, Andrea wanted me to discuss with a few students their
comprehension of a language arts project. The five students interviewed could all
effectively answer the discussion questions and show me examples from their work., Qur
post-conference became a discussion of methods to structure assignments so that students
are encouraged to complete parts of their work punctually rather than doing everything
the night before the due date. We discussed strategies for organizing students and their
assignments such as breaking down the assignment into chunks, joint planning of
timelines for completion of certain aspects of the assignment, individual checklists for
students to track their progress on an assignment, giving process marks for early parts of
assignments, calling parents when students were behind on assignments. I suggested
Andrea discuss with the English track grade seven teacher strategies he used to attack this
problem. Andrea found the organizational strategies discussed useful but again seemed
unprepared to implement these ideas. As became clearer in later interactions, Andrea felt
student motivation should not be her responsibility, which is a characteristic of beginning
teachers suggested in the research literature; interactions #8 and 10 from table 8 highlight
this earlier developmental concern.

In early May, this theme again surfaced and required a counselling session as
Andrea vented her frustrations with poor quality of students’ work, and inability to get
students to submit assignments punctually and edit their writter work. Andrea felt she
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had tried everything and nothing worked. We re-discussed some of the suggestions from
the two previous interactions and I suggested trying a class contest to encourage
completion of work. When I followed up on these ideas a couple of days later nothing
had happened and it did not appear as if Andrea was interested in pursuing any of these
ideas. Andrea's June questionnaire responses indicated that pupil motivation continued to
be her concern. At this same time, Andrea was feeling anxious about her future job
prospects in this school district, and whether she should be pursing positions in other
school districts. This was a stressful time for Andrea full of uncertainty and frustration,

In early June, our clinical supervision cycle focused on what individual students
were doing during different teaching activities in a language arts lesson. The
observational data showed that most students were listening and involved. Also during
this observation, discussions with weaker students showed they understood how to
structure their essay using a thesis and three supporting points as they had been taught.
During the post-conference, Andrea expressed questions about her ability and the
requirement to motivate students. We also discussed teaching for different learning
styles; Andrea was beginning to realize this was necessary in order to successfully meet
all students’ needs. Later in June, our last interaction cycle again treated the topic of how
effectively various learning activities functioned for individual weaker students. We
discovered from the observational data that some students required different motivational
strategies and individual monitoring. I suggested closer monitoring of weaker students
by setting short-term expectations and checking on students' progress. However, Andrea
and I were stymiea on what kind of consequence to offer if the students did not meet
required expectations; it seemed that all consequences had already been tried and worn
thin with this class. I also suggested having students state their main points for each

assignment to give them direction, and encouraging more active roles for weaker students



Page 60

in group work by assigning them recorder roles in small groups. Andrea felt discouraged
about the amount of work these strategies necessitated. Although Andrea ended her first
school year feeling discouraged about some aspects of teaching, she was looking forward
to her second year in the school district and a new teaching position where she
anticipated doing some things differently; she felt that her first year's teaching experience
had been beneficial. To quote Andrea's June questionnaire, "...after I've experienced the
situation once, it's casier to find a different direction or to continue on if the experience
was successful... [ was able to look and learn...next year I'll be ready to do lots more...."

Description of mentor/beginning teacher interactions with Sylvie, Sylvie grew up
speaking mainly French with some English. She has a Bachelor's degree from an
anglophone university in Quebec, and completed the SFU immersion teacher training
program with 18 weeks student-teaching in French immersion classes, and education
course work in French immersion methodology. Her teaching assignment was grade one
early immersion. Sylvie's classroom was situated in an annex to the main school where
there were three primary French immersion classes and one English primary class.
Sylvie interacted a lot with the other three primary teachers in her annex, particularly the
experienced English program primary teacher who had many great ideas. On Sylvie's
June questionnaire she mentioned how this English track grade one teacher helped on a
daily basis with practical ideas such as writing strategies and themes for young children,
organization and ways of doing things. Tl. . teachers' classrooms were across the hall
from one another which greatly facilitated interaction. Sylvie also mentioned on her
June questionnaire how I, as mentor teacher, had helped by providing feedback and
implementing change on more global and theoretical issues. Sylvie felt both types of
assistance were very useful.

Sylvie's classroom was attractive and well organized with student work and large
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charts posted, and tidy centres arranged around the room on tables or shelves. Desks
were moveable and were usually organized into groups of four to six. Some problem
students were seated on their own or in groups of two. In one corner of the classroom
was an area with no desks where children sat on the carpet for class meetings. During
independent work time, children sat at their desks, at tables, or on the floor, and could
talk with one another for help. When children had completed their work there were free
time centres such as blocks, books, and math activities for children to use.

Table 9 provides an overview of my interactions with Sylvie; each entry describes
one of our meetings. From November to February, our seven mentoring interactions
focused on coaching and curriculum support. Coaching interactions assisted with a
variety of developmental concerns from early pupil evaluation, survival, and perception
of self as a teacher in interactions #1, 3, 5, to mid-developmental teaching strategies
concerns in interactions #1, 3, 6, 7, through te later concerns of self-evaluation and
reflection and individual students' needs in interactions #1, 2, 4. Curriculum support
interactions #3, 6, 7 helped Sylvie understand pupil evaluation and teaching strategies,
identify appropriate resources, and plan for these strategies. The predominant focus of
the March to June period was advanced concerns dealing with coaching work on how
effective teaching strategies were for individual students’ needs, as seen in interactions #8

through 12.
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Table 9

Mentor/first year teacher interactions: Participant observation data

Sylvie

Interactions Concemns Support desired Role of mentor

November to February

1. Survival Planning Coach
Teaching straiegies
Professional seif-
evaluation and
reflection

2. Individual students’ Clinical Coach
needs supervision

3. Teaching strategies Discussion Curriculum supporter
Pupil evaluation Reassurance

4, Individual students’ Clinical Coach
needs supervision

5. Perception of self Discussion Counsellor
as teacher Reassurance

6. Pupil behavior Clinical Coach
Teaching strategies supervision Curriculum supporter

Reassurance

7. Pupil behavior Clinical Coach

Teaching strategies supervision Curriculum supporter
Reassurance

March to June

8. Pupil behavior Clinical Coach
Teaching strategies supervision

9. Teaching strategies Clinical Coach
Individual students’ supervision
needs

10. Teaching strategies Clinical Coach
Individual students’ supervision
needs Reassurance

11. Individual students’ Clinical Coach
needs supervision

12, Teaching strategics Clinical Coach
Individual students’ supervision

aceds
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Table 9 and the text of Sylvie's case study portray the growth of a teacher who
began our mentoring interactions developmentally advanced, as evidenced by her desire
for self-evaluation and reflection, and her ability to have multiple activities occurring in
her classroom, both characteristics of later developmental stages (Fuller, 1969, Fuller and
Bown, 1975, Katz, 1972). However, shifts in developmental stages can be seen in
Sylvie's growth over the year, cited by the previous authors as normal. Sylvie showed
shifts from her advanced development to earlier concerns such as survival in interaction
#1, pupil evaluation in interaction #2, perception of self as teacher in interaction #5,
pupil behavior in interactions #6, 7, 8. Sylvie's predominant later concerns were more
advanced, such as teaching strategies, particularly how individualization of instruction
related to these strategies. Sylvie's case study informs about developmental concemns;
although we saw many later concerns, Sylvie still had re-occurring early concerns.
Sylvie's two questionnaire checklists show that her concerns remained quite constant. In
both February and June, Sylvie expressed concerns about pupil behavior, pupil
evaluation, report cards, curriculum knowledge, pupil motivation, individualizing
instruciion, organization.

Table 9 showed mentoring interactions with Sylvie to be largely clinical
supervision, with two incidences of reassurance in the November to February period and
one during the March to June period. The coaching role predominated; also there were
three incidences of curriculum support and one of counselling which occurred from
November to February. Mentoring processes were constant throughout the year but
content changed as Sylvie's concerns changed. Information on Sylvie's concerns and the
mentoring assistance she accessed provide valuable suggestions for structuring
developmental induction programs and mentoring assistance. Detailed examples follow

in the case study.
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At our initial planning session, Sylvie expressed her realization that she was so
focused on concerns about organization and workload, that she had no time for
meaningful self-evaluation and reflection, which she remembered from her teacher
training was the direction she should be taking. Trust between Sylvie and me as mentor
had already been well established because we had worked together the previous year.
Sylvie was motivated to begin our collaborative work; she saw herself as a developing
teacher and wanted the mentoring relationship to encourage development. At this initial
planning session, Sylvie had already identified a focus for a future clinical supervision
cycle; she wanted me to observe what children were doing during various activities in
order to provide information on modifying teaching strategies and for individualizing
instruction.

Our second interaction was this clinical supervision cycle where Sylvie requested
an observation of individual children's behavior and how this behavior related to various
group and independent activities. The observation showed that children were actively
involved in the assigned tasks; only one boy showed poor behavior. It appeared that
children's needs were being provided for in this multi-dimensional classroom. Sylvie
felt, however, that the children were better behaved than normally because 1 was
observing them, and because they had just had a class discussion on expected behaviors.
Our post-conference also included discussion on two problem children, how to access
district support for one of them, and suggestions for how to structure afternoon activities
to improve children's attention and behavior.

The next interaction with me was initiated by Sylvie in mid-November; she wished
curriculum support on writing report cards. Our discussion dealt with interpreting
student evaluation data and transferring it into report card checklists and comments to

share with parents. Sylvie reflected on, and evaluated the student assessment data
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collected, its strengths, and areas to modify for subsequent semesters. Reassurance was
also a part of this interaction, that Sylvie was collecting appropriate and useful evaluation
data.

The next interaction, which was a clinical supervision cycle, initiated a series of
observations along a similar theme: which children participated in which activities, what
were the needs and interests of children during various learning activities in language arts
and math. These observation and conferencing coaching cycles served to reassure Sylvie
that her classroom was full of effective learning opportunities for children, to identify
teaching strategies which required modification to iﬁcmase children's involvement, and to
recognize children who were having difficulties so that they could be planned for.

In mid-November I observed whole group participation during show and tell and
collective writing. We found that most children were involved; many participated by
asking questions and by suggesting ideas. Sylvie was surprised that children's
involvement was as high as the observation showed. Our post-conference suggested
trying show and tell as a choice activity, and other ideas for observations, for example,
who speaks French, math activities, an afternoon observation. In mid-January I observed
a math lesson where children were working with manipulatives, independently or in
small groups. Children worked well on their activities of choice; curriculum objectives
were addressed effectively and efficiently. In early March, I again observed a math
lesson where children were working on independent work tasks using maripulatives.
Sylvie was concerned about classroom noise but the observation showed that children
who were talking were largely checking with each other on procedures for their math
tasks. Effective pupil/teacher evaluation conferences with individuals occurred during
these independent activities. One child was noted as being uninvolved too much during

the lesson and w= discussed strategies to intervene with him. Also in early March,
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observed a language arts lesson to document student involvement in these activities. The
observation showed that in the brainstorming, observation, classification activities
children were very involved. Participation declined for group oral reading and the
grammar explanation. During the post-conference we discussed strategies for improving
participation in these two activities. The data from these several observations surprised
Sylvie; her perceptions of her classroom were always less positive. Our post-conferences
provided affirmation to Sylvie that she was doing a fine job, while also supplying ideas
for things she could work on.

Throughout the year Sylvie reflected advanced developmental siages as she worked
with a variety of groupings of children, while other children worked on independent
tasks; she desired to know how individual children were learning within this variety of
learning environments, and which situations worked best for which children so that she
could individualize learning. Sylvie's classroom always impressed me as a calm, busy
learning environment where children had many valuable choices for their learning, where
there were a variety of groupings from whole group to small groups to independent
work, that children were developing good skills at working in all of these groupings, and
that Sylvie was capable of planning time to conference with individual children. Sylvie
was commendable in her constant reflection on whether planned activities were useful
for children's learning, how she could improve them, and if she was addressing
curriculum objectives in an interesting, efficient manner.

As can be seen from Table 9, other types of interactions also occurred during the
year. In late November, Sylvie required counselling support as she struggled with
concems about her adequacy as a teacher. Sylvie felt a lack of positive comments that
she was doing an effective job as a teacher and needed reassurance. As Sylvie mestioned

on her February questionnaire, appreciation was one of several useful qualities of
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assistance and support she had received and one of which she did not hear enough. Other
qualities Sylvie cited as useful from the assistance and support she had received up to
February were: reassurance, guidance, materials, objective feedback.

Another concern which surfaced was the overall rhythm and fit of learning
activities within the school day, ocne which we found difficult to address since I could not
spend entire days in the beginning teachers' classrooms. These requests of Sylvie's made
me realize that I needed to provide regular positive comments for the four beginning
teachers, and discuss with each of the four their daily schedules.

In late January, Sylvie was concerned that she was not providing enough positive
comments for her children. The ciassroom observational data provided Sylvie
confidence thai her classroom was well managed; Sylvie used a variety of effective
strategies to do so, but that more positive comments could be used with children. Sylvie
then identified the increased use of positive comments with her class as a goal for her
improvement.

Another clinical supervision cycle occurred after Sylvie had been away ill for six
weeks; she had concerns about behavior problems and pupil motivation after her absence,
and was unsure of appropriate consequences of misbehavior for this point in the school
year. The observational data showed that only one-third of the class was working well.
Most children who were not sitting at their desks were not using time wisely. Sylvie
decided liberty in the classroom must be curtailed unless children could show they were
more responsible. We also thought of doing a class graph on completing work to
increase class motivation, and sharing this graph with grade seven buddies and parents.
Interactions #1 to 8 portrayed some shifting between early and later developmental
concems, for example, interaction #4 with a later concern of individual students' needs to

interaction #5 demonstrating an early concern of perception of self as teacher. After
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interaction #8, Sylvie's concerns reflected mid- and later developmental stages, that is,
teaching strategies and individual student needs.

In June, two clinical supervision cycles focused on individual children and what
they did in the classroom to help them be successful. In these instances, Sylvie was
acting as a teacher researcher searching for behaviors of successful children in order to
help all children be successful, and resources young children used for their written
research compositions. Sylvie wanted to share this information with the children to help
them, and also to use this information to structure her classroom environment. For the
first observation, Sylvie had read an article on characteristics of happy, successful people
and desired an observation to define characteristics of successful children in her class. 1
observed children whom Sylvie had selected as happy and successful while they were
involved in several math activities. I observed a wide variance in behaviors. The main
themes that Sylvie and I could draw from the observational data were that happy,
successful children listened and watched during explanations, concentrated on their work
and were self-directed, and monitored their work by checking with the teacher. The
second observation looked for which resources children used as they did an independent
writing project. The daia showed that most children used the collectively written posters
for their writing, but also accessed books, other children, previous personal writing, other
children's previous writing, and the teacher. Sylvie was very satisfied with the
independent work of the children who were very motivated by their work. We also
discussed how Sylvie would structure and begin her independent work program next
year, and how children's writing files were evaluated in conferences with them.

Description of mentor/beginning teacher interactions with Cathy, Cathy grew up
speaking English. She has a Bachelor's degree from SFU and completed the SFU

immersion teacher training program with 18 weeks student-teaching in French immersion
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classes, and education course work in French immersion teaching. Her assignment is
early immersion kindergarten. Cathy's classrocm was set up in centres as are usually
found in kindergarten classes; there was a book centre, a sand table, a playhouse, a game
centre, and several tables with activities which changed according to the theme being
studied. There was also a large area in the centre of the classroom used for circle time
with song and poem posters and the choice board for centres. There was a sink in the
corner by an outside door and a partially walled-off cloakroom at one end of the
classroom. Lots of bright pictures and student work were posted on the walls. Children
had lots of freedom of movement and many choices in the classroom.

Table 10 briefly describes each mentoring meeting with Cathy. During the
November to February period of study Cathy and I had six interactions where I worked
predominantly with her as coach helping with her concerns. Two sessions were also
curriculum support. For example, interaction #4 was a coaching and curriculum support
session where we used clinical supervision, problem-solving, and reassurance to address
concerns of pupil behavior and appropriate teaching strategies. During the March to June
period, coaching continued to be a prevalent interaction used for four interactions;
curriculum support was also an important interaction accessed for four interactions. I
provided curriculum support as did the English track kindergarten teacher.

Cathy's case study responds to the research questions by portraying developmental
concerns of a beginning teacher, and providing examples of useful mentor/beginning
teacher interactions. Cathy's questionnaire checklists on concerns show that in February
she expressed concerns about pupil evaluation, individualizing instruction, and
organization. On the June questionnaire, the February concerns had improved, but Cathy
had become concerned about pupil behavior. It is interesting that Cathy's ongoing

concerns about interactions with parents never appeared on the questionnaire checklists.
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Cathy
Interactions Concerns Support desired Role of mentor
November to February
1. Teaching strategies Planning Coach
Individual students' Discussion Curriculum supporter
needs
2. Pupil behavior Discussion Coach
Planning
3. Pupil behavior Discussion Coach
Planning
Problem-solving
Reassurance
4, Pupii behavior Clinical Coach
Teaching strategies supervision Curriculum supporter
Problem-solving
Reassurance
5. Pupil behavior Clinical Coach
Individual students’ supervision
needs
6. Teaching strategies Clinical Coach
Individual students’ supervision
needs
March to June
1. Teaching strategies Clinical Coach
Individual students’ supervision
needs
8. Individua! students’ Clinical Coach
needs supervision
9. Teaching strategies Clinical Coach
Individual students’ supervision Curriculum supporter
needs (English teacher)
10. Teaching strategies Clinical Cuwrriculum supporter
Individua! students’ supervision
needs Discussion _
1L Perception of self Team-teaching Curriculum supporter
as teacher Discussion
Teaching strategies
12. Teacking strategies Clinical Coach
supervision Curriculum supporter
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The participant observation data, as can be seen in overview in table 10, and in
detailed description in the case study, highlight interactions #2, 3, 4 showing Cathy's
early developmental concerns such as pupil behavior, working with small groups, and
with parents. Interactions #5 and 6 describe a shift to later developmental levels for
Cathy as she now became less concerned about classroom management and began
searching for strategies to meet needs of individual children. Case study detail also
describes how Cathy could now work with small groubs of children and have multiple
activities occurring in her classroom which is more evidence of advanced development
(Fuller, 1969, Fuller and Bown, 1975, Katz, 1972). |

Interactions #7 through 10 continue to highlight advanced developmental concerns.
Interactions #11 and 12 showed some shifts back to early and mid-developmental
concerns which echoes results in the questionnaire data and the other case studies, for
example when pupil behavior reoccurred as a concern later in the year. The descriptions
of the coaching and curriculum support interactions with Cathy provide suggestions of
methods to assist beginning teachers. In her February questionnaire, Cathy described the
mentor coaching program as useful because it helped her narrow difficulties down and
"work on the parts to improve the whole." Also, she found mentor observations to be
less pressure than administrator observations. In February, Cathy was undecided if
administrator observations had been useful but by the June questionnaire Cathy agreed
that administrator observation and feedback had been useful.

The first interaction I had with Cathy occurred in early November and was a
planning session. Cathy was very open and interested in working with me particularly in
the coach and curriculum supporter roles, but did express apprehensions about possible
additional workload as a result of our collaborative relationship. The support desired

focused on teaching strategies to increase active involvement of more children, with
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some discussion of individual students' needs and learning styles and how these needs
related to teaching strategies. Cathy suggested some examples of active involvement that
she wanted to try including experiential science activities with water, and thinking
centres with classifying and predicting activities. She aiso affirmed her desire to grow
professionaliy as a result of our relationship; Cathy saw herself as a developing teacher
who needed some support to progress.

Our second interaction occurred one month later in early December. I acted as a
coach in discussing and problem-solving with Cathy on an early developmental concern
of student behavior. Cathy described students’ unacceptable behavior and the strategies
that she had used to that point. Our discussion focused on planning for other strategies to
encourage more appropriate student behavior including defining consequences for
inappropriate behavior--such as having to leave the group, the room, or go home--and
meeting with parents. Our third interaction which was again a discussion/problem-
solving session occurred in mid-January and dealt with similar early developmental
problems of inappropriate student behavior and strategies with which to attack the
problem. Cathy also appreciated reassurance that she was headed in the right direction in
dealing with children’s behavior problems.

Later on in january, our fourth interaction--a clinical supervision cycle--took place.
Cathy requested an observation focusing on student behavior: what children were doing
during specific activities, what two problem children were doirg, and if behavior
changed after Cathy's interventions. The post-conference provided an opportunity to
reassure Cathy that her concerns regarding student behavior were normal for her early
developmental level. Problem-solving for solutions to student behavior problems led the
post-conference into discussing and planning curriculum support on the topics of whole

language and organizing for instruction in kindergarten. Teaching strategy concems



Page 73

addressed related to: working with small groups, using parent helpers, class size.

At the end of January another clinical supervision cycle dealt with student
behavior. At this point the focus made a noticeable shift from classroom management
concems to searching for strategies to work with individual children in order to address
their learning needs which portrays later developmental stages. The post-conference
included problem-solving on meeting the needs of individual problem children. In mid-
February, Cathy had progressed to being capable of structuring her kindergarten program
such that she could work with individual children and small groups while the large group
was busy with independent tasks. During our clinical supervision cycle it became
evident that Cathy was no longer at the survival stage, but had moved on to later
developmental stages exemplified by working with individual children and small groups
to meet more individual needs. It is interesting to note Cathy's February questionnaire
response regarding pupil behavior which was recorded at about this same time. Cathy
was undecided if pupil behavior was a concern or not. In June, Cathy's questionnaire
showed she agr=ed that pupil behavior was a concern even though, at that point, she was
dealing with pupil behavior more effectively.

At the beginning of March, a clinical supervision cycle with Cathy focused on
effective teaching strategies and observations of what individual children were doing
during centres and during small group discussions. The small group observation showed
appropriate whole language strategies using children's ideas, with good involvement of
the children. The independent work observation showed that children were working
more quietly, were more commiitted to their tasks; the choice board and tambourine
signal for changing activities were working well. March continued to portray the
development of Cathy past the survival stage and the growth of her professional
reflection; she was capable of working with a small group while other children worked
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independently. She was able to reflect on how instructional activities were progressing,
suggest strategies to improve organization and children's attentiveness, and show concern
about needs of individual children. This was also reflected in the February questionnaire
where she agreed that individualizing instruction was a concern.

The next clinical supervision cycle focused on the needs of one child experiencing
difficulties. The post-conference demonstrated that Cathy realized this child required
different learning situations to succeed. Cathy also stated her willingness to search for
and attempt strategies in order to help this child become successful, typical of later stage
development. Helping strategies we discussed were individual or small group activities
wherever possible, a buddy to assist the child to remain involved, teacher signal to the
child to bring him back to involvement, encouragement in tasks he did well.

Other clinical supervision cycles in March and April concentrated on teaching
strategies and how individual children participated during these activities. Curriculum
support that Cathy had experienced with the English track kindergarten teacher was
evident in the organization and choice of learning activities. Cathy's class was running
more smoothly; children were more involved and motivated by the activities. Cathy was
self-evaluating and thinking of many other theme activities to try. I suggested some
additional graphing and art activities, and some sources of theme ideas. The April
clinical supervision cycle was an observation of a lesson where Cathy used a filmstrip to
stimulate ideas and vocabulary, followed by a group graph; she wanted to know who was
involved in the activities. The lesson went well with much oral participation by the
children in French. During the post-conference, Cathy asked me how I would have done
the lesson and we discussed my suggestions as possibilities for other activities. Cathy
also shared that she felt very satisfied about her recent report cards and parent interviews.

Parents were supportive and Cathy maintained frequent contacts with them, for example,
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chats after class, telephone calls; Cathy was now showing less of her earlier reluctance to
interact with parents.

In May, we choose a team-teaching situation and post-discussion for some baking
activities with the children. Initially, Cathy wanted children to simply watch the baking
but with my encouragement and her reflection, Cathy realized having the children doing
the measuring and mixing would increase learning. During the post-discussion, we
thought of other methods of organizing cooking activities with young children including
using parent helpers. Cathy had progressed far enough during her first year of teaching
that she was now capable of organizing and implementing several activities occurring in
her classroom at the same time, as well as beginning to feel more comfortable with
parent helpers. However, Cathy did express some concerns about her perceptions of self
as a teacher, and insecurities that she continued to feel about her youth and inexperience
vis-a-vis interactions with parents. Although Cathy had expressed verbally tc me
concems about her interactions with parents throughout the year, these concerns were not
present on either of Cathy's questionnaires.

Our final clinical supervision cycle occurred in June. I observed a lesson where
Cathy used a filmstrip on sea animals; I collected data on what levels of questions Cathy
asked and which children spoke French. This was an introductory lesson to the sea
animal theme; consequently, lower level information questicns predominated and
children did not use much of the new French vocabulary. During our post-conference I
suggested other methods of presenting and practicing vocabulary, and ways to integrate
higher level thinking activities into a thematic unit. Cathy agreed that these ideas
sounded useful to try another time. Cathy showed much growth from early to later
developmental stages during the year and was now capable of implementing a much

wider variety of activities in her classroom.
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Description of mentor/beginning teacher interactions with Barbara, Barbara grew
up speaking English. She has a Bachelor's degree from UBC and completed the UBC

non-immersion teacher training program with 13 weeks student-teaching not in
immersion classes. She took one course in French immersion methodology. Her
teaching assignment is early immersion grade two. Barbara's classroom was near
Sylvie's classroom in the primary annex section of the school. She was near two other
primary French immersion classes which were grade one classes; she was also near an
excellent English track primary teacher who had a grade one class and was often helpful.
The other grade two immersion teacher's classroom was in another wing of the school.
Barbara's classroom had student work and other colourful items posted on the walls. The
children's desks and chairs were moveable and could be easily re-arranged for activities.
They were usually arranged into groups of six or more children; the groups were close
together and in the middle of the classroom. The periphery of the classroom had several
centres set up on tables and shelves for children to use. There was a class meeting area at
one end of the classroom where chiidien sat on the floor.

Table 11 provides an overview of my mentoring interactions with Barbara. During
the November to February period of study, Barbara requested mostly curriculum support
roles of me with some counselling and coaching mostly around mid-developmental
concems such as teaching strategies, for example, interactions #2, 3, 4. From March to
June, Barbara became interested in coaching interactions for the first four interactions;
then switched to curriculum support for the last four interactions. The March to June
pericd portrayed Barbara's continued interest in teaching strategies in interactions #5, 8,
9, 10, 11, 12, with more advanced concerns regarding individual students' needs as in
interactions #5 through 10.
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Table 11

Mentor/first year teacher interactions: Participant observation data

Resources

Barbara
Interactions Concerns Support desired Role of mentor
November to February
1. Survival Reassurance Counsellor
Individual students’ Planning Curriculum supporter
needs
2, Teaching strategies Discussion Curriculum supporter
Individual students’
needs
3. Teaching strategies Problem-solving Curriculum supporter
Counsellor
4, Pupil behavior Clinical Coach
Teaching strategies supervision Curriculum supporter
Reassurance
Planning
March o June
5. Teaching strategies Discussion Coach
Individual students’ Problem-solving
needs
6. Individual students' Clinical Coach
needs supervision
7. Individual students’ Clinical Coach
needs supervision
Planning
Rzassurance
8. Tcaching strategies Clinical Coach
Individual students' supervision
needs Discussion of
professional
development
possibilities
9. Teaching strategies Planning Curriculum supporter
Individual students’ Team-teaching
needs
10. Teaching strategies Planning Curriculum supporter
Individual students’ Model lesson Coach
needs
11 Teaching strategies Planning Curriculum supporter
Model lesson
12 Teaching strategies Planning Curriculum supporter
Model lesson
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This case study responds to research questions regarding beginning teacher
concerns, and characteristics of mentor/beginning teacher interactions. Concerns
expressed on the questionnaires actually increased for Barbara during the research period.
On the February questionnaire, Barbara's only expressed concern was teaching in French.
However, in June on the questionnaire checklist, Barbara was concerned about teaching
in French, pupil behavior, pupil evaluation, and individualizing instruction. But also in
June, on the open-ended question aboui decreased concerns, Barbara believed that
teaching in French, pupil evaluation, pupil behavior had improved.

Barbara's case study portrays the growth of a novice teacher who began her career
with a desire to implement a learner-centered classroom environment, as evidenced by
the continuing theme of individual students’ needs which spans most of our mentoring
interactions. Because Barbara was already attempting these later developmental
characteristics, development from early to later stages is less evident ia this case study.
What is portrayed is Barbara's struggle to discover and implement effective stage two
teaching strategies to meet her goals for a later stage learner-centered classroom,
exemplified in most mentor/beginning teacher interactions with Barbara. Although
Barbara's developmental progression was somewhat different from the norm suggested in
the research literature (Fuller, 1969, Fuller and Bown, 1975, Hemingway, 1988, Hunt,
1987, Katz, 1972, Mamchur, 1988, Wheeler, 1988), her case study provides scenarios of
helpful assistance for a beginning French immersion teacher, including suggestions for
content and process for a mentoring program. Barbara's questionnaire checklists and
comments cited that she consistently found the following types of assistance useful: help
from other immersion teachers, English teachers, district consultants, mentor teacher.
Also cited as valuable on both questionnaires were: workshops, observations in other

classes, peer coaching, administrator observation and feedback. To qucte Barbara's
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questionnaires: " discussion with more experienced ieachers (either French or English) is
very helpful, to voice concerns, asking for ideas...in this way {the] coaching program has
been great....mentor teacher assistance--invaluable!"

Our early November initial planning session treated several different topics.
Barbara required counselling and reassurance for her early developmental survival
concerns of having too many things to do, feeling unable to cope with the myriad of
learning opportunities she wished to offer to children in her classroom, being observed
by me, and her lack of confidence in allowing other teachers to hear her speak French.
Barbara also wanted curriculum support for her later developmental concerns of
individualization of irstruction for students; she wanted to provide enrichment activities
for children and have some one to one time with each child. She was concerned about
the time our interactions would take which she felt she did not have; trust also needed to
be developed within our mentoring relationship. I left our discussion with a strong
feeling that Barbara had very much needed a listening ear and required encouragement
on the effective learning activities and good French that was occurring in her classroom.

Later in November, a second mentoring interaction took the form of a curriculum
support session on whole language strategies, and methods to structure an individualized
reading program. We discussed teaching strategies inherent in whole language and
possibilities for materials and groups. Barbara expressed concern that more advanced
readers were bored and needed an enrichment program; we discussed how all these
components could fit together into a classroom program. Because I had taught many of
Barbara's students the year before she asked questions about how I had structured my
language arts program. I shared some oral reading strategies that I had used, and brought
along some children’s literature series from the school library as suggestions for
independent reading programs. It was during this interaction that we suggested I model a
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lesson working with Barbara's class, which later became a useful strategy for our
interactions. Barbara initiated an interaction session later in November to describe the
first lesson of the proposed independent reading program as a disaster. She "wanted to
tell somebody"” and search out new strategies which could work for her and her class.
Working as a counsellor, I listened to Barbara's problem and worked through problem-
solving with her. We identified that the lesson was a disaster because children had not
worked independently and frequently interrupted Barbara as she worked with another
group; the reading level of the materials used was too easy; Barbara found dealing with
groups working on different work difficult, portraying early developmental
characteristics (Fuller, 1969, Fuller and Bown, 1975, Hemingway, 1988, Hunt, 1987,
Katz, 1972, Mamchur, 1988, Wheeler, 1988). We discussed some methods of working
around these difficulties, but I mostly just listened as Barbara unburdened herself.

In late January, Barbara agreed to our first clinical supervision cycle in interaction
#4. We addressed concems about pupil behavior in relation to various teaching
strategies. The observation provided needed reassurance to Barbara that children who
were doing independent tasks were indeed working, while she was working with other
children. Our post-conference extended into planning for up-dating and scheduling of
independent centres in the classroom, and problem-solving for the children who were
having difficulties working effectively in centres. It was interesting to compare this
January observation--interaction #4--to the earlier problem which occurred in November
in interaction #3, to identify how far the students had progressed in independent work
ability, and to observe Barbara's development as she was now able to handle multiple
activities occurring in her classroom.

In early March, interaction #5 was a discussion. Barbara was feeling comfortable

with the groupings and activities she had going in her classroom, believing that children’s
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needs were being met. She was delighted that children were writing a lot in the writing
centre, and she had some ideas for other centres to implement. She was pleased with
some student evaluation strategies she had tried and felt prepared to write report cards.
We discussed the needs of two individual problem students--one with behavior problems
and one with speech problems--and how to best meet their needs by accessing district
resources and parents. This interaction provided reassurance to Barbara that her
classroom was an effective learning environment for her pupils, and provided
suggestions on using district services.

Also in early March, we did a clinical supervision cycle to observe individual
children. Barbara wished me to observe the child with behavior problems to provide
suggestions and anecdotal comments for her reports to the child's parents and the school
counsellor. She also wanted me to observe five quiet, average children to look for
positive things they were doing in class to assist with report card comments. Our post-
conference focused on effective strategies to work with the individuals observed; we also
discussed implementation of new ideas for student evaluation; and I provided reassurance
that valuable language arts activities were occurring. Barbara had ideas for pupil
evaluation but needed organizational suggestions in order to implement them, The
following week, I again observed some individual children to provide additional
information to Barbara. The observational data showed the problem child was extremely
responsive to Barbara's attentior; consequently, he was exhibiting many attention-getting
behaviors. Our post-conference included brainstorming strategies for methods of
increasing positive recognition of this child, as well as dealing effectively with his
parents. We also suggested some new teaching ideas for spelling, and methods for
planning curriculum integration. Barbara needed more reassurance that effective

learning activities were occurring in her classroom.
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In mid-March another clinical supervision cycle focused on what two problem
children were doing during independent centres time, and what all children were doing in
the centres. The observational data showed that independent centres were well
implemented; the system was working well; children were using the centres and enjoying
a variety of activities. The two problem children were working reasonably well during
centres time. We discussed when during the school year it would be appropriate tc
introduce independent centres work for children, and Barbara's plans for summer course
work. Barbara was questioning whether she should do more intensive non-credit work
on improving her French, or begin working on fifth year course work. Interaction #8
provided reassurance and a forum for discussing possibilities for professional course
work.

In mid-April we discovered a strategy which became very effective for our
interactions; we began team-teaching or I taught model lessons with Barbara's class. The
first instance of team-teaching portrayed the strategies and effectiveness of using math
maniprlatives. When I entered for the pre-conference of this interaction, Barbara was
grappling with how to use manipulatives to increase children's understanding of addition
with regrouping. After the grouping of children and team-teaching, Barbara better
understood the importance of, and how to use, manipulatives as part of her math
program, how to organize math for small group teaching, and which children understood
the concepts and which children needed more work with Barbara and manipulatives.

Other similar experiences occurred in early May and June when I modelled
phonics/spelling lessons. Barbara found this lesson modelling and post-discussion and
planning for application to be very useful; she felt she learned best by watching and then
trying some of the strategies herself. On her June questionnaire, Barbara stated: "I really

did benefit from observing [my mentor] teach in my class.” In addition to the useful
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teaching strategies modelled, Barbara mentioned how she also picked up new classroom
French and classroom management strategies; she suggested that lesson modelling could
be a very useful strategy for mentor/beginning teacher work, particularly early in the
year, and should cccur one to twe times per week. We alse discussed Barbara's plans for
summer French programs. She was satisfied with her choice of two 'ntensive French
courses; fifth year plans are on hold for a while.

June provided an oppertunity to m:odel a lesson on using children's literature.
Barbara found the modelling useful and wanted to use similar strategies in the future, I
left her with a generic book report form for follow up to children's reading, and
suggestions on other book series in our school library for future literature units,

Analysis of mentor/beginning teacher interactions, Table 12 outlines interactions
which occurred between the four beginning teachers in the case study group and me;
these are ranked from the most frequently used to the least fiequently used. From
November to February, frequent interactions were: clinical supervision, planning,
discussion, reassurance, problem-solving. From March to June the four most frequent
interactions continued to be: clinical supervision, planning, discussion, reassurance.
Some new activities were added: team-teaching, model lessons, locating resources; these

three new interactions occurred predominantly with Barbara.
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Table 12
Summary of mentor/first year teacher interactions: Participant observation data
Interactions First year teacher November to February  March to June
Clinical Andrea 3 5
supervision Sylvie 4 5
Cathy 3 5
Barbara 1 3
Totals 11 18
Planning Andrea 2 1
Sylvie 1 0
Cathy 3 0
Barbara 2 = 5
Totals 8 6
Discussion Andrea 1 2
Sylvie 2 0
Cathy 3 2
Barbara 1 2
Totals 7 6
Probiem-solving Andrea 1 0
Syivie 0 0
Cathy 2 0
Barbara 1 1
Totals 4 1
Reassurance Andrea 0 1
Sylvie 4 1
Cathy 2 0
Barbara 2 1
Totals 8 3 o
Team-teaching Andrea 0 0
Sylvie 0 0
Cathy 0 1
Barbara 0 1
Totals 0 2
Model lessons Andrea 0 0
Sylvie 0 0
Cathy 0 0
Barbara 0 3
Totals 0 3
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My roles as mentor teacher that were desired by the beginning French immersion
teachers remained the same throughout the eight months of research. Table 13
summarizes these roles.

Table 13

Summary of the various roles of the mentor teache: Participant observation data

Mentor teacher roles First year teacher November to February March to June
Coach Andrea 4 6
Sylvie 6 S
Cathy 6 4
. Barbara 1 5
Totals 17 20
Curriculum Andrea 2 1
supporter Sylvie 3 0
Cathy 2 3
Barbara 4 4
Totals 11 8
Counsellor Andrea 1 1
Sylvie 1 0
Cathy 0 0
Barbara 2 0
Totals 4 1

By far my most frequently used rcle was coach, where I assisted the beginning
teachers with aspects of their teaching which were of concern to them, using
collaborative coaching strategies inherent in clinical supervision. Andrea described this
type of interaction as useful in her June questionnaire: "...communication and sharing are
invalunable aspects in this profession...to recognize how I can improve and accommodate
my own teaching style with the help of other, experienced teachers”.

My second important role was as curriculum supporter where I assisted the
beginning teachers in understanding the curriculum, identifying appropriate resources,
planning instruction, and in suggesting relevant professional development. My third
mentor teacher role of counsellor was infrequently used; in this role I responded to the

beginning teachers' needs for support and problem-solving related to professional and
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personal concerns affecting classroom performance.

Participant observation interactions occurred around the concerns of the four
beginning teachers in the case study group. Table 14 describes the beginning teachers'
concerns as collected during the participant observation interactions.

Table 14

Summary of first year teacher concerns: Participant observation data

Concerns First year teachers November to Febrvary March to June
Pupil behavior Andrea 3 0
Sylvie 2 1
Cathy 4 0
Barbara 1 0
Totals 10 1
Perception of self Andrea 3 0
as teacher Sylvie 1 0
Cathy 0 1
Barbara 0 0
Totals 4 1
Pupil motivation Andrea 0 2
Sylvie 0 0
Cathy 0 0
Barbara 0 0
Totals 0 2
Teaching strategies Andrea 2 2
Sylvie 4 4
Cathy 3 5
Barbara 3 6
Totals 12 17
Pupil evaluation Andrea 1 1
Sylvie 1 0
Cathy 0 0
Barbara 0 0
Totals 2 1
Individual students' Andrea 2 6
needs Sylvic 2 4
Cathy 3 4
Barbara 2 6
Totals 9 20
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During the November to February period, the three major area: of concern, where
the most interaction time was spent, were: teaching Strategies, pupil behavior, individual
students’ needs--concemns highlighted by the research literature as commen for beginning
teachers (Veenman, 1984).

The March to June period portrays an interesting shift to different concerns which
are again supported by the research literature on changes in developmental concerns as
beginning teachers progress (Fuller, 1969, Fuller and Bown, 1975, Hemingway, 1988,
Katz, 1972, Mamchur, 1988, Wheeler, 1988). In the second period individual students'
needs and teaching strategies became the most important concerns for our interactions.
Pupil behavior declined to only one interaction although this was still mentioned by the
case study group as a concern in response to questionnaire items.

The shift from teaching strategies and pupil behavior concerns early in the first
year of teaching to individual students’ needs and teaching strategies later in the year,
models in practice what the research literature states about the normal developmental
concerns of beginning teachers (Fuller, 1969, Fuller and Bown, 1975, Hemingway, 1988,
Katz, 1972, Mamchur, 1988, Wheeler, 1988). Andrea's and Cathy's case studies
particularly exemplify this concept of developmental growth as the two teachers became
less concerned about survival concerns, such as pupil behavior, and more concerned
about effective teaching and individual students' needs. Sylvie's and Barbara's case
studies provide portraits of novice teachers who begin teaching more developmentally
advanced but, nevertheless, still portray early and mid developmental stage concerns, for
example, student behavior, perception of self as teacher and other survival concerns.

In general, the four case studies demonstrated that during the November to
February period, there was more emphasis on what the literature describes as early and

mid-developmental concerns, for example, pupil behavior and teaching strategies.
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During the March to June research pericd there was a noticeable shift to more mid- and
later developmental stage concerus, for example, teaching strategies and individual
students' needs, although still present were a few incidences of the early developmental
stage concerns of pupil motivation, pupil behavior, perception of self as teacher, survival,
pupil evaluation.

These case studies represent the experience of beginning B.C. trained, anglophone,
French immersion teachers in their first year of teaching. They provide useful
indications of the concerns of these beginning immersion teachers, of types of support
that is required for these beginning teachers, and suggestions for how to structure the
school-based mentor teacher component of an induction program. The next chapter
synthesizes these findings and the questionnaire responses into a framework of a
developmental induction program for beginning teachers, with particular reference to

first year French immersion teachers.
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Chapter 5. Summary and discussion
R h problem

Since French immersion programs began in British Columbia in 1971 they have
expanded rapidly. Many French immersion teachers are beginning teachers, often
without specialized training as immersion teachers. First year teachers are normally
required to assume similar duties as experienced teachers, without the same capabilities
to do so because of their lesser experience. All beginning teachers encounter difficulties
in their first year, but it appears that first year French immersion teachers may have
additional support needs.

This study sought to investigate concerns of first year French immersion teachers,
identify useful support and assistance, and implement an induction program to assist with
first year concerns, all with the goal of determining an effective induction process for
beginning French immersion teachers. The desired outcome of this research problem
was to provide parameters for induction programs for beginning teachers, with some
additional specific suggestions for first year French immersion teackers.

Induction programs

This study's induction program included many characieristics of effective induction
programs outlined in the research literature, and assessed the utility of these approaches.
This experimental induction program attempted to provide advice and encouragement for
beginning teachers, and encourage good teaching by helping beginning teachers realize
their professional potential as they planned for their professional growth. The induction
program aimed to augment first year teachers' feelings of preparedness by providing
developmental, meaningful, activities within a collaborative relationship with an
experienced teacher mentor. As suggested in the literature, this beginner/mentor teacher

relationship supplied ongoing collegial supervision, which provided a forum to try new
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practices and have guided, ongoing reflection (Garman, 1986, Lortie, 1975, Ratsoy et al.,
1988, Schlechty, 1985). As mentor teacher, I provided practical ideas to improve
teaching and psychological support during difficulties. Through reflection and
discussion we also dealt with theoretical issues in application. Because the goal of this
study was to provide developmental support for beginning teachers, another aspect of the
study investigated developmental concemns of the case study beginning teachers and a
survey group of beginning immersion teachers, and types of support these teachers found
useful, at two points during their first year of teaching.

This study supported the literature’s findings in the following ways. Major
concerns reported by both groups of beginning teachers in this study: pupil behavior,
pupil evaluation, report cards, planning units, pupil motivation, individualizing
instruction, materials and supplies, were well supported by previous findings cited in the
rescarch literature (Fuller, 1975, Fuller and Bown, 1975, Hemingway, 1988, Hunt, 1987.
Katz, 1972, Mamchur, 1788, Veenman, 1984, Wheeler, 1988). Assistance that beginning
teachers found useful in this study was similar to the literature's findings (Hegler and
Dudley, 1987, Hoffman et al., 1986, Huffman and Leak, 1986, Huling-Austin, 1988).
The case study data and questionnaire responses from the study group particularly
supported the value of ongoing collaborative work with an experienced teacher mentor
using needs-based, developmental, collegial supervision, as suggested in the literature
(Galvez-Hjornevik, 1986, Hoffman et al., 1986, Huffman and Leak, 1986, Huling-
Austin, 1988).

My expected findings were as follows. Beginning French immersion teachers in
this study had similar concerns to other beginning teachers. Some concerns decreased
for study and survey groups between the February and June questionnaires: organization,

materials and supplies. Some concerns remained: pupil behavior, pupil evaluation,
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planning units, pupil motivation, individualizing instruction. Anglophone teachers had
more concerns than francophone teachers about teaching in French. Beginning teachers
found useful help from other immersion teachers, especially those immersion colleagues
teaching the same grade. Iexpected to and did observe the developmental progression of
the case study group teachers during the school year, and for these teachers to have early
develoomental concerns mixed with later developmental concerns. I also expected to
find that mentor teacher and collegial supervisory processes were useful for beginning
teachers, which was supported by the case studies.

My unexpected findings were an increase in concerns about pupil tehavior for both
groups from the February to June questionnaires, low concern expressed about
relationships with parents and colleagues, the latter which was not consistent with the
literature. Idid not expect the study group to show more concern about individualizing
instruction than the survey group, nor that help from school administrators would
become more useful later in the year. After a low February interest by the survey group
in the induction program, it was surprising to note a greatly increased interest by the
survey group in aspects of the induction program between the February and June
questionnaires. Also unexpected were my findings ihat beginning teachers in both
groups desired more help than was supplied, and that these teachers would have liked
assistance from immersion teachers in other schools which is inconsistent with the
literature's support for school-based mentors. At the outset of the induction program, I
also did not anticipate that different mentoring interactions in addition to collegial
supervision would be requested.

The results of this study support the previous findings of the research literature,
and provide suggestions for structuring indivicualized, developmental induction
programs for beginning teachers. Major concerns of both groups are topics that could be
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addressed during induction workshops, and in one to one mentoring situations. Early
developmental concerns which beginning teachers in this study reported as improving
during the year (for example, organization and materials and supplies), should be dealt
with early in the school year. Other developmental concerns would need to be addressed
throughout the year, such as, pupil behavior and individualizing instruction. Induction
programs should include types of assistance found useful and additional assistance
desired as reported in this study, such as, help from other immersion teachers in their
school, help from a teacher teaching the same grade, help from school administrators,
workshops, observations in other classes, help from teachers in other schools, help from
district consultants, peer observation and feedback. Also important to include is an
experienced mentor teacher component in induction programs. The case studies provide
examples of content and process of such a collegial, developmental mentoring program
for beginning teachers.

The case studies of the four study group teachers attempt to represent the first year
teaching experience of B.C. trained beginning anglophone French immersion teachers.
This example of an induction program proposes a developmental model of induction.
The interactions of the induction program beiween the four beginning French immersion
teachers and me as mentor teacher were characterized by: clinical supervision, planning,
modelling lessons, discussion, reassurance. These processes occurred based on the
developmental needs of each teacher and tended to i;nitate progression through
developmental stages as cited in the research literature on stage theory (Fuller, 1969,
Fuller and Bown, 1975, Hemingway, 1988, Hunt, 1987, Katz, 1972, Mamchur, 1988,
Wheeler, 1988). In general, the four case studies demonstrated that during the
November to February period, there was more emphasis on what the literature describes

as early and mid-developmental concerns, for example, pupil behavior and teaching
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strategies. During the March to June research period, there was a noticeable shift to
more mid- and later developmental stage concerns, for example, teaching strategies and
individual students’ needs, although still present were a few incidences of the early
developmental stage concerns of pupil motivation, pupil behavior, perception of self as
teacher, survival, pupil evaluation. In working with beginning teachers on their

developmental needs, mentors need a variety of processes for working with beginning

teachers; collegial supervision may not be enough.

The findings of this study provide insights to the field by suggesting methods of
structuring effective induction/support programs for beginning teachers. In this section, I
also include valuable concepts gleaned from the research literature on induction.

Coilaborative mentor/beginning teacher work. The participant observation data
and the case study group's questionnaire responses support the paramount importance of
individualized, collaborative work with a mentor teacher, focusing on developmental
concemns as identified by each beginning teacher. This work could be structured around
the clinical supervision process with its qualities of: focus selection, observation for data
gathering, analysis of the data, discussion, reflection, problem-solving. In implementing
a developmentally-based supervisory program tailored to the beginning teachers' needs,
the findings of this study suggest ongoing work on: pupil behavior, pupil evaluation,
pupil motivation, teaching strategies, individualizing instruction. The following
additional topics could be addressed early in the school year: planning lessons and units,
classroom organization, materials and supplies, report cards. This study's mentoring
program for first year French immersion teachers began in November; September or

earlier would be a more valuable time to begin. The case study group teachers suggested
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that help earlier in the year would have been very useful.

Mentoring processes. The questionnaire responses highlighted beginning teachers'
desires to have assistance from teachers whose classrooms were nearby, who were
immersion teachers in their same schools, and teaching the same grade. The case study
data showed how useful it was for the mentor teacher to provide coaching including
clinical supervision, modelling lessons, tcam—teachiﬁg, curriculum support, and
reassurance. Mentor teachers should be volunteers, be dedicated, successful teachers,
and should continue teaching while mentoring. Mentors should be able to: establish the
necessary trusting mentor/beginning teacher relationship and work collegially; provide
coaching, curriculum support, counselling; be sensitive to the needs of beginning
teachers and be able to use different mentoring processes according to these needs;
reflect on their own teaching and engage beginning teachers in professional reflection.

Release time and training for mentors, Mentor teachers need release time and
training to work effectively with beginning teachers. One to two hours per week per
beginning teacher would be a valuable amount of time. Although this study did not
provide this much mentoring time, questionnaire and case study data portrayed the case
study group's desire for more mentor time; therefore, this research literature guideline is
useful. Mentor teachers require training in order to feel competent in their mentoring
tasks. My mentor training included two semesters of course work plus previous
experience in: building a trusting, helping relationship, collegial supervisory skills,
developmental concerns of first year teachers, counselling, effective communication
strategies, data gathering techniques, problem-solving, conflict resolution. It was
valuable that my practically-oriented training was more than a one-time workshop.

Roles and responsibilities. The case study relationships portrayed the importance

of having roles and responsibilities clearly outlined for mentor teachers and beginning
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teachers. These roles must honour the professionalism of beginning teachers and should
provide mutual trust and growth benefits for both parties. In initiating this induction
study, I clarified roles in the project proposal (available in Appendix F) before the study
began. In order to maintain the trusting, helping-oriented relationship, evaluation of the
beginning teacher must occur by a party and process different from the mentor.
Beginning teachers should receive a regular teachers' salary, benefits, and status,

School-based collaboration. The induction program in this study was initiated,
planned, and implemented as a school-based program by an experienced teacher. Being
on the same school staff as the beginning teachers was of utmost importance in daily
relationship building, sharing, and problem-solving. The school-based environment of
the induction program provided regular opportunities for beginning teachers to meet as a
network and exchange ideas. Formalized meetings and times were not frequently
planned but rather occurred according to the needs and availability of beginning teachers.
The case studies highlighted the importance of having school sites for induction
programs characterized by the norms of collaborative schools: collegiality, planned
change, teachers collaborating on planning, teaching, reflecting. Collaboration with
other immersion teachers and English-track teachers was valuable in these case studies.
Opportunities for observations in other classes and for school administrator assistance,
including observation and feedback, should be available and was requested on
questionnaires.

Induction workshops. Although this study did not provide induction workshops,
the questionnaire results from both groups consistently showed high demand for
workshops. Induction workshops should provide a regular support network for
beginning teachers to facilitate discussion, problem-solving, professional reflection

around their concerns. Meetings should occur weekly early in the school year and later,
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twice monthly. Useful topics are: welcoming and orienting beginning teachers to the
district and contract, initiating the trusting mentor/beginning teacher rapport, classroom
management, student motivation, student evaluation, teacher self-evaluation, long- and
short-term planning, content and organizaiion of learning material, teaching strategies,
individualizing instruction. Questionnatre and case study concerns that decreased are
topics to be dealt with early in the school year, such as organization and materials and
supplies, while concerns which persisted or increased should be addressed throughout the
year, for example, student behavior, teaching strategies, individualizing instruction. Itis
also useful if induction activities can be integrated with the school staff development
plan. Attention should be given during these sessions to having some social events
where beginning teachers can meet teachers from other schools, both beginning and
experienced, immersion and others, and also providing some activities in French for

immersion teachers.

Additional guidelines for beginning French immersion teachers

The previous section outlined guidelines for effective induction programs for all
beginning teachers. The framework of school-based, individuélized, mentoring based on
each beginning teacher’s needs, complemented by supportive induction workshops, is a
valuable one. Additional suggestions to render this structure even more effective for
beginning French immersion teachers are included in the following section. These
suggestions are based on data from the case studies and a subsequent induction program
with which I was involved in Kamloops School District (see Holm and Blackwell, 1990).

h inning immersion teachers--francophone anglophon
French immersion teachers who are francophones should have the opportunity to choose
mentors who are fluently bilingual so that they have opportunities to work in their choice

of French or English. French immersion teachers who are anglophones may find model
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lessons by their mentor teachers to be a useful strategy to acquire additional classroom
French, and to gradually increase their comfort with colleagues hearing them speak
French; these same teachers may also require reassurance that their French is satisfactory.

Resources and resource persons, Other support personnel who work with French
immersion teachers, for example, school administrators, district consultants, English-
track teachers, should become knowledgeable about French immersion programs so that
they can show immersion teachers how curriculum ideas and resources can be adapted to
immersion. Resources sharing between teachers is vital for beginning immersion
teachers who may feel overwhelmed with lack of materials and supplies available in
French.

Community integration. Less important for the B.C. trained French immersion
teacher, but very useful for immersion teachers new to the province, is to provide
opportunities for integration into the English-speaking school district and community.
Alternatively, some workshop and social activities in French should also be provided; a
friendly, welcoming social event and some suggested activities to facilitate community
integration would be useful.

Additional recommendation

This section cites several recommencations that were not tested in this study but
appear to be valuable after having experienced this study's induction program.

Induction handbook, The provision of an induction handbook would be
worthwhile. This handbook should include: conditions of employment, district and
school goals and priorities, guidelines regarding the induction program, roles and
responsibilities of the participants, school district resources and resource persons and
methods of access, organizational suggestions for setting up one's classroom and getting

started with classroom routines, student, parent rapport, evaluation strategies.
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Information pertinent to the beginning of the school year and other necessary reference
materials for during the schooi year would be valuable to include.

Job-embedded support. To assist beginning teachers in getting started successfully
any measures which could be taken to lighten their loads and give them fewer initial
obstacles would be welcome, for example, smaller class size, evenly distributed group of
students with adequate support for special needs students, observations in other classes,
release time to work with a mentor teacher, preparation time additional to that provided
to experienced teachers, limited extra-curricular activities.

Funding. In order to implement broad supportive induction programs, school
districts likely require funding from the provincial government. To create induction
programs which are more than welcoming speeches, adequate funds must be available to:
provide release time for beginning teachers and mentor teachers, train mentor teachers,
include job-embedded support such as additional preparation time for first year teachers
and supply necessary resources to the program. Funding could be shared by school
boards and provincial governments; however, planning and control of induction
programs must be maintained at the district and school level (Andrews, personal
communication, September 16, 1988, B.C. Royal Commission, 1988).

Additional research, Studies to further investigate developmental induction would
be valuable.

Conclusion .

A developmental induction process for beginning teachers, with particular
reference to first year B.C. trained, anglophone, French immersion teachers, has been
described in this dissertation. It is clear that beginning French immersion teachers need
support, as do all beginning teachers. Schools require the resources to implement such

programs to assist beginning teachers. The B.C. Royal Commission's (1988)
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comprehensive study recommends that school districts initiate induction programs for
beginning teachers. Itis time for school districts and provincial governments to commit
resources toward such initiatives. Induction programs are useful for retaining teachers in
the profession, providing advice and assistance to encourage new teachers toward better

teaching, and to assist beginners set goals to realize their professional potential.



table A-]

1 feel conkident as a Prench iasersion teacher.
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Strongly agree/

agree
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Control qroup who

responded twice

¥=13 13
Contro: group who

responded once

i=1 1

Totals 24

Table A-2

1 feel confident as a French izaersion teacher.

...............................................

..............................

Strongly agree/

...............................................................................

B L LT e S L T T L L L P R L L et

aqree
Experimental group
N=4 3
Control qroup who
responded twice
¥=11 i3
Totals 16

Appendix A

Undecided

Undecided

Disaqree/
strongly disagree

<

Disaqree/
strongly disaqree
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table 1-3

Description of level of confidence as a Freach iamersion teacher

French is iaproving. 1
Do aot ceach all subject: ia Frenca. 1
Prench is native lanqguage. 1
dave had the experience of learaing 3 second language. |
Have had immersion teacher edncatien. 1

l

1

Speak French well.
Confident about teaching abilities and ciassroom 3anagesent.

table A-4

Description of ievel of coniidence as a Prench iamersion teacher

Descriptors are ordered from aost frequently meationed to least frequently mentioned.

Responses N=13  Responses §=1

French Is native lanquage Fluency in French. 2
and culture. 7 Previous work in school. 2
Difficuit to be competant

in all subjects. 1

Varied background and

experience. 1

Responses aentioned by only one participant in the control group were not included.
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table -5

Description of level of confidence as a French immersion teacher

................................................................

Respenses =4 Responses §=13
Confident aboat the subject I Confident in fleency in Preach 4
teact but uncoafident zdout Hative speaker of Freach. 3
other subjects. 1 Wide backaroend experience

Hative speaker of Zrench. 1 and knowledge. ]
Lots of hard work. 1 Confidence has increased

fry to do ay best. 1 this year. [
Self-evaluation. 1 One year of experience. 2

Good fluency in Freack.

Always lesrning nore.
Confident as a teacher.

Want to increase ay vocabulary

in Prench. 1
Responses aentioned by only ame participant

in the control groep were not included.

Bem e pans
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table -6

First-yeir Freach imsersion teachers' conceras since they began teaching:

- e e o =t < = o = - . "~ ="~ - -

Groap Conceras Strongly aqree/
agree
Experiaental Evaluation by administrators 1
N={ Overwhelaing amouat of work 1
Control who Freach as a second lazguage instruction 1
responded twice Recognition of out-of-province degrees 2
¥=13 Extra-corricular activities 1
fcalegy programae !
Pield trips :
Personal heslth and well-being 1
Teaporary contract 1
Control w#ho Large class size ]
responded once Lack of adeguate teacking time for English and
=1 Prench Langiage Arts prograames 1
Lack of adeqaate preparation tize to
coapiete report cards j
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table 3-7

First-year French imsersion teachers' concerns since they began teaching:

P L T T R T LT . L N LT

.........................................................

e o s o e 0 L = e e e e A o 0n

Geoup Coacerns Strongly aqree/
agree

Experimental Consistent classroom panagesent

=1 Encouraging quality work froa pupils 1

Consistent expectations ia a

team-teaching classroon 1

Contrel who Field trips 1
responded twice Teaching draaa 1
N=13 Coveriag the carzicilun 1
Bncouraging students to speak Prench 1

Rooa and school facilities 1

................................................................................
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table A-8

First-year Prench imaersion teachers’ concerns which improved during their first year teaching:

D it et L R N LTS
o o > = = = T = e = = .

Bxperimental group Contzol group
Concerns are ordered from most frequently meationed to least frequently mentioned.
Responses A= Responses §=13
Report cards : Neetings with parents 5
Pianpiag iessons and units 1 Pupil evaluaticn and report
Organization . ! tards {
Teaching in French 1 Iadividealizing instruction 1
Workload ! Iateractions with colleaquas 1
Curriculua knowledge 1 Curricelua knowledge 1
Pupil evaluation 1 upil behavior 1
Materials and supplies 1

Responses aentioned by anly one respondent ia the control group were not incliuded.
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table A-9

First-year French immersion tea&hers' concerns which impzoved duzing their first year teaching:

...............................................................................................

- e s = o - " - - e e o e Y P - e 4 e v

Responses ¥=4 Responses ¥=13
Pupil evaluation 3 Pupil behavior b
Classrsom managesent ‘ 1 Report cards 3
Interactions #with colleagaes 1 Orqanization 3
Interactions with pareats 1 Unit plasning 3
Curzicalon knowledge I Carricalus knowledge ]
Teaching ia french 1 Interactions yith pareats 2
Report csrds 1 Popil evaleation 1

Pupii aotivation 2

Lessan 3lanning !

Haterials and supplies 1

fesponses aentioned by only one respondent
in the control gqroup were not included.
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Table A-10

Fizst-year French Imsersion teachers' concerns which have persisted or increased:

....................................................................................

anil behavier 6
ack ot time for unit planning 5
7pi! 2valaation ]
21pil wotivation }

Lack of suitable materials 2
Individualizing instroction 2
1
1

o O £~ O

Pupil evaluation

feport card format

Pupil behavior i

?luency in Preach 1
2esponses aentioned by only one
r2speadeat in the control group were
nct izciadad.

107
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table A-11

Pirst-year French immersion teachers' concerns which have persisted or lacreased:

- e e = > R e e R e = S ... -

Experinental group Control qroup

Responses =4 gesponses ¥=13
Pupil behavior 1 Papil behavior

Pupil motivation ] Unit planning

Individualizing instruction 1 Sufficient aaterials in French

Intzractions with parents
Iateractions with colleagues
Covering the curriculum
Long-tera piamning

zopil evaluation

depart cards

uesson planning

Carricalua Iaovledge

B R RS RO RO RS L GO G ae we



fable A-12

Support and assistance found usefal by first-year French imsersion teachers:

.............................

- - -

Peer coaching

Nentar teacher

Discussion with experienced
colizagees

Mdainistrator obsetvation
Selp from an English teacher
at the same qrade

...................................................

3 Observations in other classes 3
3 Eapathy, support ]

Ideas sharing 3
1 Reassurance 1
1 Learn about available material 2

1
Responses aentioned by only ome participant
in the contzsl group wece sot included.
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Table A-13

Support and assistance found useful by first-year Fremch immersion teachers:

e m e . . B . - -

Group Support strongly agree/
agree
September to Pebruary
Control who Friends 1
responded twice Resource centres
§=13 Departaent head 1
Tota ]
Harch to June
Contzal #ho Learning assistance teacher 1
tesponded tuice
1=13
1
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Table A-14

sapport and assistance found uSeful by first-year Prench immersjon teachers:

Bxperimental group Control group

Responses ¥=4 Responses ¥:=13
Collaborative problem-solving 1 sharing ideas §
Cozaunication 1 Finding out about materials and
Realizing that experiemced teachers supplies 2
have had the saae problems. 1 Workshops 1
Heip with teaching ideas Identifying strengths and areas

en & daily basis 1 for isproveaent 1
Bapathy froa someone teaching Observiag in other classes to

teaching at the same level 1 learn aew ideas 2
Peedback 1 An experienced colleague at the
Discussing theoretical concept 1 same grade 1

Responses eentioned by only onme partici-
pant iz the coatrol qromp were not
included.
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fable A-19

Mdditional support and assistance desired by first-year French immersion teachers:

---------------------------------------------------------------------------------

.........................................
............................................

..............................................

Group Support desired Strongly agree/
agree

Septeaber to February

Experimental ¥ore personal development workshops

N={ A school staff retreat

Control who Cross-qrade meetings 1

responded twice Bxperienced teachers sharing materials

=13 and ideas 1

Total i
Narch to June

Control who In-service teachers 1

responded twice

=13

e - ok Y 4 e 40 T O L = e A A - > Y= e -



Table A-16
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Reasons given for the improvement of first-year French immersion teachers'

gxperience
Support froa colleagues

feeling aore comfortabiz as

as teacher

Being less of an idealist
Changing priorities
Avoiding stress

Increised organization

.............................................

....................................................

H=4  Responses ¥=13
3 Bxperience é
3 Suppost from colleaques 1
1

1 Respoases mentioned by only one garticipant
1 in the control qroup were not included.

1

1
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Table A-17

Reasons given for the improvement of first-year Fremch immersion teachers'

..........................................................................

.......................

.................................................................................

Bxperizental qroup Control Group

Responses B={ Responses =13
Experience 3 Bxperience , 5
Self-evaluation 1 Fow know better the school,
Difficulties experienced stadeats, parents, material 5
in team-teaching ‘ 1 Learned techniques of effective
Changing perspectives 1 classroor management 3
More realistic perceptions 1

Learned techoiques of effective

classrooa manageaent l

Suggestions from mentor teacher 1 Responses mentioned by only ome control

group meaber were not iacluded.
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table A-18

Mditional support and assistance desired by first-year FPrench immersion teachers:

- = = o P " B T A P RS S B B e e e e T e
................................................

- o - - ————— - -

-~ > 2 2 e o R T e A > T 0 e B R e e - = N

Groop Description of why support would be Number of
useful responses

.................................................................................

Experimental personalized, developmental support 2
K=4 Noral suppott 1
A aenfor teacher with a classrooa
pearby 1
A vide variety of sopport/ways to learn 1
Classroom observations
of the same grade 1
Persenal and professional reassurance 1
Resources 1
Coatrol o break isolation 3
§=13 To observe and learn from
other teachers 3
Suggestions/solutions for weak poiats 2
To build a collaborative harmony betweea
teachers 2

Responses mentioned by only oee respondent in the conttol group were not included.

- e e o e Y e e e e e e T Y e s e T e A S B 48 W Y e

Bxperimental Communication and sharing 1
=4 Feedback on how I can improve 1
felp from experienced teachers 1
Help from someone at the same level 1
Observing the mentor teach my class 1

Control Sharing ideas, units 5
¥=13 Professional support and wsderstanding i
To learn curriculum and materials
available : }
To learn nev teaching strategies
Responses mentioned by suly one respondent in the control gzoup were not included.



table A-19

Ny teacher education programme prepared me for teaching French immersion.

L Ly T T L e L L T P T L R L 2

;- -

Strongly agree/ Undecided Disagree/
agree strongly disagree
Experimental group (a) 1 1 1
=4
Contzol group
¥=13 (3} 1 1 {
Totals 2 2 5

.................................................................................

Note. (a} One teacher did not respond to this question.

table A-20

Description of the most useful features of first-year Freach immersion teachers'

----------------------------------------------------------------------------------
....................................................

..................................

-

- ———— -————

Group Description of asefal features of Napber of
teacher education programmes Iesponses

Experizental Practica which encompassed a wide

L variety of experiences {
Collecting materials 2
Workshops and conferences 1
Unit and lesson plaaning 1
Methodology courses 1

Coatrol Practica . |

K13 Uait preparation 2

Responses mentioned by only one participant in the control group were not included.
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table 8-1

First-year French immersion teachers' concerns since they began teaching

Control group who responded once

§=1
Concerns Strongly agree/ Undecided Disagree/
aqree ‘ strongly disagree

Pupil behavior 3 l 3
Interactions with

colleagues 1 2 4
Interactions with -

parznis 2 3 2
Pupil evaluation 5 0 1
Report cards 5 0 !
Plaaning lessons ? ] i
Planning units 3 ] 1
Teaching in Prench 0 l 6
Teaching in Bnglish (a) 0 1 {
Carricnlua knowledge 5 1 1
Pupil aotivation 2 i {
Individualizing

instruction b ) i
Organizatioen b 0 1
Naterials and

supplies b 0 1
Totals {6 16 H

Bote. (a) Two teachers did not respend to this question.
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table B-2

First-year Prench immersion teachers' concerns which jmproved during their first year teaching:

...............................................................................................

......................

2 Planning lessons aod units
2 Pupil evalvation and report cards
1 Heetings with parents
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table B-3

Support and assistance found useful by first-year Prench immersion teachers:

............................................................................
......................

Control gzoup who respoaded once
N=1
Support Strongly aqree/ Undecided Disagree/
agree strongly disagree
Help from other
iasersion teachers .
in your school {a) 5 0 1
Help from Baglish
teachers in your

school (b} 5 ] 0
Help Erom teachers
in other schools (b} i) i) 2

Help from a teacher

teaching the same

grade (b) 5 ) 0
Help froa a teacher

whose class is

peardby (a) § 0 0
Help from district

consultants (b) 1 2 1
Relp froa school

administrator(s) (a) 5 1 0
Workshops (a) 2 { 0
Observations in other

ctlasses (a) { 1 1
Peer observation and

feedback (b) 2 2 1
Peer coaching (b) 0 { 1
Nentor teacher (c) ] ] 1
Administrator observation

and feedback (a) 3 3 0
Totals {1 20 3

D T L R L L L L T P R PP

Note. (a) One teacher did not respond to this question.
{b} two teachers did not respond to this guestion.
(c) Three teachers did mot respond to this question.
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table B-4

Additional support and assistance desired by first-year French immersion teachers:

..................................................................................

......................

e m e e ——————

" -

Control group who responded once
H=1

.................................................................................

Sopport desired Strongly ajree/ Undecided Disaézee/
agree strongly disagree

Help froa other

ismersion teachers _

in your school (a) 3 1 l
Help from English

teachers in your

school (b) | 2 2
Help trom teachets
in other schools (a) 3 Z i

Help froa a teacher

teaching the saame

grade (a) { 1 1
Relp from a teacher

whose class is

nearby (2) { 1 i
Help from district

consultants (a) 3 1 1
Belp fros school

adninistrator(s) (a) 3 3 ]
Jorkshops (a) 6 0 0
Observations in other

classes ({a) 6 ] ]
Peer observation

and feedbact (b) 2 1 1
Peer coaching (b) 1 2 1
Mentor teacher (b) 1 3 1
Adainistrator observation

and feedback {a) 1 3 1
Totals {0 1 12

= B B R e B R P C O ®ans e e enaney e e oo e "o -0 " - n S Eatmans s tnnm®an

Note. (a) One teacher did not respond to this question.
{d) two teachers did not respond to this guestion.



Appendix C
FIRST YEAR T:=ACHERS IN FRENCH IMMERSICN

pPlease answer ir your chcice c¢f French cr English.
A. NATIVE LANGUAGE
Please check cne.

Grew up speaking French cnly

Grew up speaking Enclish crily

Grew tp speaking English and French egualiv
Grew tp speaking mainly Enclish with some French

o

Grew up speaking meinly French with scme EZnglicsh

B. UNIVERSITY EDUCATION

1. Decgree{s) Wheze? When?
2. Teacher training Where? When?

3. DiZ your teacher training program include ccurses in French immersion?
If yes, where and when did you take these courses?

Wnere? When?

4. Please describe these courses.




C. STUDENT-TEACHING PRACTICA

Page_122

taece 2

Grads(s) Which How many Was it in a French
district(s;? weeks? immersicn classrcox?

s

ezrly immersicn OR
late immersion

Schoeol

School District.

2. I began teaching this class on

the first day of school OR

on ancther date . (Please include this date.)

E. OQONCERNS AS A TEACHER
1. I feel confident as a French immersicn teacher.

strongly agree undecided disagree strengly

agree cisagree
1 2 3 4 5

Please Zdeczcribe your level of confidence to teach French immersion.




2. My concerns since I began teaching are with the following:

pupil behavicr

interactions with
collieagues

interactions with
rarents

puril evaluation
repcrit cards
pianning lessons
planning units
teaching in French
teaching in Englist
curriculum knowledge
pupil motivation

individualizing
instruction

organizaticn
matericls and supplies

other, {Please
specify.)

strengliy
agree
1

et

} =

et

<

agres

2

N

e

Yo

unéecided

(o

L)

W

t,)

9%

LS

[#Y]

W

LS

disagree

a
o

a8

IS

bh

(Y

n

n

8]

tn

N

wn



3. %hich concerns have decreased or been alleviated since September?

4. Please describe why these concerns have changed.

5. Which concerns have persisted or increased since September?
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F. SUPPCRT AND ASSISTANCE
i. I have found these types of assistance and support useful to me since Septemoer:

strongly agree undecided cdisagree  sirongly

, agree cisagree
helr frcm cther 1 2 3 4 z
immersicn teachers
in your schocl '
help from English 1 2 3 4 5
teachérs in your
school
nhelp from teachers 1 2 3 4 )
in other schools
nelz frem a teacher 1 2 3 4 5
teaching the same grade
help from a teacher 1 2 3 4 g
whose class is nearby
help frcom district 1 2 3 4 5
consultants
help from the school 1 2 3 4 5
administrator(s}
workshogps 1 2 3 4 5
cbservations in 1 2 3 4 5
other classess
peer cbservaticn 1 2 3 4 5
and feedback
peer ccaching 1 2 3 4 5
mentor teacher 1 2 3 4 5
administrator observa- 1 2 3 4 5
tion and feedback
other, {Please
specify.)
1 2 3 4 5
1 2 , 3 4 5

2. Please describe the most useful features of this assistance.
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3. As a first year teacher. I would iike tc have more assistance cr support available
in the following wavs:

strongly agree undecided disagree - strongly

agree disagree
helg from other ‘ 1 2 3 4 5
immersion teachers
in ycur school
help from English 1 2 3 4 5
teachers in your
school
help frcom teachers 1 2 3 4 5
in other schools
help from a teacher 1 2 3 4 5
teaching the same gracde
help from & teacher 1 2 3 4 5
whose class is nearby
help from district 1 2 3 4 5
consultants
help from school 1 2 3 4 5
administrator(s)
workshops 1 2 3 4 5
observaticns in 1 2 3 4 5
other classes
peer observaticn 1 2 3 4 5
and feedback
peer coaching 1 2 3 4 5
mentor teacher 1 2 3 4 5
administrator observa- 1 2 3 4 5

tion and feedback

other, (Please
specify.)

4. Please describe why this would be useful.




5. My teacher education program prepared me for teaching French immersicn.

strongly agree undecided disagree strongly
agree disagree
1 z 3 4 5

Page_12
Pag%97 b2

€. Please describe the most useful features of your teacher ecducation program

and whv these were useful.

7. I feel ready tc take more university courses,

strengly agree undecided disagree  strongly
agree disagree
1 2 3 4 5

8. Please describe the type of courses you would like.

Merci beaucoup.

Please return to: Patti Holm
Ross Road School
2875 Bushnell P1l.
North Vancouver, B.C.
(stamped, addressed envelope enclosed)
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FIRST YEAR TEACHERS IN FRENCH IMMERSION

QUESTIONNAIRE

Please answer in your choice of French or English.

A. OONCERNS AS A TEACHER

1. I feel confident as a French immersion teacher.
strongly agree undecided disagree strongly
agree disagree
1 2 3 4 5

Please déscribe your level of confidence to teach French immersion.




2. My concerns since I began teaching are with the following:

pupil behavior

interactions with
colleagues

interactions with
parents

pupil evaluation
report cards
planning lessons
planning units
teaching in French
teaching in English
curriculum knowledge
pupil motivation

individualizing
instruction

organization
materials and supplies

other, (Please
specify.)

strongly
agree
1

agree  undecided

2

-

disagree

4

. Page 129

strongly
disagree
5
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3. Which concerns have decreased or been alleviated during this school year?

4. Which concerns have persisted or increased during this school year?

5. Please describe why these concerns have changed.
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1. I have found these types of assistance and support useful to me during this
school year:

strongly agree wundecided disagree strongly

_ agree disagree

help from other 1 2 3 4 5
immersion teachers
in your school
help from English 1 2 3 4 5
teach®drs in your
scheol
help from teachers 1 2 3 4 5
in other schools
help from a teacher 1 2 3 4 5
teaching the same grade
help from a teacher 1 - 2 3 4 5
whose class is nearby
help from district 1 2 3 4 5
consultants
help from the school 1 2 3 4 5
administrator(s)
workshops 1 2 3 4 5
observations in 1 2 3 4 5
other classess
peer observation 1 2 3 4 5
and feedback
peer coaching 1 2 3 4 5
mentor teachep 1 2 3 4 5
administrator observa- 1 2 3 4 5
tion and feedback
other, (Please
specify.)

1 2 3 4 5

1 2 3 4 5

2. Please describe the most useful features of this assistance.
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3. As a first year teacher, I would like to have more assistance or support available

in the following ways:

4

strongly agree undecided disagree strongly

agree disagree
help from other 1 2 3 4 5
immersion teachers :
in your school
help from English 1 2 3 4 5
teachers in your
school
help from teachers 1 2 3 4 5
in other schools
help from a teacher 1 2 3 4 5
teaching the same grade
help from a teacher 1 2 3 4 5
whose class is nearby
help from district 1 2 3 4 5
consultants
help from school 1 2 3 4 5
administrator(s)
workshops 1 2 3 4 5
observations in 1 2 3 4 5

other classes

peer observation 1 2 3 4 5
and feedback

peer coaching 1 2 3 4 5
mentor teacher 1 2 3 4 5
administrator observa- 1 2 3 4 A 5

tion and feedback

other, (Please
specify.)

4. Please describe why this would be useful.
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5. I feel ready to take more university courses.

strongly

agree undecided disagree strongly
agree disagree
1 2 3 4 5

6. Please describe the type of courses you would like.
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Merci beaucoup.

Please return to: Patti Holm

2205 Sifton Lane
Kamloops, B.C.

(stamped, addressed envelope enclosed)
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BURNABY, BRITISH COLUMBIA V5A 156

FACULTY OF EDUCATION
Telephone: (604) 291-3395

February 29, 1988

Dear Colleague:

Beginning teachers assume many demanding responsibilities
from the moment their first school year begins; they immediately
acguire similar duties to those of teachers with more experience.

Have you often found your first few months of teaching

difficult?
Do other beginning French immersion teachers also have

concerns?

What type of assistance and support dc first-year immersion
teachers find most useful?

Wwhat can be done to make the induction year go more

smoothly?

The goal of this research study is an attempt to find some
answers to these gquestions. The attached guestionnaire asks you
for your concerns as a first-year teacher in French immersion.
Beginning teachers in four Lower Mainland school districts have
been selected to respond to this questionnaire. Your response is
important since it is beginning teachers who are best able to
state their needs.

I appreciate very much you taking the time to ccmplete and
return this questionnalre. It is most helpful if you complete it
as fully as possible. Please return your questionnaire before
March 18, 1988 in the stamped, addressed envelope provided to:

Patti L. Holm

Ross Road School

2875 Bushnell Place
North Vancouvexr, B.C.

Your responses will be held in strict confidence.

The results of this research should be published by autumn,
1988. I will endeavour to send a summary of the results to you
in autumn 1988.

Merci beaucoup.

Bien a vous,

Patti L. Holm .
Graduate student, Simon Fraser University, and
Teacher, North Vancouver School District #44
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FACULTY OF EDUCATION EENED BURNABY, BRITISH COLUMBI; \’5.-\} 1—3?
’._‘1‘::"’ Telephone: (604) 291-3395

e -

June 21, 1988

Dear Colleaque:

I appreciate your participation in the beginning French
immersion teacher research. Thank you very nuch for returning
the first questionnaire in March.

1 would now like to request that you complete and return
this final, shorter questionnaire in order that I might compare
your present concerns and opinions on useful support and
assistance for beginning immersion teachers, to what you
expressed in March. My objective is tc discover how beginnling
teachers change during their first year teaching, what you find
difficult, and what is valuable for your professional growth.

I apprecliate very much you taking the time to complete and
return this questionnaire. Please complete it as fully as
possible; names of school districts only will be used for
reporting the data. Your individual responses will be held in

conflidence.

The results of this research should be published by fall,
1988. I will send you a summary at your school address.

Please return your completed questionnaire by July 5, 1988
in the stamped, addressed envelope to:

Patti Holm

2205 Sifton Lane
Kamloops, B.C.
Vis 1Ad4.

Merci beaucoup.

“
Bien a vous,

pPatti L. Holm
Graduate student, Simon Fraser University, and
Teacher, North Vancouver School District #44
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CONTACT SUMMARY FORM Site:
Date:

Role desired:

Support desired (include developmental stage growth):

Identified focus:

Coachling Interactions:

pre-conference _
observation
post-conference _____
discussion
problem-solving
planning

Ssummary of main lssues from this contact:

Future coaching plans:
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EVALUATION

FIRST-YEAR FRENCH IMMERSION TEACHERS' COACHING PROGRAM

Please complete the following.

1. Name the three most useful aspects of thls program:

2. Name the three least useful aspects of this program:

3. Comment on the amount of time that was available for the
mentor teacher to work with you.

4. Suggestions to improve the coaching program:

5. Comment on whether an assistance program is appropriate for
all first-year teachers and components it should include.
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FIRST-YEAR FRENCH IMMERSION TEACHERS' COACHING PROGRAM
EVALUTION — RESULTS

1. NAME THE THREE MOST USEFUL ASPECTS OF THIS . PROGRAM

— support and encouragement

advice, discussion of ideas, criticism

— modeling of actual lessons

discussions re concerns

- observations and feedback of lessons

knowing that someone is "sort of looking after you"
- someone who is interested and takes the time

~ constructive criticism (if you can call it that)
relevant information for individualized instruction
- a sympathetic, therapeutic ear

great ideas for improving lessons and evaluations

2. NAME THE THREE LEAST USEFUL ASPECTS OF THIS PROGRAM

- would be more effective earlier on in the year if others
are ready

- was least effective near very end of school year

— restricted time schedule

- may be too many observations i.e. observations for the "sake
of observations

— could not find one useless aspect of the program

- every aspect is interrelated and useful

3. COMMENT ON THE AMOUNT OF TIME THAT WAS AVAILABLE
FOR THE MENTOR TEACHER TO WCRK WITH YOU

- a sufficient amount of time was always available

Patti made herself available for the new teachers not only

on a regular pre—conference/post—conference schedule but

also during lunch, recess, after school, whenever needed

Patti is a very busy person but she always took the time,

always went out of her way (I guess, it is the kind of person she is)
I felt that the both pre and post conferences were done in a very
relaxed and open manner where time wasn't a factor

- I gained lots of feedback during this time

- - - -/page 2
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4. SUGGESTIONS TO IMPROVE THE OOACHING PROGRAM

— I thought everything worked very well. However, during
the class observation time, I think individual students should
be selected by random to observe rather than the whole class
(more time to focus on "x")
— Could . some be anxious when they feel they are being observed?
— although I hate the idea, but video taping and cassette playing
would be beneficial too
~ more time specially at the beginning of the year. I feel it
would be useful for the "coach" to spend more time in the classroom
- % day/1 day to get a feeling for the routines - flow etc. in
order to get feedback
~ also may be group discussion including new teachers - coach
and may be administration
— the first-year teacher should be given time to assess and
reflect upon the aspects of teaching she would like to improve upon
— "your day per week® increase, routine and consistency

5. COMMENT ON WHETHER AN ASSISTANCE PROGRAM IS APPROPRIATE
FOR ALL FIRST-YEAR TEACHERS AND COMPONENTS IT SHOULD INCLUDE

I think it should be mandatory

— it has helped me recognize the needs of students as well as my own

- yes, very much so, it was very helpful to me

— YOU DID A GREAT JOB, PATTI

— I feel as assistance program is essential for first-year teachers

— it should include discussion, planning techniques, modeling
of lessons, criticism, encouragement, etc.

— the program should be tailored to the needs of the first-year teacher
herself

— definitely appropriate - should almost be a must!

- include components similar to those of this year

— perhaps begin "gray" and then pinpoint - hit on the more

specific aspects
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MASTER OF ARTS THESIS PROPQOSAL
The Impact of
an Experienced French Immersion Teacher
Ceoaching Beginning Immersion Teachers
Patti L. Holm
Simon Fraser University,

North Vancouver School District #44
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Beginning teachers assume many demanding responsibilities
from the moment their first school year begins; they immediately
acquire similar duties to those of teachers with more experience.
From a review of the literature on beginning teachers, it is
evident that the beginning teacher finds it difficult to handle
teaching duties and responsibilities in the same manner as an
experienced teacher,

Since it is currently impossible for the B.C. universities
to meet the entire demand for French immersion teachers, in
addition to being beginning teachers many of the French immersion
teachers have been educated elsewhere than in B.C. or have no
specialized training as immersion teachers. Because French
immersion is still a relatively new program there remains much
curriculum development to be done. This task often falls to
individual teachers, another area of difficulty for the beginning
teacher. It is evident that in addition to normal induction
problems experienced by all novice teachers, beginning French
immersion teachers have unique support needs.

North Vancouver School District is concerned about providing
adecguate support for beginning French immersion teachers. My
suggested project of collegial coaching by an experienced French
immersion teacher was viewed favourably by North Vancouver School
District as a possible method of assisting beginning French
immersion teachers with their multitude of demanding
responsibilities.

The goal of this coaching project would be to provide
support for beginning French immersion teachers throughout their
first year of teaching. The proposed coaching program would
include creating an awareness of the developmental nature of
teaching competence, assisting with beginning teacher concerns,
encouraging beginning teachers to manipulate their teaching
environments to facilitate progress in order to increase
beginning teachers' effectiveness.
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Methodology
Subjects
The subjects experiencing the support program would be four
beginning French immersion teachers at Ross Road Elementary
School in North Vancouver School District.

Description of the Beginning Teacher Support Program

During the beginning teacher support program the three main
roles of the experienced teacher in working with the beginning
teachers would be: curriculum supporter, coach, and counsellor.

Curriculum supporter. The experienced teacher assists the
beginning teacher in understanding the curriculum, identifying
appropriate resources, planning instruction, and in suggesting

relevant professional development. (Holborn & Olliver, 1987)
Coach. The experienced teacher coaches the beginning

teacher towards the characteristics of more effective teaching.
The clinical supervision cycle of pre-conference, objective
observation, post-conference is used as a framework for
establishing beginning teacher's needs, collecting objective
observation data, problem-solving and planning for change and
increased effectiveness. The experienced teacher chooses
coaching behaviors to match the beginning teacher's needs, based
on an assessment of the beginning teacher's level of development.
The coach attempts to interact with the beginning teacher in
ways which encourage increasing skill and autonomy in analysis of
teaching, self-evaluation and decision-making. (Holborn &
Olliver, 1987)

Counsellor. 1In the counselling xole, the experienced
teacher responds to the beginning teacher's needs for support and
problem-solving related to professional concerns and personal
concerns affecting classroom performance. (Holborn & Olliver,

1987)
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Procedures and Instruments

In order to establish baseline data about the treatment and
control groups, a survey would be administered to the two groups
requesting demographic information such as background, education,
teaching practica or other related experience. Also a pre-test
post-test survey would be administered in November and again in
June soliciting descriptions by the beginning French immersion
teachers of their induction concerns. A final evaluation survey
of participant's opinions cf the project and its usefulness would
also be valuable.

A case study method with descriptive data of the support
desired by the beginning teachers, the coaching interactions, and
developmental stage growth is suggested. The case study would be
one of participant observation. Observations and coaching would
occur according to the clinical supervision model. (Acheson and
Gall, 1980) The beginning teacher subjects would identify
concerns for my focused observations. I would collect objective
observation data based on the teacher's focus. Post-conferences
and coaching would occur within a collaborative, problem-solving
relationship. ,

The coaching strategies would be individualized to each
beginning teacher's needs acceording to developmental stage
growth. I intend to approach this coaching as I did during a
previous case study, (Holm, 1987b) where I implemented coaching
strategies based on the developmental stages progress of a
student teacher in French immersion. (See Appendix) According to
researchers in teacher developmental stages (Katz, 1972, Fuller &
Bown, 1975, Wheeler, 1986), strategies that concentrate on
arcusing and resolving teacher's stages of concerns should
facilitate progress through the developmental concerns stages.
Extensive notes (contact summaries) (Miles & Huberman, 1984) will
be kept on all interactions between the participants during the
coaching program.

The principal components of this coaching program for
beginning French immersion teachers will be:
-a significant, interpersonal, problem-solving coach-teacher
relationship,
-an awareness of the concerns stages of development and their
characteristics,
~individualized coaching based on the beginning teacher's
concerns,
-regularly scheduled clinical supervision,
-an initial collaborative coaching relationship which gradually
moves towards a nondirective relationship. (Glickman, 1981)
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