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\, 
The puqose of this study was twofold. First, it sough/ I to determine what 

'kinds of assistance school districts in the province of British volumbia report 
I 

& t i n g  to beginning teachers during their entry year into the iprofession. The 
i 0 - 

- t second pypose was to compare the kinds of assistance repon d by two school 
,\< 

districts wiChVhe kinds of assistance that beginning teachers s 
r ,  

1, 
s - 

The nine ichoh  @sifiit~ i&&d for this studimet ~ w ~ b r & & t e ~ ~ k ~ ~ -  - 

&teria of 1. a school district whose projected five yeargrowt showed an annual 
&' . a : n 
' mean average of between 2 % b d  5%: 2. a school district who$ total number of 

\ 
\ 

new teachers was 10 or greater. - These criteria were designed to\?elect those a I 

school districts most likely to have developed practices of assistahce for beginning 
i 
\ 

I \ teachers. \ /- \ -&' 

The invesfigation was in two parts. First,the n h e  school districts were 
2 

investigated through the semi-~tmctured'intervied~~ocess with the appropriate 

person/s by tilephone. $pec'ific and unsoli d respo&p made by the 
- 

participants were analyzed in relation to the purpose set f& the study. 
*\ 

Second, a questionnaire was distributed to beginning teachers in two 
\ 

districts having the highest annual mean average percentage of projected growth, 
-* 

plus the required minimum of 10 beginnirig teachers.   he q~estio~nnaik~psked. 
\* a 

' about specific kinds of assistance-that the two s~hool  districts said they offered to? . 

beginning teachers and the resultSwere used 10 compare what beginning teachers 

said they had actually received. \\ ,, 

fhe  results indicated that while several school districts said they offered I 
- - 

- 

some form of assistance such assistance was usually in the form of basic 

orientation which included introduction to personnel and information about 
? 

- 

i i i  
8 



- 

-- - - 
resources. Some districts were in the initial stages s f  offering more formal 

- 

assistance to EgG5gZ5cXeri whilee&er districts did not &r any assistance 
- 

for begifinbg teachers beybnd inservice generally available to ail teachers. 

99 m e  study concludes that school districts'must f meet the spacial and diverse 
I 

needs of beginning teachers by providingthem assistance in the first year of - rf 

!: 
". 

teachlng given what we know about t$e positive effects of induction. 
- 
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Chapter 
I 

: State ment and  ati ion ale;\ * = 

The first year of teaching marks /a unique and impoftant period in the 

professional and career of a t achei. The beginning teacher, following 

/' , $ 9  

smcessful cohpletion of pre-service t acher education, enters the profession . -- 
'a, suppasedly a s  a For some the expe&xnce-of~~ tlrstyear--- 

accomplishments. Others find the 

1 first year experience is often beset with disappointmelirs and difficilties - R that 

sometimes leads ,to disillusionment d early exit from the profession. Those Y - 

who leave teaching commonly do sf in the first three to five years an4 such 

- - individuals aie often the most.acadkmically talented ( ~ U l i n ~ I ~ u s t i n ,  19'g6; Mark 

and Anderson, 1985; Schlechty an4 ~ance , ' l 983  ), and the most likely to help 
' I  - students lean. Those ableto weqther the storm of the first year of teaching ' 
i - 

often look back with a sen& of r lief for having survived the ordeal. 7 
Unfortunately, many who survivk theirzfirst few years of teaching come to rely 

\ I 

on the limited repertoires learneb as a pattern for teaching in subsequent years 

causing their performance and dommitment to suffer (Rosenholtz, 1987). 
1 

There is a missing link dk assistance for beginning teachers upon entry 

d 
I 

i to teaching. Beginning teacFrs are soon abandoned by the institutions where 

pres&vice training was receded and- school 'distrikts do not seem to- J f e r  much 
I - - 

assistance beyond a ntation to district resources. For the most part 
- 

beginning teachers are left tb 'sink or swim' dur& their induction into the 
I 

profession. without oppor$.mities that allow for growth And development \ 

I beyond just coping there is/little chance that people will move towards new 



t - 2 
I 

t * ckallenges, xhey must Y ae able to see that their eff6mmill result in producing rk e 
- . . posithe euteoktef tkep.hep&w. tifni- growth and 

development also means professional development of the buddi~igteacher nlay be 

seriously impeded during - the induction period. How a beginning teacher . 
survives this period often determines what kind of teaching style wilt be adoptel\ 

and perp5tvated.-S of the fittest in this context may well mean the- 
4- 

developing sacrificed and mediocrity en'@uraged. Formal - 

inducl i~n programs to help begiAw-ing teachers therefore-maybe an alternative, 
a 

' for  alleviating the negative effects during the entry year and provide a basis for - - 
improved teaching in schools. Formal rnduction programs for beginhing 

- + r 
teachers may be an important vehicle in moving towards~positive reformih * 

" I ,  - . - 
teacher education that allows for development of the professional. . - - 

\ Induction programs of assistance for beginning teachers have been under 
.I 

way for some time in Australia and Great Britain ( T i s h e r - 9 8 2  ), yet it is only 
I 

recently in North America that beginning .teacher induction has regained 

momentum as an important issne to be addressed by educators, (Burke and 

~chrnidt,.  i984; Hoffman, Edwaids, ~ ' N e a l ,  ~ a r n e s ;  Paulissen, 1986). 
- 

In the United States sbme legislators have seen teacher inductiqn programs 

as a necessary ingredient for bringing about reform in teacher educatio*n a id  
- - 

improved quality of teaching in public schools. As a result teacher induction' 
b 

, 

programs have been mandated at the state le.ve1 and sometimes tied B to 
I 

- kquiriments of certification for teachers. It is less clkar what steps have becir 

taken in Canada towards implementing ind~ction~programs for assisting 
I - B 

beginning teachers. Andrews (1986) characterizks most induction approaches in 

Canada as 'laissez-faire' and that local educational agencies are more. likely to - 

- D 

adopt a 'survival of the fittest' attitude towards the beginning teacher and leaving 
-_I 



. novices to their own devices for survival. A recent study in Ontarip has found 
0 - 

that beginning teachets receive very JimZeTKEduction to the profession and 

that forms of assistance that do occur usually come from a few caring colleagues ', 

(Cole and  MEN^^, 1.988; Fullan and Connelly, NX7). , 

Given the need for forms of assistance - for beginning teachers this study . ' 

attempts to identify the types of assistance school.districts in the province of -- 

British Columbia say they offer to begirdklg teachers during their entry-year - 
into the profession; Italso attempts l o  asses; B .C. school districtsYevef o f  

readiness or reclptivity to the concept of fo-rmalized induction for  beginning 
< Y 

teachers and wheth r any plans exist for adoption oi implementation. Finally, "7. - 

this .study comparezthe kinds of ashistance that tiyo school districts say they.offer ' . - 
beginning teachers with the kinds of \assistarice that beginning teachers say they 

D . 

actually receive. 

Im~ortance of Studv 

This study has implifa;ions for the &ay$$ which beginning teachers are ' 

supported, assisted, and inducted upon entry into the profession. Examining " - 
. - 

how beginning ;eachers are inducted inio schools may reveal needed information . 

about practices that i r e  deemed effective in'the develbpment of competent 

professional teachers in British Columbia public schools. Also this study may 
' 

- r - 
furtrer add to the research done on the nature of problems encountered by . 

- 
beginning teachers during their edtry ye&6 the profession (Veenrnari, ld84). 

If current projections of a teacher shortage are accurate (Sullivan, 1988) 

the time for de"eloping better levelsof support and assistance fG beginning - 

reachers may be an i m ~ e r h i v e  that school districts can no longer ignore if they 

want to improve the quality of teaching donein the classroom and retain the 



facilitates the develbpment of the beginning teacher. 

study may add to the - limited research base - - for a thrust in advancing awareness 
- 

of the need for effective induction practices. - 

' B Defini ti on^ 

!'Beginning teacher" means a person whom upon successful completion o l  

a recognized teacher pre-service program makes entry into the teaching 
- a. 

profession: A person who has taught pceviously for more than one full  year of 
- 

6 - - - -- -- - ? - - 
teaching and nters a school district as a 'new' t the district teacher is not 7 4 

/ 

' .  - 
consid&d to de a beginning teacher in this study. 4 

"Induction program or practiie are used interchangd 
- 

\ L tp-mFmeatls any 

planned assistance made spe6fically av lable to begin~~ing teachers to fxilitatc - ' .  - fl 

the transition from pre-service training to a first year teaching assignment. 
- 

Induction is seen as a career process of teacher education between pre-scrvicc 
- 

training and inservice training. - 

"Orientation" means those activities that may be offered befofe, or at the 

include introduction to district personnel, administrators, co-urdinat&s; 

resource centre personnel, helping teachers, and the like. I t  aIso includes some * 
- 

form of explanation about district policies; prokedures, regulations, and 

pratocol. The purpose intended is to orient the new hire to the school district, in - 
I 7 

which they will teach but does not include anything more beyond basic - 

i 1 in orrna ion. 
- 

- 

k n t o r ' '  means a colleague with advancecbpmence whom by choice ar 
I 

designation establishes a supportive, helping, accessible environment that 



The'stttdy h hrmted in its generatKdktttp to se 
. . 

h o o H i & h -  
- 

The nature of this study is exploratory and descriptive in its attempts to find out ' 
e - -. 

what kinds of assistance exist for beginning teachers in selected British Columbia 

school districts. Of the school districts surveyed, two districts were selected for 
- 

more in depth study of beginning teachers' perceptions about the kind of 

' assistance they said they received from their school district. This focus upon the - 

# self-reparts of the heginning teachers' perceptions about the assistance-hq-- ?--- 

received was deemed necessary for - comparing what the school district said they 
- - - 

had offered to their beginning teachers. This approach limited the study because 
B 

- 

the focus was upon the subject's perceptions and not upon actual observation of 
A 

the assistance they received. While observationtof assistake would have been 

if help - ul to thkstudy it  was ilot practical given limited 
- 

If beginning teachers are to become increasingly effective then much more 

must be. done to assist their initial year of entry into the profession. The current 
& 

' literature glaringly points to  the great void of any mediated entry into the 

profession and as Lortie (1975)pointsout induction for the beginning teacher is , 

. most often a case of 'sink or ~ w i r n ' . ~  Leaving beginning teachers to their own - 

, devices to survive induction negates the likelihood that they will become self- 

directing professionals seeking to improve their teaching and able evaluators of 

their own instructional practices. Survival may grant passage into the profession 

but it does not ensure ongoing development of a professional. True - refonh of 

$he way in which beginning teachers develop professionally may be best 
1 

accon~plished through supportive, well-designed programs.during induction. 
r 

This study may reveal what importance, if any, school districts place upon 
\ 

planned inbuction of the beginning teacher. It also may reveal what kinds of' 



B 

U 

- - -, 

- - 
6 .  

assistances~hool - distrikts actually provide to their beginning teachers and 

waver what - k i n g  teaelms thinkofthe mk%mxthrrtt'neey-reke i ve . 

Provision of planned assistance for beginning teachers is oo~guarantee of 

developing a true professional; but no assistance means continuing the 

detrimental effects associated with sinking or swimming in the  entry year. This * 
study intends to see what kinds of assistance exist for beginning tgachers. There 

- ' 

B 

is not much sense in advocating planned programs of effective assistance fm 

beginningteachers during their induction if such programs ahead ypxist an& -- 
--even less sense for conducting these programs if the literature does not support 

- - 

doing them. 'For that reason it is importantto survey the literature to see what 

has been learned from others about induction programs for beginning teachers 

and if they are worth the effort of doing. 
b 



This literature review examines avariety of purposes and perspectives 
/ 

- 

drawn from the current, reseaich baselthat others have suggested for induction 
9 Ja 

programs in helping a beginning teacher become a teacher. Besides the purposes 

and perspectives of g i v e & c t i o n  ~ g r a m s f o r 6 e g i n n i n g  teachers types of 

induction are described and suggestions for possible induction design proffered. 
- A - L L  - - - - - - -- - 

he Need for Teacher Inductioq 
\ 

The assumption that induction practices or induction program components 

wi!l be helpful and beneficial in the ongoing professional development of the 
- 

, novice is commonly recognized in every profession. It goes without saying that * \L 

the ongoing acquisition of knowledge and skill should be true of practitioners in 

the teaching profession, &ll there is much to suggest that induction practices are 
- 

uncommon despite the fact that for almost the last'six decades the research 

literature has often focused on the unique problems faced by beginning teachers 
qg 

(Johnston and Ryan, 1983.). . * 

a 
There is growing interest in the topic of teacher induction. Huling-Austin 

(1 987) reports that several major journals have devoted whole issues to the topic 

and that educational organizations have held national tonferences or sessions on 

induction. In addition ~uling- ust tin says that '"finally the rnost.powerfu1 

testimony to support the growing recognition of the importance of teacher 
, 

induction is the increasing numbers of teacher induction programs being 

implemented across thfe country." (p.5) 

One of the compelling reasons for implementing teacher, induction 

programs has been the alarming rate at which beginning'teachers 'make early exit 
+ 



- -- - - - 

-- -- 
. - . / 

X 

from the profession. Retention of teachers within the profession is of great 
-e 

impohance andcan be-seen asan  inficator to gauge the health of the e d u c a t i o i  

profession. Attracting desirable candidateshinto teaching is admirable bu; 

\retaining such talented people i s  rieeessary if teaching as a profession is to - 
' 

- 

rehain viable and stropg. In the'united States the retenlion rate of beginning - 

, 
teachers iS very much a concern. - 

\ 

d e s ~ a r c h  shows that beginning teachers leave in the largest 
-numbers. Schle lec tpnd Yance@9&3) est h a t e  that', na t iona 1 ly ,'- - -  

- - 
approximately 15% of the new teachers leave after their first year 
of teaching as compared to the overall teacher turnover rate of 6%. 
This means that the first year teacher is 2 112 times more likely to 
leave the profession than-his or her more experienced counterpart. 
Of all beginning teachers who enter the profession 40 to 50% will - 4 - 

leave during the first seven years of their career and in exces-s of . 
two-thirds,~f those will do so in the fi& four years of teaching. 
(Huling-Austin, 1 987, p.9) 

/ 

Compounding this retention crisis is the predicted AteacHer shortage 

(Darling-Hammond, 1984) which may make attracting new promising candidates 

to the teaching profession even more difficult. More recently in the province of 

British Columbia, Canada, the Royal Commission on Education states that after 

1991 -92 "the province will experience an acute shortage o approximately 1,800 

teachers per year-an intolerable situation.", (Sullivan, 1988, p.38). While it  is 

not clear whether the same problems with retentiin are experieneed in British 

Columbia it is apparent that unless teaching is viewed as a desired career, 

attracting the very best prospects will be hard to do. One of the avenues by 

which the profession might be made more attractive is the way in which 

beginning teachers are helped to make the transition from student-teacher to 

teacher. "The Commission recommends: - p a t  district-based induction prdgrams 
- 

be established cooperatively by school districts and teachers, and that they be 



characterized by special support services and carefully designed - teaching - 
- - -  - - -----A 

assignments during the first year of,induction." ( Sullivan, 1988,p.40 ) 

Given the complexity and the demands inherent in teaching it is+surprising 

that beginning teachers should be expected to take on the same responsibilities as 
1 - 

a more experienced teacher from the outset. Until recently it has been assumed 
C 

that pre-servke training of teachers, was sufficient preparation for entry to the - 

profe&on. ~ d r d  (1987), holds that this assumption is no longer tenable n w  

defensible. In c o n t ~ a s ~ - h c ~ o e s  on to say that when s c h o o l ~ d s t r 1 c ~  povi$e--- 
B 

structures that build upon realistic expectations for novice teachers' performance 
. 

and offer support.'and training necessary to further their knowledge, skills, and 

perceptions of teaching that such individuals are more likely to participate in 

school improvement, teacher training, curriculym development, and other . 
professional development efforts that extend beyond the classroom. Induction 

programs carefully designed may provide the sfructure necessary to lead '. 

- 

beginning teachers to becoming truly professionat/ I 

,- - 1  

Wideen and Andrews (1987) suggest fiat beginning teachers receive 
* 

induction programs under the umbrella of teacher education because it provides . 

opportunity for ongoing professional development that is likely to establish a 

pattern of receptivity to future staff development efforts. Such patterns are 

< 
expected of a professional in the acquisition of new knowledge and skills. In 

short, the dimensionsfor effective induction of beginning teachers is a necessary 
8 - 

step in the development of professionals in moving towards the. preferred state 

where practitioners are more likely to become 'reflective' about their craft. 

The need for beginning teacher induction practices is readily evident and 

the goal of styctured support for nurturing the novice teacher towards stages of 

both competence and efficacy are worthy. However, the issue of what kinds of 



initial entry year? ' * 

\ 
A + 

Problems of the First. Year Teacher - . 

/ 

7 .  

- 

, 

- Several have noted that the first years of entry into teaching remain the 

most difficult and usually provide the place at which the skills, habits, 

knowledge, and'attitudes about teaching are formed and lay the foundation for - 
-- - - - ---- L 

future practice (Ryan et al . ,  1980;' McDonald, 1980; McDonald and Elias, 1 983). 

Veenrnan (1984) examined extensively the professional and personal 
- I - 

- concerns of beginning teachers and found the nature of their problems arose 

from what he terms "Praxxishock" or reality shock suffered in the transition 

from teacher training to actual teaching on the front lines of the schoolroom. He 

identifies eight peceived problems most often expkrienced by beginning 

teachers in their first years of teaching as classroom discipline, motivating . 
1 

studedts, dealing with individual differences, assessing students work, 

relationships with parents, or~anization of class work, insufficient or inadequate 

teaching materials or supplies, and dealing with problems of individual students. 
.a 

Veenman found from his investigation that classrom~discipline was the . 
most frequently reported perceived problem experienced by beginning teachers 

- 

while'motivation of students ranked second and dealing with individual 

diffefences among students was third. While this infohation is helpful in . 
, 

1 

- forming a categorical list of problems that beginning teachers perceive they 

experience it does not explain the nature of the problems and how they affect 

beginning teachers in specific situations. V e e m a n  suggekts that future ~esearch, 

based on an interactive paradigm, might reveal needed information about 



perceived problems during teaching. > 
8 

Veenrnan's study bksides identifying the perceived problems of beginning 
a 

teachers also describes firee conoeptual frameworks that add to understanding O 

theproblems that beginning teachers undergo. The 'first, characterized by the 

work of Frances Fuller (1969), is a developmental,theory that traces three stages 

of concern &at ab_eginning teacher expt$ences.en route te becoming a teacher. , 
i .  

Arsecond famework, based upon cognitive theory, pos&lates that the beginning 1 
teacher goetlhrough changes in cognitive structures that allows them to move 

- 
I 

fpom simile or low lbvel thinking to advanced stages of analytic and reflective I 

-, 

1 - 

thinking. The cognitive-approach to teacher development imp ies that as a - \ 

teacher moves towards more advanced structures of cognitive development they 
% .  

can use a wider range of teaching s@ategies\than teachers who experiehce limited 

cognitive development, ' - - 

The third fiamework focuses'on the socialization of the individual while 

becoming a teacher. Here,.within this framework the teacher again moves - 

throughbstages of change that are often in tension with self role and iastitutional 
I ,  

constraints resulting in strong social changes for ihe beginning tea-cher. These 
. J ,  .- 

" I 

frameworks are consistent with "the idea that knowledge of career-stage theory 

is important to effective professional developmeni programs is well accepted in - 

the literature" (Burke, 1985, p: 18). 
9 . 

Each of the described frameworks are helpful in trying to explair. the - 

kinds of problems -that - beginning teachers eiperiegce and assist determining 

what stage the beginning teacher is at duriig a given problem; $etaas Veenman - 

points out " little is known.about the cognitive an$ affective processes that 



tr 

L a * .  12 
-- jcharacterize the transition into teaching" ( p . % % ) ~ e e p i n g  with t h i I o f f n ~ a n  

et. at. f $93) h e ~ - ~ ~ ~ e ~ & ~ k ~ ~ ~  , P 
1 

focus on the problems of'beginning teachers rather than their strengths. 
3 

- - \ 

- Moreover, "It was noted that relatively little research has been conducted ins i t~ l  
- 

with beginning teachers; and almost none has i t t e h t e d  to c6Rtrast the te^acb& 

behaviors of new teachers with those of their more experienced colleagues." 
- 

- 

(p.321 

O d d  (1986a) found eyidence that beginning t7achersTwhopreceied_. J 

assistance in an induction program had slightly different nekds than those 
- 

reported in the literature. -'0dell employed a functional analysis of teakher needs 

by recording the kinds of assistance actually received by both first year e&ry - 

teachers and experienced-teachers who were n& to a school district. during the 
- e 

course of one school year support personnel for the beginning teachers - and 

teachers new to the system recorded requests for assistance and later categorized 
, 

them into She following kinds of support: System ~nforma~on,*  J 

Resources/Materials, Instructional, Emotional, Classroom Management, 
2 

Environment, Demonstration Teaching. The results of these data revealed that 
- 

the requests for assistance between beginning teachers and new to the district 
- 

teachers were remarkably similar; that initially both groups ranked high in 
- 

requesting system information but as time went on this ranking diminished and 

, was replaced by needs in the instru~tional'*cate~ory;~ and that both ranked highly 

in the category of resource/materials. Surprisingly these findings run contrary 

to the often quoted major problem of classroom control experienced by - 

begiwing teachers (Veenman, 1984).  dell's work has obvious implications for 

,both understanding the nature of beginning teachers' problems and for designing 

induction programs - of assistance. , , 



- 

7 cornpounding the difficulty of this setting she says that typically the beginning 
h 

- 

teacher receives a placement for which were untrained and students with 

little motivation for - receiving instructi urther expectations of extra- 

curricular responsibilities are often added to these intolerable conditions and it ib - 

no surprise that "researchers conclude that beginning teachers are often put in 
- ,  

. situation<which preventthem from succeeding in their first years of teaching." - --- 7 

(p.8) 
* 

Varah et. al, (1986) in their review of beginning teachers cite the 
- 

following problems and concerns: isolation, evaluation of student work, 
a? discipline, use of appropriate materjals, personal life adjustment, teachers' 

expectations, strains of daily interactions, planning lessons ;md preparing for the 
\ 

'dw. The picture that they paint is dismal and simply reiterates what others have 
CI 

observed in their investigations of &ginning teachers. 
, a 9  

- 
'% - 

Fox and Singletary (1986, p.15) have ~oncluded that "although much is 
k 

known about the probleis and concerns of beginning teachers, little is known- 
, 

grams designed to assist them during this crucial transition period." 
. 

Although the state of tlie art in beginning teacher induction offers no absolutes 

3 or prescriptions some emerging . themes and guidelines - do surface upon 

investigation of the different perspectives and purposes_that are held on the . 
. - 

subject. The next bction examines such perspectives and purposes. - 

Bers~ectives and P u r ~ o s e ~  

Several perspectives and their accompanying purposes have been presented - - 

- 

by others as to what induction programs arid practices should be like and 



accomeljsh. Johnston and Kay (1987) propose five gads or ~GQS~S for , . 
\ 

- - -- 

. induction: drientation, --- psychological supp-uisition and refinement of 
- - - - - - - -, 

-- &aching skills, retention, and evaluation? Each one of the five goalsjs carefully - 

described and substantiated from a research base. They argue that institutions of ' 

1 

higher learning can'no longer I% oh the sidelines but must take an active rol; in 
- - 

teacher induction beyond preservice training. - , - - * 
. Fox and singleta-ntify essential elements of an induction . 

- - - '\ 
a. 

J program that are necessary in addressing the concerns of beginning teachers. 
- - - + - i + - - -  - - - - -- - -- 

Such elements should include themfqllowing: "provisi.ons for acquiring additional 
\ 

knowledge arid instructional skills; opportunities for developing attitudes that - 
\ 

foster effective teaching performance; ass'istahce in recognizingthe effects of - 

isolation; and aid in h o m i n g  integrated'lnte the school district and community" 

(p. 13). Based upon their experience, Fox and Singletary further recommend 

ahat induction seminars be given to beginning teachers with particular emphasis - 
A .  - 

on the following goals: - 
I 

-1. Develop a psychological support system for the teacher, focusing - 

on self-perception and attitudes likely to result in increasyng 
commitment and retention. 

2. Assist in the development of acceptable methods for solving 
problems that typically confront new teachers, especially 

- 

me@ods of classroom management and discipline. 
3. Help develop the skills necessary to transfer the pedagogic 

theories received in preservice courifes into appropriate teaching . 
practices: 

4. Provide experiences in which new teachers can begin \ Q develop 
" professional attitudes and the analytical and evaluative skills 'i 

necessary to maintain a high level of proficiency in a con inually 
changing profession-(p. 13). \ 

. , \ 

goals 
P 

\ 
They suggest s ecific kinds of activities and procedures for attaiTing the 

\ 
during the s e d i a r  sessions. These suggestions include location of'where 



< 
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// 
0 .  

the - semi& should e place and scheduling of ho6  oft-- , 
- 

/ P1 - 
s e ~ e c t i ~ h  of seminpr facilitation, who should assume responsibility for ,providing - * 

-7 
- i' -+ i - 

I . .  * 

inductioni seminar's, program components during theseminar which would allow . 

/ \ 

beg nni g teacheirs to develop skill ih-self-evaluation and ref1ection:peer support /- i , \_ I, .c 

between beginning teachers. The idea of seminars 
- 

that even brief workshops 
- 

manual provided at the beginning of the schoogyear for planning and organizing 

e~emkntary classr~oms has proved to be more effective than leaving teachers to 
- - - - 

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

the6 bwn devices (Evertson, Emrner, Sandford, Clements, Worsham, 1984). 
1 P 

Finally, they stress the need for institutes of higher learning and other 

- e,hucaticmal agencies to become collaboratively involved in induction for the 
t - 

/ 
beginning teacher. The overarching goal in all this according to Fox and % 

, Singletary is the development-of the analytic and reflective growth of the * 
1 

' beginnin? teacher. - 

1 - 
' Andrews (1986) in his cornparatiye examination of induction programs in 

- 

five countries identified five paradigms for viewing induction, the laissez-faire , 
I 

(L 

model, the collegial model, the formalized mentor-protege model, the mandated ., .C. 
I - 

I competency-based model, and the self-directing professional model. The laissez- 

faire model is characterized by a lack of any planned effort of assistance for the 
1 . - 

beginning teacher apart from inzervice generally offered to teaching staffs as 
- - 

professional development. Andtews says that this type of assistance indicates 
9 

what is p&valent in Canada, ~ r i t a i i ,  and parts of h e  U.S.A. - , 

In the collegial~model " the underlying assumption of this induction 

paradigm being that the collegial relationship of the beginning teacher with an 

experienced pekr in the same school emphasizes the supportiure, 
- 

school-based and non-evaluative form of induction practice" (p. 300): A 
P 



a 
e 

-- 
a. * 

I6 -*-- rmalized mentor-protege nkdetisdescribed as a helping &lationship whereby 

mentor assumes an'eva~uative role: TJle "interaction between ,he mentor and the 
F 4 

beginning teacher would comprise modelling, - supervision, coaching, discussion< 
d ' \ 

and curriculum collaboration" (p.'301). = I 
- - 

The mandated kmpetency-based madel as i t h a m e  implies is assistance 
. - 

6 
% 

given to beginning teache s with a focus on assessment and accountability - for 
7 

attainingspeci3c outlined teaching cnyp&encies. ' U s l l a l l ~ f h ~ ~ y ~ ~ ~ d L ~  
/. - 

r emerges as a result of itate mandated requirements for certificahon bf teachers 
, y\ 

a@ fulfillment of regulations for ih&ction programs: The self-directing 
- G 

/ -- - -- 

professional model is one - where the " beginning - teabher>may experience 
- 

modifications of any of the last three scenarios byt most importantly. first year b 

, prefessional in-service activities are.seen as the beginning of an ongoing - 

cdntinuing. education - programme for the first year teacher" (p. 303). * 

Andrews argues convincingly that a confluence of pre-service, induction, 
1 w 

apd inservice programs underlies the best that teacher education can offer to 
- 

developing self-directing professionals in the process of teachirig. The self- 

: directing mode! of induction as a part of this confluence is seen as crucial fof , 

enhancing the continuing professional development of beginning - teachers. . , _---- 
Interestingly, the. proposal by Andrew~ that beginning teachers have opportunity - , . - 

3 = 

in their development to become self-directed:self-&alytical,.and self-waluative 
8 

echoes much of what Fox and Singletary (1986) aavocate. 
*P, 

Others see the purpose of induction programs divided between an 
3 

emphasis on assessment and an emphasis on assistance. The next section 
- - 

describes &%gulf that exists between these two perspectives and =sen& d 

pragmatic approach to bridging the chasm. 



- - - -  -- ., 
- Assessment- or Assistance - 

+ 
- - 

Some have stated that:induction programs for beginning teachers have 

been built upon either an assessment model oran assistance and support model as 

the primary purpose and emphasis ( Cole and McNay, 1988; Newc'ombe, 1987,). 

The assessment model, characterized by its evaluative and surnrnative - 

components, 'measures generic teaching skills demonstrated by the beginning 
- teacher. While the underlying purpose in this model is to improveEiChingL- 

0 
- 

8 - 

skills of the beginning teacher through remediation of deficiencies that surface 

during assessment of their teaching, certification is granted only upon successful 
, 
completion of the program. Thjs model is most often associated with the state 

mandated-induction programs ocurring in the Unite& States and the "Teacher 
s 

Residency PrTgram recently proposed to the Ministry of Education in Alberfa 

(Ratsoy et al., 1987) would appear to bear someof these characteristics as well" 

( Cole and McNay, 1988 ). 
% 

While state assessment induction programs appear to meet demands for 

ensuring that beginning teachers master a minimum of basic teaching 

competencies before receiving certification, others a re  critical of the assessment 
, 

-, 
/ model. The state assessment induction systems often derive a compendium of 

competencies from much of what has been learned from the effective teaching 

, research but the use of this research as the litmus test ofteaching has at best 
.3 

mixed results for judging exemplars of teaching ( Griffin, 1985 ). 

, Another criticism of the assessment model inherent iri the state mandated 

induction programs rests on its use of the program as a selection process for - 

. - - 

hiring prospective candidates for teaching positions. Some state mandated 

induction programs, used as'screening devices, ensure minimum competencies 



Hawk and ~ o b a r d s  (1987) indicate that the number of state mandatrd- , 

induction programs in the United States is becoming more prevalent and they 

predict that such programs will eventually be commonplace-in the 1990's. If 
- 

their predictions are accurate the assessment model' as described and applied to 
C 

beginning teacher induction programs maygroliferate, but is not likely to do its 
, . 

work of producing quality teachers. "Assistance to thekginning - - teacher, -- - if it 
- 

occurs in these programs, is 'generally delegated to local districts, and it tends to 
- 

focus upon improving the perforhance of a specific competency with which a 
0 

teacher had difficulty on the assessment, rather than on developing a repertoire 

of skills " ( Newcornbe, .l987, p. 13). - 

In contrast the assistance and support model ex temfrkymd the teckrtical - 
and managerial aspects of teaching and focuses upon both the personal and 

professional concerns that beginning teachers experience during their entry year , 

to teaching. 'Ode11 (1987) maintains-;hat beginning teachers, with the req$red 

entering competencies and aided by trained support teachers in techniques of, 
'G 

' supportive supervision, cannot only benefit from the assistance and supportive 
- 

model but they are more likely to develop self analysis and reflection about their 

own teaching. Likewise, Cole and McNay (1988), advocate that the assistance . 

and support m o d e l ~ f  induction for beginning teachers "to be a more educative 

fl - "and helpful model on which to base induction programs than is an assessment 

.model, and that ultimately such programs will serve schwls and school boards, 

ministries, and teachers' federations as valuably as they will serve beginning 
J 

teachers and their students" (p.9). 
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e designers af -@is type af i n d u c t i o ~ r a ~ f ; ~ - y e ~ ~ ~ ~ h P T r + ~ e - / -  

f- reluctant to reveal their conkeys aboit the r teaching when they know they are 

to be evaluated. It is less likely that beginning teachers will take risks'or seeksthe 

advice of someone who will be rating them on their performance.. For that 
- < '  

"reason it is often suggested that support teachers in an assistance model of 

induction not be placed in the position of having to evaluate beginning teachers. 
- 

Odell (1 987), bridges this dilemma between assistance and assessment by . , - 
- - - - - - - 

- - - - - - - -- 
acknowledging that supportive t,eachers have the best oppo&nity as a "friendly 

+ critic" t o  provide information about the beginning tehcher's competency and 
- 

4 

perfsrmance. "The best solution to the assist'ance versus assessment issue is to 
- 

consider the assessments of the support teachers only as* confirmation or , 

disconfimtion of evaluations made by a separate assessment df which 
, 

the ~ " ~ ~ o r t  teachers are not a pa& (p.76). 
i 

Given the importance of providing balance between assistance and 

assessment a pragmatic approach to evaluation of beginning teachers in an 

- induction program appears to be a worthy consideration. It is not tenable, e 

C 

despite the meritsof an assistancx and support model of induction, to eliminate 

assessment as a program component. Howey and Zimpher (1987), note the lack 
- of atteniion to assessment in several professional literature articles about 

indudtion prog~ams and the need for a balance &tween "providing continuing 

educational and personal support for beginning teachers and, at the same time, 

engage in~accountable assessments of these novitiates' ability to teach" (p.42) 
- 

What can be concluded from the assessment or assistanee debate is that 

, - both are necessary but the particular emphasis given to one or the other is 

dependent upon what the purpose is for theinduction-program. As Barnes 
* 



- - -  
(1987), points out if the purpose is to focus on staff developn~ent the evaluation 
- 

" - 

4 less stringent and more open-ended and subjective withless attention to. 
L - -- -- 

obtaining standardized evalu--dons. On the other hand if personnet decisions are 
* 

b 

the focushen more attention must be given to objective, accurate. and legally 

defensible information being documented. The purpose and perspective held f i r  - 

an induction program heavily influence whether the emphasis will be assessment + 

or assistance and this has a direct impact upon the eventual design of the 

induction program. It is of interest at this juncture to focus upon the design of 
2, 

The design of induction programs hinges orl the-purposes - set for them and 
- 

while - there is wide diversity from one program to the next some common 

threads do emerge from the l i terami.  Newcombe (1987) after reviewing nine 

major induction programs in the United States offers a number of lessons that. 

can be learned from'her analysis. She  suggests ievenguidelin& for developing 

or improving the design of a teacher induition ~rogram.  
- 

First, the nahre of the local context must be considered as a fictor of 
6 

influence pfior to the starting of an induction program. This means that the 
8 

- 

following sources of influence must be taken into account: the number, 
- I \ 

background, and skill of the beginning teachers; suppoi and leadership from 
- 

school district administration; acceptable and appropriate school norms open to' ' 
, 

experimentation and collegiality; availability of support staff with supervisory 

and evaluation procedures; and the resources available (ie. people, funding). 
4 

Second, consideration &&ldbe to at least three discema* 
- 

perspectives in the creation of&qoses for an induction program. According to 



Newcmbe these perspectives include: the job perspective of helping 'beginning 
- b 

I -- -- L 

I teachers acquire the knowledge and skills to perform the critical t&k~of.being a 

teacher based upon what js ~ O W I ' I  from perceived needs surveys and effective 
d 

teaching research; the process of teacher socialization into the workplace given 
* .  

the importance of recent research on school norms and values: the broceas of 

addressing individual - stages of concern and fostering long-term adult 

development in beginning teachers. 
- 

- 

* Third; a variety of activities should be included in the-design-of tile----- -- 
- 

p g r a r n .  These activities should be gjouped under the following frameworks 

of seven headings or types and provided in sequence with some overlap between 

categories: 1 .  pre-assighent contacts which may include meeting school district 

staff/principal, visiting school faculty, observing classrooms, and obtaining 
i \ printearnaterials about the district; 2. onentation and - information activities 

which would include similar items mentioned in prelassignment contacts plus 

meetings about curriculum content and introduction to school district appraisal 

and evaluation systems; 3. personal support to beginning teachers by experienced 
% 

staff; 4. introduction of a problem solving approach to teaching improvement; 5. * 

- 
formal presentations in which workshops, seminars on instruction, curriculum, i 

I 

management techniques and professional issues would be made; 6. school 

organization planned to support induction; 7: extemal support services. For 

each of these frameworks Newcombe provides detailed descriptions of-possible 

activities to aid designers of induction programs. , 

sl 

Fourth, inducfion program designers are encouraged to use the full range 
- - 

h - .  
persons *who can Possibly provide support. The emphasis here i s  to enliststhe 

periise and assistance from a wider base of support than one person or even a 



teachers. - --- 
P- 

- 

Fifth, an evaluation component should be included in the design for the . 
I 

% program. If the primary goal of an induction program is to aid beginning 

teachers there must be some means Vy which the program is tested to see if it 
r 

actually attains such a goal. Evaluation also should provide some measure of - 
evidence abo$ which parts of the program to continue, modify or eliminate. 

- Sixth, build - flexibility - into the program design - to - meetindividual - 

differences since there is ample evidence that beginning teachers' needs are quite 

different from one another over time. Newcombe suggests that buddy teachers 

or mentors are best suited to provide the flexibility needed to meet the evolving 

concerns 6f beginning teachers. 

~ a s t l ~ ,  Newcombe recommends applying what is known to educators - 

about the proces's of changeand to review the literature @;change for the 
I ,  

P 

lessons tk i t  have been learned. Ignorance of this last factor would appear to be 
/' ' 

follyby those considering to change the ways in which new teachew are inducted 

, ,/' into the profession. - 

,/ + 

/ '  Newcornbe's seven guidelines resist the temptation to provide a 'canned 
/ 

/ package' of how to construct an induction pGgram for beginning teachers and 
.- 

ive ~ecognition to the complexity accompanying planning for the diverse needs 25 
of beginning teachers. Following the advice Newcombe recommends may well - 

afford some measure of success in not only construeting induction programs but 

also improving existing ones. / 

C 

Huling-Austin (1988) recommends that special attention be given to the 

important role of the support teacher in the design of an induction program for 

h? beginning teachers. She found the role of the support teacher probably the most 
\ 



- - -  / 
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consistent -for success across seventeen selected studies re~iewed'on 

- induction. ~ t f e  a~so--cicesthi-fmctirrg~+aP~ -ku e-r-'-.-- 
T 

' Hjomevik (1985~; that " the assignment of an appropriate support teacher i s  

likely to be the most pdwerful and cost-effective intervention in an induction 

program,"(p.50). Other studies cited by Huling-Austin (1988), indicate that 

support teacherg; sometimes referred to as mentors, buddies, helping-tea&ers, - 

, 

need to be selected carkfully and should receive compensation for their service 
- 

, as-well as specialized training in how $cr5ssist beginningteache~-- 

d Kilgore and ~ o z i s e k  (1988) re ort that support teachers who we;e 

includedin the design of an induction program but did not~eceive  training nor 
a 

compensation were not as effective in fulfilling the role expected for assisting 
r 

the beginning teacher. . 
Another factor influencing design of an induction program for beginning 

. teachers has to do with the initial placement and teaching assignment of the 

novice. Although this point has been mentioned already elsewhere it is worth* 
- 

repeating since beginning teachers are still usually given the most demanding 
-- e . 

teaching assignments within a school. Huling-Austin (1 9881, contends that 
L 

teaching assignments and context should match the 'abilities and talents of a first - 

year teacher. It does not make much sense to place a beginning teacher in a 
\ 

difficult assignment and exacerbate the situation further by having them teach 

content for which they were untrained. 
- 

Rosenholtz (1987), after detailing the necessary structures needed to 
i 

increase teacher efficacy and limit teacher dissatisfaction, absenteeism, a d  

defecti n in the workplace offers the following E n  organizational conditions as < 
factors in designing induction programs for €%ginning teachers: - 
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1. Initial teaching assignments that place them neither in th-OSI 

difficult sch~ols  nor with the most difficult students; 
2. DiSc-~t and a & m y  .. 

? =  
r l o  3 c-&3pJ 

with information about o p = t z G  through 
opport&ties tcr participate iri decieon-making with colleague3 
and administrators; 

3. Clear goals set by administrators, colleagues, and beginners 
themselves toward which they should initially strive; - 

4. Clear, frequent, and helpful feedback from administrators and 
colleagues about the progress they are making with suggestions to - 

help them improve; 
- 5. Regular encouragement and acknowledgement of their effods by 

building administfiitors mcf colleagues; 
+ 6. A school ethos that explicitly encourages them to ask for advice 

when needed and to feel non-threatened when others offer theirs; 
\ I -  q$ Opportunities to talk frequently with more expert cdleagues 

>cabout teaching problem$ and possibilities, to observe them at their 
work, and to be observed by them; 

8. Encouragement to continuously experiment with new teaching 
ideas and to enjoy colleagues who do likewise; 

9. School-wide standards for student conduct that beginners can be 
D 

- 

helped to enforce consistently; , 

10. Opportunities for beginners to participate in school efforts that 
involve parents in their children's learning and that keep parents 
regularly informed (p.30). - 

The implications of Rosenholtz's ten organizationil conditions are 

extensive and implies a readiness for-action within theprofession. This 

assumption may be'an error by omission, for ai  ~ u l i h ~ ~ ~ u s t i n  (1988), points 

out, many have made the mistake of thinking that becausethere are mandated 
/ 

induction programs that there is also general consensus in the profession 

regarding their valuq and merit. This is simply not so according to Huling- 

Austin and she says that onedof the features of designing an induction program 
/ 
/ 

must include the need to educate the profession as well as the publie about 
- 

teacher induction. _ 



- 

The great diversity between t h e s  of inductioq programs and the vaiying 

intehsity applied in their implementation makes it difficulkto categorize them 
C 

into discrete models. However, some characteristfcs'do skem to surface and lines 
* 

of demarcation . . exist &tween types of induction programs. ~ e s t e ~  and Marockie 
" t i  

- (1987) %m that induction progrmsgenerally fall i~to-threec&gofies;tn&~a--, 
- f 

be characterized as either orientation, evaluation, or assistance.' ~ulin~-  us tin 
and Murphy (1987) found that induction could be gexerally grouped - 

into four clusters after considering the content, organiz&ion, and intent of the 
& 

programs; state mandated progrdms; collaboratively operated progreuris; local + 

P 

district programs; and no formal program. Ward4J 987) describes structures 
- 

which are recommended for induction programs and essentially form the basis 

for two types of induction, one being a mentor teacher structure for induction 

and the second a teaeher development school. 

The idea of a teacher development school as a vehicle for induction - 

programs has also beensupported by others: In their extensive review, Wise,, 

Darling-Harnrnond, and Berry (1987), recommend an induction school as a type 

of supervised internship which could be implemented by school districts in 

schools where high staff turnover had previously been experienced. An- ? 

induction school, in this sense, would be the responsibility of a school district - 

and would provide developmental experiences to beginning teachers delivered by 
C 

seasoned veterans. Beginning teachers would undergo an internship including ' 

both assistance and assessment in this type of induction and Wise e t  a1 see me G 

following benefits ocurring: 

I 
- 



-- 

Superyision for beginning teachers with eased entry to teaching, 
. better p~paratian-far ~ h ~ a n r l ~ ~ ~ c t i _ v e  w 

assignment for senior teachers that recognizes and uses their talent - 
- 

and experience; a setting wherein first-year teachers could be 
efficiently anh effectively evaluated; and more resources and more1 

P 

stdble teaching for disadvantaged - children. (p.95) 
- 

b 

Schlechty et a1 (1988) have described a school di trict's attempts toestablish a - 

professional development school involving major ch ges to the school system tq 
but admit that such a project will-t+e a ten year time spah t a  fully in$eir,enti- --- 

# 

Although an induction school as described has great potential in accon~plishing 

the goal of moving beginning teachers t o h r d s  the goal of becoming a 

professional it wouldappear that there is little evidence in the liteixture of this 
\ - type of induction ocurring. 
9 

.Internship apak from an induction school has been identified as a type of 
/' 

induction program 'rr in addressing the needs of beginning teachers, (Ziechner, 
, - 

1979). Ratsoy et a1 (1986) have recently evaluated the Alberta internship 
* 

program entitled Initiation to Teaehinp; and their comprehensive report points td 
@ 

\ 

the merits of internship in the professional development of beginning teachers. 

Unfortunately, the major efforts undertaken in the project were curtailed by 

funding and it was felt by others to be an endeavor too expensive t8 maintain. 

Earlier, in British Columbia a similar thrust for i n  internship program 

. was probosed to government officials by a committee wiih representativ& drawn 
B 

from a wide array of educators and public officials withiil the province, (British 

Columbia ad hoc Committee, 1983). The intent of this committee was in 

establishing and extending the articulation of pre-service teacher preparation and 
- 

actual @rofessional practice of beginning teachers through an internship 
- piograrn. While thextionale and preliminary plans for implementation of the 
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viewingthe spcter of an economic recession in the province did not share the 

same vision anythe internship initiative became a sudden casualty of 

retrenchment. Given these examples of internship as a type of induction it 

'-would appear that,planned program efforts ofteh succumb to the lightening of 

educational funding purse strings. 

A prevalent type of induction program in the literature is the 

interinstitutional collaboration -- between.schoo1 distri'cts and universities that take . 
- on a'joint responsibility for ktooming' beginning teachers. This type of 

induction often is an extension of the pre-service training received by beginning 

teachers in an institute of higher learning and is based on the'assumption that 

such institutes share in the responsibility of inducting beginning teachers'with 
", 

other groups and agencies. ~ohnston and Kay (1987) found strong evidence that - 
this type of induction, although still in the infancy stage, is growing quickly in 

the United States and particularly so where there is a state mandate for 

induction. They also offer the following qxormhe ns to guide effective 

involvement of faculty members from institutes o r learning in the 
4 

induction of tieginning teachers: 

1. Cooperate in orientation program design. 
2. Train community volunteers to work in orientation programs. 
3. Involve liberal arts faculty in planning specific orientation. 
4. Involve liberal arts faculty in delivering training for skills 

essential to cross-cultural awareness and sensitivity. 
5. Coaperate in planning and delivery of psychological suppoff- - . 

services for teacher induction programs. 
6. Train local system personnel to deliver psychological support 

services. 
7. Plan and deliver seminars, classes, workshops or support groups 

focused on acquisition and refinement of teaching skills. 
8. Cooperate in developing sfate and local guidelines for mentoring 

programs. - 

I ' .  

, - 

- 

k 

- 

J 

' .  



- 28 
9. Train local school personnel f o  be effective mentors of beginning 

\ 3 e a r r k  
10. Assist in design and execution of local and state wide evaluations 

of teacherinduction e f f 3 s  (pp.- 14-15). - 
A 

There is also evidence that induction programs within the school district- 

university collaboratives can be implemented with no addi6onal costs to school 

districts. Ode11 (i986b) has described a model in which a school district obtains 

an induction program with no ektra cost attached to it. F e  model makes 

pos6ble h e -  release Q•’ veteran teachers to assist graduate internsin theirfirst - - - - 
.--- 

\ 

year of qeaching. These graduate interns earn a stipend and obtain tuition 

waivers plus credit towards a master of education degree in teaching during the 
A , 

first year of service to the school district. The induction program has four - 

essential components which include: 1. no additional cost to school districts; 2. a 

university intern; 3. a clinical support teacher; 4. ongoing inservice 

training for beginning teachers. 

Induction programs take a variety of- forms from the models already 

mentioned and seem to be implemented with differences in both duration and 

support. Identifying types of induction provides samples - for possible gpplication 

but does the literature say if induction programs will make a difference? 

on Proprams make a D 

Given that the literature strongly supports induction programs for the 

beginning teacher it is only fitting to ask if such programs/practices will make a 

difference in the development of beginning - teachers. Griffin (1 985) contends 

that much has yet to be done in the field before research can affirm the value of 
P 

- teacher induction. Problqns do* exist in the research efforts*presently reported 
, - 

about induction programs and "the available research on new teachers and on 



\ 

objectivity in the results of investigations that are based upon the self-reports hf 
P 

teachers and studies that describe the myria$ problems encountered by beginning ' 
v .  4 

teachers but do not go any furthehhan recommending that beginning teachers 
- 

are in need of induction programs. 
4 

Ode11 (1987) has also indimed €hat research on tea~her  induc t io~ i s  - --- 

limited in telling us whether positive outcomes will result because program - ._ - 

evaluation data are too few and too new. On thg other hand, even though extant 
a < 

research on teacher induction is relatively new, there is much to suggest that 
A 

"what evaluation data are. available to date demonstrate clearly that 
- teacher induction programs can be efficacious across a wide variety of program 

- designs" (Odell, 1987, p.78). 

~uling-Austin {1988), in a synthesis of teacher induction programs across 
- 

seventeen selected studies found support that teacher induction programs can be 

succesSful in achieving the following five goals: to improve teaching 
- 

performance; retain promising teaching personnel in their first year entry to the 

profession; encourage the adjustment and well being of beginning teachers; - 

- satisfy and meet state requirements for certification; and acculturate the 

beginning teacher into the school system. In addition to achieving these five 

goals Huling-Austin points out that any program efforts of teacher induction - 
must be accompanied with planned activities which will be targeted at addressing 

- each goal that is set for teacher induction. Success will not come by setting the . 
. h 

program on autopilot in hopes of accomplishing its aims. Q% 



Evaluation of Induction 
- - - -  --- 

Central to the goals and purposes set for teacher induction is ihe notion - 

that there should be some benchmarks by which to judge the success of given 

program efforts to induct the beginning teacher into the profession. Schlechty 

(1985) has suggested a ffamework by which induction into teaching can be 

evaluated. His framework, A drawn from a sociological@ perspective, views social 

norms as the fabric for weaving new members into a profession. According to 
i " Sehlechty an effective induction program should be the process by which these -- 

professional norms become internalized, supported, and adopted by new 

members. Such nor& here must be clearly artichated and codified within an 

induction program otherwise success will not be easily realized. 
*r 

Other indicators described by Schlechty of an effective teacher induction 
> .  

systein identify ways by which a program may be evaluated. One of the - 
benchmarks for evaluation is the provision for the staged entry - of new members 

ta a profession. This means that as new members move through distinct stages 

within the induction system they gain status and they will be more likely to 
3 

inculcate the norms of the profession. A second characteristic includes 

structures for share@ mutual support amongst status equals. Coupled with this 
$ 

characteristic is the necessity of activi)ies to build a shared ,language for novices 

to acquire the myths, rituals, and technical knowledge of .the profession. Of great 

import in judging an induction program is the assumption that some type of 

prior screening of candidates to the profession limits the possibility that entering 

candidates will not fare well in their induction training. In fact the opposite 

should occur where it is assumed that the candidates selected will.succeed in their 

training. In this training novices are oriented towards success and evaluation 



- supervision, demonstration, corrective feedback, and coaching of neophytes. , 
Shared responsibility for evaluation and training of new members is also seen as 

a necessary feature in the framework for evaluating induction programs because 
- - 

evaluation is more likely to be frequent, continuous, and drawn from m'ore than 

one source. ~ e s i d e s  these indicators of: effective induction programs Schlechty 

has pointed out, as haveLothers (Wise et al, 1987; Fullafi and Connelly,498-73; -- 

that induction systems include well articulated processes of teacher recruitment 
- 

%- 

and teacher selection criteria as entry requirements to the profession. C 

In considering teacher induction programs Newcornbe (19871, notes that 

limited evaluative information appears in the literature to guide designers. ' For- \ 
that reason it would appear that induction programs need to be tested in terms of , 

whether they 3ttain the goals set. Practically, the evaluation of teacher induction 

should include at least borne feedback frombeginning teachers and t+osein 

supportive roles about the nature and value of the specific activities. Finally,' - 

evidence should be obtained from the evaluation that the purposes of induction 
. ,  - 

programs were attained and that program efforts do indeed meet the needs of the 

beginning teacher. Clearly, as Ode11 (1987), advises "what remains is the need 

for analytical research on teacher induction to direct our future program 

designs, and for outcome research to tell us how b e t t e r t ~  induct teachers into 

the teaching profession." - 
, --* / 



This literature review has examined a variety of purposes and 

for conducting induction programs for beginning teachers during their entry 

year into the profession. It readily becomes apparent that a great,vdd for 

assisting beginningteachers has beenidentified by many in the literature. Also 

clearly identified are the problems experienced by beginning teachers'intheir - - -- -/-- 

first year of teaching. These problems are almost predictable and,can be ", 

3 
generally anticipated based upon reports from the literature. Andrews' ( 1 986 a 

\ 

five paradigms provides a conceptual framework that is useful for viewing and 
e 

categorizing the variety of induction programs and practices that exist. 
I 

Generally, induction programs and practices have been described withpither the 
- 

central purpose of~assessment for evaluating competence, or supportive planned - 

- 

assistance for intervening on the behalf of the novice teacher. It would appear 

that very few induction programs strike a balance between assessment and , 

assistance, usually it is one or the other. -Also the literatihe seems to lean heavily 

towards the purpose of assistance rather than assessment. . 
  he literature reviewed suggests that there are some guidelines about how 

r 0 

to design effective induction programs/practices which may assist the entry year 
J 

teacher. In addition to the guidelines for designing induction programs/firactices 

there are necessary considerations to be made in the organiza I conditions t")" 
outlined by Rosenholtz (1987) that would assist beginning teachers in the 

- 

workplace. 

The application of Schlechty's (1 986) framework for evaluating induction 
I 

programs and practices seem to be worthy of consideration in planning and 
- 

assessing effectiveness. Several researchers in the fiel'd of induction for 



Ge g innini 
- 

teachers mentlon thatlimited extant'research tells us if induction 

programs and practices wiH guarantee 6Q the pos3fve outcomes rYesired. 0th ers 
8 

contend that despite the lack of evaluative research support' for induction 
b 

programs that there are indications that such programs will make a'difference. 

As sne author has said, "Induction programsrare simply still too new to be a 
1 _ 

proven 'component of the life-long process of developing teachers. Nevertheless, 
- - - 

the rati~nale for teacherinduction programs is clear, and the needs of new 

teachers 'cannot be ignored " ( O d d ,  1987, p.78). - - - -  - 



T h e  object of this study first sought to deteyine what kinds of assktance 
- 

districts offer to beginning teachers in British Colun~bia. School districts had to . 
meet two predetermined criteria : e . - 

1. A school district whose projected five year growth as listed in the Public 

Schools Data Repon l55tF'for 1987-88 by the Schools Research & Analysb 

Branch of the Ministry of Education shows an annual - mean average of 

between 2% and 5%. 

1 ' 
?2. A school district whose total number of new teachers with-zerq years 

experience as listed in the Public Schools Data Report 2054 for 1987-88 by / 

the Schools & Analysis Branch of the Ministry of Education is 10 or 

'Sreater. - 4 
e 

- 

The above criteria were designed to select those school districts most likely to 

have developed practices of assistance for beginning teachers. School districts - 
- 

who have beginning teachers within the district are more likelydto have planned 

assistance activities than those districts who do not have beginning teachers. It is 
P 

also more likely that those districts where growth i s  anticipated over the next 

five years will have either implemented practices of assistance or be planning 

activities of assistance for the beginning teachers needed to meet the predicted 
- 

growth than those school districts with limited or no growih. 

Semi-structured interviews were conducted with the appropriate person/s 

by telephone in each of the selected school districts satisfying the criteria set. 

Each of the respondents were interviewed from a list of 'starter questions' which 
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- a t t o w ~ r e s e a r c ~ e r  t o t  answers whtch do- not limit responses. It was felt 

that in addition to the basic infqmtbrr ~ ~ - ~ = ~ ~ r r P r r g h t - ~ w - o u ~  

underlying assumptions, beliefs, and values that the participants might hold - 
.U 

through the use of such 'starter questions' 
r 

Second, thei study was to compare the Rinds of assistank that two school 

districts said they offered to beginning teachers with the kinds of asshmce  that 
- 

beginning teachers said they received.' 

A quest iqnnaire was constructed and distributed to beginning teacherrin -- 

'I 

the two selected districts having the highest annual mean average percentage of - 

/ 

a 
projected growth, plus the required minimumof at least 10 beginning teachers. 

The questionnaire included questions about the specific kinds of assistance that 

.the interviewed school districts said they offered tb beginning teachers. 

. Selection of Respondents 

In the selection of the school districts for this study the required criteria 

previously described were used to identify those school districts. Table I lists 

school districts which met the 'criteria. - 

- 



Selection of School Districts - 

School-districts with 2%-5% projected annual growth. 
- 

04 windermere- 35 Langley 48 Howe Sound 
15 Penticton 36 Surrey - 64 Gulf Islands 
16 Keremeos 38 Richmond 68 Nanaimo 
33 ChiUiwack 42 Maple Ridge 71 Courtney - 

34 Abbotsford 43 Coquitlam 7 7 Summerland 

School districts with 10 or more beginning teachers. 

2 2  Vernon 38 Richmond 
24 Kamploops 39 Vancouver 
27 Cariboo 41 Burnaby 
33 Chilliwack 42 Maple Ridge 
34 Abbotsford 43 Coquitlam 
35 Langley 44 North Vancouver 
36 Surrey 52 Prince Rupert 
37 Delta 57 Prince George 
88 Terrace 

School districts meeting both the above criteria. 

, 

_ 33 Chilliwack 36 Surrey 
34*~bbotsford 38 Richmond 
35 Langley 42 Maple Ridge 

59 Peace River South 
60 Peace River North 
61 Greater Victoria 
62 Sooke 
63 Saanich 
68 Nanaimo 
70 Alberni 
71 Courtney 

43 Coquitlam 
68 Nanaimo ' 

71 Courtney ., 



The two m o o 1  districts selecteb, f o r ~ m p ~ j  what school districts said 

they offered beginning teachers with the assistance beginning teachers said they - 

received, were the two school districts having the highest reported annual mean 
I 

average percentage of projected growth as listed in the Public Schools Data 

Report 1558 and that also had at least 10 beginning teachers as listed in the 'O - 
Public Schools Data Report 2054. 

I' 

- 

Beginning teacher$,-igthe process of completing or having completed oneppT-- 

year's teaching experience in one of the two scho'ol disujcts selected for 

comparing what school districts say they offer beginning 'teachers with what 

beginning  teachers say they receive in terms of assistance, received a 

questionnairqand were asked to participate. - 

- 

- 

- 

Before the interviews were co-nducted a letter of explanafion about the 
' nature of the study was sent to the selected school districts asking for permission 

to conduct the study. In the letter following information was provided: 

(a) researcher's name, role and affiliation 

(b) intent of the study 

(c) explanation of how respondent had been chosen 

(d) details of provisions for confidentiality 

The letter (Appendix A) was addressed to the residing Superintendent of the 

school district and a s b d  for hisher participation or the person designated as 

most knowledgeable by the Superintendent. An enclosed self-addressed stamped 
1 

envelope was included with'the letter asking for the respondent's to indicate 



- +he-- m rbe mdy 
. . . A phone call was made-to the 

the district in the project and to arrange an appropriate time suitable to conduct 

the telephone interview. 
i 

For the two school districts studiedin more depth, a similar letter (Appendix 

B) was sent to the residing Superintendent of the school d'istriFt but asked for 
d 

additional permission to survey by questionnaire all of the district's beginning 

- teachers. - I--- - 

- 

- * 
C 

In each case, all of the selected school districts were sent an acco h panying 
- 

list o[ the interview questions prior to the actual telephone interview. This wad 

done to enable the respondents time to prepare for the interview and clarify any\ 
- 

- questions needing more explanation. A list of 'starter questions' were used for 
+ - 

the interviewing of school districts and appear in Appendix C. 

Telephone interviewing is recognized as an effective method of conducting 

interviews and equal to face-to-face interviews for data collection in research 

( ~ o r & d  Gall, 1988). 

The interview schedule was pre-tested in three Lower Mainland school 

" \districts that were outside of the sample group. This afforded the researche~ 
2 

.experience in using the interview techniques suggested by &3 ordon (1975) and to 

make appropriate changes to the interview schedule of questions. It also allowed 
- 

the researcher to become familiar with-working a device attached to the handset 
1- 3 

of the telephone for recording two way con;ersations. 
- 

Two additional questions (question 8 and 9) were added to the interview 

scheddle.following the pre-testing. One question asked school districts if they 

had a separate handbook for beginning teachers. This question was added to see 

if school districts would say they had developed print materials in the form of a 



tka~ has a feFlffal e n  fix in~ufrien af i ~ s k @ k g a f k ~ ~ ~ e ~ a ~  
( - '. 

handbook to offer' beginning teachers for guidance. 'Where school districts said 

they had a handbook the researcher asked if a copy of such a handbook c,ould be 

obtained from the district. - 

The second question for a district's ~esponse-to the recommendation by the 

recent Royal Commission that district-based induction programs be established 

co-operatively by school districts and teachers, and that they becharacterizedb-- 

special support services and carefully designed teaching assignments during the 
c 

first year cd induction. This was done because the Royal Commission's 

recommendation about induction was made public shortly after the interview 

schedule had been developed and the researcher felt it was well suited to the 

intention of the study. The complete list of interview questions are shown in 
, 

Appendix C. 

In the two school districts selected for more in depth study all schools 

were sent: a letter addressed to the school staff representative of the local 

teachers' union, a letter addressed to beginning teachers in the school and a 
- / ' 

questionnaire for surveying beginning teachers in the school (Appendix.E). -# 
letters explained the intent of the study, the researcher's name, role and - 
affiliation, support for the study by the local teachers' union, explanation of how 

the' respondent had been chosen, details of provisions for confidentiality and 

request for voluntary participation. - 

The questionnaire was pre-tested prior to its use. A small sample of 

beginning teachers from District G were a d e d  to complete the questionnaire and 

the researcher employed the technique suggested by Borg and Gall (1989) in 
- 

which respondents are asked to repeat their understanding of the what the - 



District G was chosen because the beginning teachers were readily accessible to 

the researcher. - 

P, 

Descri~tion of Selected School Districts 

. , 
Nihe school districts met the predetermined criteria set for the study. - 

. 
Seven of t e  nine school districts.are shared within  he Lower M a i n k u d y h i k ~  - 

two are sipated on Vancouver Island. Each district was iven a coded name to Q 
ensure confidentiality, these districts are designated District A, Diatrict B, 

District 6, District D, District E, District F, District G, District H ,  and ~ i h - i c t  
0 J. Five of the seven districts situated in the Lower Mainland are characterized 

5 

b y  rapid population growth and accompanying problems due to recent c11nnge.s 
i 

in 'demographics. Xlistrict B a n d  District J met the predetern~ined criteriafor 

more in depth study. ' ~ i s t r i c t  D has extensive geographic boundaries that-dre 

quickly changing from rural and semi-rural settings to suburban complexes. I t  

is now one of the fastest growing municipalities in the Province of British 
*. 

Coluinbia. District J is also in a state of transition because of its rapid rowth  

but has managed to retain a good part of its rural and semi-rural character. In 

both districts new schools were being constructed and where demand exceeded 

available space portable classrooms were placed at existing s c h o o ~ s .  

me procedures employed-are described in two parts. Part one describes 

procedures carried out in the interview of the nine selected school districts while 

part two describes procedures conducted for=the two school districts selected for - 

more in depth study. 



Interview of Nine Districts: 
. - - .  

' The nine selected school districts were sent letters inSeptember 1948 .' . .: 
-asking for permission to conduct the study. Only one District,' (DistrictiE) 

returned the self-addressed stamped envelope indicati& they wished to 
- 

' pariicipate. Telephone contact was made with District E thanking them for their 
\ 

Y 

participation. The remaining eight school districts were contacted shortly 

afterwards by telephoneand asked if they were willing to pagicipate. - Akighe -; 

school distrikts agreed to parhipate. - - 

a Appoi~&nents for the telephone interviews were made-with each school 
d 

district and conducted between October and December 1988, except.for one 

district (District J) which could not be interviewed until late J a n u a j  1989. The 

interview schedule sent to the participants was used during the interview and 

telephone interviews lasted between 15 and 30 minutes. Prior to the telephone 

interview each district was asked for permission to audiotape record the 

conversation so that pertinent information could be recalled accurately by the 

researcher. All districts, except one, (District J'asked that the tape recorder be 

turned off at one point during the interview) granted permission to do this. 

The audiota ed interviews were immediately played back following the S 
interview to ensure that proper recording had taken place. The researcher later 

\ 
, transcribed the taped interviews conducted with the selected school districts. 

In Dwth Studv of Two D ~ s t r ~ c t ~  
. . 

Originally it was planned that tkie researcher would distribute the 

beginning teacher questionnaire with the approval and permission of the two 

distri+cts selected for more in depth study. However, some unforeseen problems 

arose in that one of the districts selected (District J) decided later ~ o t  to grant 



- - --- 

permission to the researcher to conduct the survey of their beginning teachers ' * 

- 

No reason was given to the reseafcher f o f ~ ~ s t Y k h 5 d e c i s i o n  not to grant 

permission even though they had entered into the first part af study by engaging 

in the interview. ~hikllistrict was sent a letter thanking them for their 

- ., participation to this point and the researcher made an appeal to kconsider their - 

decision considering the amount of time and effort that had already gone into 
- 

, . - preparation for this part of the study. Despite the appeal the district was firm 
,- - 

and permission was denied the researcher. 
, A letter (Appendix F) was written to the British Columbia Teachers' 

- 

Federation in h of obtaining the names of beginning teachers in District J so 

that the study could be continued as planned. After some time the British - 

- 

ColumbiaTeachers' Federation - sent a letter of reply (Appendix G) to the 
6 1  

researcher stating that while they were in favour of the study the ~edera&n's 
Y 

e* 
- 

- 

policy on not releasing the names of teachers to outside agencies'was firm. The 

Federation also could not guarantee that the names of new members to the 

British Columbia Teachers' Federation would necessarily be first year entry 

teachers to the profession. They advised the researcher to contact the local 
- 

teachers' union and seek the names of their new teachers. , 

A letter (Appendix H) was sent to the local teachers' union president in - 

District J requesting permission for the distribution of the questionnaire to its- 

members who were beginning teachers. It was explained in the letter that 

District J had officially denied permission to conduct this part of the study. The , 

local teachers' union executive reviewed the request and permission was granted. 
n 

It was suggested'by the president of the teacfiers' union in District J that 

the internal school mail system could be used for distribution of the 

questionnaire. 



r o l l o w l n i t h e g r a n t i n g  of approval by the teachers' union in District J the 

president and executive-of the teachers' union in District-D granted approval to 
- 

survey beginning teachers in their membership. This action was taken by the 

researcher so that as much as possible the beginning teachefs in the two districts 

would have the same bodies of authority sanctioning permission to conduct the 

questionnaire. - 

Beginning teachers in Dist~iet D and District J were sent +he qttestiomitire --- 

through the internal school district mailing system. The questionnaire was 

dktributed in the first week of November 1989 and participants were asked to 

return completed questionnaires to their local teachers' union office by the date 
- 

of Friday, November 24th. b 

since there was virtually no way in making a distinction between 'new' to 

the district teachewand beginning teachers in District D or District J it was 

nearly impossible to determine the rate of return for the questionnaire because 

the actual number of beginning teachers was unk&wn. In District D there were 
, 

30'rett~med questionnaires and in District J there were 24 returned 

questionnaires. The returned questionnaires were clearly identified by the 

respondents as beginning teachers and not 'new' to the district teachers with the 
J 

- 

exception of District 1 in which one teacher was identified as having taught for 

four years previous to the present assignment. This returned questionnaire was 
e 

not included in the data analysis. 

Data Analysis 

The completed audio taped interviews with the nine school districts were. 

transcribed into written form and participant responses to the interview , . . 
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questions were analyzed. Where participants offered information beyond the 
- - - - - - - - 

interview cpestion such comnients were noted in the analysis. Other unsolicited 

responses from participants deemed relevant to the interview. or where the 

interviewer was able to probe more deeply upon a given question, were also 

noted. The responses were recorded in full and classified into categories fixed 

to the particular question posed from the interview schedule. Actual responses 

and comments were included in the data results so that the reader could readily 
L - - - - -- 

see differences, similarities, ~;common strands that arise in the data. 

Questionnaires collected,from%eginning teachers in District D and 

District J were tallied according to the frequency of yes and no responses from 

questions which $ere closed and required only a yes or no response. The talbied 
, . 

- 

responses from the questionnaires from each district were converted into simple 

percentage for comparison purposes. Responses to open-ended questions were 

recorded and reported in full as much as possible in the data results. 



nalvsis o f  Interv 
/ 

The following chapter(s) describe and analyze: 1. the interviews with the . 
nine selected school districts in the sample. 2. the questionnaires received from 

'i 

beginning teachers in the two districts selected for in depth study. The 

r : interviews give an indication from the school districts simpled about the kinds of - - 
- A - - - - - - - - 

assistance they said they offered to their beginning teachers. Besides this the - - 

- 

interviews provide a wider perspective of what school districts perceived to be 

their role as a provider of assistance to their beginning teachers. The 

overarching purpose i n  the interviews was to survey selected school districts to 
-/ 

find out what kinds of assistance existed or were being planned for in the future. 

The second part reports on the' results of the questionnaire distributed to -' 
- 

beginning teachers and comparing what the two school districts said they offered 

to their beginning teachers with what beginning teachers ~eported they received. 

The questionnaire attempted to identify persons that beginning tkachers said 

delivered or were in some pan ~esponsible for the assistance they received. 

Findly, the questionnaire gives some evidence of the kinds of assistance 

beginning teachers perceived were effective in helping them meet the problems 

they faced., 
+ 

Responses to S ecific Ouest ion~ 
, . s . tB 

The qiestions attempted to solicit relevant and pertinent information from - 

the school districts about the kinds of assistance they offered their beginning L 1  - 

teachers. Where possible the analyze&data containing actual responses has been , 

included t ~ - ~ r o v i d e  richness in detail 4 -  



- - 

Responses to question 1, which asked for the approximate number of ' 
- - - -  

beginning teachers, varied from one (District B) that reported hiving 10 to 

another (District D) which had 156. ~ h r e e ~ s c h o o l  districts (Districts A. J, and 

H) said they didn't know haw many beginning teachers they had. 'The district , 

that said it had 156 new teachers was uncertain how mnny were actually 

beginning teachers. 
\ .  

- 

The second question asked if the district had a separate program to 
I 

-- 

provide and to new teachers in their first year of teaching. Five . ., 
A, B, E, H, J) indicated that they did not have a separate 

Fi- 

program for degiWing teachers but added that there were snme things like basic 
C 

, 

orientation to the distriit that were offerkd. The remaining four districts said 
, . 

they had a separate program. One district (District G)  qualified its yes responsc 

by saying that t h e y  offered assistance only when si@iEicant numbers of new to 

the district of new to teaching hires were made. Another district (District C) 

said they had had a separate program pnhing for the past 1 2 4  5 years. Two 
I d - 

districts (Districts D and F) indic that they had implemented a mentor - 
b 

teacher program to assist beginning teachers. One of these districts (District 1:) 

said that they had only j G t  started and were piloting the program: 

Question three asked districts to state who it was that took responsibility 
\ - k -  

for the program and what their involvement was. One district (District C) that 

said that their program had been in full strength for 12-15 years said that, "one 

of the district staff, usually the assistant superintendent ran the program". Three 

districts ( ~ i s t r h  D, F, G) said they utilized mentor teachgrs in their program 
.a 

but the,meaning of mentor teachers was quLe different for one district (District 
- 

G). I t  meant the district hoped that an informal mentor would emerge from 

within a school staff and might be persuaded by a principal to become a 'buddy 
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teacher" to the beeinning teacher. c e  mentor program of the other two 
- . 

districts was described as having a formal structure - - - where the mentor was - 

assigned to certain teachers. These two districts also said that other people were 

involved in  the program. One of the two (District D) said that the assistant 

superintendent's office called the Curriculum -. Services offered additional 

assistance through its helping teachers, while the other distrkt said that the 

personnel director and principals shared the responsibility of running the mentor -. 

program. C 

The fourth question asked districts to indicate which in-service topica 

from a list of seven were offered to their beginning teachers. The researcher 

framed the question so that responses would be closed and require only a yes or 

no from the respondent. This was done to limit and narrow the responses. 

Some respondents were not able to limit their responses to a yes or no and a 

summary of their comments are included in Table 2. All nine school districts 

said yes to question (a) System Information regarding giving information related 

to procedures, @helines, or expectati e school district and all nine 

dStricts said yes to question (b) Reso aterials collecting, disseminating, or 
J 

locating materials or other resources for use for beginning teachers. - 

In question (c) Instructional: - giving information about teaching strategies 

or the instructional process, five districts said they provided this kind of 

assistance and three of the five felt it necessary to add corhments to tli'eir answer. 

Of the four districts who said they did not offer this kind of assistance three felt 

i t  nezessary to add comments to their'answer. 

In response to qzc-stion (d) six school districts indicated that they provided 

. emotional suppon to theil- beginning teachers and three said they did not. All 
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three districts who responded in the negative to this question made additional 
- - - 

comments. 
* 

Seven districts gave an affirmative answer to question (e) about Classroo~n 

Management and two said they did not ~ f f e r  this assistance to their beginning 
i 

teachers. 

Four districts said that they did offer assistance to beginning teachers 

- when it came to organizing and arranging the physical setting of the classroom 
- 

- 

and five indicated that they did not do this. 
. . 7 

Four districts said that they offered demdnstration teaching for their 

beginrhg teachers while five said they did not provide this service. 

.- The total number of combined responses possible after each district had 

answered all severi questions was.63. The combined total of positive .responses 
B 

from the nine school districts was 44 o r  approximately 70% of the total number 

of possible responses. The combined topal of negative responses was 19 or 

approximately 30% of the total number of responses. 
- 

\ 

f-' 
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I - Response from School District -F I 
( Respondent offered the following to qualify 'yes' answers given. Respondent's 

preceding table and appear he re. 

What I shoulh say is that with the mentoring pilot that we're running what 

we do is identify withthe protege, the new teacher needs and what the mentor - 

can offer. I would say that all of those things are being offered in one fashion 

or  another, not in a strict in-service program, but through the help of the 
P 

mentor directly, or a referral that would be the system, the resources, 

instructional, emotional for sure, classroom management, envi-ronment, 

demonstration teaching. 1 think they would all be covered if that's the area of 
- 

need of the ne 

this is a planned mentoring program and we actually 
, 

train the mentor and the protege. It will be about 2 112 to 3 days in total over 

the year and it is to build a relationship between the mentor and the protege so 

that they can deal with these types of issues. If the protege is going through 

some rough times personally then that's where the emotional support would 

come in. If the class is kind of getting away on- them then you know they - what 

we've heard them say is - and I don't have my stuff here at home but I - just in 

terrris of the feedback I've heard them say in one fashion or another that they've 

had help in those areas. It's a little bit different than a district runni 

program. Yes I would say we are offering more in those areas. We're running 

this at about, of the 27, I think it is 7 brand new teachers that are now paired up 

with mentor teachers. So it isn't everybody at this stage. 
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Question five was posed to school districts to clarify what additional 

assistance they provide to their beginning teachers that had not bekn mentioned 

. in question two. It was also intended that this question would catch any 
/ 

discrepancies in what the respondent had earlier said. In almost every case the 

respondents said that their school district provided some kind of orientation 

which most often included information about resources and an introduction to - 

- - - P 

district personnel. One district said they did not provide any assistance apart 

r from that: which was generally offered to all teachers in the district. The 

following excerpts provide the variety of responses in the data collected - and 

analyzed. Actual comments appear fully in Appendix D. 

District A: 
Yes, at the beginning of the academic year we have a social wine & cheese 
in which teachers new to the district are,welcomed by the superintendent 
and district staff. 

- 

District B: 
We do an orientation meeting with new teachers to the district - 

- 

- 

District C: We have an orientation program to which all the new teachers 
are invited, 

District D: 
We have an orientation day, 

District E: - 
3 :  

Well, there is an orientation meeting 
l 

-BP - 

District F: 
Yes, in the summer ... 1t was orientation day 

, 
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years we've offera  a brief session late in the sumwler. a 

District H:' B 

If the person needs that help we will provide some 
=xi? 

District J: 
3 the orientation in August, - - 

Question six asked districts if they provided a handbook for beginning 
k 

teacfiers The inbent of this quesiio~ was to see if schaul c h r ~ t s  had llcudopaL 

print materials in the form of+a handbook for their beginning teachers. I t  is 

more likely that a school district that has a fom~al plan for induction of its 
6 

beginning teachers would also have a handbook to offer beginning teachers for 
2 

guidance. Where school districts said they ha,d a handbook the researcher asked 

if a copy of such a handbook could be obtained from the district. 

Five of the districts (B,E;F,G, and H) said that they did not provide any 

handbook for begiming teachers and two districts (C, and D) said they were 

planning a handbook for beginning teachers. Two districts (A and 1) said they 

had a form of print material for beginning teachers but i t  was not clear from the 

responses if the materials described were actually in the form of a handbook. . b 

These responses are seen in Appendix D. 
0@ 

In question ~even~respondents were asked to provide three problems that 

they perceived beginning teachers would face. The responses varied from' 

district to district but words like, overwhelming ~sponsibilities, isolation, time, 

energy, organization, and fitting in were often stated as indicated by the quotes 

in Appendi$ D. 

The eighth question asked districts to state who they thought could best s, 

provide support for a formal program to assist beginning teachers. Two 

respondents said that the district and the school could best provide this program 



~ w i n c e w e r e ~ s u i t e d _ - ~ ~ ~ n t f ~  
. . 

deliver the assistance. One respondent said the district, the school, and a mentor 

teacher could provide the program. One respondent said that the district and the 
\ v 

local teachers' association should take responsibjlity for this service. One 

rppondent felt that the school was the best provider of this program. One 

respondent did not state who should take responsibility for a program for 

beginning teachers and felt strongly that the fannat of present teachr_training - 

be changed. The district was cited most often by schod$distiicts as being the 
' 

body most able to provide support for a formal program to assist beginning 

teachers. Three respondents provided only cryptic answers to the question. The 

researcher used a probing question to draw out mokhformation from one of 

the respondents who gave a cryptic answer. Responses are in Appendix D. 

Question nine sought a reaction to the Royal Commission's 
9 

recommendation that school districts initiate induction programs of special 

support for beginning teachers. Generally, all respondtnts said that they 

supported t e recommendation of the Royal Commission but some could not 

speak on alf of the district because no official position had yet been taken by 3 
school boards and their trustees. Others indicated that success of the 

recommendation's implementation would hinge on available funding from the 

government for resources and personnel. One respondent said that such a 

program hadbeen negotiated with the local teachers' association and was included 

in the collective agreement. Stat~ments made by respondents are listed in 

Appendix D. 



This. chapter describes the results emerging from the beginning teachers' 

responses to the questionnaires distributed in District D and District J. The data 

collected were analyzed to identify what beginning teachers in both school 

districts said they received in terms of assistance from their respective school 

districts. These data were compared with the interview data collected from 

District D and District J reported in the results of Chapter Four. The data from 

the questionnaires are contained in Appendix I for District D and Appendix J for 

District J. The data are also summarized in Table I11 through to Table XII. 

Discussion of this part of the study will focus on the results emerging from ex11 

question asked of the beginning teachers in each school district separately. The 

first five questions in the questionnaire distributed to beginning teachers in 

District D sought verification of the assistance that District D said-was offered to 

beginning teachers. In the questionnaire distributed to beginning teachers in 

District J the-first four questions asked about assistance that had-been specifically 

mentioned by District J. The remaining questions in the questionnaires were 

identical. A brief descripfion of teaching assignment and amount of experience 
- 

for beginning teachers in both districts is provided. Detailed summaries of the 

results from the beginning-teacher questionnaires for District D and District J 

follow: 

. . r ~ c t  D Summarv o f  B w n n ~ n ~  - Teache-r Ouest 

The total number of participating beginning teachers in this survey was 30. 

The majority of the responses were collected and received in late November and 

the early part of December 1989. One response was received in January 1990. 



Full time Elementary - teachers 
Full time Secondary teachers 
Full time teachers (assignment 
unknown) 
Part-time Elementary 0 
Part-time Secondary 0 
Full time special assignment 02 
Total 30 

- - -- 

Am'ount of teaching experience at time of survey. 

Beginning teacher no previous experience .......................... 19 - 

aeginning teacher 1 yr or partial yr completed previously .. 11 

Beginning teacher more than 1 yr previous experience .......... 0 

In questions one to five District D said the items described were offered to 

their beginning teachers. The results from these first five questions found that 

the percentage of assistance received by beginning teachers was moderately'high 

in two areas and moderately low in the remaining three areas. question 1 shows 
- 

that only 50% of beginning teachers from the sample received a printed 
C 

handbook from the district. From the responses to question 2 a little less than 

50% of the beginning teachers received release time to attend special meetings 

for beginning teachers and the same percentage of a little less than 50% of 

beginning teachers were invited to participate in a mentoring program were 
, 

evidenced in question 3. In question 4 about 70% of beginning teachers 

indicated that they had been invited to attend an orientation session for beginning 

teachers. -The moderately high percentage found in question 4 would seem to be 
\ 

consistent with the findings of the interview data that suggests the district saw, 



orientation - - - activities - - - - - - as one of the main ways of inducting new people to the 

organization and giving the district an opportunity for imparting infonation 
- - -  --- - -- 

a b u t  resources and introduction t@personnel. The results of question 5 indicate 
, 

that a moderately high percentage of about 60% of beginning teachers said they 

had received some assistance from the district's Curriculum Services office. 

For each part of question 6(a.) to 6(g.) respondents were asked to check 

yes or no if they had received a particular kind of assistance and whether - the 
- 

assistance received was school-based or district-based. Respondents were also 
- - - 

asked to state who provided the assistance to them. Not all respondents replied 

to the questions about school-based or district-based help even though they 

checked yes. Not all respondents stated who provided the assistance to them 

even though they checked yes and stated whether it was school-based or district- 

based. Some respondents listed more than one person when asked "Who 

provided this assistance?" 

Question 6 wasessentially the 'same question asked of school districts in 

question 4 of the telephone interview. District D said that they offered all of the 

seven categories of assistance described in the question to their beginning 

teachers. The results from the questionnaire summarized in Table 111 show that 

<five areas of assistance were received by a relatively high percentage of 

beginning teachers and two areas did not correspond with what the district said i t  

offered. Interestingly, the category of Emotional assistance was rated highest by 

the beginning teachers in the sample but Table IV indicates that this assistance 

was largely due to school-based efforts and not district-based efforts. The 
< 

categories of Environment and Demonstration Teaching did not indicate d very 
0 

high percentage of beginning teachers receiving this kind of assistance and 
', 

contradict claims made by the school district. The high percentages shown for 



. , 
notion of orientation &it& ;\s P &i~tik~ pri~iori~yf octkg-&&&&nce these \ 

categories would best fit into a domain like orientation. Based on the high-ta 

moderately - high "percentages the school district seems to have offered a majority 
- of the beginning teachers in the sample the kinds of assistance described in all 

, categories except for two already mentioned. 
d 

Question 6 also asked beginning teachers to indicate whether the assistance 

received in the categories was school-based or district-based TahleIV - -- 

consistently points to all the categories of assistance as being school-based with 
(e 

- the exception of System Information and Resource/Materials. These two 

categories show almost an even split by percentage between school-based and 

district-based and suggest that the district was not the main provider of this 
- 

assistance. Another possible explanation for the a~sistance'bein~ school-based ' 

may be attributed to the district's ability in creating positive organizational 
> 

* - 
conditions as delineated by Rosenholtz (1987). One of thi things mentioned by 

the district during the interview was a particular emphasis upon what 

called a positive organizational ethos. 
- - 

- 1 one which may be the most important one ing &hers is 
the other teachers on school staff. We hav quite a poht  in *. 

the district of communicating that with school administrative 
officers, that beginning teachers are overseen, or helped, o r  assisted L 

w- 

- by people on staff, and the teachers are very generous that way. It' 
would be the task of the administrative officer of the school to make 1 

'sure that that happens, (District D, question 5) .  
\ ' I 

, 

The last part of question 6 asked beginning teachers to identify providers - -  

of the assistance that they had received. Table V shows that the providers of ' - -< 

t 
assistance most often mentioned were colleagues and then next were principals. 

OtQef possible providers bf assistake were mentioned less often and the data * - 

/- , i 

H 



indicate that mentorsand helping teachers were not mentioned'ns often as mght  ' 

be anticipated given their specid role as provi-&rs~assistance.  

~ u e s t i o n  7 asked beginning teachers to select items from a list of ten 

possible assistance activities that they had received or participated in. The 

' results of this question appear in Appendix I and are summarized in Table VI. 

The percentages listed indicate the frequencythat the particular item was - 

- 

- .  
selected by beginning teachers from the ten possible choices. These data reveal 

that Workshops /Conferences and Unsolicited Help were more frequently - 

selected than other items nd that these items were closely followed in frequency P 
' by Printed Information and Orientation Meetings. I t  was anticipated that-the 

P 

. frequency - would be higher for the item ~en to r s / I - l e l~ in& Teachers since this was 
* 

mentioned as a special focus by District D in the interview. % 
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assistance that were effective and beneficial to them, is summarized in Table VII 
#" 

- 

and actual comments appeai in Appendix I under Profile of Responses. All 30 

respondents wrote a comment to question 8 which varied in length and 

description. 

At first glance the data in Table VII would suggest that three items stand 

out as particularly effective, Workshops /Conferences, Consulting other -- 

Teachers, and Working with Other Teachers. However, if one considers that 

Working with Teachers, Consulting other Teachers, and Observing other 

'Teachers are all related items the results weigh heavily on the side of 

interactions p i t h  teachers as the most often mentioned source of effective 

assistance. This finding may suggest that one of the crucial factors in assisting 

the novice teacher is the informal help other teachers provide. It is of interest to 

note in this regard that Unsolicited Help in question 7 was an item that several 

beginning teachers identified as having received. 
h 

District D appears to have provided assistance to a majority of its beginning 
a 

teachers but this assistance does not seem to have been applied uniformly to all 

beginning teachers. It is not clear why some beginning teachers received help 

from mentors hnd others did not. It may be that such help was 5 equested by the 

beginning teacher-or that the mentor was invited to assist on the suggestion of an 

administrator. Anotheyossibility is that the district simply could not afford the 
/ expenses incurred by supplying mentor teachers for all its beginning teachers. 

Similarly i t  is not clear why only half of the beginning teachers reported 
8 

receiving print material in the form of a handbook and the other half did not. 



Table VII b 

, Categorized sources of assistance described as effective by Beginning 'I't.:wllcrs. 
*Percentage-of Respondents (District D, N=30) (Distrldl J .  N=21) 

Items - District D 

workkg with teachers 10 

Consulting other teachers I 11 

Observing other teachers 2 

Principal 6 

Other 3 

*District D District J *District J 



The total number of participating beginning teachers in this survey was 

24. The majority of the responses were collected and received in late November 

and the early part of December 1989.' Two responses were received in January 

1990. One questionnaire was excluded in the analysis of the data collected - 

because the respondent was identified as having had previous teaching experience 
A * - - 

which disqualified them as fitting the definition of a beginning teacher in this 
d 

survey. 

The teaching assignments of this group are as follows 

Fulltime 

Fulltime 

Fulltime 

Fulltime 

Elementafy teachers:. ...................... ..9 

Secondary teachers : ......................... 0 

French Elementary teachers: ............. 2 

(special assignment).. ......... .., ........... ..2 

............ 3 Fulltime (teaching assignment unknown) 

...................................... Part-time Elementary 5 

Part-time Secondary.. ..................................... .O 
- 

............................ Part-time French Elementary 2 

Total ............ .,. ...... 23 

Amount of teaching experience at time of survey. 

Beginning teacher no previous experience ......................... 15 

Beginning teacher I yr or partial yr completed previously ...A 



68 - 

- Beginning teacher more than 1 yr previous experience ........... I 
Questions one to four were based upon what District J said they offered to 

-- -- 

their beginning teachers. The results from the first three questions found that - 

about half of the beginning teachers received the assistance identified in thcse 

questions. The results from question 4 found,!hat a relatively high percentage of 
- 

- teachers received that particular assistance. Question 1 shows that about 56% of 

begiming teachers from the sample received printed matterial in the f o m ~  of an 

orientation handbook from the district. In question 2 the results show that 39% 
- > - -  - - 

01 the beginning teachers received release time u attend special meetings for 

beginning teachers and in question 3 about 47% of beginninp teachers.or close to 

half were invited to attend a special workshop entitled "Teacher Effectivet~ess 
v 

Training". 

For each part of question 5(a) to 5(g) respondents were asked to check yes 

or no if they had received a particular kind of assistance and whether- the 

'assistance received was school-based or disirict-based. Respondents were also 

asked to state who provided the assistance - to them. Not all respondents replied 

to the questions abouJ school-based or district-based help even though they 
, 
', 

checked yes. Not all,r&spondents stated who provided the assistance to them 
- 

even ihough they checked yes and stated whgther it was school-based or district- 

based. Some respondents listed more 'than one person when asked "Who 
i 

*. 

provided this assistance?" One respondent identified their teaching assignment as A 

3. 
a special education teacher in alternative education setting. This person reported 

to a supervisor instead of a building principal. In the profile of responses listed 
- 

in Appendix J under Question 4 the supervisor listed is the same one identified 

by this respondent. The term supervisor could have been interpreted to mean 

administrator or principal given the setting and context;however it was left 

unchanged and appears as 'supervisor'. Table VIII shows comparative figures 

r 



for whether or not the beginning teachers received the assistancelisted in the - 
seven parts of question 5. Table IX shows figures for whether the 

> 

assistance listed in questions a-g was district-based or school-based. Table X 

shows comparative figures for who it was that provided the assistance in the 

seven' parts of question 5. 
f 9 

P 

District J said that it offered all of the categories of assistance listed in 

question 5 of the questionnaire. The results for question 5 are summarized in 

Table VIII. The responses from question 5 by beginning teachers indicates - that -- 
-PA 

two out of the seven categories of described assistance were received by a high 

percentage of beginning teachers while three of the seven categories were 

received by a moderately high percentage of beginning teachers and two 

categories were received by a small percentage of beginning teachers.. 

Part (e) of question 5, Classroom Management, had about 83% percent of 

beginning teachers in the sample receive this category of assistance. This high 

percentage may indicate a particular focus by the district to address this area 

before others. Certainly the literature on beginning teacher problems would 

tend to support this as an area of concern to be addressed. The category 

described as part (d) Emotional, showed that abkut 74% ofbeginning teachers - 

received this assistance. The categories of Resources/Materials (65%), System 

Information (61 %) gnd Instructional(61%), all were reported as having been - % 

received by about two thirds of the beginning teachers. Part (g)  emo on strati on 
Teaching (30%), and part (f) Environment (26%), were received by very few of 

P 
the beginning teachers and indicates that either the district contradicted itself in - 

what it said about these categories or that beginning teachers did not see them as 

important. -. 

h 



described in the seven catqpxjes was district-basedsschool-based.. The results 

for this section, summarized in '~ab1e IX, show that assistance was strongly 

district-based for the two categories of Instructional and System Information. 

The category of Emotional was strongly school-based assistance and almost 

nonexistent as district-based assistance. The citcgories of Resource/Materials 

andClassroom Management were almost equally shared between school-based 

assistance and district-based assistance: Two categories, Environment and 
-- - 

- 
Demonstration Teachhg, lacked sufficient data to report but do appear in the 

: i 

results. The lack of sufficient data for these categories suggests that this 

assistance simply may not have been offered since there very few responses. 

Some respondents indicated on the questionnaire that assistance received was 

both district-based and school-based even though the questionnaire did not 

provide for this kind of response. This kind of response was not anticipated 

since it did not show up in the pre-testing nor in the results of District D. The 

lack of district-based responses in the c'ategory of Emotional is dramatic and 

may suggest that the district is perckived by beginning teachers as a remote 

provider of this assistance. / 
- The final section of question 5 asked beginning teachers to identify providers - 

of assistance. The results in Table X show that colleagues were-most often 

identified by beginning teachers as the providers of assistance while principals 

were mentioned next most often. Other teachers were identified slightly more 
- 

often than helping teachers as providers of assistance. The remaining sources 

identified as providers of assistance did not appear to show any significant 
J 

'results. 
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- Question 6 asked beginning teachers to selectiterns?'ronl ;i 1;st of tell possiblc 
- - - -- 

a s ~ s t a n c e  activities'that they had received or participated in. The rcsulii; o f  this 
- 

question are shown in Table XI and the percentages listed indicate the frequency- 

that the particular item was selected b; beginning tiachers from the ten possible 
- 

choices. These data reveal that Orientation ~ c e i i n ~ s  and , 
I 
1) " '  - 

Workshops/Conferences were more frequently selected than' other itenis :1114 t I d t  

these items were closely followed in 'frequency by Unsolicited. l lclp and Printed ' 

4 

Information. It would appear from this that District J offered assistance to its 

- beginning teachers characterized as orientationractivities.. This is not surprisi~lg 
, 

' 

since the interview data revealed that District J did not hake any separate 
P 

program for beginning teachers apart from the assistance ciffered gener:tlly to'nll 

,teachers new to-the district. 
- 



Frequency of Items beginning teachers said they received or 
/ --- -- t 

District J "District I) 

Printed 

Orientation 

meetings 
a 

Orientation 

visits 

13.T. group 

meetings 

Meeting other 
I 

Helping 

reachers 

Norkshops 

Ibserve other 

Unsolicited 

Help 

01 
District D ** P rcentage of tota 



3 .  Twenty of the 23 respondents wrote a conlnlcnt ro qucatiou 7. Qie 

response was returned nia~red with typewriter - ~orrection - fluid and could 110t hC 

read. Responses to this question were copied as writteli on the question~inire a l ~ d  

appear in Appendix J in the Profile of Responses under question 7. The 

comments vary in length and description and capsulate briefly those sources 
X 

which beginning teachers in this survey perceived as helpful in assisting them. 

Some respondents also included comments about those things which they klt 

were not helpfulto them. Table XI1 categorizes the responses into like groups 
- 

and compares the data numerically.' 
0 The responses to this question indicate that a number of beginnini tcndicrs 

felt that workshops and'conferences were effective sources of assistance. All 

even greater number felt that their inte~&ons with others in  the workplace was 

an important source of assistance.  his is particularly true whm one combincs 

the three categories of, working with teachers, consulting with other teachers, 

r observing other teachers. Some respondents offered unsolicited conimcmk about 

sources of assistance that they felt were not helpful. One respondent made a . , , 

pointed comment that university courses were not helpful. A beginning teacher 

expressed deep seated frustration about being shunned by a co-worker after 

seeking advice from the co-worker. Another person expressed the desire for a 

boddy teacher to get feedback on theif own teaching. 
\ 

From the data collected it would appear that District J ,  although not having a 
d 

separate Frogram of assistance for beginning teachers, does show evidence of 
- 

trying to  provide support services to its beginning teachers. This  assistance 

however does not seem to be applied uniformly to all beginning teachers. I t  is 
% - 

not clear why some teachers were invited to partake of available assistance ,and 

others were not. 



Table XI1 
Categorized sources of assistance describedas effective by Beginning Teachers. 

*Percentage of Respondents (District D, N=30) (District J, N=23) - 

Items I District D I *District D I District J I - "District p J 

University Courses 

Working with teachers 

Consulting other teachers 

Observing other teachers 

Principal e 

Other 

6 
> 

10 

' 1 1  

2 

6 

3 

20% 

33% . 

37% 

7% 

20% 

10% 

7 

8 

6 

2 

3 

4 

30% 

35% 

26% 

9% 

13% 

17% 



This study sought to investigate two issues related to the induction of 

, beginning teachers upon their entry year into the profession. The first aim was 
- > 

to identify the kinds of assistance selected school districts reported offering to 
I 

their beginning teachers. The second aim compared the perceptions of 
Ct 

beginning teachers in two districts and the help they received from central 
.. 

- -- 
office. 

  is cuss ion of these results examiries central issues identified in the study, 

first by discussing the responses to individual specific que3ions posed in the 

interview to the person representing the school district, second by discussing 

what kinds of assistance emerged from the interview data collection. third by 

examining beginning teachers' perceptions of by their sclwol 
- 

districts and comparing recommended from the 

literature with what the two districts offered, fourth by discussing unariticipated 

' "  fihdings from the study. Finally, the conclusions of the study and , 

, 

recommendations for future research are outlined-. - 

- 

The interview questions posed to the nine school~districts appear iri 

Appendix D &ong with corresponding responses in Appendix G. VieQed 

together the data in the results suggest that very few school disthcts in the 

sample had developed formal assistance for beginning teachers and of those that 
- 

had done so implementation was quite recent. Most school districts saw - 

provision of assistance for beginning teachers a necessary and important featwe 
- 

of induction into the profession. School districts also recognized the ,unique 
,/ ' 



i~, beadzhg. - -- --- - - 

The first question, which asked for the actual number of beginning 

teachers in the school district indicated that while school districts were aware of 

the special needs that beginning teachers might have they were not sure how 

many beginning teachers their district had. Only one district specified the 

number of begiming teachers it had while other districts said they didn't know 

or gave round figure eitimates. It also became apparent that there is little -- 

distinction made between new to the district teachers and neophyte teachers. 

One district could state specifically how many new to the district hires it had but 

did not know how many of this number were brand new to teaching. It may be 

that while school districts have good intentions of helping their beginning 
i , 

E I 

teachers it is suspect when they do not know how many beginning teachers they 

have on hand. 
, 

k 

The second question, which asked if a separate.program existed for 
- 

beginning teachers, gave evidence of what Andrews (1986icalls the laissez-faire 

approaih of inducting novice teachers into teaching. Of the sample of nine only 

four said they had any sepamte p rogrm.  Of this one district said operation of 

its program depended on significant numbers of new teachers being present in 

the district. Another two districts had started a mentorship program for its 
-- -_ - -  - A & "  .-a<.-- -,-- -. 

beginning teachers-and one of those districts was only just piloting the program 

for the first time. Particularly surprising was the response of 'one district that 

said they had a long standing separate program over the past 12-15 years for 

their beginning teachers. This was-surprising because the literature surveyed 

suggests this would be the exception rather thansthe norm. It may have been that 

the respondent did not make a distinction between general assistance or inservice 
\ offered to all teachers and that which might be offered just to beginning 



te-A later response to a question which asked for a description of specific. 
I 

assistance for beginning teachers indicated that this same -- district offered 
\ 

assistance characterized as orientation and general assistance which was available 

to all teachers. 

The third question in this part of the study asked respondents to state who 

took responsibility for the program and what their involvement was in the 
B 
program. Since only four districts indicated that they had a separate program i t  

was interesting to note that the two districts describing a formal mentorship - 

-- - 

program could mention in some detail who was responsible and what 
- 

involvement they had in the program. The other two districts could only state in 

a general way who and what role individuals had in their program. 
. 

The fourth question, comprised of several parts, (a. to g.) appears 
\ 

summarized in Table 11: The focus of this question was upon specific kinds 

of assistance that sctool districts said they provided for their beginning 

teachers. The categories used for this question were derived from another 
" beginning teacher study in a different but related contexl - (Odell, J986a). 

a 
On first impression the data seems to show that the school districts in the 

\ 

sample are for the most part providing [he kinds of s p e c i h  assistance 

described in the various categories. The results show 70% positive 

responses of the total possible responses and 30% negative responses of the 
- 

total responses possible. Yet, Table 11 shows that seyeral respondents, 

while giving poshive answers, were also ambivalent in their comments 
I 

? 

about the particular assistance they said the district provided. For example 

consider the following statements "That's provided for. It's not a u t o m b c  - 
to everybody ..." "Not sure but probably the helping teacher would assist - a 

% 

with this upon request" "We'd like to think that happens ...". 



Revonses to part (a.) andpart (b.) of Questii .r 4 were consistently 
- -- - - -- - - - - 

yes and show that system information and information about resources 
- 

were a priority item for all school districts. This kind of assistance is 
- &- 

consistent with activities u s u a h  associated with basic orientation. Again, 

this focus upon orientation type activities by school districts is consistent 

with reports in the literature about what school districts usually offer 

beginning teachers. - 

The next kind of assistance in Question 4 'most often offered to -. 

beginning teachers by school districts was the item described as Classroom 
1 

Management. This is not surprising since it is the area most often 

mentioned as a problem area for beginning teachers (Veenman, 1984). 1 - 
,--- Several comments in response to Question 4 w e ~  founded upon 

presumptions that the assistance asked about was in fact offered to - 

beginning teachers. For example respondents made statements like, "I 

would expect that would happen....'' "yes certainly done in different ways 

by different people". 

District F's responses to Question 4: recorded in full, appear in Tabk I1 

and show a positive'direction in advancing plans and activities for a separate 
f ,  

program in serving the needs of its beginning teachers. The respondent 

articulated a structured mentoring program implemented on a small scale. , 

The fifthquestion captured any additional information about assistance 

offered to beginning teachets'not.mentioned by the respondents in question 2. 

The district respoilses to this question, except for one district, described in some 

. detail orientation activities that they offered to their beginning teachers. . 
L 

Additional information included comments about appropriate teaching 

assignments for _ _  thdeginning - teacher, an insewice topic on teacher 
I -  ' 

effectiveness, and a delegated emphasis to administrative officers in the schooT to 
0 .  



I 

ensure that some form of mentoring took p lag .  The results from this question 
- 

further confirmed the fact that very little beyond basic orientation was provided 
/ by school districts. 

In question six, which asked if the district provided a separate handbook to 

beginning teachers, it was anticipated that districts that had such a handbook also 

would be more likely to have articulated their separate program of assistance for - - 

beginning teachers. It is not uncommon in the united States for beginning 
- a - - 

teachers to receive such handbooks where induction programs exist. 
1 

Unfortunately, only four districts showed that they had-a separate program for 

beginning teachers and of this four only two said they had print materials but not 

in the form of a handbook. Somer districts indicated that they were planning to  
b 

b 

- have a handbook in the future. From these data collected it  seems that school 

districts had taken little action in disseminating a handbook for beginning - 
- 

'4 

teachers. This is surprising since the literature points out that even a simple % 

training manual given a t  the beginning of the year for planning lessons is better 

than leaving teachers to their own devices (~ver t son ,  Emrner, Sandford, 

climents,  Worsham, 1984). - 

The seventh question probed school district knowledge about the iature of 
, 

problems that beginning teachers might typically facein the first year of 
I 

teaching. It does not seem likely that plans for assistance would be fopulii ted 

by a school distri'q unless they knew something about the problems of the 

beginning teaqher. The re ults from the data show that school districts for the' 
I i 

most part were very much w& acquainted with the typical problems thatmight 

be faced by beginning teachefi. Some respondents spoke with a sense of - 

;%. 

empathyefor the first year teacher and the overwhelming tasks they were about 
$ 

- to  face in,thehArkw career. They mentioned things like isolation, lack of 
% 

support;'management of time, human energy require%d to the job of teaching, 



TeEback about their teaching, classroom management, and fitting ihto the life of 

ih6  schoot Despire he sense ol%iiipafiymd apparent first hand knowledge of 

problems beginning teachers might typically face the general absence of 

assistance beyond orientation was striking. . 

The eighth question, focusshg upon whom could best provide sup.port for 
* 

a3forrnal program to assist the beginning teacher, indicated that all school 

districts felt'that some program of aysistance was.necessary to aid beginning " 

teachers. Atthough there was evidence 'to suggest that combinations o fd i i  - -- 

province, the district, and the school could best provide formal support, the 

body cited host often wasthe district. This general agreement about who could 

best provide%ssistance is consistent with the recommendation made by the Royal 

Commission about distiicts' provision of induction. It was implied in the 

interview data that extra funding to school districts was crucial to the successful 

implementation of formal support for beginning teachers. There were some 

indications made by the respondents that teacher unions or associations should 

take a more proactive stance and share in the responsibility of providing formal 

support to beginning teachers. 

The last question was designed to see if there was gdneral acceptance to the 

Royal Commission's recommendation of district-based induction co-operatively 
,-# 

established by schools and teachers which would be characterized by special 
- 

support services and carefully designed teaching assignments. Agreement by , 

school districts with this recommendation was unanimous, but agreement did not 

mean acceptance. Some districts q u h i e d  their response by stating that extra 
- 

funding wyuld be needed to carry out the recommendation of the Royal 

@8mousdoon and without such funding there waslittle hope of the 

recommendation coming to fruition. Some respondents stated personal opinion 

and could not comment for their district because districts were still absorbing 



83 ' 

the implications of recommendations from the-,Royal Comn~ission's Summary 
. -- - 

Report. district J made a most unusual response to this question and implied 
+ - - 

that the recommendation was reflected in a negotiated contract with District Jts 

teachers. 
\ 

The support is there and indeedbismreflected in our recent collective 
agreement that we signed with the teachers' association. So it's - 

verbally there and it's down in black and white and duly signed. 
, 

4 

It seemed untlsual since other districts wek,  only reflecting bpon the 

ramifications of the recommendations comingout of the Royal Commission's 

report. - 

' E m e r ~ e n t  F i n d i n ~ s  from the .Interview Datq 

The districts selected for this study were qsumed most like19 to have 

formal support for beginning teachers given that they met the predetermined 

criteria set for the study. The rationale for the predetermined criteria was based 

upon the likelihood that school districts that had both a projected growth - 

between 2% and 5% and at reast 10 new teachers would have formal assistance - 

9 

or at least be contemplating such assistance. m e  results showed that while 

several school districts said they offered some form of assistance such assistance 
- 

was usually in the form of basic orientation which included introduction to 

personnel and information about resources. Somr. districts were in the initial , 

stages of offering more formal assistance to beginning teachers while ~ t h e r  

districtsdid not offer any assistance for beginning teachers beyond inservice 
h 

generally available to all teachers. 

It would appear that districts were at varying degrees of awareness about 

the concept of formal induction assistance for begi;ning teachers. One district 
- 

saw the assistance for the beginning teacher acco dated through general 
\ - -1 F 

- i' 



~ 6 ~ ~ m .  ft w 
. . 

. -It necessary by this 

exhibited overt problehs in their teaching. Another district made mention that 
C 

they tried to make sure that beginning teachers 'got teaching assignments that 
B 

were not the most demanding nor exceeded average class sizes. This same 
3r 

district however did not see beginning teacher assistance as a long term blan but 

only necessary when significant numbers of new to the district or new to 
- 

teaching hires existed In contrast two districts had moved towards 

implementing a mentorship program to assist beginning teachers. A third 

district at the time of the interview had not implemented a mentorship program 

but were planning one and inthe time since the interview have hired an outside 
% 

consultant to-evaluate their program.' J 

It is apparent from this part of the study that much more must be done to 

extend awareness about the importance of beginningnteacher induction. As 

Huling Austin (1987) has pointed out one feature of designing ;In induction 

program must include the need to educate the professiongs well as the public 

about teacher induction. It is darning to think that out of nine school districts 

thought most likely to have an induction program only four actually had a 

separate program" for beginning teachers. On the positive side, comments from 

one district give evidence that awareness of this important aspect in the 

development of beginning teachers is growing. 

"In fact it is interesting we started this rnentoring program, then this 
recommendation came out. We are kind of right where we should 
be... I think the Royal Commission has raised some of the awareness - 
levels of the whole thing of new teachers. We've known about it 
for awhile but nobody has really talked about it .:."(District F, 
question 9). 

.- 



4 '  - This section discusses recommended features of beginning teacher 
JB 

induction identified in the literature and the limited presence of these features ,I; 

the assistance beginning teachers - received from their school districts. 
- 

s' 
One recurring theme arising from the literature points to the in~~ort;i$ce 

of'the entry year for beginning teacherrs.*~o other time is as opportulle for 
/ - 

, introducing ihk novice in formative and developmental way5 tc3 t he  ddk ha&, 
I 

- knowledge, and attitudes about teaching that lay the foundation for future 

, practice. Thehotion of collaboration and collegi#l professional relilt ionships 
2 

between teachers necessary meet demands of changing teaching practices 

brought on by rapid changes in a changing world, may be best cultivntctl duri~lg 
- 

the entry year e-xperience through effective induction practices. Present 

throughbut the literature is the'exhortation that induction done properly ctlsures 

development of beginning teachers in moving towards the preferred state whcrc 

they as  practitioners are more likely to become 'reflective' about their craft. 111 

this study the evidence derived from beginning teachers' perceptions of  the 
3 

assistance they received from their school district reveals limited presence of 

features reco-mrnended from the literature which might have blade for a marc 

positive induction to the profession. These missing recommended feati res of 

beginning teacher induction are identified in the following discussion of  the two 

districts chosen for more in depth study. 

First, an element missiiig from both districts that is difficult to explain 

away is the fact that neither district seemed to know exactly how many beginning 

teachers they actually had. While District D did know that i t  ha8 156 teachers i t  
L 

was not sure exactly how many would actually be entry year teachers. District J 

gave k estimate of the number of beginning teachers it thought i t  had. 



. . - - 
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Understandabtp, it would be hard to plan fo;the needs of beginning teachers in  . 
- 

districts not knowing the actual number of beginning teacheryt had. Even if - 
\ 6 

- 
- - -- -- . - 'one argues ih~insei&e was made available to all new teachers despite whether 

they were new to the district-or new to teaching the needs of beginni~ig teachers 
- 

have been found to be quite differedt from other teachers, ( ~ e e n m a n . J 9 8 4 ) .  # .  

Although initially, new the district teachers and beginning teachers have - 
similar needs for information about reso-urces and system procedures the 'P 

i - 

conceks after that beconie (Odell, 1987). '. I 
--iL -- 

I f  centi-ar office in 7 a school diktrict does not k n o w d a c c ~ t ~ l y L h o ~ ~ ~ l y  of 
P 

.-C " 
its personnel are-beginning teachers then it is less likely that beginning teachers- , a 

Y 
were targeted for specific kinds of assistance. This lack of awareness by districts 

about how many beginning teachers they had may help explain why some 

beginning teacherskceiv&& certain kinds of assistance and othersdid not. I t  

would appear that luck or chance had more t do withr why some received L P assistance and qthers received limited amounts or none. It-also may reveal thnt - 

districtsacknowledge in word the special needs of beginning teachers but fail to - 

recognize beginning teachers as different from new to t e district teachers. This . 7 
e is disturbing given the importance attached to the induction period as the crucial 

stage for building a solid foundation in'the career of the beginning teacher. 

rtunity for pre-assignment contacts by beginning teachers before ' 

is a feature suggested in the literature as a recommendation for 

induction. Pre-assignment contact means that beginning'teachers can visit the a 

- 

school site., meet with the principal, see the room(s) in whichithey will teach, and 

other kinds of familiarization activities before schoo$stanup. This feature is 
-I 

similar to orientation usually conducted by school districts for new 

teachers but different focus is upon the actual school site. This 

opportunity did not been available to the beginning teachers in b 



orientation -- session$. It may be argued from the data that beginning teachers did . . . 

- i 
not show either way whether'opportunity existed to make pre-assignment _ - -- 

0 --- - 

4 

contact, yet remember that no indicatlbn-or expectation was stated by either of - 

the-two districts in the interview data about pre-assignment contacts even after 
- 

L - 

I~ngthy descriptions about orientation offered. . * ,--" 
The absence o f a  district handbook foi  beginning teachers was a surprising 

+ . 
finding from both the interview d a 6  of the two distriets and the.questiohnaire 

results from beginning teachers. It appeared that beginning teachers received 
L .  t - - 

much information in printed form about the district but m t t l e  about what 

>they might expect 05 do  in their classrook'or The 

literature reports that districts assume new by teacher . 
a trainihg institutes come to the workplace with knowledge about how to set up 

their classroams in the first days of September. This is simply not so. The - - 
profile of responses by beginning teachers in both districts shows that some were 

not aware of keeping registers and other classroom duties. ' Even mQre dramat' 

is the lack-of yes responses by beginning teachers to the question which asked 
, 

about assistance under the. category dealing with the classroom environment. We 

know from the literature t a t  a training manual provided at the beginning of the 
- 

school year for planning and organizing elementary classrooms has proved to be', 

more effective than leaving teachers to their own devices (Everts~n,  Emmer, 
- 

Sandford, Clements, Worsham, 1984). 
- 

Veenman (1 984) proposed conceptual frameworks for viewing the 

prcblems that be- &teachers encounter and strongly.suggests that beginning 

teachers move through stages of concern a 9 u t  their teaching. Fuller (1969) 

identifies three stages of concern where an individual moves from concern about 
I 

self to concern about tasks and finatly to a concern for others. Movemznt 
Y 

through these stages requires support, time,-and training. Providing release time 
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for Fginningteachers to attend training sessions on p d k m  a n l v i n p d  

decision making are features of induction recommended in the literature. Such 

sessions might aid a beginning teacher in moving through stages of toncem 

about their teaching. Workshops and seminar settings have also been recognized - - - 
3 

as worthy activities fo i  beginning teachers but the most effective training 

happens when beginning teachers ," observe others teach and have others observe 

them teach. ~n$ortunatel~, 'in the two districts studied there were few_-bQGnilK -- 

teachers who said th'ey had received release time to attend special training 
\/ 

sessions or opportunities that allowed for them observe others teaching or have - 

their teaching observed. In District J the data shdwed that several teachers had 

attended a session called "Teacher Effectiveness Training" based on a Madeline 

Hunter inodel of effective teaching but apart from this there did not appear to bc 

much available for beginning teachers to do-observation of actual teaching. , - 

The literature on induction recommends assessment of beginning teacher 

perceived needs befo'r~ conducting seminars or workshops ofassistance. 

~ e ~ i n n i n g '  teachers have diverse needs and research reveals that their concerns 

about their teaching change., There is'little in this study to suggest that such an 

assessment was done by schqol districts before they offered workshopsand other 
/ 

inservice sessions to beginning teachers. In fact it would gppear from ihe data 

collected in the beginning teacher questionnaire that most of the seminars, 
I )  

workshops, and _ ,' training sessions were not designed specifically for beginning 
a 

teachets b'ut were available generally for all teachers. If there is little attention 

paid to assessing what needs exist prior to planned interventions of assistance for 

, beginning teachers then it is even less likely that the seminars and workshops 

offered by districts will be of assistance to beginning teachers. An assessment o f  

beginning teachers perceived needs would at least-find out what areas of concern 



existed for a districts8-kginnihg teachers and provyde valuable infomation for 
- ' 

Mnning iftetiction assktamce. D i s t r i c t s x m ~ y ~ o f f e r  inservice assisrahce 

without an assessihent of wh; beginning teachers feel they need and later 
- \ 

discover it wasted time and resources @cause the real concerns that beginning 
-% 

teachers perceived they had were not addressed. Given the challenges d d  
8 .  

problems that accompany the first year of teaching is it reasonable to expqet 
0 

beginning teachers attend meetings that appear unrelated'to their concerns about 

teaching? -- -- 

2 
Workshops and seminars are not as effective in meeting the needs of 

bd 
- 

b e g i n n i n ~ a c h e r s  as the support provided by buddy-teachers or mentors. The 

inclusion f a buddy or mentor 'teacher during the induction of beginning 

teachers can bring about positive effects. Buddy-teachers or mmtors, who have .- , 

been trained and received special compensation for their efforts, can provide - 

more flexibility and adaptation in meeting the changing needs of beginning 

teachers. Ode11 (1987) maintains that beginning tea;hers, aided by trained 

support teachers in techniques of supportive supervision, can not only benefit 
- 

from the assistance and support provided but they are more likely to,develop self - 
- 

analysis and reflection about' their own teaching. h e r e  is evidence that use of 

buddy teachers or mentors canbe  cost effective in an induction program for 

beginning teachers (Huling-Austin, putman, and Galvez-Hjornevik; 1985). It is 

surprising .that very few districts in this study used buddy teachers or mentors 
9 

given the importance of their involvement in the induction of beginning , 

teachers. 

District D claimed that they used-mentor teachers in their district to assist 
' 

beginning teachers. However, the data from the beginning teacher questionnaire 

suggests that mentor teachers were a well ke,pt secret in the district because 
- 

beginning teachers perceived colleagues and principals in their own schools 8s 
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more helpful than the mentors provided. It was surprising that the mentor 
- . - 

teachers were not -identified more by beginning t e a c h e m  sour'ces of 
- - 

- e- - assistance. - 
1 

District 1 did not provihe menlor teachers for beginning teachers but it  did 

speak about district suppo~t personnel whose job included assisting beginning 

teachers. Again, the data from the beginning teachar questionnaireidoes nit 

support the district claim that beginning teacher needs were adequately me1 by 

district support personnel. lnstead the data suggests, as it did in District D, that 
- 

- 

A - - - - 

beginning teachers looked more often to colleagues and principald.for help 

during their inducti 
I - 

Another feature recommended from the literature on induction reveals the 

meed for evaluation of program efforts. School districts need to kFMw which -- 

?. 

parts of their .induction effoi-ts should be continued, extended or curtailed. 

Although this study did not enquire if evaluation was considered by districts as . - 
an integral part-of their program of assistance to beginning teachers opportunity 

Y 

was given for this information to arisp incidentally during the course of the 

intehiews. The interview data with school districts did not revealmuch 
I 

evidence that program evaluatioqwas even considered important. This was not 
1 

surprising considering that there were only a, \ few districts that said they had any 

program of assistance for~their beginning teachers. It is even less surprising-.' 

when remembered that several school diskcts did not even know how many 
\ 

beginning teachers they had. 
d . 

The &ginning teacher questionnaires and specifically the profiltmf 
:7 

responses shows that some beginning teachers credited their preservice'tsaining 
, '- ,*& 

for helping them through the first year of teaching. One university wL@ 

. . mentioned often as being responsible for this aspect of@ginning teacher 
C 

assistance both be'cause of the practicurn experience and the course work offered. 



was no -- mkntion -- o f  any inducrion efforts betweenschool districts and 
- 

universities. This type of induction often i s  an extension of the pre-service. 

training received by beginning teyhers in an jnstitute of higher learning and is  

based on the assumption that instiqes share in the responsibility of inducting - 

beginning teachers with other groups and agencies. Ode11 (1 986b) maintains that 
- 

in this model a school district obtains an induction program with no extra cost ' ~ 9  

attached to it and makes possible . - the relgase - L of veteran I _ teaehers _ _ to - - - assist --- gaduate - - 

- 

interns, iri their first year of teaching. Basically this induction program has four - 
essential components which include: 1. no additional cost to school districtsb2. a . . . *. - - 
university graduate intern;. 3. a clinical support teacher; 4. ongoing inservice 

d 1 

training for beginning teachers. ..Given this information from the literature on - 

induction it is puzzling that there was no mention by school districts br - - .  
E 

beginning teachers anywhere in this study about an interinstitutional 

collaboration between universities and school districts as a possible plan for 

conducting induction. ' 

'r The missing presence of eatures recommended from the literature on 
I 

induction in the m the intervie* data anathe-heginning teacher 

Huling-Austin's claim that one of the features of 

designing an induction program must include the need to educate t profession 3e 
as well as the public about teacher induction. Most school districts in this study 

showed 1imited.understanding of what is plainly written in-the literature about 

the importance of induction done properly for beginning teachers. The final 

snapshot of District D and District J portrays bothkhool districts as providing 

some assistance to beginning teachers but omitting several key features of 

induction recommended in the literature. 
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a. District D appears to have provided assistance to a majority of its 

beginning t e a c h e r s i u t  assistancedoesno~eem s - to have been applied - 

uniformly to all be$nning.teachers. It is not clear why some beginning teachers 
8 . ,  

received hklp om mentors and others did not. It may be that such help was P -dw- 

requested by the beginning teacher or that the mentor was invited to assist oft the 
8 f ... 

suggestion of an administrator. Q s  

' 0  - 
I , 

,- From tlie data col!ected it  would appear that District J ,  although not 
k 

having a segarate program af- ass3stance for beg3ming teachers, doesshow-p - # 

>.T - evidence of trying to provide suppofservices to its begiming teachers. This . , 

' b - *  . . - 

assistance however.d&s JJOI seembto be appliedmiforrnly to all beginning 
+ 

5 .  / 

teachers. For example, it is nottlear why some teachers were i vited to partake . - 
L i  

of available assistance and others were not. It may be that the information about 
b ..\ s 

what is available in terms of assistance is notdisseminated effectively to 
r t  

beginning teachers. . + 

- - 

Finally, the snapshot of Dist~i'ct ~.and'District J would not be c&nplete 
--& 

without suggesting which of-the fivk models of induction deschbed by Andre*! - 
, 

(1986), best fits each district. Districi.D's m s d d  of induction ddes not .fall intg- 
e 7 

any discrete model but spans two and possibly three of the modelslmkntioned by * 

Andrews. First, the use a mentor would qualify District D for the form-alized 

mentor-protege model except that there is no indication that the mentor assumed 
-+, 

an evaluative role in working with District D's-beginning teachers. The - 

remaining category which best fits' District D is the collegial model since the 
--. 6 - 

relationship with the mentor teacher emphasized the supportive, personalized, , .. , .. ,- 
school-based and nonlevaluaiive form of induction practice. It is the 

researcher's impression that District Dsmistakenly felt it was on,the path {o~ards  

the self-directing model of developing professionals. If this was the case then 

~ i s t r i 6  D did it poorly. 
+ 

- - 

3 
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~ i s t i c t  J did not have a f~rmali~d' induction progrim but there is ., 
- -  - 

0 ' evidence that the mandated competency-based model with a foc& on assessment 
--- 

- -7- - - -- a 

and accountability f~r~attaining specific butlined teaching competencies might 
P ge - 

,.*.easily take form in this district. TJh emphasis on "teacher effectivkness 
,da 4 . - 

training" was a h s t  described as a district expectation that new and beginning. - .  . * 
* teachers atte The reliahck on a singular approach to teadhingeffectiveness + 

9, 
c i 

- .  makes convenient screening devices to ensure minimum competencies are 
% 

demonstrated by beginning teachers. The literature on induction suggests that 7 
'%- 

- - -- 
- - 

such an emp sis on minimum competencies may defeat the goal of dewloping 3" 
+ true professionals. District J gave the researcher the impression that they were 

- 
- 5 - . _ 

- more interested in tying teachers to tight contract applications of the Royal . 

- 'Commission's recommendation for dfstrict-based induction. Consider the . 1 

response made by District J about the Commission's recommendation: 
! 

The support L there and indeed is reflected in our regent cdlective 
t agreement that we signed with the teachers' association. So it's 

C 

i, verbally there and it's down in black ahd white and duly signed. 
/ 

* 

b \ 
.. The intonation of the above statemedt indicated to the researcher that the district 

A 

- bas  in~easted more in fulfilling the letter of the law than the spirit or the ' 

\'\ 

, . 
 commission's document on education. . 

The findings from the beginning teacher questionnaire in tBe two districts 

shows that there was a limited presence of recommended features of indudion as 
4 

reported in the literature.. Unanticipated findings from the study also emerged 
e &i5 - .  &? 

3 - and are discussed in the next section. - -  - . 

\' Q 

- 
, -  . 

< .  

\ - -  
- - 1 

b 

< 
I 
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..) There were some unexpected resdts emerged from the beginning - 

teachdr that desewe comment. ~irst,'there is a of similar 
?. - - 

response in&e two questiorinaires. Although.comparison of the responses - , - 

between the two districts was never intended in this studyethe researcher could 

not help but notice that the - data summarized in the'various Tables appeared 
L L L -  - p- - 

remarkably siqilar sometimes. Given this observation the researcher. decided tb 
9 < 

list the ,results for beth districts in some Tables so that these patterns might be 
I 

noted,by ;he rqder. An ekarnple of similar patterns appears in Table 111 where , ?- 

b 

rank ordering oTihe seven categories shows very few differences in the ranking 

except the item identified as Classroom Managementi Tables V and X listing- 1 - 
1 

providersof assistance in Distlict D and District J shows the same two items, - 

(Colleagues, and Principals) as most frequently mentioned by beginning - 

teachers. In Table, VI showing the frequency of items selected b; beginning 

teachers that ihey had either received or participated in, the items"of printed 
, 

Infanation, orientation ~ e e t i n ~ s , ' ~ o r k i h o ~ s / ~ o n f e r e n c e s ,  and .Unsolicikd 
1 

Help all fell within the top four rankings of freq'uency for both District D and J. 
* h 

The similarity of response pattern may suggest, despite planned 

interventions of assista~ce andhpport by a school district, that beginning 

teachers i n v ~ r i a b l ~  tendto- rely on colleagues in schools for assistance because - 1  
districts dd not offer the assistance'needed. This seems to be the case when it is 

considered that District D had a separate program of assistance yet beginning 

teacher responses to the questionnaires does not appear to be altpgetber , . a 
dissimil; , . with District J who had no'separate program of assistance. It alsos. 

'strongly suggests that the intervention efforts of District D were ineffectual for 

inducting its beginning teachers. 'While this is a distinct possibility remember 



b - - 

that District D said it had made a concerted effoit to encourage school staffs in. 
I .  

assistini beginning teachers. results from Table IV for DistrictGD seems to' 

give evidence thgt &uch#of the assistance received by beginning teach& was 0 "  

, , 

indeed school-based. 
.- 

r 

4  conclusion^ 
7 

- .  

-- Some concIusions c h  be &awn frdm 3%eresults of tLis study. Fiiit, fie TacE - 
I 

of action by school districts in planning to meet the needs of beginning teachers , . > s  
- . flies in the face of what is recomheGded in the induetion literature. If school 

districts ever hope to develop reflective practitioners they 'must assist b e g h k g  

teachers in the entry year with effective well planned induction practices. The' 
.I 

school districts in this study did little to meet the special of their beginning 
- 

teachers despite acbowledging . , the overwhelming demands accompanying the 
, - 

beginning teacher in the entry year. It is diff idt  to understand why school - % 

B 
districtsonly pay lip service t_o the most crucial point of development iri a teacher's 

I 

career instead of addressing it withplanned interventions of assistance. The 

special problems of the beginning teacher have been shdied now for some six 

decades and yet districts remain indifferent to helping beginning teachers. The 
- 

comprehensive s t d y  by the Royal Commission recommends that school histricts ' 

-'initiate induction programs for beginning-teachers and yet districts remain 

- indifferent. The problem is not in knowing what to do for beginning teachers but 
9 - 

\m taking action upon what must be done to assist bginnigg teachers. 

Second, if school district action cannot be mobilized in putting well planned 

assistance for beginning teachers into prqctice and government officials fail to 

compel districts to do so, then a shiftfrom dist ct-oriented induction to school- 
f < 

based efforts must occur. The district may best carry out the assessment part of 
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- - 1 climate described by J - ' Rosenholtz (1987) mayprovide -- optimum conditiods in conducting positive 
- - 

induction practices. This approach would certainly bridge the chasm between the 
-- . ' assessment versus assistance dilemma mentioned in the literature. -.This means that 

districts will need to make commitments of resources and time towards initiatives 

schools try to accomplish on the behalf of,beginning teachers. It may be more cost - 
t 

effective for school districts in the long term to provide effective induction for . 
'2 

beginning teachers at the outset of their cireer instead of the costly intefientions 

later to patch up teacher incompetency. s - 
P 

The Sink or swim approach is no longer acceptable model in the . 
d 3 

, development -. of the professional. Those wh learn to swim often do so by - - 

Q 

- dogpaddling, and continue to dogpaddle Frough most of their teaching career. ' , 
- 

Those who sink and exit the profession are most often the ones who are best able to 
C 

- I 

I help children learn. Sinking and dogpaddling are unacceptable given what we 
- 

h o w  about the positive effects of induction done properly during the entry year of 
* .  

teaching. , - , < 

Recommendations for Future. Research 

i * This study was exploratory and descriptive in its investigation of existing. 
=r 

assistance for beginni& teachers in B.C. school districts. The study relied heavily . 
' #  

on the-telephone inteeiew data and the questionnaire data for results. A study 

which emplojed separate interviews with beginning teachers in arandom-sample 

may illuminate why some beginning teachers received assistance while others did 
a 1 

i not. It rii alsd provide insight into w h y 3 e l p i T h e r s  and mentor teachers ";Y .# 

were not'cited as providers qf assistance more often than were colleagues. 
d 

A study of a district, having a separate program-of assistance, might 

observe the assistance - offered to beginning teachers: The st%@ could include 



+ 

feedback sessions wit$ both beginning teachers and providers of assiitance to 
d 

-- , - - 

discover what kinds of assistance were effective. 

Findly, it may be meaningful to survey and interview not o s~hool  

districts in a'similar study but also teacher unions and asso k T f i n d  la out what , 

' kinds of assistance they say schopl districts typically offer beginning teachers and 
\ 

compare such data, with what a school district says it offers. Another avenue of 

' research along the same lines might be tli fmd out what kinds of assistance loc,al % 

teacher unions to-its 
- - 

new 
- - 

members. , 
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..School District , 
. . 

Dear : 
t - - - 

UI - 
At  he present time I am a graduate student in the Administrative '6 

Leadership Program, Faculty of Education, at Simon Fraser University. As pan 
of the requirements for my Master's degree, I plaa to d6 a r e s e d  study on 

€! 

, effective induction practices and assistance offered to beginning teachewy 
school 'districts in British q u r n b i a .  1 

d 1 - A - - - - - - 

Your sihool district was chosen for this study because it met two s> 

predetermined criferia of: (1) A school district with a projected growth of 
D 

betweell 2 % 3 %  for the next five year period. (2) A school district having a t  
- ' least 10 begiking teachers. 

d 
T- 

, \ 

*If you agree to participate in the study, you, or a person designated by you 
as most knowledgeable, will be asked to respond to-questions in a personal 
interview by telephone about the kinds'of assistance your district oTfer~i to its 
beginning teachers. 

All information given will be held in the strictest.of confidence. No 
individual results will be reported nor will names of participating school' 'L 

districts be revealed. . 
. . $ 

The study has the approval of Dr. Marvin Wideen, at Simon Fraser 
University. Should you have any questions, he may be reached at 291-4156 

' (office). - 

., 
,. I will tel'ephone you in the very near futuiq. to talk to you about your 

hoped for participation in the study and to arrange for 3 t i M  at,your 
convenience to conduct the telephone interview. 

/ - 

. 
,with thanks, - , 3  

Yours sincerely, 
1 

'. 

\ 
,Greg McNally 
Graduate student 

'; Administrative Leadership Program 
Simon Fraser University . 
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Letter to ~chool .~ is tActs  chosen for-more in depth-study 

t 

Superintendent of Schools 
C 

School District -. . . 
, 

1 

Dear : 
- 

0 

At the present time I am a graduate student in the Administrative Lesdership Program, 
Faculty 61 Education, at Simon Fraser University. As part of the requiremen(s for my Master's 
degree. I plan to do a research study on induction practices and assistance offered --- to 
beginning teachers by schoof districts in British Columbia. b 

Your  school district was chosen for th'is study because it met two predetermined criteria o f '  
( I . )  A school district with a projected growth of beheen 2%-5% for the next fivebyear period. 
( 2 . )  A school district having at least 10 beginning teachers - .- 

- 

I If you agree to participate in the study, you, or a person designated by you as most 
knowledgeable, will be asked to respond to questions in a personal interview by telephone 
about the kinds of assistance your district offers to its beginning teach'ers. ' 

% 

In addition, a questibnn;ire would be given to beginning teachers having completed their 
entry year. This questionnaire would ask these teachers to respond to questions about the 
kinds of help they received during , their - first year of teaching. v 

Finally, five (eachers,'randomly selected, from those answering the questionnaire would ' 
be encouraged to participate in a personal interview with the researcher. 

All information given will be held in the strictest of confidence. No individual results will 
be reported nor will names of participating school districts be revealed. 

  hi stud^ has the approvalof Dr. Marvin Wideen, at Simon Fraser University. Should you 
have any questions, he may be reached at 291-4156 - (office). 

I will telephone you in the very near future to talk to you about your hoped for 
participation in the study and to arrange for a time at your convenience to conduct the 
telephone interview. I *  

with thanks, 
- - 

Yours sincerely: 

5 

Greg McNally 1 

Graduhte student 
Administrative Leaders'hip Program ?I 

Simon p r  University 
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1. What was the approximate r of beginning t e a c h e k ~ i n c l u d i n g  teachers 
with previous experience wh ew to the district) in yourdistrict? 

/ L 

2. Does your district have a separate program to provide assistance and support to 
new teachers in their first year of teaching 
a.) if yes) what year was the program establish0ed? 
b.) if yes) is it operating at full stikngth or is it in the piloting stage? 
c.) if no) is a program presently being developed or planned? 

3. V?ho works with the program and how are they involved? 
a.) superintendents - 

b.) personnel director - 

c.) district administrators 
d.) principals 
e.) assigned helping teachers 
f.) department heads , 

g.) other - 

4. Of the following list of topics for the in-service of teachers whic 
you say are offered to beginning teachers? - .- 

:f ories would 

a.) ~ ~ s e r h n f o r m a t i o n :  -giving information related to procedures, guidelines, 
or expectations of the school district. 

- 

- b.) Resources/Materials: - collecting, disseminating, or locating materials or 
other resources for use. 

c.) Instructional: - giv'ing information about teaching strategies or the 
instructional process. - 

? 

d.) Emotional: - ol'fering support through empathic listening and by sharing 
experiences. 

e.) Classroom and ideas  elated to discipline or 
the sch T day- 
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f.) Environment: - receiving help in arranging, organizing, or analyzing the 
physical setting of the classroom. 

g.) Demonstration Teaching: - observing anoger teacher teach with a 
particular focus for the observation and an analysis conference following 
the observation. I 

5.  What specific kinds of assistance are offered to beginning teachers by the 
, District? (This question, although similar to #2, will use two district respnses - - 

as items f i r  the questionnaire to beginning teachers) - 

6. Does your district have a separate handbook for beginning teachers? 
r 

7. In your opinion what would you say are the 3 most pressing problems faced by 
beginning teachers? . 

t - 

8. In your opinion who could-best provide support for a formal p%gram to assist . 
beginning teachers? CollegeNniversity, district, province, other? No formal 
program is necessary. 

5 d 
- 

9. What is your District's 'response to the recommendation of the recent Royal - . - 

Commission: That district-based induction programs be estabfished co- 
operatively by school districts and teachers, and that they be characterized by 

. special support services and carefully designed teaching assignments during the / 
first year of induction? I 
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Appendix D . 
-- - - - - - - 1nte;view Responses from mine' School Disfricfs . 

5. What-specific kinds of assistance aqe offered to beginning teachers by the 
District? '., 

District A: 
Yes, at the beginning of the Lademic year we have a social wine &cheese in 
which teachers new to the district are welcomed by the supwintendent and- , 

district staff. So there is that kind of activity at the very beginningof the 
year. Thereafter the kind of support that new teachers would receive would 
be is in terms of resources materials. We have a lot of teacher manuaks for a*  
variety of sabject areas. 

J 

District B: ' 

We do an orientation meeting with new teachers to the district unfortunately , 
we often f i d  that we are bring& in new teachers with teachers returning to I 
the profession. We have a general orientation meeting where they are 
introduced to district resources and personnel. Talk about getting ready for, 
the school year, class planning, curriculum guides, about being prepared, 
meet the staff, generaUy to get them ready. 

District C: We have an orientation program to %hick all the new teachers 
are invited. After the school day to meet district staff, to learn something 
about .district programs, to learn about district expectations ihterms of 
contributions, to get some specific help from the consultants, or supervisors 
at each level, in terms of hndlidg the day one. llhe follow-up session, one in 

eptember, the topic is supervision of.instruction, there are structured 
o portunities during the year for teachers available to all teachers basically. '% 

A District'D: 4 

We have an orientation day, which we had in August, which skirts out with 
an introduction to the district and all the senior district personnel. We had it 
at Camp Alexander picnic site and then we afternoon of that day the families 
of the new people joined and the school district provided a luncheon and a 
social afternoon in late August. It's a sacial kind of a day of introduction for 
people new to the district. 

- 

1 
The mentoring program. The informal one which may be the most 
important one for beginning teachers is the other teachers on school staff. 
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We have made quite a point in the district of communicating that with school 

a a ~ ~ e r ~ ~ ~ ~ i ~ ,  UI- hdpd ,  err 

I 
assisted by people on staff, and the teachers are very generous that way. It , 

would be the msk of the administrafive officerof the schdol to make sure 
that that happens, or  a department head depending upon which level we're + 

talking about. In our system at this point our growth is at elementary so we 
don't have that many secondary teachers needed for this district. 

District E: . e ' 

Well, there is afi orientation meeting-that is given by the deputy a 

su~rintendent at which,various people who are in staff positions are 
introduced with their roles kind of explained to them, and followed by a bit 

d 
pf a reception, the superintendent is-there. -- 

\ 

ib District F: - 

Yes, in the summer we ran as part of our summer ins- for people,-- 
now this was new to (District F), but it would encompass those new to 
teaching. It was orientation day to look at some of the curriculum areas, 
some of the expectations, that kind ~f thing. That was a day there and then 
we ran another oiientaiion from noon until after school. That was kind of 
like to meet the trustees and what are the services available in the district. 
They've had an opportunity for about a day and half session in tems of a 
general orientation. The other kind of ones I was thinking- probabli the 
principal would play a significant role in tems of supporting the new 
teacher, and we do have helping teachers in our district. They visit all new. 
teachers. d 

j 

~ i s h c t  G: - 
Well some years we've offered a brief session late in the summer, teaching * 

strategies or whatever. There was that ather session that I referred to, one 
afternoon and evening was offered here for beginners. Stcff like that. I 
think the other thing that we encourage is that their assignment is notethe 
(sic) shiniest one in the school, if you'll pardon the French, tothe extent 
possible anyway to address the need of the beginner. If there is a break let's 
try to give them the break in terms of the kind of class or size of class or 
workload. % 
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- M e  - 

- - 

There are no isolated specific situations. If the person needs that help we 
will provide some but mere are peopmn an~Eiii ir5Finte~sting situations 
who could all benefit from expopre, experience, workshops, and support 
services, that would, I guess, our approach to it in that sense. So we have 
not at this time .isolatedihe beginning teacher that way in fact. 

': 

- * 
District J: 
Visitations by district staff specifically tqfirst year teachers and then those 
others that you mentioned, the orientition in August, teacher effectiveness 
sessions through the year. - 

' 
9 

- , 

Probe: m a t  is involved in ,themientation? 
/ - 

b - .  
Two days in August to ~e district, An overview of the resources available 

- for example the Resource Centre.. Helping teachers, those types of things 
- 

provided. An pverview of the teazher effectiveness training is provided. - 

An organizational discussion regarding h e  first few days of school.are lead 
by experienced teachers. Procedures within the xhopl district are discussed 
for example the teacher's association makes a presentation talks about - 

membership and the benefits that hey  offer members. 1 guess that's about 
it. 

\ 

Probe: And then the teacher effectiveness training? - 

Yes, that's a&ogram over about six to seven afternoons taught by local 1 
teachers and organized locally and basicdly is the Madeline Hunter model. 

.' 
(6.) Does your district provide a separate handbook for beginning teachers? 

District A: 
( researcher noted that there was a prolonged delay in answer to the question 
) That would be available at each school site &cause each school would have 

k a different set of procedures and policies. What we do have at th district 
, . 

level when the new teacher is hired is a district pharnplet that states the 
district goalsand objectives. This is given together with the local association 
policy booklet: & . # 

District B: No, not presently but we have talked about it. 

District C: We are planning on making up a folder act"ally for teachers., 
Instructional tips, a series of publications, 
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manual to be published in early sphg.  ..- 

District E: no. 

f' 
District F: No it doesn't. We do put together an orientation package that 
kind of gives the purposes and goals of the district, .list of schools, map of the 
district: S o  although it is not a booklet as such, it is I guess what you'd call 
an orientation package. - 

- . 
t 

'District'G: I don't think we-have one specifically targeted for them. There 
are ce&irily materials offered by principals in. the school. Certainly our 
district staff wiH put tbgethera care package in terms of materials and -f 

- t 

know a nurnberoof our principals do as well. We don't have a district 
standard handout like say we do for all of our substitutes, a reference or 
guide book. ? 

9 

District H: No we don't. 

~ i s t r i ~ t . ~ :  There is ,an orientation booklet that's provided to them in August. 
Its purpose is, one, I guess, it provides information to them and acts as i& 

agenda to the meeting. 
* 

7. In your opinion what would you say are the 3 most pressing problems faced by 
beginning teachers? 

T 

, District A : . r ' 

Boy that's a debatable one. I have often comqmted thit teachers thatqre 
coming into the teaching force a& expected to shoulder far many more 
burdens than they & trained to do. We are ngw expecting our teachers to 
be in loco parents, counsellor, psychologist, psychiatrist, and a host of other 
things, yet when it comes to teacheratraining quite a lot of ft is in terms of the 
routine things ofteaching, methods and things like that. So I think that is the 
most overwhelming thing that a teacher faces in present context. I think &at 
this particular thing is further accentuated by the economic times, where 
both mother and father are working or the high percentage of single parent . 

- 

families or separated families, these social and economic needs poses a 
further burden on teachers. Not only is a beginning teacher faced with the 
challenge of the teaching profession but there are these added 
responsibilities. I think it is an awesome task that the teacher has. 

I 

District B: \ i 
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I think each problem. ..practical planning, gettinge bogged down. 
Ididn't i d e n t i f y e e  but generally dot enough tirne,.generally expdnding 
alot of energy. - -- - 

"- 
- 

/ 

District C: organization of the school day. Organization of the school day. 
Organization of the school day. * ,  

- 

4 

District D: . 
i 

One is the overwheking amount of material add inservicwg io on that is 
avajlable to them and wing to make a choice amongst the mm!ngs that 

\ are available. I suppose the second one is trying to watch themselves that 
t 4' 

they maintain same kind of equilibrium and don't lose sight of theirpwn 
physical and menM health, that .they don't overwork themselves. I t  is-ea~y 

- 

for beginning teachers to become critical and become consumed by the job. 
Another one, the third one, probably the isolation of the classroom-. It is 
sometimes'dificult for them to find the time to get out of that classroom and 
have contact with others in the school and the community, So I guess time is 
a big factor. 

~is'trictE: . - - - 1 

Isolation and lack of support. Well, isolation first in terms of wHat they are 
teaching and how they are doing. Secondly, supp~rt-for the nuts and bolts of 
things having to do with education. The thirdthing would be an opportunity 
to get feedback about their teaching. * 

- - 

District F: 
I think probably di~ei'~line and classroom management. Next would be 
cumculurn and lesson planning. The third one would ings like school 
routines, scheduling, like how do I fii into the school. are the ones we 
seem&o h e a ~  as essential. - 

L 

District G: 
Time. I'm sure the amount of time they have to invest in everything. In the 
first 6 months particUlarly until they hit their stride. 
Probe: Would that be the most major thing? Yes, I think in my opinion, I 
don't know in say the couple of dozen last year and the ones I've met this - year I'm not so sure that you could say that there's one problem that they all . * 

have other than just the feeling of being.-overwhelmed. For beginners in 
other districts you Mow feel like they've been neglected, or they're left 
alone, overwhelmed in terms of tasks. I haven't sensed that here in the last - 

few years. You probably have almost as magy responses as you would have 
individuals, that's my feeling. But time and the feeling of workload those 
are the things I'd say. 



- - 
-* District H: - % 

One of them,I think, would be &mainstreaming integration. Thexecond 
one would be the, you know they've had their teacher training exposure 16 
the new cumculum thM comes onstream and organizing that, people just j 

getting their lives in order, I don't know how one*could express that more 
succinctly than that: I would think that the third one for the teacher i s  - 

simply the adaptation into the role of being responsible for the educational 
welfare of the children in their charge. 

'? 

tjistrict J: 
Time management. Organization of their day and time management. 

i, 

- - -- - 

8. Ip your opinion who couldbest provide support for a formal program to assist 
beginning teachers? College/University, district, province, other ? No formal 
program is necessary? a 

*I 

District 4: b & 
I come from a countq and a system overseas where teach&%aining is done 
by specialized institution rather than by a university. We have teacher 

;training colleges which are distinct separate institulions where teacher 
training is the one and only undertaking for that institution where in the 

-'-. Canadian context you fmd a u iversity.undewg myriads of other things 
and teacher training is just one "t- ittle thing. I do think that the way that 
increasing demands on the teacher is taking place, basically maybe the 
College of Teachen might take some initiative and look at another form of 
teacher training. ' I tike the idea of long term intemship rather than just a 
small short installment of two week to six week period. I'd like to see a full 
semester of internship. I th& oui beginning teachers will get help from 
that-kind of a thing. 

. District B: - 

Well, I think 8 i  of them could help in terms of their part, you know, in 
terms of'the teacher in the classroom the district has to take their part and - 

line them up withielp, The problem is that you require funding to meet 
b , teachers .... j , i 

% 

' District C: District .level. P~ 

b'istrict D: 
I teaally think that all of those people have a responsibility. 'I think the 
university should l5e looking closely at their programs, they ark doing that in 
fact, to do with the interning programs for beginning teachers. I don't know 
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yet what role the college will play in that but I suspect that thew are some 
things that they could be doing-also to make life more palatable for . 

- 

beginning teachers, there probably are some informational kinds of Qings 
they coddbe doing. At the  mini^^ there should be a responsibility to 

- "-do the cumculurn information ses ns and so on. At the district we have B 
wide responsibility defmitely to make information available about the 
variety of services and to make curriculpn services available-. At the school 
level it is a really criti6a.l lev 1 where the personal contact comes that's really 

school leve P also has a very interwoven place of importance 
Everyaone working together providing different 3 

important. " 

t , e. 

h 
. 

P.I 

- District E: School sed, * 1 

- 

- 

District F: 
Just in looking at the little project we've done, I would say probably first of - 
-all the district, and then I would phase that right back down to what we're 
doing with the mentors in the new teachers' schoo.ol( Probably in terms of the 
real hands on close to the action kind of support that I've seen in this little 
project so far has been just great for people I think, not to say that there w 

couldn't be something at wider levels a ~ ~ d  we may want to run more of a 
general orientation, but I think in terms ofOa real direct contact when a new ; 
teacher comes into difficulty or is won&riIig or whatever right in that 
school, I would think it would be district, and then underneath that, schoot, 
and then teacher, would be the &st place for this assistance to take place. 

+ 

li District G: 
Well I think school-basedb~t~~robabl~ in most districts it would re lly have B to be a district program in combination with certain kinds of schoo 's 

' 

support. I think that would probably be the way to go, you know there 
might be certain kinds of resources the College might make available, print, 
or individuals. In a district our size with a dozen, two dozen, maybe three 
dozen new teachers, we have district staff and we are not too geogrgphically 
dispersed we can all get together forperiodic meetings. There have to be 
things that happen at the school level. There are some things that can be co-' 
ordinated let's say duplication that are offered at the district level. So some , 
combination between school and district seems to me to be the way to reach 
most with the kind of program that's going to be tailored to, you know, the 
whole area. 

District H: 
I think the word formal is the one I would take exception fo there, 
Collaboratively, I think is the word that could be done probably effectively 
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2 at the district level, not solely as a responsibility of a board of trustees, but 110 - 
- s, *x-cause I notehere nothing is referredp , - 

to about teacher associations and theit rolein it. They are a professional 
organTiafi6ii % i X E y ~ e c o n c e m ~ u i i r  members they should also 

, be providing support services for looking-after their welfare. 
P 

r 

District J: A combination of school and district. 
- 

I 

Probe: How would you best see that working? 

I 

you m e process? 

Response to interviewee: yes the process. ' - 

Initial identification of areas needing to be addressed, probably. through , 

gathering people who are recently new to the profession and saying or 
asking them to provide what they felt was.positive and what they felt they -/ 

should have and going from there. * 

9. What is your District's response to the recommendation of the recent R 
*. Commission:? "That district-based induction programs 'be 

oberatively by school districts and teachers, and that they be 
' special support services and carefully designed teaching assignments during the 
first yeaf of induction." 

I 

District A: . O 

We haven't discussed it as a district analysis of that particular aspect of the + 

report, although the district has done a lot of work h terms of the Royal 
Commissien Reconimendations. I think personally that it is something that 
one negds to support. That is not a district view but a personal 1 

J 
k - 
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We haven't had a formal discussion on that yet. certainly we would go ', - - - - P - - - - - -- .*--- 
aIong with thaT. i 

- 

.3 

8 * d ,  . 
istrict C 7 

b 

[We have general support for that statement. We can certainly try to 
, program towards this recommendation. I'm not sure if thai 

reduced. assignment for new teachers. Practically, a 
most districts to implement reduce'd assignments and 

4 extra funding would fall on the ministry. 
I 

I District D 
hink we would support that right down the line. It does-kcpire 
sonnel and money. We always feel we're short on both of those: 

District E 
- 

I wholeheartedly agree. Where is that anyway I've never even seen that in 
- , the report? 

District F 
Yes, our district would respond and that would be a good direction,rb go 
in. We would support that kind of recommendation. In fact -it is I 

8' interesting we started this mentoring program, then'this recommendation 
came out. We are kind of right where we should be. I think eventually 
what we'll do I guess as a kind of direct support we're looking at working 
with our principals too in terms of trying to think about things in first 
assignments and their role, like should they carry as much supervisory 
roles and that kind of thing. I think the Royal Commission has raised 

I 

some of the awareneks levels of the whole thing of new teachers. We've 
known ityor awhile bhf nobody has really talked about it and your study 
is probably very timely. We'rq planning after Christmas to invite some of 
the Lower Mainland districts and anybody else who is interested to come 
and hear what District F is doing. - 

District G 
~ e s , n o  problem with that. That seems to be where common sense would 

@ 

be. 

District H f 

No'w I can't remember-what our district's significant response was to that 
because our trustees did prepare a response to the Royal Commission. I f  I 
remember correctly that is one that there was modified support and 

- 
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greater deta-n would be required because df some of tQe. 
vague assum&oris and implications of it. v 

+ 
< 

.\ 
District J "i .. 

The supppn is there-and'indeed is reflected in our iedeni collective 
agreement that wk sjgned with the teachers'. association. So it's ve&a1ly 
therq and it's down ih black and w and duly signed. 
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Your asgistance in dl.stribution~of the enclbsed sbrvey . :  - 

- -  - - 
to Seglnnlng teacher's in your school iSquch appreciated. - 

\\, , 1 
Thls survey has the approval and pecrnission-of the - TEACHER+ 'S  ASSOCIATION and will provide iwortant - ,  

Infocmarlgn b ~ o y ~  the kinds of assistance that beginning 
ceachers receive in their. first year of* teach~ng. - .  =, 

Jn'this ,survey a begi'nning teacher is defined as a - B 

teacher w.i th no prior teach~ng experience or a& teacher who - , 

has , l u s t  cbmpleted one year of teaching f.iQ88-89) in I 
. School ~istrictdl. j t  is not intended for t e a c h e r s  w h ~  - .  

& r e  new to the dlstrict but have had ~ r e v i w s  teachinq 

PI ease f-orward completed questionnaires via the school 
ma1 I to   he - Teachers* Asspciat  on b y  Friday. 

- 

r :  B 
Novemember 21th. - 

9 . Thank you for your ?ssistance., 
- 

- - 
. 

Greg ~ c c a  l l y . - -L 

Graduate studehi ' 
- 

kdml n i strat i ve ~ehbersh ip?~soqarn 
Simoh Fraser Univer.9i ty 
9 3 7 - 7 & 8 ~  
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Tetter id beginning teacher 

Dear BEGINNING TEACHER : : . 
1 A t  the present time I am a graduate gtudent in the Administrative Leadership 

program. Faculty of Education. a t  Simon Fraser University. A s  part of the 
resukrements for my Master's degree, I am conducting a research study on 
effective induction practices and assistance offered to beginning teachers by  a 

school districts irr British Columbia. --+ - 

- 

- Your school district was chosen for this s tudy  because it met'two 
- predetermined criteria of: (1) A school district with a projected growth of 

between 2%-5% for the riext flve year period. (2) A school district having a t  
least 10 bedinning teachers for the 1988-89 school year. - 

The _Teachers' Association has agreed to participate in this study and I 
would qreatlv-appreciate y o u r  coo~erdt!on in filling out the questionnaire 
su~plied. At a latter date a random sample of respondents will b e  asled to ' - .  
participate in a personal interview with the researcher. Your participation in 
t h h  project is contpletely v g l m t a ~ ~  and may be withdrawn a t  any point. 

All infamation given will be held in the strictest of confidence. No Mividual 
results will be reported na will names of ~artlcipatlng tpachers or school- 
districts be revealed. 
with thanks. ' 

Y a r s  sincerely. 

Greg HcNally 
Graduate student 
Admhistratln Leadership Program 
Simon Fraser University 
937-7680 
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Name: 
Y,, - 

Teachinq Assiqnment ' 
- - - - - - - - - -- 

2 /- 
/ 

Please indicate your p resen t  s t a t u s  by chsck lng one c f  the i o l l ow ing :  
Begmnlng ted,cher no Prev ious exper ience 
%391nning teacher c o m ~ l c t e d  o-ne year of teachlng In  t h i s  d ls t r lc :  - 

RATIONALE:  T~IS survey IS being conducted t o  f ind  ou t  what k inds o f  assistance 
- 

YOU recetved f rom your school district which were h e l ~ f u l  t o  ?ou du r l ng  your 
f l r s t  Year o f  teaching i n  the p a s t  1988-89 school Year o r  t h ~  Present 1989-%la r 

- 

school Year. Your ~ar : i c lpd t ion  in t h l s  survey 13 much apwec ia ted  dnd w i l l  
only take a !ew moments o f  vour t ~ m e .  I f  you w ~ s h  t o  remain anonymous leave k 

0 name blank. . 
INSTRUCTIONS: P!ease read :he f o l l o r ~ l n g  q u e s t ~ o n s  ,:areful!y and answer them 

as inst ructed.  Up06 c o m ~ l e t l o n  please r e t u r n  t h ~  form v l a  your school mal l  t o  - 
the Teachers' Associat ion. 

f 

Please' lndicate w i t h  a check mark yes  or no t o  the following qu.estlons. 
i 

Dld YOU recelve a o r l n tgd  o r i en ta t i on  handbook f r o m  the school d ~ s t l c t  ~n - the ! 
1988-89 schaol year?  yes DO - -. 

I 

Did you recelve re lease  r ime f rom teacn i rg  t o  a t t end  any special  meet ings f o r  
b e g l m n g  teachers f rom vour school d i s t r ~ c t  In the 1988-89 gchool year? 

Were YOU i n v ~ t e d  by your school 
whereby an experienced teacher 

yes  no - 
Were, you i n v i t e d  by vour school 
acsualnt  you w i t h  the d l s t r i c t ?  
yes  no  - 

, -\ 

district t o  p a r t i c ~ ~ a t e  M a mentor ing program 
was assigned t o  a s s ~ s t  you? 

/ 
- 

~t 
d l s t r i c t  t o  a t tend  an o r i eh ta t l on  s e s s b n  t o  

-3 

D id  you recel'v d i r e c t  h s t a n C e  f rom help ing teachers o r  o ther  personnel  J f r om tk D i s t r  c t  Curr icu lum Servlces Of f l ce?  
yes  n o  - 

- $ 
C 

The f h o  ng  k inds  of  ass is tance (a) t@ (g) have been ca tego r l zedw l th  d b r ~ e f  
explanat1 f o r  each. Please ind ica te  whether o r  n o t  you rece ived asslstance 5 
f o r  each ategory by checking yes  o r  no. 
I f  YOU d l d  rece ive  ass is tance ind lca te  if the  ass is tance prov ided was 

d l s t r k t - b a s e d  o r  school-based, and who i t  was t h a t  actua l ly  prov ided the 
assistance. ( f o r  example) d i s t r i c t  ad rn~n l s t r a to r ,  h e l p ~ n g  teacher, p r i n c i ~ a l ,  
teacher cent re  resource person, etc.) 

a) System information:-givmg ~ n f o r m a t l o n  r e l a t e d  t o  procedure?, gu!dellnes, o r  e x ~ e c t a t l o n s  o f  
the school d l s t r l c t .  yes  no  - - 
If yes, w a s  t he  assistpnce: district-based school-based 1 

Who provlde7d t h l s  asslstance: 

b) Resources lMater la ls :  - collecting d l s s e r n i n a t ~ n ~  o r  loca tmg m a - & h i - o r  o ther  resources f o r  
use. yes  no  - 
I f  yes, was  t he  assistance: district-based school-based 
Who p r o v ~ d e d  t h i s  asslstance: 

6 
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c )  I ~ S ' t ~ ~ c t ~ o n a l  - g e t t i n g  i n f o r p a t ~ o n  about teaching Strategies o r  the lns t ruc t lona l  process. 
~l e s - - -- - - 

I f  y e s S .  &.as the dss~stance:  district-based school-based \ 

Who wov lded th ls  assistance: P 
1 

- 
d )  E motional: - -ecelvlmg supporf tClro~gh e m ~ a  thlc listening andeby s h a r ~ n g  ex per iehces. 
Yes no - 

- 

If- yes, was the dss~stdnce:  d is t r ic t -based school-based - 

Who ~ r o v ~ d e d  t h l s  asslstance: - 

el C;assroom Hanagement: - ge t tmg  gu~dance and Ideas ?elated t o  d$cmline or. to scheduling. 
~ ldnn ing,  and orgarrizrng/the school ,day. 
yes -. ?o - 
I f  yes, w s  the a s w t a n c e :  disxr ict-based . school.-based , - 

Who ~ r c v l d e d  t h ~ s  assistance: 
# 

f )  Environment. - receiving-help In arrangmg, organlzmg, or dnalyzlng tbe physlcai  se t t i ng  of 
the classroom. 
ves - "0 - 
[ f  y e s ,  was !he assistance: dlstr!r-t-based school-based 
Who provlded th l s  ass is tawe:  

g) Demonst ra t~on Teaching: - observing another teacher teach w ~ t h  a par t i cu la r  focus for  the 
observat ion and a n  ina%is conference f o l k w i n g  the observation. 
Y ~ Y  : no - 
I f  yes, was the ass~stance:  d l s t r ~ c t t b a s e d  school-based 
Who p rov~ded  t h ~ s  assistance: 

7. Circle the l e t t e r  o f  any o f  the fo l lowing you e i ther  received o r  par t i c ipa ted  In: 
a)pr ln ted materials about d i s t r i c t  expectations, policies, regu la t ions  and emplqyment 

condit ions. 
b )or ien tahon meetlngs, in t roduct ion t o  d i s t r i c t  personnel 
d o r i e n t a t l o n  v i s i t s  t o  ttie school before the s t a r t  o f  t he  year 
d)grouP meetlngs w l t h  other beginning teachers f o r  support 
e)meetmgs w i t h  experienced teachers and superv isors 
f)assigned an experienced teacher a s  a help ing teacher or  mentor 
g)conferences/worksho~s on differen! topics re la ted  t o  te-aching 
h )omor tun l t l es  t o  observe other  teachers 
i ) u n s o l l c ~ t e d  help from an experienced colleague a t  your school 
 loth her ? a 

8. What would you say were the most e f fec t ive  sources o f  assistance in helping you meet 
problems YOU faced in your teaching? 
Cons~der  the fol lowing sources: workshops, o t se rva t i on  *nd c r i t ique o f  your teaching, working 
w l t h  o thers  in the building, un ivers i ty  courses,'attending 
conferences. -- . ~ 



Appendix E5 contd / 117 

- - -  D i s t r i c t  J 
NNING T E A C W  Q U E S T I O N W  . 

, 
-% 

N a ~ e :  Teaching Assignment 

?lease mdlcate your Present s ta tus  by checking one of the fo l l ow~ng :  
3eglnn1n9 teacher no orevlous experience 
Begmnlng teacher c c m ~ l e t e d  one year o f  teaching In t h l s  d l s t r ~ c t  

. - - 
/ * 

I 

RATIONALE: Thls suivey I# belng conducted I o  f ind ou f  what k ~ n d s  o f  asslstance 
v o u ~ e c e ~ v e d  f rom your school d l s t r l c t  whlch were heipfu l  t o  you durlng your 
first year o f  t e a c h r g  In the 1988-89  school year or  the present 1989-90  - 
school year.  YO^ par t lc lDat lon i n  t h l s  SuryeY IS much dPPfFCiated and ulll, 

.5 o n l y  take a few moments o f  your time., If you wlsh t o  rerhaln anonymous 
leave name b)anh. 

- 

- 
i NSTRUCTIONS: Please read the follo+;mg aut&o& carefu l ly  and answer them 

as,lnstruc:ed. Upon completion  lease r e i u r n  t h ~ s  form-vla your school m a l l  . 
to ?he -'~eachers' Assoclat~on.  

P 

?lease lndlcate a check mark yes or no t o  the i o l l o w m g  questlons. ? 
-. 

I -Q 
w' :. Dtd YOU recelve a ~ r m t e d  orle.ntat~on handbook from the scho01,d~st~ct  In t h d  

1988-89 school year? yes : no - 

F . '  

2. Did YOU receive release t ime f rom teachmg t o  at tend any speclal rneetlngs for  
beglnnmg teachers from your school d l s t r l c t  in the 1988-89 school year? 
yes .- no - 

3. Were YOU m a t e d  by your school d l s t r ~ c t  t o  ~ a r t l c i p a t e  in any sesslons e n t ~ t l e d  t 

" Teacher Effectiveness Traln ing " or  sessions having t o  do w l t h  a teacher 
effect iveness model by Madel ine Hunter? 
yes no  

9 

' 4 .  Were YOU i nv l t ed  by your school d i s t r i c t  t o  a t tend  an or len ta t lon  sesslon t o  
acquaint you w ~ t h  the d i s t r i c t ?  

yes "\- 
5. The fo l low ing k lnds of asslstance Ea) t o  (g) have been categorized wlth a b r i e f  

e x ~ l a n a t f o n  fo r  each. Please lrk j icate whether or  no t  you recelved 
assistance f o r  each category by  checking yes or  no. - 

If y w  d ld  receive asslstance indicate I f  the asslstance provided was 
d is t r ic t -based o r  school-based, and who It was t h a t  a c t u a l l ~  provlded the 

. assistance. (for example) d i s t r i c t  admlnlstrator,  helping teacher, pr lnclpal,  
teacher centre resource person, etc.) 

)a )  System information:-giving in fo rmat ion  re la ted  t o  procedures, guldcllnes, or expectat ions o f  
the school d ~ s t r ~ c t .  ws. no  - 
I f  yes. was the assistance: d i s t r l c t - b a ~ e d  school-based 
Who provided t h l s  assistance: 4 

b)  Resources/Materials: - col lect ing disseminat ing or  locat ing mater ia ls  or other  resources for  
use. yes "0 - 
I f  yes, was the assistance: d ls t r lc t -based school-based 
Who provided this assistance: / 



~ ~ ~ e n d i ;  E contd 

i) i ~ ~ t r u c t ~ o n d l :  - get tmg l n f o r m a t ~ o n  about teaching s t r a t e g ~ e s  or  the ~ n s t r u c t l o n a l  Drocess. 1 
ve s no - 

-- - - - 

i f  ;es, was the asslstdnce: d ls t r lc t -based school-based , . 
who oh3vlded t h ~ s  assistance: 

P 

- -- - - - - - -- 

. 
I IJ  E-ot lonai :  - recelvlng s u m o r t  through e m ~ a t h ~ c  h s t e n m g  and by sharlng experiences. 

< ~ e s  no , , 
' L  . -  *.P's, rdds th-e dSSIStdWe: d ls t r lc t -based school-Sased 
'dho orovlded t h i s  asslstance: 

e )  Lr lassro~m Ydnagement: - get t ing guldance and Ideas re la ted  t o  d ~ s c ~ p l ~ n e  or :o schedul l ,y ,  - 
~ l d n n ~ n g .  and organmng, or the school d a y .  

7 - 
+Jes  _ 1 : no - 
I f  yes, was the assistance: d ~ s l r i c t - b a s e d  school-based 
W'C Drovlded thrs asslstance: a 

c )  Env~ronm.erlt: - recelvlng he lp  tn arranging, organizing, or analyzing the physrcal s e t t ~ n g  o f  
:he classroom. 

- 

'res m- 
It yes, k ~ d s  the ass~stance:  d ls t r lc t -based school-based 
' J r o  orovlde6 0 1 s  dss~stance:  - a  i 

r 

g)  2evonstrat10n Teachmg: - observmg another teacher teach w ~ t h  a par t i cu la r  focus fo r  th'e 
observa t i m  and an a m l y  s l s  conference fo l lowlng the observatlon. 
Yes no - - - 

:f 'JOS. was the asslstance: d ~ s t r ~ c t - b a s e d  f' 
school-based 

Who ~ r c v l d e d  t h ~ s  assistance: 
- 

6. Cvc le  the l e t t e r  af any o f  the fo l lowmg you e ~ t h e r  recelved or par t i c ipa ted  In: 
d l ~ r p t e d  materials about d i s t r i c t  exPectatlons, pollcles, regulations-and employment 

cond i t lons. \ 

\ \ blor len ta t lon  meetings. mt roduct ion  t g  d i s t r ~ c t  personnel 9* 

, c)or lentat ion v l s i t s  t o  the school before the s t a r t  o f  the year < I  

d)group meetings WI$ o ther  beginning teachers f o r  support \ 
e)meetings w ~ t h  experienced teachers and superv isors 

, f l ass~gned  an experienced teacher a s  a helping teacher or mentor - 

g)conferences/worksho~s on d i f f e r e n t  topics re la ted  t o  teaching 
h ) o p ~ o r t u n i t ~ e s  t o  observe other  tedchers i 

4P-. ~ ) u n s o l l c ~ t e d  help f rom an experienced colleague a t  your school 
 other * 

- 
7. what  would you say were the most effective sources o f  as ,~ i s tance  in herping you meet 
problems you faced in your teaching? 
Consider the fo l lowing sources: w r h h o p s ,  observat ion and c r i t ique o f  your tea'chmg, w ~ r k l n g  
WI th o thers  In the building, un lvers l ty  courses: a t t end lnp  
conferences. 



Appendix F 
(Letter to the B CTF 1 '  

June 5 th ,  19'33 

British Columbia Teachers' Federation 
2233 Burrard Street 
Vancouver. B.C 
Mr. Rick Beardsky- 

Dear Mr. Beardsley 

I have been given your name as a contact person who might be able to help 
me with cur rent  research I am doing for  a Master's project a t  Simon Fraser 
University 
- 

My area  of interest is  in  induction practices offered to beginning teachers 
during their e n t i y  year  to the profession. I have intemiewed seven Lower 
Mainland school districts and two Vancouver Island school districts about the 
kinds of assistance they offer to the i r  beginning teachers. The responses 
have been quite varied and the results indicate that while school districts a re  
concerned about what they  offer they a r e  reluctant to make commitments. 

The second part  of my research involves surveying and interviewing a 
random sample of beginning teachers from two school districts in the  Lower 
Mainland to find out what  assistance beginning teachers actually r 
Unfortunately, I have no t  been able to obtain permission from 
districts to undertake th is  par t  of my ch  and I am hoping 
will g r a n t  me permission to obtain th s of beginning 
iomple ts  the last phase of my  research.  ' .  
, I will contact you by phone so that I can better. explain 
would like to meet with you if possible. 

I have  been working on this project since late 1987 and have collected 
much information on ' the  topic of induction which I would be willing to share 
with you. 

B Lj 
- 

Yours t ruly 

- M r  Greg McNally 
1000 Blue Mountain Street 
Caquitlam, B.C. , 
V 3  J 4T2 I 
937-7680 c 

b' 

.b 



Mr. Greg M c t i a l y  
1000 ~ ' l u e  Mountain S t r e e t  
Coquit lam, B.C. 
V 3 J  4 T 2  

DearsMr. McNally . 

- 
. 4 

P l e a s e  a c c e p t  my a p o l o g i e s  f o r  t h e  d e l a y  i n  responding  t o  your  l e t t e r  of 
June  5 ,  1989. Your r e q u e s t  has been t h e  s u b j e c t  of c o n s i d e r a b l e  $ i s c u s s i o n  

/ i n  o u r  o f f i c e .  A s  impor t an t  and t i m e l y  a s  your r e s e a r c h  i s  I r e g r e t  t o  
i&orm you t h a t  t h e  BCTF cannot  comply wi th  your r e q u e s t  f o r  t h e  natxzs of - 

beginning  t a t l ~ e ~ s ~  I t  is a  a t t e r  of p r a c t i c e  t h a t  members' names a r e  not  
r e l e a s e d  f o r  pu rposes  o u t s i d  of t h e  scope of t h e  BCTF's a c t i v i t i e s .  On a  $' 
more p r a c t i c a l  n o t e ,  BCTF r e c o r d s  show only  ndw -members and do n o t  
d i s t i n g u i s h  between beginning t e a c h e r s  and expe r i enced  t e a c h e r s  o u t  of. 
p r o v i n c e .  For  your purpbses  we could  no t  g u a r a n t e e  t h a t  new members a r e ,  i n  - -  

f a c t ,  beginning  t e a c h e r s .  

There may be o t h e r  approaches you might  t r y .  You might  app roach  t h e  j 

e x e c u t i v e s  of l o c a l  a s s o c i a t i o n s  w i t h  your r e q u e s t  w i t h  t h e  aim of i n l i s t i n g  
t h e i r  s u p p o r t  i n  approaching  school  d i s t r i c t  s t a f f .  Pe rhaps  s c h b o l  
d i s t r i c t s  would be more amenable t o  your  r e q u e s t  i f  i t  w e r i  s u p p o r t e d  by t h e  
l o c a l  a s s o c i a t i o n  a s  w e l l  a s  by your  f a c u l t y  a d v i s o r .  A s  p romised ,  I spoke 
t o  Dave Shore ,  D i r e c t o r  of I n s t r u c t i o n  i n  Richmond, about  your  r e s e a r c h  and 
sugges t ed  t o  him t h a t  your  work mig'ht be.  of a s s d s t a n c e  t o  him a s  Richmond 
implements i t s  i n d u c t i o n  program. H e  was somewhat h e s i t a n t  a s  t h e y  have 

l r e a d y  engaged D r .  P e t e r  Grimmett of t h e  U n i v e r s i t y  of B r i t i s h  Columbia t o  
c  nduc t  r e s e a r c h ,  however he sugges t ed  you c a l l  him in-he f a l l .  Before  
d o i  \ g  s o c y o u  might c h l l  Linda Reid of t h e  Richmond T e a c h e r s '  A s s o c i a t i o n  a s  
s h e  h a s  an  i n t e r e s t  i n  t h i s  P"". = - 

I am s o r r y  we could  n o t  h i v e  been of more a s s i s t a n c e .  Good l u c k  , w i t h  your  
\ p r o j e c t .  

Yours t r u l y ,  
- 

Rick Beards-ley 
A s s i s t a n t  D i r e c t o r  
P r p f e s s i o n a l  Deve1,opment 

J u l y  6 ,  1989 
R J B : l a k / u t f e  
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Appendix -H *. 

Le.tt;er to Teachers' Association 

Bear President: 
- \i 

At the present time I am a graduate student in the Administrative 
, Leadership Program, Faculty of Education, at Simon Fraser University As p a r t  

of the requirements for my Master's degree, I am conducting a research study 
on induction practices and assistance offered to beginning teachers by school 
districts in British Columbia. As you might recall the recent Sullivan Report 
recommends that district-based induction programs be established to assist 
beginning teachers in their first year of teaching,'thus the importance of lhis 
study. 

Your school district was chosen for this study because it met two 
predetermined criteria of: (1 . )  A school district with a projected growth of 
bettveern 2%-3% for the next five year period. (2.)  A school district having at 
least 10 begianing teachers for the 1988-89 school year. % 

The study consists of two parts. In part one I have conductea an interview 
with a person designated by your superintendent as most knowledgeable about 
the kinds of assistance offered to first year entry beginning teachers. In the 
second part I plan to &lcvey beginning teachers in your district about the 
kinds of assistance they say they actucrlly received from thedistrict in their 
first year of teaching. I have found that school districts have been very 
willing to participw in the first part of the study but unwilling to grant 
permission to survey beginning teachen in their district by way of a 
questionnaire in the second part of the study. For that reason, I would like to 
request permission from yourself and your executive to conduct the second 
part of the study. 

I have included a sample of the letter that would be seat to each beginning 
teacher and also a sampleof the questionnaire that they would be asked to 
participate in. 'B 

r, 

This study h u  tho approval of   he ~ i m o n  Fraser Univenity Ethics 
Con~iUee and my senior advisor, Dr. M a r v i n  Wideen. Should you have any 
questions, he may be reached at 291-4156 (office). Thank you for yoyr 
consideration of my request. 

' Yours sincerely, 

Greg McNally , 
Graduate student f 

Administrative Leadership Pro gram 
Simon Fraser University 
(604) 937-7680 



1 .  Did you receive a printed orientation handbook from the school district 
in the present school year? yes 15 no 

- 

- !  

(I 2. Did you receive release time frog teaching to attend any specijal 
- 

meetings for beginning teachers from your school district? - 

14 yes 16& , - 
I" 

> 

3. were you invited by your school district to participate in a mentoring 
, program Whereby an experieped teacher was assigned to assist you? 

J 4  xes E n o  
9 

x -  . 
- 4. Were you invited by your school district to attend an oqientation session - t 

to acquaint you with the district? , 
I b 

- 

4 
- 21 yes m n o  1 n/a 

5. Did >you receive direct assistance from helping teachers or other 
personnel from the District ~urriculum Services Office? , 

/ 18 yes . E n 0  ' - 
Question 6: * 

a) System information:-giving information related to procedures, guidelines, or 
expectations of the school district. yes -22- np -7- n/a -1- 

If yes, was the assistance: district-based -1 1- school-based -1 3- both -1'- 
Who provided this assistance: total number of responses -24- 

/ d \ 
Profile of responses; secretary at Board Office (I), principal (9), vice- 

principal (1), district personnel (2), district'administrator (3), fellow teachers 

(% , administrative officers (1), helping teacher (1), mentor (1). - 
b) Resources/Materials: - collecting disseminating or locating materials or other 

resources for use. yes -24- no -6- t 

If yes, was the assistance: district-based -13- school-based -16- both-0- 
Who provided this assistance: total number of responses -25- 



I 
c) Instructional: -%getting information about teaching strategies or the - 

instructional process. ,yes -20- no -10- 
r 

If yes, was the assistance: district-based -9- school-based 1 6  both -0- - 

Who provided this assistance: total number of responses -1 8- , 

s . 
Profile of responses; colleagues and other teachers, (9) principals (4), 

-workshops (3), helping teachers (3), mentors (2), department head (2), vice- 
I 

principal (I), administrative officer (I ). 
L 

d) Emotional: - receivi listening and by shziring 
experiences. 

If yes, was the school-based -24- both -0- 
- 

Who provided this assistance: total number of responses -23- - 

a &- 
Profile of responses: peers, colleagues and-pther teachers ( 1  6), principals (8). 
school counsellor (3), helping teachers (2), department head (2), mentors ( I ) .  

d 

vice-principal (I),  
\ .. t 

e) Classraom Management: - getting guidance and ideas related to discipline or 
to * scheduling, planning, and organizing, or the school day. 

yes -22- no 8 -  , 

. - 
?7 

If yes, was the assistance: district-based -9- school-based -17- both -0- 
%o provided this assistance: total number of responses -1 9- - 

Profile of ~ & ~ o n s e s :  princ<pals (1 I), mentors (7), other teachels and 
colleagues (4), helping teacher (2), department heads (2), vice-principal ( 1 ). 

- 
P 

f )  Environment: - receiving help in arranging, organizing, or analyzing the 
physical setting of the classroom. - 

no -21- yes -7- , 
- 

C 

If yes, was the assistance: district-based -1- school-based -7- 
Who provided this assistance: total number of responses -7- 

. 
' Profile of Responses: other teachers (2), mentors (3, school has policy ( I ) ,  . 

helping teacher (1 ) principal (1 ). 
< 



- - - - L -  

g)   em on strati on Teaching: - obsefling another teacher teach with a particular 

5 observation, . 

If yes, was the assistance: district-based -3- school-based 9 -  
Who provided this assistan:e: total number of responses -9- f 

\ 

1 Profile of responses: mentors (3),  helping teachers (2) ,  peer supervision (fh 
peer tutoring (I), colleague (1). 

Question 7: Frequency h t , I tems  were Mentioned: w - 

No. of responses 

-25- g) conferences/workshops on different topics related to teaching 
-24- i) unsolicited help from an experienced colleague at your school 
-21- a) printed materials about district expectations, a 

-19- b) orientation meetings, introduction to district personnel 
U- 1 e) meetings with experienced teachers and supervisors 
-14- f) assigned an experienced teacher as a helping teacher or mentor 
-1 2- c) orientation visits to the school before the start of the year 

h) opportunities to observe other teachers -1 2- 
-1 1- d) group meetings with other*ginning teachers for support 
-%- j) other - 

- '\i 
8. What would you say were the most effective sources of assistance in helping 

you meet problems you faced in your teaching? Consider tlie following 
sources: workshops, observation and critique of ypur teaching, working with 
others in the building, university courses, attending conferences. 

Profile of Responses 

* observing and getting help and support from colleagues, workshops 
* other teachers 
* workshops, conferences, co-operati;e planning 
* my been very helpful. Also the French Helping Teacher " 

in helping-me prepare to teach Frwch whicp I have . 

* life experience+ reading school and ministry handbooks, discussions 
with Surrey Teachers' Association R. A. Rep., discussions with respected 
experienced teachers. I 1 



125 * courses from Profesiional D e v e I o p m W r o g r ~ .  F-rr 
University and help from helping teacher in District ( a very big help 
and cmtant support.) Wwkkg w&h elitss~m- L , 

3 cooperation. * fellow teachers in the school \ 

* working with others - I did my practicum at theBchool. Workshops. 
* workshops, working with others, university courses. 
* courses, S.F.U. P.D.P., workshops, colleagues, principal. 
* other teachers, resource library. 
* observation and critique of my teaching and working with principal and 

other teachers. 
* asking colleagues and attending french workshops - 

* conferences and helping teachers have been a godsend but colleagues in 
the school are invaluable. - 

p university courses useful for barebones framework but other 
teachers/mentor are rhost helpful. Also school office staff and 
administrators. 

*,/pro-d workshops, other experienced colleagues, principal (only after I 
,had totally reached my wits end) 

* talking with other first year teachers in my school; the PDP program at 
SFU prepared me well for my first year and although there were tough 
times, I had a good idea of what to do or where to go for help. 

* working with other teachers in the building and observing other 
classreoms. 

.* workshops, consulting with other teachers. 
* workshop, working 9 t h  others in the building. 
* working with others in the building (very supportive) and university 

courses. - 

* workshops and the mentoring program. * 

* working with others in the building. 1 have a very supportive staff. 
* university courses. 
* workshops, help from experienced colleague. 
* workshops and workiqg with others in the building. 
* the combination of s&vices offered through the school and the district 

most helpful. The only problems which have arisen are stress related - 
the everyday schedule of emotional ups and d&ns are very tirini. 

* discussions with colleagues. 
* informal discussions with school counsellor, principal and empathetic 

colleagues. University training - eg. SFU P.D.P. practicums.= 
* the one source that assisted we was an e5perienced colleague. 



1 .Did you receive a printed orientation handbook' from the school District in the 
present school year? Q yes 08 no 02 n/a 

- 

2. Did you receive release time from teaching to attend any special meetings for 
beginning teachers from your school district? @ yes 1 4 m  

3. Were you invited by your school district to participate in any sessions entitled 
"Teacher Effectiveness Training" or sessions having to d6 with a teacher 
effeqiveness &adel by Madeline Himter? 

- - 

11 yes jJ no a n / a  - - 

4. were you invited by your school district to attend an orientation session to 
acqdaint you with the district? 

20 yes 03 no ' - 
._ 

Question 5: . .c 

a)S ystem information:-giving' information related to procedures, guidelines, or - expectations of the scfiool district: yes -14- no -6_n/a -3- 
+ 

-2 

If yes, was the assistance: district-based -9- school-based -4- both -1- 
Who provided this assistance: total number of responses -9- 

\ 

Profile of responses: 
- district staff (2), administrator (I), supervisor (1 ), assistant superintendent (I), 

district administration (I), combined assistance of district librarian and 
principal (1), principal (1), . 

b)Resources/Materials: - collecting disseminating or or other 
resources for use. yes -15- no -8- 

- 
- 

If yes. was the sssistance?jdistrict-based 8- 
Who piovided this assistance: total number of responses -13- 

- 

Profile of responses: - 

administrator (I), vice-principal (2), supervisor (I), librarian (I), helping 
teachers (3), 1 said it was poorly done. - 



. - 

- 127 
c)Instructional: - getting information about teaching strategiqor the 

L-- 

instructional process. yes -14- no -9- 
t " * . 

- -- 

If yes, was the assistance: district-based -10- s c h o ~ d ' ~ b o t h  -1 - , 
- Who provided this assistance: total number of responses -1 0- 

+ 
- 

Profile of responses; 
district helping teacher (6), principal (3), other teachers (2), special ed. 
resource people-(l), supervisor (1), workshop teacher (I). 

/ 

- 

d)Emotional: - receiving suppoh through empathic listening and by sharing 
- 

- experiences. yes -17- @ no -6- 
- - - - - - - - 

1$es, was the assistance: district-based -0- schqol-base; -1.3: both -2_ 
Who provided this assistance: total number of responses -16-c 

I 
I 

Profile of responses: Learning Assistant teacher (1), counsellor (1), principdl 
(7), supervisor (I), vice-.principal (2), colleag'es, other teachers and staff (9), 

- 

' helping teacher (1). 

- e)Classroom ~anagement:  - getting guidance and ideas related to discipline or to 
'scheduling, planning, and organizing, or the school day.yes -1 9- no 
-4- .- 

If yes, was the assis~nce: district-based -6- school-based 9 .  both -4-. 
Who provided this assistance: total number of responses -16- 

Profile of Responses: supervisor (L); myself and curriculum guide (I), 
principal (6), other teachers (6), district resource person (I), teacher 
effectiveness workshop (1 ), district teacher (1 ). 

DEnvironment: - receiving help in arranging, organizing, or analyzing the 
physical setting of the classroom. ye$ no 16 Q 

> 

If yes, was the assistance: district-based -0- school-based -4- 
Who pwvided this assistance: total number of responses -6- . * 

Profile of Responses: supervisor (f), colleagues and other teachers ( S ) ,  
I principal (1). 

A g)Demonstration ~ e i c h i n ~ :  - observing another teacher teach with a particular , 

, 
U Ah 

,focus for the observation and an analysis conference following the observation. ' 
_no -15- n/a -1- yes -7- 

' 4 .  



, ~ ~ ~ t f r ~ c e : - ~ - b a s e d  -1- school-based 1 - m' - 
rovided this assistance: total number of responses -6- 

- 

Profile of responses: I 9 

~ i d ' n o t  participate but plan to (3), in another district (I), principal (I), district , 

helping teacher (1), 'I watched 2 experienced teachers for 1 112 hours each 
during a morning of release time (1). . 

Question 6: Frequency that Items were Mentioned 

No. of response6 

19 b)orientation meetings, introduction to district personnel - - 
16 g)conferences/workshops on different topics relaled to teaching - - 

-15- i)unsolicited help from an experienced colleague at your school 
-14- a)printed materials about district expectations, - 

-1 1- c)orientation visits to the scho-01 before the start of the year 
-10- e)meetings with-experienced teachers and supervisors - 
\ -9- d)group meetings with other beginning teachers for support 
8 -  h)opportunities to observe other teachers 
5 -  Dassigned an experienced teacher as a helping teacher or mentor 

1 j)other -- * 

7. What would you say were the most effective sources of  assistance in 
helping you meet problems you faced in your teaching? Consider the 
following sources: workshops, observation and critique of your teaching, 

working with others in the building, university courses, attending 
conferences. 

Profile of Responses 
4 

* ~ i v e n  time to organize. 
9 

9 

* All of them have their place but I teach .5 in a Gr.5 class and I would 
rate my .5 partner as the greatest help that any new teacher could ever 
request . 

* Working with others in the building, university courses and attending 
conferences. 

* Working with others in the building, university courses and attending 
conferences. . 



- 129 * Workshops taken during PDP and working. with othe'rs in s c h o b  -- -- 
* W o r k S h o p S ~ w G k ~ ~ ~  o E s  in the buildilig, university courses. but 

most of ail my practicums done at the levd I am~eaching& 
principal and other teacher at h y  level helped a lot but there 
other.French teacher and she never offered to help nor helped much 
even after my requests for assistance, etc. I gave up asking her. It would 
have been niee to have another EX. teacher to call for help. 

* Meeting with our principal and on staff colleague. . 

- * Teaching itself. Cooperative learning workshops in the district. Other 
workshops. Watching others teach. Having others watch me teach. A 
reflective discussion wherg I made the decisions.and the observer 
presented the data for my use. 

* My principal and staff provided the most assistance. I picked up rl' few - 

- -  - - 

_ ideas at workshops, but I found a lot of it I had just heard at U.B.C. 
~ a l k i n ~  with other teachers from my school and to my friends wlio arc 
teachers, gave me ideas and support. 

* Workshops - support from school staff. 
\ * Taking with experienced teachers: Watching other teachers. My own 

trials and encounters. Evaluation of my own teaching. The year of Ed at 
UBC did absolutely "nothing for me". I 

* Conferencing with fellow teachers and gaining feedback, observing . 
other teachers teach as well as critiquing my own teaching. 

* I haven't had any major problems in my teaching but the staff, 
workshops, conferences and university courses all lend support and share 
different ideas. It's a greJ time to share and meet others from the 

- district because you feel like part of a whole team. F * University c'ourses, conferences, reading professional literature. . - 

* I would like to have an assigned buddy teacher so I don't feel like I'm - 

being a bother when I need some information. I also would like to watch 
other teachers teaching. I would like a package that answers all the 
questions that I forgot to ask. eg. how to get a sub, how to fill in the 
register, how to take attendance etc., 

* I've learned an61'm still learning from my supervisor. I would say that 
< 

the most effective source of assistance in helping my teaching are the 
university courses that I took.- 

- 

- * Observation and critique of your teaching. The only university course 
that helped was the praeticum of student teaching. I would also add that 
the staff I work with is the "most" beneficial assistance I received. 

* Working with others in the building. \ 

* Observation and critique of your teaching, working with others in the 
building. 

* Workshops related to my own 1e;el (g'rade 2) and other different 
workshops and conferences. NOT the university courses. . 

C 
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