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The purpose of thls study was twofold Flrst it sough}l to determme what

i

kmds of assistance school districts in the provmce of Bntlsh ﬁ,‘olumbra report -

_ oft\rng to begmmng teachers durmg their entry. year into the professron The

'recelved N - N

- school districts most 11kely to have developed practlces of assrstance for begmnmg

second pugpose was to compare the kmds of assistance reported by two school

dlstncts wrth\the kmds of assrstance that begmnmg teachers said they actually

The nme school dlstncts selected for thls studg(met two redetermmed

cntena of l.a school drstrlct whose projected five year growt showed an annual

~mean average of between Z%\and 5%, 2.a school dlstnct whoﬁi total numbero,f

new teachers was 10 or greater These criteria were designed tolselect those

AN
[ N : o
teachers. ; /g R _\\ . . o

" The mvestlgatlon was in two parts Flrst the nine school districts were

: mvest1gated through the semi- structured mterv1ew process w1th the appropnat€ :

“ partlclpants were analyzed in relation to the purpose set for the study.

districts havmg the highest annual mean average percentage of proyected growth

person/s by telephone. Specrfrc and unsolrcﬁed responses made by the

Second ‘a-questionnaire was dlstnbuted to begmmng teachers in two

. plus the requ1red mm1mum of 10 begmmng teachers. The questlonnarre asked

J about spec1f1c kinds of assistance- that the two school districts said they offered to‘

The results indicated that whrle several school dlstrrcts sa1d they offered

some form of assistance such assistance was usually in the form of ba51c

orientation which included introduction to personnel and information about

P
s

o

i

: begmnmg teachers and the results were used to compare what begmnmg teachers '

said they had actually recerved - S , \



f:
, teachmg glven what we know about the posrtrve effects of lnductlon

4 -

7 for begmnmg teachers beyond mservrce generally avallabIe to all teachers

‘The study concludes that school d1str1cts must meet the special and d1VErse

- needs of begmnmg teachers by providmg them ass1stance in the first year of

[ - C '
- - - 3 o
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Chapter
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The first year of teachmg marks ’a umque and 1mportant period in the

o 'professronal and personal career of a Z&acher The beg1nn1ng teacher follong

successful completlon of pre serv1ce teacher educat1on enters the profess1on o

: Supposedly as a nov1ce t“urned -expert For some the experlence or the first year
prov1des challenges rewards and sat]sfymg accomphshments Others find the
/ if1rst year exper1ence is often beset wllth d1sappo1ntments and d1ff1cult1es that
' ,somet1mes leads to d1s1llus1onment and early exit from the profess1on Those

- who leave teachmg commonly do so in the first three f0 five years andg such

1nd1v1duals are often the most academ1cally talentéd (Hulmg Austm 198'6 Mark

and Anderson 1985 Schlechty and Vance, 1983 ), and the most hkely to help

students leam Those able to wea/ther the storm of the f1rst year of teach1ng -

I

often look back with a sense of relief for having surv1ved the ordeal.

Unfortunately, many who surv1ve their first few years of teachmg come to rely
on\the 11m1ted reperto1res leametl as a‘pattem for teach1ng n subsequent years
caus1ng their performance and /éommmnent to suffer (Rosenholtz 1987)
‘There is a. missing link of assistance for begmmng teachers upon entry
ngnto teach1ng Begmmng teachers are soon abandoned by the 1nst1tut10ns where
preserv1ce training was recen#ed and school dlsmcts do not seem to- offer much ’
assistance beyond a bas1c or ntatlon'to district resources. For the most part
beginning teachers are left to 'sink or swim' dur1ng the1r 1nduct1on into the
profession. W1thout opport/umues that allow for growth and development

beyond just caping there i 1s/ l1ttle chance that people will move towards new

o % . l—?
f ~ - s

N .
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positive outcornes- theyhopefor l:rm}teekepportuﬂrtresagongrowthﬁaﬂd—
development also means professronal development of the buddmg teacher may bc
seriously 1mpeded durrng the 1nductlon penod.p How a begmmng teacher o
survives this period often deterrnines vvhat kind of teaching style will be adopted.
-and perpetuated.—Syrvival of the ﬁttest in this context may well mean the |

| developlng profesS1 —ﬁs sacrrﬁced and medlocnty en@)uraged Fomml y -

mducLon programs to help beginning teachers therefore mavhe an altemanve

i for allevrat1ng the negatlve effects during the entry year and provrde a basis for -
1mproved teachlng in schools Formal 1nduct10n programs for begmmng .
teachers may be an 1mportant vehigle in movmg towards'posltlve reform mL (

| teacher education that allows for development of the professronal } _

Inductlon programs of assistance for beg1nn1ng teachers have been under

| way for some time in Australra and Great Brrtam ( Tisher, 1982 ), yet it is only

recently in North America that begmnmg teacher induction has regained

- momentum as an 1mportant issue to be addressed by educators, (Burke and 7

Schmidt, 1984; Hoffman, Edwards, O'Neal, Bames, Paulissen, 1986). B

In the United States some legislators have seen teacherinduction progra‘ms |
as a necessary ingredient for brmgmg about reform in teacher educatlon and
1mproved quality of teachrng in public schools ‘As a result teacher mductron

programs have been mandated at the state level and sometlmes t1ed to

o reqmrements of certlﬂcatlon for teachers It is less clear what steps have bccn

taken in Canada towards tmplementlng 1nduct10n programs for assisting
begmnmg teachers. Andrews (1986) charactenzes most induction approaches m
Canada as 'laissez-faire' and that local educatlonal agenc1es are more lrkely to - -

adopt a 'survival of the fittest" attitude towards the begrnmng teacher and leavmg

.
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- novices to thelr own dev1ces for surv1val A'recent study in Ontario has found _

that begmnmg teachefs rece1ve very I1m1ted 1ntroduct1on to the profess1on and
that forms of ass1stance that do occur usually come from a few caring. colleagues . ;\
(€ole and McNay, 1988 Fullan and Connelly, 1987) . R

G1ven the need for forms of as31stance for begmmng teachers th1s study
attempts to 1dent1fy the types of ass1stance school.districts in the provmce of ‘ %

~ British Columb1a say they offer to beguﬂ!m’g teachers during their entry- year L

rnto the- professron It also attempts to asses$ B.C: school districts" fevel of -
readmess or receptivity to the conCept of formallzed 1nduct1on for beg1nn1ng
teachers and whethgj‘ny plans exist for adopt1on of 1mplementat10n Fmally,\f
th1s study compares the kmds of ass1stance that two school districts say they offer .
begmmng teachers W1th the kinds of a331stance that begmnmg teachers say they

actually. receive. . : o \

‘Im‘ rtan £ St d
Thls study has 1mp11catlons for the ways ‘in which beglnnmg teachers are |
supported ass1sted and mducted upon entry into the profess1on Exammmg
how beg1nn1ng teachers are 1nducted into schools may reveal needed mformatlon
about practices that are deemed effect1ve in ’the development of competent -
profess1onal teachers i in Br1t1sh Columb1a pubhc schools.” Also this study may
further add to the research done on the nature of problems encountered by s
~begmnlng teachers dtmng their entry year( o the profession (Veenman 1984) )
* If current prOJeetrons of a teacher shortage are accurate (Sullivan, 1988) |
the time for deyeloplng better levels of support and assistance for be g1nn1ng
teachers may be an imperative that school districts can no longer ignore if they

want to improve the quality of teaching done-in the classroom and retain the



teachin and nters a school dlstnct as a new' % the dlstrlct teacher 1S not .
, g "\ _

~ considered to be a begmnmg teacher in this study. y

‘ planned assistance made spec1ﬁcally av

' trammg and inservice trammg - R

h B 7 \
. . o . : B o

Kl

. ,ver¥ be&tteachersnnihedongmmﬂopefw;uhunfommuongeaneeumnrdm—

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

~of the need for effectlve induction practlces S -

&

DeftnltlonS

' "Beglnnlng teacher means a person whom upon successtul complctlon of

a recogmzed teacher pre serv1ce program makes entry-into the teachm&

professmn A person who has taught prev1ou<ly for more than one tuIl year ol

.

Inductlon program or practlc@‘skgare used mterchangx:ﬂty*mdmetms any - -
lable to begmmng teachers to delll[dlL '

the transition from pre- serv1ce tra1n1ng to a first year teaching twénment
Inductlon s seen as a career process ¢ of teacher education between pre- service

-

Onentatlon means those act1v1t1es that may be offered before or at thc

~start of, “‘3 school year for teachers new to a qchool district. Such activitics may-

— -

include 1ntroduct10n to district personnel, admmmtrators‘ ~co-_Qrd1nators;

resource centre personnel helping teachers, and the like. It also includes some -
form of explanatlon about drstnct policies; proCedures, regulauons and i
protocol. The purpose mtended is to orient the new hire to the school dlstnct in-
which they will teach but does not include anythmg more beyond basic -
1nf\rmat10n | _ I . 7
“4efentor” means a colleague with advancedrexpenence whom by- chorce or -

de51gnat10n establishes a supportive, helping, accessible environment that

facilitates the develbpment of the begmmng teacher. ' -
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The study is limited i i its genﬁalﬁabmwhoobdmmcme

* The nature of this study is exploratory and descrrptwe in its attempts to find out

what kinds of assrstance ex1st for begmmng teachers n selected-British Columbla .
school districts. Of the school dtstncts surveyed two districts were selected for 7
| more in depth study of begmnmg teachers perceptlons about the kmd of - 7
assistance they said they received from their school district. This focus upon the 7
self—reports of the,begmmng teachers' percepttons about the. ass1stance theyﬁ,,_ffa
. recerved was deemed necessary for comparing what the school d1strtct said they o
had offered to their beginning teachers. This approach limited the study becauser L
the focus was upon the subject's perceptrons and not upon actual observation of
- the assistance they received. While observatron of ass1stance would have been
' help(ul to the study it was Aot practrcal gwen limited /
If begmmng teachers are to become 1ncreasmgly effectwe then much more'
must be_done to assist théir mltlal year of entry into the profess1on The current
' hterature glanngly pomts to the great void of any mediated entry into the .
| profession and as Lortie (1975)p01nts out induction for the begmnmg teacher 1S
. most often a case of 'sink or swim'. Leavmg begmnmg teachers to their own -
“devices to survive induction negates the likelihood that they will become self-
directing professronals seeking to 1mprove their teachmg and able evaluators of
their own mstructronal practrces ‘Survival may grant. passage into-the professron
but it does not ensure ongomg development of a professional. True refon‘h, of
. sthe way in which_beginning tea.chers develop professionally\may be best |
accomplished through supportive, well-designed programs. during induction.

This study may reveal what 1mportance if any, school districts place upon '

planned mductlon of the begmnmg teacher. It also may reveal what kmds of"
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assistance scho'oi distri'Cts actually 7provide to thelr beginning teachers alvl'd

uncover what begmﬁmgteaehers think of the asststance that mey recelve

Provision of planned a351stance for begmmng teachers 1s nmguarantee ot

developmg a tme_professwnal, but no assistance means continuing th’e' - o
detri;ﬁental effects associated with sinking or swimming jn the entry year. This , &

study rinter_l'ds to see what kinds of assistance exist for beginning teachers. There
, i ' - - I

is not much sense in advocating planaed programs of effective assistance for

beginn,ihgteachexs during their induction i f‘ such prog rams;alreadygxmian&%%*
even'l'ess sense. for co’nducting these programsf if the literature 'dioes not éupport
domg them. ‘For that reason it is 1mportant to survey the literature to see what
. has been leameﬂ from others about 1nduct10n programs for begmmng teachers

and if they are worth the effort of domg o - .

& , ) - .
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"I Review of the Literature -

. : -
- B - -

This literature rev1ew exammes a/variety of purposes and perspectives
drawn from the current, research base/that others have suggested for 1nduct10n
programs in helpmg a beg1nn1ng teacher become a teacher. Bes1des the purposes |
and perspectives of giveWﬁrf uction programs - for beginning teachers types of

mduction are descnbed and suggesttons for pOSS1ble tnductton des1gn proffered.

The assumption that ihduction practices orinduction program co'mponents o
il be helpful and beneﬁc1al in the ongoing profess1onal development of the |
1 novice is commonly recogmzed in every profess1on It goes W}thout saymg that
the ongoing acquisitien of knowledge and skill should be true of practitioners in -
the teaching profession, sjill 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 beginmng teachers :
(Johnston and Ryan 1983 ). : - -

There is growing mterest in the topic of teacher 1nduct10n Hullng -Austin

(1987) reports that several major Joumals have devoted whole issues to the topic -

and that educational organizatlons have held national conferences or,,sessionsf on
induction. In addition Huling-AuStin says that "finally the most,povverful
testimony to support the grovving recognition of the importance‘ozf teacher
induction is the mcreasmg numbers of teacher 1nduction programs be1ng
implemented across the country ' (p. 5) . o I

One of the compelling reasons for 1mplement1ng teacher 1nduct10n

programs has been the alarmmg rate at which begmnmg ‘teachers make early exit

~S
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~ from the professron Retentron of teachers within the professron is of great.

) 1mportance and can be seen as an indicator to gauge the health of the education

- profession. Attractlng desrrable candldates 1nt0 teachmg 18 admrrable but

7 \retamrng such talented people 18 necessary if teachrng as a professlon is to - 7

remain viable and strong. In the’ Unrted States the retentron rate of begnrnrng

teachers i$ very much a concern. -

Y

Hesearch shows that beginning teachers leave in the largest -

-~ numbers.Schlelecty and Vance (1983) estimate that, nationally, "~
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 1/2 times more likely to
leave the professron than his or her more-experienced counterpart. |
Of all beginning teachers who enter the profession 40 to 50% will -, -
leave during the first seven years of their career and in excess of
two-thirds,of those will do so-in the fut four years of teaching.
(Huling-Austin, 1987 p9)

—

Compounding this retention crisis is the predicted teacHer shortage o

N (Darhng Hammond, 1984) whrch may make attractrng new promrsrng candidates

_ to the teaching professron even more drfﬁcult More recently in the province of

British Columbia, Canada, the Royal Commission on Edutation states; that after
1991-92 "the province will experience an acute shortage of approximately 1,800
teachersI per y‘ear-an intolerablesituatron.", (Sdllivan, '197788', p.38). While itis -
| not clear whether the sarne problems »\rith retention are experienced in British
Columbra it is apparent that unless teaching is v1ewed as a desired career,
attracting the very best prospects will be hard to do. One of the avenues by

which the prefession mlght be made more attractive is the way in which

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

teacher. "The Commiission recommends: That district-based induction programs

be established cooperatively by school distrrcts and teachers, and that they be
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Cliaracterizedby special support services and carefully designed teaching

asslgnments durmg the first year of 1nduct1on "( Sulllvan 1988,p 40 )
o Given the complex1ty and the demands 1nherent in teach1ng it 1s*surpns1ng
“that beginning 1 teachers should be expected to take on the same responsibilities as
- a more exper1enced teacher from the outset Unt1l recently it has been assumed -
! that pre serv1ce tra1n1ng of teachers, was suff1c1ent preparat1on for entry to the -

profeé?saon ‘Ward (1987), ‘holds that this assumpt1on is no longer tenable nor-

| defen31ble “In contrast he goesonto say that when school districts prov1de
structures that bu1ld upon realistic expectat1ons for nov1ce teachers performance
| ‘and offer support, and tra1n1ng necessary to further the1r knowledge, skllls and
perceptions of teachmg that such individuals are more l1kely to part1c1pate in.
school 1mprovement teacher tra1n1ng, curr1culum development and other
professronal development efforts that extend beyondthe. classroom. Induction

programsicarefully designed may provide the structure necessary to lead
Wldeen and Andrews (1987) suggest that beg1nn1ng teachers receive

begmmng teachers to becommg truly professmnal v

induction programs under the umbrella of teacher education because it provides * -
opponumty for ongoing profess1onal development that is likely to establish a
pattern of recept1v1ty to future staff development efforts. Such patterns are -
expected of a profess1onal in the acqu1s1t1on of new knowledge-and skills. In
short, the dimensions-for effective 1nduct1on of beginning teachers isa necessary
step in the development of profess1onals in moving towards the. preferred state .
where practltloners are more likely to become reﬂect1ve about the1r craft
"The need for beg1nn1ng teacher 1nduct10n pract1ces is read1ly ev1dent and

the goal of structured support for nurtunng the novice teacher towards stages of -

both competence and efﬁcacy are worthy However, the 1ssue of what kinds of
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Several have noted that the flI'S[ years of entry into teaching remam the
most d1ff1cult and usually prov1de the place at wh1ch the skills, habits,

knowledge and att1tudes about teach1ng are formed -and lay the foundatlon for L

future practice (Ryan et al.,~l980_,_ McDonald, 1980; McDonald and Elias, }l 983). -
- B Vevenman‘( 1984) examined‘ e‘\xtensively the professional and per%onal
“concerns of begmmng teachers and found the nature of thetr problemq arose
from what he terms "Praxx1shock" or reallty shock suffered in the transition
from teacher tra1n1ng to actual teachlng on the front lines of the schoolroom He
) identifies etght per,ce/lved problems most often expenenced by begmmng 7
teachers in their first years of teaching as classro/om vdiscipline,‘motiv'ating_ .

B s'tuderltsv, dealing with individual _differences,{assesfsing students work, o
relatlonships with parents, organization of Claes work inSufﬁcient or lnadeqliate Y
teaching materials or supplles and dealmg with- problems of individual students.

Veenman found from his 1nvest1gatlon that classroom dlsmpllne was the -
most frequently reported perceived problem experlenced by beginning teachers
while motivation of students ranked second and dealing with individual -
differences among students was th‘ird; While this information is helpful in-
- fonning a_categorical list of problems that beginning teachers percei/ve}the); :

experience it does not explain the nature of the problems and how they affect
begi‘nning teachers in specific situations. Veenman suggeéts that future research;f -

based on an interactive paradigm, might reveal needed information about
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| -perce1ved problems dunng teachmg N
- " Veenman' sstudy bes1des 1dent1fy1ng the perce1ved problems of begmnmg
teachers also descrlbes three coneeptual frameworks that add to understandmg o
th%problems that begmmng teachers undergo The f1rst charactenzed by the

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

of concern that a begmmng teacher expe)rlences en route t® becommg a teacher

e i . P 1

A second framework based upon cogn1t1ve theory, postulates that the begmmng

-4 teacher goes through changes in cognitive structures that allows them to move

from 51mple or low level thmkmg to advanced stages of analytic and reﬂectlve
- thinking. T‘he cogn1t1ve approach to teacher development 1mpl1es that a\s a

teacher moves towards more advanced structures of cogn1t1ve development they
can use a wider range of teach1ng strateg1es -than teachers who experience l1m1ted

: cogn1t1ve development, = * SR T L
| ~ The third framework focuses on the soc1al1zat1on of the 1nd1v1dual wh1le

| becomlng a teacher. Here, W1th1n th1s framework the teacher again moves
through stages of change that are often in tension W1th self role and 1nst1tut1onal
constraints resultmg in strong social changes for the beg1nn1ng teacher These

' frameworks are cons1stent wrth the idea that knowledge of career-stage theory

15 important to effect1ve profess1onal development programs is well accepted in .
the l1terature" (Burke, 1985, p: 18). : ’ | T

Each of the descrlbed frameworks are helptul i in try1ng to explam the .

kmds of problems that beg1nn1ng teachers expenence and ass1st in determmmg

what stage the beginning teacher is at durmg a gtven problem yet as Veemnan )

points out " little is known. .about the cognitive and affect1ve processes that
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- Jcnaractenze the transition 1nto teacmng (p 1025 ). In Keepmg with this H ffman”
—— °  etal( l98r5}hold -that denero%researehemthe%ﬁeratureha&beerrtoe—

- focus on the problems of begmmng teachers rather than their strengths

— Moreover, "It was noted that relatlvely little research has been conducted i in situ
w1th begmnmg teachers and almost none has atten‘tpted to contrast the teach.mg
behav1ors of new teachers with those of the1r more expenenced colleagues
(p-32) | | L

' Odell (1986a) found evidence that begmnmg te\achers who receued

 assistance- 1n an 1nduct1on program had slightly dlfferent needs than those
reported in the llterature Odell employed-a funct1onal analysis of teacher needs
by »recordmg the kinds of ass1stance actually recelved by both first year entry R
teachers and expenenced téachers who were new to a school d1stnct Durmg the -
course of one school year support personnel for the beginning teachers and’
- teachers new to the system recorded requests for assistance and later categor_lzed
~ them into the following kinds of support: System Informatmion,“ I )

T  Resources/Materials, Instructional, Emotional, Classroom Management,” .

8%

Environment, Demonstration Teaching. The 7results of these data revealed that
the requests for assistance bet‘ween beginning teachers and new to the district

- teachers were remarkably similar; that 1mt1ally both groups ranked high in
requesting system 1nformat1on but as time went on this ranking diminished and
was replaced by needs in the instructional category;, and that both ranked 'hrghly 7 .
_in the category of resource/matenals Surpnsmgly these findings run contrary ]
to the often quoted ma]or problem of classroom control experlenced by -
begmnmg teachers (Veenman 1984) Odell S work has obvious 1mpl1cat10ns for
.both understandlng the nature of beginning teachers problems.and for designing

induction programs of assistance. . | R
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. 51tuatlons which prevent them from succeedlng in their first years of teachmg

ftoteaehmgs
Compoundmg the d1fﬁculty of th1s setting she says that typ1cally the begmnmg

gethemos&seasonedoﬂvetermeaeherki

teacher receives a placement for wh1ch tbx? were untrained and students W1th
little motlvatlon for rece1v1ng 1nstruct1on Further expectatlons of extra—
curr1cular respon51b111t1es are often added to these intolerable condltlons and it i§

no surprise that "researchers conclude that begmnmg teachers are often put in

(p-8) |
 Varah et. al. (1986) in theirreview of beginning teachers cite the

following p'roblems and conCems' isolation, evaluation of student work,

dlsC1pl1ne use of appropriate materlals personal life adjustment teachers
expectatlons strains of daily interactions, planning lessons and preparmg for the

L)

"day. The picture that they paint 1s dismal and simply re1terates what others have

" observed in their 1nvest1gat1ons of begmnmg teachers. i ‘
Fox and Singletary (1986 P- 15) have concluded that "although much is

known about the problems and concerns of begmnmg teachers little is known

about programs deS1gned to assmt them during this crucial transition perlod "

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

or prescrlpuons some emergmg themes and gu1del1nes do surface upon

1nvest1gat1on of the different perspect1ves and purposesthat are held on the

subject The next s%cnon exammes such perspectlves and purposes : -

rspectives an Purp

Several perspectives and their accompanying purposes have been pres'ented S

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



] accomphsh Johnston and Kav ( 1987) Dropose five goalLoLpurposesioLteacher_L

mductlon onentanon psychologlcal support acqulsmon and refmement of

&achmg skllls retentlon and evaluat10n"'* Each one of the five goals is carefully
described and substant1ated from a research base They argue that msntutlons ot
h1gher leamlng canino longer be oh the s1delrnes but must take an active role in
teacher 1nduct1on beyond preserv1ce tra1nmg - _‘ .

Fox and Smgletan;@%d_ennfy essentlal elements of z an mduct1on

- s program that are necessary in addressmg the concemns of beglnnmg teachers.

’ Such elements should mclude the. followmg prov1s1ons for acquiring additional
knowledge and instructional skills; opportumnes for developmg attltudes that
foster effectlve teach1ng performance;. asmstance in recogmzmg ‘the effects of -

~ isolation; and aid in beeomlng mtegrated 1.nto the school district and community"
(p 13) ) BasedUpon their* experience Fox a‘nd Singletary further recommend

that inductlon seminars be glven to begmnmg teachers with partlcular empham

IR

" on the follow1ng goals

1 Develop a psychologlcal support system for the teacher focusmg
on self-perception and attitudes likely to result 1n 1ncreasmg

- commitment and retention.

2. Assist in the development of acceptable methods for solvmg
problems that typically confront new teachers, especially
methods of classroom management and discipline.

3. Help develop the skills necessary to transfer the pedagogic
theories received in preserv1ce cours‘es into appropr\ate teachmg
- practices. ' \e

4. Provide experiences in wh1ch new teachers can begm 0 develop

“  professional attitudes and the analytical and evaluative skills
necessary to maintain a high level of proficiency in a con nually
- changmg profess1on (p 13) _ \\

They suggest sj)eclﬁc kmds of activities and procedures for attammg the

goals during the seminar sessions. These suggesnons mclude locanon of\where

¥
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the semlnar should/ ke place and scheduln;g of how oftenjhey should be held

,selectloﬂ of semmar fac1l1tatron who should assume respons1b1l1ty for - prov;dmg ]

'mduc/;tlon/ semmars program components during the semmar which would allow
beg'nmng teachers to develop skill inr self-evaluatlon and reflectlon’peer support )
an excha ofmformatlon between begmnmg teachers The idea of semmars
hés ‘great val1d1ty when o‘ne considers that even br1ef workshopsr%d a trammg
manual prov1ded at the- beginning of the school—year for planning and orgamzmg .

elementary classrooms has proved to be more effectlve than leavmg teachers to

thetr own devices (Evertson Em/rner Sandford Clements Worsham, 1984)
Fmally, they stress the need for institutes of htgher learning and other
educauona’l agenc1es to become collaboratlvely mvolved in induction for the
begtnnmg teacher. The overarchmg goal in all thls accordmg to Fox and .
Smgletary is the development -of the analytic and reflectrve growth of the
,begmmng teacher. - - — : S
Andrews ( 1986) in his comparat1ve examinatioh of mductlon programs in
five countries identified f1ve paradigms for viewing induction, the laissez-faire )
- model, the»c\ol\legial model; the formalized _mentor-protegemodel, the rnandated B
competency-based model, and the self-directing professional model. The laissez- -
faire model ,i»sCharacterized by a lack- of any planned effort Vof assistance“fo'r the
begmmng teacher apart from i 1nserv1ce generally offered to teachmg staffs as
profess1onal development Andrews says that this type of assistance md1cates
what is prevalent in Canada Br1ta1n and parts of the U. SA. . o o
7 In the collegial model " the underlying assumption of this 1nductlon |
parad1gm bemg that the colleglal relattonshtp of the begmmng teacher with an
experienced peer in the same school -emphasizes the supportive, personahzed

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

»
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- IO'ITI’lallZCd mentor—protege model is ClCSCI'lDCd as a helpmg relatlonsmp whereby

- a meMoﬂ&assrgned%eabegmngteaehﬁbuwnhkﬁhecoﬂegmknmdelme——

mentor assumes an evaluatrve role: The mteractlon between the mentor and the

L begmmng teacher would comprrse modellmg, superv1s10n coachmg drscusslon

“and cumculum collaboratlon" (p 3()1) .

N
{

‘The mandated competency based model as its'name 1mp11es is ass1stance

. g1ven to begmmng teache s with a focus on assessment and accountab111ty for

attaining spemﬁc outhned teaching comnetencres UsuLlythlstypeaotmodeLﬁfénn

emerges as a result of state mandated requ1rements for cert1f1cat10n of teachers
- =~

N

and fulfillment of pOlle regulat1ons for 1nduct10n programs The self—dlrectlng e

professronal model is one where the begrnnlng teabher ‘may experlence

N

mod1f1cat1ons of any of the last three scenarios but most 1mportantly tlrst year

prefessronal in-service act1v1t1es are seen as the beginning of an ongomg

: contmumg educat1on programme for the first year teacher" (p. 30%)

and inservice programs underlies the best that teacher educatlon can offer to

Andrews argues conv1ncmgly that a confluence of pre-service, 1nduct10n

| developing self—dlrectlng profess1onals 1n the process of teachlng The self—

d1rectmg model of 1nduct10n as a part of this confluence is seen as crucial for
enhancmg the contmumg professronal development of begmnmg teachers 7
InteTestmgly, the proposal by Andrews that begmnmg teachers have opportumty ‘g
in their development to become se]f-dlrected self-analytlcal and self-eyaluatlve
echoes much of what Fox and Smgletary (1986) advocate

Others see the purpose of 1nduct10n programs divided between an

.emphasas on assessment and an emphasrs on assistance. The next sectron '

descrlbes the-gulf that exists between these two perspectlves and p,r\sents a

pragmatic approach to bridging the chasm. -



Some have stated that"inductidn programs for beginning teachers have 7
been built upon either an assessment model oran assistance and support model as
the prrmary purpose and emphasrs ( Cole and McNay, 1988; Newcombe 1987 )
The assessment 7m0del, characterlzed by 1ts_eva}uat1ve and summative -

components ’nieasures generic teaching skills demonstrated by the‘beginning' .

" teacher /Whﬂe the underlying purpose in this model is to improve teachmg
skills of the beglnmng teacher through remediation of deficiencies that surface
. durmg assessment of their teaching, certification is granted only upon successful

- completion of the program. This rmodel"is most often associated with the state

rnandated—i’nduction programs ocurring in the United States and the "Teacher

ResidenCy Program recently proposed to the Ministry of Education in Alberta 1 ’

(Rats’oy et al., 1987) would appear to bear some of these characteristics as well"
( Cole and McNay, 1988 ). '

While state assessment induction programs appear to meet demands for :

ER

ensurmg that beginning teachers master a minimum of basic teachmg

competencies before rece1v1ng CCI'tlflCatIOI’l, others ‘are critical of the assessment

~ model. The state assessment induction systems often derive a cornpendium of

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

research but the use of thls research as the litmus test of teachmg has at best

~mixed results for judging exemplars of teac{hmg ( Griffin, 1985 ).

. Another criticism of the assessment model inherent in 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
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aredemonstr&ted byebegmﬁmgteaeheﬁrbefor&eemﬁeanoﬁﬂ%g rmrted—thwrndi

Hawk and Robards (1987) mdlcate that the number ot state mandated«

induction programs in the United States is becoming more prevalent and they '
-predict that such programs w1ll eventually be commonplace in the 1990 s. If -

the1r predlctlons are accurate the assessment model as descnbed and apphed to

beginning teacher 1nductlon programs may prohferate but is not likely to do 1ts :

,l work of producing quahty teachers “'Assistance to the beginning teacher if it

occurs in these programs 1s: generally delegated to local dlstrlcts and it tends to

focus upon 1mprov1ng the perforinance of a specrflc competency with whicha <

teacher had difficulty on the assessment rather than on developmg a repertmre
of skllls " ( Newcombe, 1987, p 13). R , _ ,
In contrast the assistance and support model extendsJoey'ond the technical

~and managerralfaspects of teachlng and focuses upon both the personal and

professional concerns that beginning feachers experience during their entry year

to teachmg "Odell (1987) mamtamS'that begmmng teachers, w1th the requ1red
,.enterlng competencres and aided by tra1ned support teachers 1 in techmques of .

supportive SupeI'VISIOD cannot only beneflt from the assistance and supportlve }

model but they are more hkely to develop self analysls and reflection about therr
own teachmg L1kew1se Cole and McNay (1988) advocate that the assistance

and support model .of induction for begmnmgteachers 'to be a more educatlve-

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

‘model, and that ultimately such programs will serve schools and sChoOl boards,

mrnlstrles and teachers' federatrons as valuably as they will serve begmnmg

teaehers and their students" (p. 9) / o
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reluctant to reveal their concerns about their/teachlng when they know they are

to be eva-luated Itis less 11kely that begmnmg teachers will take rlsks or seek the
advtce of someone who will be ratmg them on their performance For that
“reason 1t is often suggested that support teachers in an assrstance model of

~

' tnductlon not be placed in the posmon of havmg to evaluate begmnmg teachers.

- Odell (1987), brldges this d11emma between ass1stance and assessmentby .- - |
acknowledgmg that supportwe teachers have the best opportunity as a frlendly
critic” to prov1de information about the begmnmg teacher S competency and
performance "The best solution to the assistance versus assessment issue is to
consrder the assessments of the support teachers only as‘ conﬁrmatlon or ‘

“dlsconf"mnatlon of evaluatlons made by a separate assessment process of which
the support teachers are not a part" (p.76). .

Given the importance of providing balance between assistance and x

‘assessment a pragmatic approach to evaluatton of begmnmg teachers inan

@

-1nduct10n program appears to be a worthy cons1deratlon It i 1s not tenable
desptte the merits of an ass1stance and support model of induction, to ehmmate )
s assessment asa _program component. Howey and Zlmpher ( 1987) note the lack
of attentlon to assessment in several professmnal 11terature art1cles about
induction programs and the need for a balance between prov1d1ng contmuin}g
educational and personal' support for‘rbeginning teachers and, at the same’time :
engage in-accountable assessments of these nov1t1ates ability to teach” (p. 42)
What can be conchuded from the assessment or assrstanee debate is that
both are necessary but the partrcular emphasrs grven to one or the other is ’

dependent upon what the purpose is for the induction” program As Bames

T
|



- (1987) points out if the purpose is_to focus 'on staff development the 'evalu’ation ]

as less stnngent and more open- ended and SubjCCthC with less attentlon to, -', .-

obtamlng standardlzed evaluatlons On the other hand if personnef decrstons are

the focus.then more at’tentton must be glven to ObjCCthC accurate, and legally

\ defensible 1nfonnatlon being documented The purpose and perspectwe held for -

an 1nduct10n program heavily 1nﬂuence whether the emphasls W1ll be assessment

or ass1stance and this has a dlrect 1mpact upon the eventual deslgn of the

1nduct10n program It is of interest at th1s juncture to focus upon the destgn of

1nductlon programs

L4
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- The" desrgn of induction programs hinges on the purposes set for them and

wh11e there 1s w1de d1vers1ty from one - program to the next some common

' threads do emerge from the 11terature Newcombe ( 1987) after. rev1ew1ng nine

major 1nductlon programs in the Umted States offers a-number of lessons that
can be learned from'her analysrs She suggests seven gu1delmes for developmg
or 1mprov1ng the desrgn of a teacher induction program

First, the nature of the local context must be consldered as a factor of

&

~influence pnor to the startmg of an induction program This means that the

. followmg sources of 1nﬂuence must be taken into account the number

background, and skill of the begmmng teachers; sUpport and leadershlp from

school district administration; acceptable and appropriate school norms open to*”

, expenmentatlon and colleglahty, avallablhty of support staff w1th superwsory

and evaluation procedures; and the resources available (ie. people fundmg)

Second consideration should be given to at least three dnscemaﬁfe

-perspectives in the creation of purposes for an induction program. Accordmg to.
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' irN”ewcombe these perspectrves include: the job perspectlve of help1ng begmmng

o teachers acquire the knowledge and skills to perform the cntlcal tasks' of being a
" teacher based upon what js known from perceived needs surveys and effectivé
'teachmg research; the process of teacher socialization into the workplace g1ven
the 1mportance of recent research on school norms and values; the process of
addressmg’mdmdual stages of concern’ and fostennglong-term. adult
’development in beginning teachers. .~ _ 7‘ c
- Third, a variety of activities should be mcluded in the de51gn oﬁher”*ﬁ *%
. program These activities should be g—;ouped under the followmg frameworks
of seven headmgs or types and prov1ded in sequence with some overlap between
categories: 1. pre- ass1gnment contacts whrch may include meetmg school district
7 staff/prmcrpal visiting school faculty, observrng classrooms, and obtaining
pnntedmaterrals about the d1stnct 2. or'lentatlon and information activities
which would include similar items mentroned in preﬂassrgnment contacts plus .
| meetings al}out curriculum content and intr:o'duction"to school district appraisal
and evaluation systems; 3. personal support to l;eginning teachers by experienced»
staff; 4. introduction of a problem solvmg approach to teach1ng improvement; 5
'formal presentations in wh1ch workshops, seminars on 1nstruct1on curriculum,
_ ‘mariagement techniques and professional i 1ssues ‘would be made; 6. school -
" organization planned to support induction' 7. external support services For _'
each of these frameworks Newcombe provrdes detarled descrrpt1ons of poss1ble
activities to aid de51gners of 1nduct1on programs - . Ca
Fourth, 1nduct1on program designers are encouraged to use the full range ”

of persons who can poss1bly prov1de support. The emphas1s here Is to enl1st the

expertrse and assrstance from a wider base of support than one person or even a

_ S ] ‘ “ : o



Flfth an evaluatlon component should be included in the desrgn for the )

program If the pnmary goal of an induction program is to aid beginning

teachers there must be some means by which the program I tested to see if i it
s

' actually attains such a goal. Evaluatlon also should provrde some measure of

evidence about which parts of the program to contmue modrfy or ellmmate

- Sixth, build flexibility into the program deslgn to meet individual
- differences since there is ample evidence that beginning teachers needs are qurte -
 different from one another over time. Newcombe suggests that buddy teachers
or mentors are best su1ted to provrde the ﬂexrbrhty needed to meet the evolvmg
concems of begmnmg teachers 7
Lastly, Newcombe recommends applying what is known to educators' o

: about the process of change and to rev1ew the lrterature change for the

w

lessons that have been leamed Ignorance of th1s last factor would appear to be .
folly by those cons1dermg to change the ways in:which new teachers are mducted
s mtotheprofess1on - L . o

Newcombe S seven g'uidelines resist the temptati'on to provide a ‘canned
" package' of how to construct an induction program for begmmng teachers and
gwe recognition to the complex1ty accompanying planning for the drverse needs
of begmnmg teachers. Followmg the advrce Newcombe recommends may well ;
7 afford some measure of success in not only construetmg mductron programs but -
also improving existing ones. . “ o \ .
Huling-Austin (1988) recommends that speclal attention be given to the
important role of the support teacher in the design of an induction program for

beginning teachers. She found the role of the ;support teacher probably the most i

\

gt
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: conslstent factor tor SUCCCSS across seventeen selected studies I'CVICWC(] on .

mdttctron She also cﬂesdrefmdnrgbrﬂuf“mg%usﬁrr%tmarrand@al%
Hjomewk (1985} that " the ass1gnment of an app;opnate support teacher is “"
‘likely to be the most powerful and cost-effective intervention in an 1nduction »
program (p 50) ‘Other studies c1ted by Huling-Austin (1988) indicate that
support teacherg sometimes referred to as mentors, buddies, help1ng~teac.hers
need to be selected carefully and should receive compensat1on for their serv1ce’
-as well as spec1ahzed trammg 1n how \f/asmst beginning teachers. S

Kilgore and Koz1sek (1988) report that support teachers who we:e

included:in the design of an induction program but did not J‘CCCIVC tra1n1ng nor

compensat1on were not as effectwe in fulfilling the role eXpected for a—ssrstmg 7

the begmnmg teacher. o o R -
Another factor 1nfluencmg de51gn of an induction program for beg1nn1ng .

teachers has to do with the 1n1t1a1 placement and teaching ass1gmnent of the -

‘novice. Although this pomt has been ment1oned already elsewhere it is worth.ss ]

: repeatmg since beginning teachers are still usually lglven the most demandmg

teachmg assignments w1th1n a school Hulmg Austm (1988), contends that
teaching assignments and context should match the ab1l1t1es and talents of a first ]

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

d1ff1cult assignment and exacerbate the s1tuatlon further by havmg them teach

_content for which they were untramed ]

- Rosenholtz (1987), after deta111ng the necessary structures needed to
increase teacher eff1cacy and limit teacher dlssat1sfact1on absenteelsm and
defect@) in the ‘workplace offers the following ten organ1zat1onal condmons as

“factors in desrgmng induction ‘programs for Begmnmg teachers:
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_ 1. Initial teaching assmnments that Dlace mmnmmeumthsi 74
- difficult schools nor with the most difficult students;
2. Discretion and autonomy t&makeqmportan%elassroemcheree%—
- with information about optlons and possibilities gq\ned through
opportunities to part1c1pate in dec1S1on makmg with colleagues
and administrators;
3. Clear goals set by administrators, colleagues, and begmners
themselves toward which they should initially strive; - -
4. Clear, frequent, and helpful feedback from administrators and
“colleagues about the progress they are makmg with suggestions to R
help them improve; o
5. Regular encouragement and acknowledgement of their efforts by
building administrators and colleagues;
6. A school ethos that explicitly encourages them to ask for advice
when needed and to feel non-threatened when others offer theirs;
w Opportunities to talk frequently with more expert colleagues
sabout teaching problems and possibilities, to observe them at their ,
work, and to be observed by them; s S
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 N o
“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 organizational coinditions are
‘extensive andrimplies a readiness for action rwithin,thef-‘prfofeSSion. This
assump_tion may be‘an error by omission, for as Hfllihg:Austin (17988), points
out, many have made the_rmistake of thinking that becaUSe*there are_ mandated '7
induction programs that there is also general consensus in the professionf |
'regarding their;value. and merit. This is simply not so according to Huling-
‘Austin and she says that one.of the features of designing an induction program
~ must include the need to educate the profess1on as well as the public about -~~~

teacher mduction



- The great diversity between types of induction programs and the varying
intensity applied in their implementation makes it difﬁculpto categorize them

into discrete models However some characterist’lcs' do s'éem to surface and lines

~ of demarcation exist between types of induction programs Kester and Marockle .

(1987) Bl\rm that mductlon programs generally fall into-three 'C'%%gM€Sﬂn¢CaH—

be characterized as either orientation, evaluat1on or assistance. Hulmg -Austin

‘and Murphy (1987) found that mductlon programs could be gen erally grouped

into four clusters after cons1dermg the content, organ1zat1on and intent of the

.programs state mandated programs collaboratlvely operated programs local -

_d1str1ct programs; and no formal program Ward(1987) 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 teacher development school | . |

The idea of a teacher development school as a veh1cle for 1nduct10n
programs has also been supported by others. In their extensive review, Wise,
Darlmg-Hammond and Berry (1987) recommend an induction school asa type
of superv1sed 1ntemsh1p wh1ch could be unplemented by school districts in ) ;
schools where high staff turnover had prev1ouslv been expenenced An | .
induction school, in th1s sense, would be the respons1b111ty of a school drsmct o

and would prov1de developmental experlences to beginning teachers dellvered by \

7 ,seasoned veterans. Begmnmg teachers would undergo an 1ntemsh1p 1nclud1ng

both assistance and assessment in this type of mductlon and Wise et al see the -

following benefits ocurring:
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Supervision for beginning teachers with eased entry to teaching, -

better preparation for mlr%MMMmmmacuve—
aSS1gnment for senior teachers that recognizes and uses their talent '

and experience; a setting wherein first-year teachers could be -

efficiently and effectively evaluated; and more resources and more’

stable teaching for disadvantaged children. (p.95) '

‘, Schlechty et al '( 1988) have described a school di trict's attempts to establishr’a -
professional development school mvolvmg major ch ges to the school system
but. admrt that such a prolect w1ll take a ten year trme spah to- fully 1mpleme—ne—~—r———%f
'Although an mductlon school as descnbed has great potential in accomphshmg |
the goal of moving begmmng teachers towards the goal of becoming a
n - professional it would appear that there is little evidence in the- lrtera_ture of this
type of induction ocurring,. v ’
Intemshlp apart from an 1nd1lctron school has been 1dem|t1ed as d type of
induction program in addressing the needs of begmmng teachers, (Zrechner,“,
:1979) Ratsoy et al (1986) have recemly evaluated the Alberta 1ntemsh1p
program -entitled Initiation to Teaehmg and their comprehensrve report points to
the merits of mtemsh1p in the profess1onal development of begmmng teachers,
, Unfortunlately, the major efforts undertaken in the project were curtailed by
funding an‘d 7it was felt by others to be an ende‘avor~toorexpensive: td maintain.
Earlier in British Columbia a similar thrust for ah intemShip program .
: was proposed to government officials by a commlttee with representatives drawnr
from a wide array of educators and public off1c1als within the provmce (Brmsh
Columbia ad hoc Commlttee, 1983). The intent of this committee was in
establishing and extendihg the articulation of pre;service teacher preparation and

actual profess1onal practice of beginning teachers through an mtemshrp

program Whlle the rationale and preliminary plans for implementation of the
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vrewrngthe specter of an economic recession in the provmce did not share the

same v1s1on an /the 1ntemsh1p 1n1t1at1ve became a sudden casualty of

" , retrenchment Given these examples of intemship as a type of induction it
“would appear that, planned program efforts often succumb to the tightenmg of
educational funding purse strrngs .

| A prevalent type of induction program in the literature is the

interinstitutional gol,l.aborat,ion, be,ty,vee,n school dlstrwts and,umxcrsmes that take .

on a’joint responsibility for 'grooming' heginning teachers. This type of
induction often is an exfension of the pre-service training received bybeginning
teachers in an institute.., of’higher lgarning and is hased on the’ ass\umption that
such institutes share in/the‘ responsibility of inducting b'eginning teachers with -
other groups and agencies. '}ohnston and Kay (1987) found»strong evidence that‘ s
this type of induction, although still in the 1nfancy stage, 1s growmg qu1ckly in |
- the United States and particularly so where there is a state mandate for
mduction They also offer the followmg recomme dations to guide effective
mvolvement of faculty members from institutes ofliigher leaming in the :

2
induction of beginning 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: Cooperate in planning and delivery of psychological supporf‘
- services for teacher induction programs.
6. Train local system personnel to deliver psychological supr)ort '
' services.
~ 7. Plan and deliver seminars, classes, workshops or support groups
focused on acqu1s1tion and refinement of teaching skills.
8. Cooperate in developing state and local guidelines for mentonng
programs. . - |



o of teacher mduct1on efforts (pp 14-15).

9. Train local school personnel to be effective mentors of begmnmg

- 28

~ ~ .teachers.
10. Assist in design and execution of local and state w1de evaluatlons

.

’ There is also evidence that induction progratns within the school district-

B ‘umversuy collaboratwes can-be 1mplemented wrth no addmonal costs to school

dlstncts Odell (1986b) has described a model in wh1ch a school d1stnct obtains

an induction program w1th no extra cost attached to it. ’Ehe model makes

poss1ble the release of veteran teachers to assist graduate interns.in their first .

_year of eteachlng These graduate interns eamn a st1pend and obtain tuition

-waivers plus credit towards a master of educat1on degree in teachmg during the

first year of service to the school dlstr1ct The induction program has four

\

essential components Wthh 1nclude—' 1. no add1t10nal cost to school districts; 2. a

university graduate 1ntem 3. a clinical support teacher 4 ongoing inservice

‘training for begmmng teachers

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

mentloned and seem to be implemented w1th drfferences in both duration and

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

;['.l; ion Progr l'V'D'EE\‘ .

Given that the literature strongly supports induction programs for the

differenCe in the development of beginning teachers. Griffin (1985) contends-

teacher mduct1on Problems do exist in the research efforts presently reported

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

'support Identrfymg types of 1nduct10n prov1des samples for possrble applrcatron

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

that much has yet to be done in the field before research can affirm the value of
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B Afaced with-a number of dr?ﬁeultres mapplymg thabresear—eh%othedevelopmemi
of new 1nduct10n programs" (p. 42). Such problems include the lack of
objectivity in the results of mvestlgatlons that are based upon the self—reports of
teachers and studies that descrtbe the myna;i problems encountered by begmmng
teachers but do not go any further than recommendmg that begmnmg teachers
are in need of induction programs. , o - )
Odell (1987) has also indicated that research on teacher inductiomis - e
llmlted in tellmg us ‘whether posmve outcomes will result because- program o
evaluatlon data are too few and too new On thg other hand, even though extant
- research on teacher induction is relatively new, there is much to suggest that
"what program evaluatlon data are available to date demonstrate clearly that’
‘teacher induction programs can be efﬁcac1ous across a wide vartety of program
"des1gns" (Odell, 1987, p-78). |
Huling-Austin (1988) ina synthe51s of teacher induction programs across -
7 seventeen selected studies found support that teacher 1nduct1on programs can be
successful in achlevmg the followmg five goals to 1mprove teachmg
| 'performance, retain prom1s1ng teaching personnel i in their first year entry to the
profes'sion' ~encourage the adjustment and well being of beg'inning teachers; -
_ satisfy and meet state requ1rements for cert1f1catlon and acculturate the -
'begmmng teacher into the school system In addltlon to ach1ev1ng these flve :
goals Huling-Austin pomts out that any program efforts of teacher induction
must be accompanied with planned activities: wh1ch wrll be targeted at addressmg
r each goal that is set for teacher lnduct}.pn Success will not come by settmg the -
program on autopilot in hopes of accomplishing its aims. S

N
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Evaluation of Induction -

Central to the goals and purposes set for teacher induction is the notion _
that there should be some benchmarks ‘by which to judge the success of g1ven
program efforts to mduct the beginning teacher into the professlon Schlechty
(1985) has suggested a framework by which induction into teaching can be.

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

norms as the fabric for weav1ng new members into a profession. Accordmg to
Schlechty an effective induction program should be the process by which these - -
professlonal norms become internalized, supported, and adopted by new
- members. Such norms here must be clearly articulated and codified within an
induction program otherwise success will not be easily realized. N

Other indicators described by Schlechty oE an effectwe teacher induction
' system 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
to a professl‘on. This meansithat as new members move through distinct stages 7
within the induction system they gain status and they will be more llkely to
inculcate the norms of the profession. A second characteristic 1ncludes
structures. for shared mutual support amongst status equals. Coupled wrth this .
charactenstlc is the necess1ty of activities to build a shared language for novices
to acquire the myths, rituals, and technical knowledge of the profession. Of great
1mport in judging an induction program is the assumptlon that some type of
pnor screening of candidates to the profess1on limits the posslbrllty that entermg
candidates will not fare well in the1r 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
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used for urdgnosls instead 01 screcnmg candidates out OI the proressmn Anotner :
- characteristic is the reliance on weii—mte&trorae&trmmngwhreheprovrde#chmcair

supervision, demonstration, corrective feedback, and coachmg of neophytes -

‘Shared responsibility for evaluation and tramin‘g of new members is also seen as’

a necessary feature in the framework for evaluatmg mductlon programs because
\' evaluation is more likely to be frequent contmuous and drawn from more than

one source. Besides these indicators of effectlve mduction programs Schlechty

‘has pointed out, as have Lothers(Wise et al, 1987; Fullan and Gonnel—l—y;~1~98r7f)ﬂ R
that mduction systems include well articulated | processes. of teacher recruitment -

and teacher selection criteria as entry requ1rements to the professron ‘

In ,consrdermg teacher induction programs Newcombe (1987)%/notes that

limited eVa,Juative information appears in the\literature to guide designers. "For™ \
that reason it would appear that inductionrprograms need to be tested in temis of |
whether they attain the goals set. Practically, the evaluation of teacher mduction
should include at least some feedback fronrbegmmng teachers and those n 7
-supportive roles about the nature and value of the speC1f1c activities. Finally,” -
evidence should be obtained\from the.evaluation that the purposes of induction
‘programs_ were attained and that prOgramvefforts do indeed meet the n_eeds of the
beginning teacher. Clearly, as Odell (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 hoiv better to irtdtfct teachers into

the te‘aehihg profession.” o o | .

T —
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This liter‘ature‘ review has examined a variety of purposes an 'perspecti,\r'es
for conducting induction programs for beginning teachers during their entry
) yeari into the pro’fession. It readily becomes apparent that a greatlydid for
assisting beginning teachers has t/)e'en identified by many in the‘literature. Also 7, »
c1early‘ identified are tlie probIem's experienced by beginning teachers 'in their ) b/::
- first year of teachmg These problems are almost predictable and canbe ,;

| generally anticipated based upon reports from the literature. Andrews (l986§

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

| categorizing the var1ety of . 1nductlon programs and practlces that exrst

Generally, mductlon programs and practices have been descnbed wrth ‘either the /

“central purpose of* assessment for evaluating competence or supportive planned
assistance for mtervening on the behalf of the novrce teacher It would appear '
‘that very few induction programs strike a balance between assessment and /
as51stance, usually it is one or the other. _Also tne literatire seems to lean heavily
towards the purpose of assistance rather than assessment.

iThe literature'reviewed suggests that there are some guidelines abou't how
to des1gn effectlve 1nductlon programs/practlces wh1ch may assist the entry year
teacher. In add1t10n to the gu1delines for designing induction programs/practices :
there are necessary considerations to be made in the orgamzauoi?dl condltions
outlined by Rosenholtz (1987) that would assist beginning teachers in the
workplace |

The apphcat1on of Schlechty s (1986) framework for evaluating inductioni
programs and practlces seem to be worthy of consideranon in planning and

assessing effectiveness. Several researchers in the field of induction fer
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beginning teachers mention that limited extant research tells us if induction_

programs and practices will guarantee the positive outcomes: desired. Others
contend that despite the lack of evaluétlve research supp‘ort for 1nductlon ‘

. programs that there are indications that such programs will ‘make a dlfferenCe.
As ane author has sa1d Indnctlon programs are simply Stlll too new to be a
proven component of the life-long process of developmg teachers Nevertheless

the ratlonale for teachemnductlon programs is clear and the needs of new

teachers ‘cannot be 1gnored " (Odetl, 1987,p.78).. 7‘1'—'”*” e



‘The object of this’study first sought to determine what kinds of assistance
-districts offer to. begmmng teachers i in Brmsh Columbia. School distrlcts had to

\ meet two predetermmed criteria : » ' S

- 1. A-school distfict whose projected five year growth as 1i§fed in the Public -

‘Schools Data Report 1558 for 1987-88 by the Schools Research & Anaiysis'

Branch of the Ministry of Education shows an annual mean average of
_between 2% ?lnd,S‘%. 7 ’ I

2. A school district whose total number of new teachers with.zero years
experience as listed in the Public Schools Data Report 2054 for 1987-88 by
the Schools & Analysis Branch of the Mmistry of Educatlon is 10 or

greater

L2

The above criteria were designed to select those school distriwc'ts most likely to
have developed practices of assistance for beginning teachers. Scl)o"ol'districts
who have beginning teachers within the district are more likelyf-’to have planneydf;

assistance activities than those districts who do not have begmnmg teachers Itis

* also more likely that those districts where growth 1$ antrcrpdted over the next

five years will have either implemented practices of assistance or be planning
activities of assistance for the beginning teachers /needehd to meet the predicted
growth than those school districts with lim}ité’dor no growth. '
Semi-structudred 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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‘ dllowea the researcner to ellcrt answers which do not l1m1t responses Tt was felt

that in addmon to the basic mformatrorr soughtthefrescarchermrghrdrawouti
_/underlymg assumpt1ons, behefs and values that the part1c1pants might hold

through the use of such starter questions'

~ Second, the study was to compare the l‘hnds of assistance that two school .

districts said they offered to begmnmg teachers with the kinds of assistance that

,begmnmg teachers said they recewed

~ A questronnmre was constructed and d1stnbuted to begmmng teacherm ********* *

-

/

] the two selected d1str1cts having the h1ghest annual mean average percentage of
projected growth plus the requ1red minimum of at least 1C begmnmg teachers
The quest1onnaue mcluded questlons about the specific kmds of assistance that

the interviewed school districts said they offered to ibegmnmg teachers.
lection of Respon nts

In the selection of the school districts for this study the requ1red criteria

prev1ously described were used to identify those school districts.- Table I lists

-

- school districts wh1ch met the ‘criteria. - P
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~ Table 1

; : | // 7 . 4 _ A,,,,,,z,;,, , S ‘
o Selection of School Districts -

SchOOl,distriét§,‘ with 2%-5% projectedanhual growth.

04 Windermere 35 Langley - .. . 48 Howe Sound -
15 Penticton 36 Surrey - . 64 Gulf Islands
16 Keremeos ~ 38 Richmond - 68 Nanaimo /
33 Chilliwack - 42 Maple Ridge - 71 Courtney ~ -

34 Abbotsford 43 Coquitlam -~ 77 Summerland
School districts with 10 or more beginning teachers.

22 Vernon 38 Richmond 59 Peace River South

24 Kamploops - 39Vancouver 60 Peace River North
27 Cariboo o 41 Burnaby - 6l Greater Victoria
33 Chilliwack 42 Maple Ridge 62 Sooke ’
© 34 Abbotsford 43 Coquitlam / 63 Saanich
35 Langley : 44 North Vancouver 68 Nanaimo
36 Surrey g 52 Prince Rupert . 70 Alberni’
37 Delta : 57 Prince George 71 Courtney
88 Terrace ‘ ‘ S

School districts meeting both the above criteria.

33 Chilliwack 36 Surrey 43 Coquitlam

‘34 Abbotsford 38 Richmond " 68 Nanaimo

- 35 Langley ‘42 MapleRidge =~ 71 Courtney
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The two school districts selected, for comparing what school districts sa1d
they offered beglnnmg teachers with the ass1stance beginning teachers said they
received, were the two school—dlstncts having the hlghestreported annual mean

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

. Report 1558 and that also had at least 10 beginning teachers as lLsted inthe
" Public Schools Data Report 2054. '

Beglnnmg teachers, i&the process of completing or havrng completed one -

.f

. year's teachlng experience in one of the two school districts selected for

companng what school districts say they offer beginning teachers with what :
begmnmg teachers say they receive in terms of assrstance recelved a
questlonnalre and were asked to partrcrpate : -

Preparing Respondents

Before the interviews were conducted a letter of explanation about the

- nature of the study was sent to the selected school districts asking' for permission

to conduct the stndy. In the letter,ﬁ followinginfonnation was provided:
(a) researcher‘s name, roleand affiliation |
(b) intent of the study
(c) explanation of how respondent had been chosen
(d) details of provisions for confidentiality
The letter (Appen‘dix Al was addressed to the residing Superintendent of th‘e

school district and asked for his/her participation or the person desig‘nated as

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

~ envelope was included with'the letter asking for the respondent’s to indicate
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ST Wh they would be pdruupdtmg mn tne Stuoy A pnone call was made to the

sehooLdrstr}et by thereseareher shortly afterwardstdconﬁmrpzrmcrpatnmty—»

the d1stnct in the pI'O_]CCt and to arrange an approprlate time sultable to conduct

the telephone 1nterv1ew o
~ For the two. school dlstncts studled in more depth a srmrlar letter (Appendrx
B) was senf to the residing Supermtendent of the 'school dlstng:t but asked for

‘additiOnal permission to survey by questionnaire all of the district's beginning -

teachers. - | - 3 - !
- “In each case, all of the selected school districts"were sent an kac«c%ﬂpanying o
listof the interview questions prior to the actual telephone interview. This was 4
done to enable the respondents time to prepareifor the intervietv and clarify an\

questions needing more explanation. - A list of 'starter questions’ were uxed for

the interviewing of school districts and appear in Appendix C.. = L .
Telephone 1nterv1ewmg is recognized as an effective method of conductmg J
interv1ews and equal to face-to-face interviews for data collection in research -
(Bor¢ and Gall, 1989). ’ | |
, The interview schedule was pre-tested in three Lower Mamland school
'&dIStI'ICtS that were outside of the sample group This afforded the researcher
expenence in us1ng the interview technlques suggested by &ordon (1975) and to
make appropriate changes to the i mtervrew schedule of questions. It also allowed
the researcher to become fam1llar with working a devrce attached to the handset
~ of the telephone for recordlng two way conversations. [ )
Two additional questlons (questlon 8 and 9) were added to the interview -
schedGle followmg the pre- testmg One question asked school districts if they

had a separate handbook for begmmng teachers. This question was added to se¢

if school districts would say they had developed print materials in the form of a
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- *handbooHormenbegrmnngteacherrfﬁrmmeﬁke}rﬂramchoofdrsnm—
that has a formal plan for mdueuon of 1tsbegmnmg4eaeher&woul¢alsohav&a——
handbook to offer begmmng teachers for guldance Where school dlStI’lCtS said -~
they had a handbook the researcher asked if a copy of such a handbook could be
obtained from the district. | ) | | -

The second question for a d1str1ct s response to the recommendatlon by the
recent Royal Commission that d1str1ct -based induction programs be established
- co-operatively by schooi districts and teachers, and that they be characterized by - -
special support services and.carefully designed teaching assignments. during the )
first year of induction This was done because the Royal;’Commission's |
recommendatlon about induction was made publlc 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. | 7 \

In the two school districts selected for more in depth study all schools
were sent: a letter addressed to the school staff renresentative of the local

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

questlonnalre for surveying beglnmng teachers in the school (Appendlx E)
letters explamed the intent of the study, the researchers name, role and —
affiliation, support for the study by the local teachers' union, explanation ofﬁhow' :
the respondent had been chosen, details of provisions for confidentiality and :
request for v01untary participation. o | D

The questionnaire was pre- -tested prior to its use. A small sarnple of
beginning teachers from Dlstnct were asked to complete the questlonnalre 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 - -



. whether:the questions are eleap in meamnguaﬂdﬂslefoetheﬂﬂfeﬁnaﬂowsoﬁghti

DlStI’lCt G was chosen because the begmnmg teachers were readily accessible to

the researcher. , -

7 Nme school districts met the predetermmed criteria set for the study
Seven of the n school districts-are situated wrthm the LowerMamlauchhllL___
two are 51tuated on Vancouver Island Each dlstrlct wasﬁglven a coded name to -
ensure confldentlahty, these dlstncts dre designated D1strlct A, District B, |
District C, District D, District E, District F,,Dlstrlct G, Drstrrct H, and Dlstrict
J. Five of the seven districts situated in the LoWerf‘ l\/lain’lancl are ,charaeterized,
‘by rapid population growth and achrnpanying problerhs dtle to recent changes |
in demographlcs -District Eand District J met the predetermined criteria.for
more in depth study. ‘District D has extensive geograph1c boundaries that are
qu1ckly changing from rural and semi-rural settmgs to. suburban complexes It
is now one of the fastest growing mumcrpahtles in the Provmce of Br1t1sh
Columbla District J is also in a state of transition because of its rapid g,rowth
but has managed to retam a good part of its rural and semi- rural character. In

both districts new schools were being constructed and where demand exceeded

‘ ava1lable space portable classrooms were placed at existing schoolSffes.

BLQ.QC_d_u.[ﬂ\ -

The 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.



asking for permission to/cdnduct the study. Only one District, (District, E) ]

e e S A

Intervi ine Districts:. - | -

The nine selected school districts were sent letters in.September 1988

returned the self-addressed stamped envelope 1nd1cat1ng they wished to .

~ participate. Telephone contact was made with District E thankrng them for the1r

| participation. The remaining erght school d1str1cts were ‘contacted shortly

afterwards hy telephone and asked if they were willing to pamcrpate -AH- erght

.~ school districts agreed to participate. - ) I , o

# » Appoingments for the telephone interviews were made “with each school

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

district (District J) which could not be,rntervrewed until late January 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 a&dietape record'the, ’
conversation so that pertinent information could be recalled accurately by the

researcher. All districts, except one, (District J'asked thatthe_tape recorder be

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

The audrotap\d interviews were immediately played back following the

- 1nterv1ew to ensure that proper recordmg had taken place. The researcher later

~ transcribed the taped interviews conducted with the selected school dlstrlcts,

Originally it was planned that the researcher would distribute the

- beginning teacher questionnaire with the approval and permission of the two

districts selected for more in depth study. However, some unforeseen problems |

arose in that one of the districts selected (District J) decided later not to grant




o Columbla'Teachers Federation sent a letter of reply (Appendlx G) to the

pennission to the researcher to conduct the survey of their beginning teachers. -

No reason was glven to the researcher for Dlstnct I's decrsron not to grant

: pennlss1on even though they had entered into the ﬁrst part of study by engagr%

’ m,the interview. This.district was sent a letter thankmg them for their ,

participation to this p/oinft and the researcher made an appeal toi'ieconsider_ their -
decision COnsidering the amount of time and effort that had already ‘gone fnto‘ R
preparatlon for this part of the study Desplte the appeal the drstrrct was flmr |
~and perm1ss1on was demed the researcher ' S
A letter (ﬂAppend1x F) was wrrtten to the British Columbla Teachers'

Federatlon in h3pPe of obtaining the names of beginning teachers in DiStI‘lCt J so

that the study could be continued as planned. After some time —th*e British

researcher statlng that wh11e they were in favour of the study the Federatron $
pollcy on not releasmg the names of teachers to outside agencies’ was firm. The
Federation als6 could not guarantee that the names of new members to the
" British Columbia Teachers' Federation yyould 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

o members who were begmnmg teachers It was explamed in the letter that

Dlstrrct J had officially denied perrn1s51on to conduct this part of the study. The
local teachers' union executive rev1ewed the request and pennrsston was granted

It was suggested’ by the pres1dent of the teachers union in District J that
the internal school mail system could be used for distribution of the

questionnaire,



.- questlonnalre

researcher made-the same requestof theteacher&umommﬁrs&mﬁB—’lﬂre—

pres1dent and executlve-of the teachers’ union m District D granted approval to

survey begmnmg teachers in the1r membershlp This action- was taken by the

| researcher so that as much as possible the beglnmng teachers in the two districts

would have the same bodies of authority sanctioning perrmss10n to conduct the

- Beginning teachers in Drstﬂet D and District J were sent the questronnarre —

through the mtemal school district mailing system. The questlonnalre was

| d1str1buted in the first week of November 1989 and partlclpants were asked to

, 'retum completed questionnaires to their local teachers' union offlce by the date

- v

of Friday;, November 24th.

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

~ the d1str1ct teachers and beginning teachers in District D or District J it was

nearly 1mpos=s1ble to determine the rate of retum for the questlonnarre because
the actual number of begmnmg teachers was unknown. In District D there were
30 retumed questlonnalres and in District J there were 24 retumed
questlonnalres The returned questlonnalres were clearly 1dent1f1ed by the
respondents as begmmng teachers and not 'new' to the d1str1ct teachers with the
exception of District J in which one teacher was identified as hav.mg taught for
four years previous to the present assigniment.” This returned c_;uestion‘\naire was

not included in the data analysis.
Data_Analysis

"The completed audio taped interviews with the nine school drstncts were. |

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

-interview questlon such commients were noted in the analysm Other unsohcnted
responses from participants deemed relevant to the interview, or where the
interviewer was able to probe more deeply upon a given questlon, 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 resulis S0 that the reader couId readlly
 see dlfferences, 51m11ant1es, or co_mmon strands that arise in the data. -
. Questionnaires collected from‘beginning teachers in District D and
District J were tallied according to the frequency of yes and no responses from
“questions Wthh évere closed and requlred only a'yes or no response. The tallied
- responses from the questionnaires from each district were converted into simple

percentage,s for companson purposes. Responses to open-ended questlom were

recorded and reported in full as much as possible in the data results.
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The followmg chapter(s) describe and analyze 1. the 1nterv1ews W1th the
nine selected school districts in the sample 2. the questlonnaires received from
“beginning teachers in the two d1str1cts selected for in depth study.- The |
¢ interviews glve an indication from the school d1str1cts sampled about the klnds of

assistance they said they offered to their beginning teachers. Bes1des this the
1ntery1ews provide a wider perspective of what school ‘dlStI‘lCtS perceived to be
their role as a provider of assistanceto their beginningteachers The
overarching purpose in_the interviews was to survey selected school districts to
“find out what kinds of ass1stance ex1sted or were being planned for in the future
The second part reports on the' results ofr the questionnaire distributed to -
beginning teachers and comparing what the two school districts said they offered -
to theif beginning teachers with what beginning teachers reported they received. -
~ The questionnaire atteinpted to identify persons thatfbeginn‘ing teachers said o
delivered or were in some part fesponS1ble for the assistance they recelved |
Finally, the questionnaire gives some evidence of the kinds of assistance 7
ybeginnmg teachers perceived were effective in helpmg them meet the proble’rns
| they.faced.f : T o ~\ : « ' o 7 o
Responses ‘to Specific Questions |
| ‘ . S
The qtiestions atte‘tnpted to solicit relevant and pertinent information from . 7
the school districts about the kinds of assistance they offered their beginning
teachers. Where possible the analyzed;data containing actual responses has been

included to provide richness in detail. ’ o : o
| P | s
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- Responses to questlon 1, whrch asked for the approximate number of

begmnmg teachers vaned from one (Dlstrrct B) that reported havmg 10 to
another (Dlstnct D) which had 156. Three school districts (Drstrlcts Al and
H) said they didn't know how many begmnmg teachers they had. Fhe district
-that said it had 156 new teachers was uncertam how many were actually
beginning teachers. \ . | :

" The second questlon asked if the district had a separate program to
provide assistance and to new teachers 1n ) their first year of teaching. Five . -
districts (Districts A, B E, H, J) indicated that they drd not have a separate ,M

program For gummg teachers but added that there were spme thmgs like basic
_orientation to the dlStI‘lCt that were offered The remarmng four districts said
they had a separate program One drstrlct (District G) qualltled its yes response
by saying that they offered assrstance only when srgmtrcant numbers of new to
the district of new to teachmg hrres were made. Anothcr district (District C)
; said they had had a separate program runhiing for the past 1215 ycars lwo
districts (Dlstncts D and F) mdrca%% hat they had 1mplemented a mentor
teacher program to assist begmmng teachers One of these drstncts (J)lstrrct I )
‘said that they had only _]USt started and were prlotmg the program.
7 Questlon three asked districts to state who it was that took responzbrlrty 7"
for the program and what the1r mvolvement was. One district (Drstnct 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 p’rogram" "lhrec
'd1strrcts (Drstncts D, F, G) said they utrlrzed mentor teachers i in their program
but the- meaning of mentor teachers was quite drfferent for one drstrrct (District :
G). It 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 beginning teacher. The _mentor Drogram of the other two

districts was described as having a formal structure g)vhere the mentor was

assrgned to certain teachers. These two districts also said that other people were
mvolved in the program. One of the two (Drstnct D)/ said that the assistant
superintendent's office called the Curriculum Services offered additional
ass‘istance throug/h,its helping teachers,' while the other district said that the
personnel director and principals shared theresponsib_ility of running the mentor |
program : | o S | _7 e
The fourth questlon asked districts to indicate which in-service toplcg
- from a list of seven were offered to their begmnmg teachers. 'The researcher
framed the question so that responses would be clo‘sed 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 1ncluded in Table 2. All nine school districts
said yes to question (a) System Information regardmg g1v1ng 1nfonnat1on related
to procedures, gu1delmes, or.expectatio f the school district and all nine
districts said yes to question (b) Resohmnals collectmg, d1ssem1natmg; or
locatmg materlals or other resources for use for begmnmg teachers.

In questron (c) Instructronal - giving 1nfonnatlon about teaching strategres
or the instructional process, five districts sard they provided this kind of
assistance and three of the five felt it necessary to add comments to the1r answer.
Of the four districts who said they did not offer this kind of assistance three felt
it necessary to add comments to their ‘answer. | ,7

In response to gucstion (d) six school districts indicated that they provided

emotional support to their beginning teachers and three said they did not. All

o
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" three dlstncts who responded in the negative to this questlon made additional -

comments. |
) Seven districts gave an affirmative answer to question (e) about Classroom
Managerﬁent and two said they did not offer this assistance to their beginning
teachers. 7

Four districts said that they did offer assistance to beginning teachers
. when it came to organizing and arranging the physwal settmg of the classroom
| and five indicated that they did not do this. | - |
Four districts said that they offered demonstration teaching for their -
| beginﬁing feachers while five‘ said they did not pmvide this service.
_ The total number of combined responses possible after each district had
answered all severt questlons was 63. The combined total of posmve responses
“from the nine school districts was 44 or approximately 70% of the totalﬁ number
of possible responses. The combined total of negative responses was 19 br

'~ approximately 30% of the total number of responses.-

i
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Table I

s

District A

Responses from School Districts

Question District B- District C
System yes yes yes
Information | /
‘Resources yes yes yes
Materials - , |
'| Instructional no not in a formal | no, not necessarily just for bt's, it ! yes
L way | would be a blanket inservice for
U, | g teachers in general.
Emotional yes we'd like to think that happens, we " yes
| o know that is certainly done at the
! school level and central office is
purposeful about o:oow_bm on its
) _ - | people. ,
Classroom | no left to school | yes, certainly done in different ways [ yes left to school principal
Management | principal by different people. - |
m:fB:BmE no left to school | no, I don't see that as a function, left |no, not in a structured way not
] principal 'to school principal. part-of the program
Demonstration yes. no (probably not as detailed as that opportunity is there for teacher
| Teaching ; . statement suggests, that's one area - conference is left up to the
_ . , that we would find very beginner and classroom
purposeful..I've actually offered to | teacher.
| our first year people at least one day
| of release time. T
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Question' = : DistrictD - Dustnct E

District F (see note below)
1. | System Information | yes * e yes yes
.| [Resources Materials | yes, that's the Curriculum | yés yes
B . |Centre | ,
|Instructional [ yes, those inservice | no yes
- - | possiblities are available for |
: beginning teachers but there's | N
) , . no compulsion on their part to . : |
B “  lattend. - | | : ,
m ozo:m_ o yes, that would fall under the | yes. | iF . yes
category of the grade level - E
| | meetings.
Classroom : yes, that's what the :&?:m , no '~ yes
Management teachers offer and presumably | |
\ N the administrative officers of |
the school help with this tao. |
Environment - | not sure but probably the (long pause by yes
C helping teacher would assist | respondent) yes
| B , . with this upon request |
) Demonstration yes, it is available upon | no yes.
Teaching | request.

* Zoﬂo comments 3\ District F are included mﬁ the o:a of Table 2 on monma:o page.

3
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| Table II (cont'd)
| g Responses from School Districts
Questions District G District H District J
System ° yes yes we provide that and there is yes
Information u a booklet of information as well
Resources yes .  yes* orientation of the Tesource centre
Materials o : | yes -
Instructional yes no not in orientation, but during | yes, teacher effectiveness training
= the year it is o@m:ﬁma sothat |-
you may attend 8& sign
, E o up for. , |
motional yes that's done by = |no, that éocE tend to be more | I would have to say yes, however,
K district staff and in | school-based than at Eo a_mSQ if you said is there a specific
the gchools, sure. |level. program, there is no specific -
oo - program.I would expect that would
happen.Probably principal to
~ | . o . | teacher, colleague to teacher.
Classroom yes yes, that is available through our | yes teacher effectiveness training
Management B | resource teacher. . | ,
Environment | no left to school yes, again we'd call upon the yes, school principal.
S principal, or ga& resource teacher for EN;
| | jteacher. .
Demonstration | that's provided moH,. | no, on occassion that's been District through the helping teachers
Teaching It's not automatic to | done but not specifically R_mﬂoa and school principal and we also

everybody but on
requestoron )
suggestion it's
ao:o

‘

to new Homoroa

have teacher effectiveness training
and peer group or peer coaching.




o ~ Table II (Contd)

> Response {from School District F

( Respondent offered the following to qualify 'yes' answers given. Respohdem's

- comments did not fit onto preceding table and appear here.

- -, :
-~ What I should say is that with the mentoring pilot that we're running what

|we do 18 identify with the protege, the new teacher needs and what the mentor |

éan offer. I would say that all of those things are beAing offered in one tashion
|or another, not in a strict in-service program, but through the help’of the
mentor directly, or a referral that would be t/he_sys\tem, the reS(;urgeS, ' _‘ -
. |instructional, emotional for sure, classroom manzigenwnt, envitrohlnéllt, :
|demonstration teaching. I think they would all be covered if that's the area of
need.of ‘the new teacher.
What WZL

train the mentor and the protege. It will be about 2 1/2 to 3 days in total over

e calling this is a planned mentoring program and we actually |

|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 i1s goiflg through |
-Isome rough times personaliy 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 séy is - and I'don't have my stuff here at home but I -\just in’
terms 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 runnin?a training
program. Yes I woﬁld séy we are offéring 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 been mentioned ,

discrepancies in- what the respondent had earlier said. In almost every case the
respondents said that their school district provided some kind of onentation

which most often mcluded mfonnation about resources and an mtroduction to

district personnel. One district said they did not prov1de any ass1stance apart
from that- which was generally offered to ali teachers in the district. The
following excerpts provide the variety of responses in the data colleeted and

anaiyied. 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 meetmg wrth new teachers to the district ]

District C: We have an onentation program to which all the new teachers
are 1nv1ted

“District D: ,
We have an orientation day,

District E:
. . . . {
Well, there is an orientation meeting . |
. T -
District F: |

Yes, in the summer...It was orientation day
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Well some years we've offerﬁ a br ief session late in the sumnier,

~ District H:~
If the person needs that help we will provide some
%

District J: R : | | : >
1 the orientation in'.August, . . , ’
Quest/ion six asked d'istricts if they provided a hﬂtmdbook for beginning
teachers. The intent of this ﬁeann was Lo see if school districts had developed
print matenals in the form of,a handbook for their bepmmn&, teachers It is |
~more likely that a school district that has a formal plan for induction of its - |
beginning teachers would also have a handbook to offer beginning teachers tor -
guidance. Where school districts said they had 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 provrde dny
‘handbook for beginning teachers and two districts (C, and D) said they were
- planning a handbook for beginning teachers. Two districts (A and J) said they
“had a form of print material for beginning teachers but it was not clear from the
~ responses if the materials described were actually in the form of a han‘db.ook.
’ These responses are seen in Appendix D. - o -
- In question seven, respondents were asked to provide three problems that |
they perceived beginning teachers would face. The responses varied from
district to distnct but words like, overwhelming responsrbilities, isolation, time,
energy, organization, and fitting in were often stated as indicated by the quotes
in Appendix D. , ] ’ |
- The eighth question asked districts to state who they thought could best-

provide support for a formal program to assist beginning teachers. Two

respondents said that the district and the school could best provide this program



. province were best suited. Qnemspon@ntsmdﬁa&eﬂ&%almmm
~ deliver the assistance. One respondent said the district, the school, and a mentor .
teacher could provrde the program One respondent said that the district and the
local teachers assocratron should take responsrbrlrty for this service. One.
respondent felt that the school was the best provider of this prograrn. One
respondent did not state who should take responsibility for a program for /
beginning teachers and felt strongLy that the for:m‘at of present t’eaehettraining I
body most able to provide support for a formal program to assist beginning
teachers Three respondents provided only cryptrc answers to the question. The
researcher used a probing question to draw out more’ information 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
| recommendation that school districts initiate induction programs of special
support for beginning teachers. Generally, all respondents said that they
supported the recommendation of the Royal Commission but some could not -
speak on behalf of the district because no official position had yet been taken by
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 had been negotiated with the local teachers’ association and was included
in the'colle%cti've agreement. Statements made by respondents are listed in |

- Appendix D.



" This. crharpter describes the results err;erglngfrom the beginning teachers’
responses to the questiomairés 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 respe’ctiVe_/ school .
districts. These data were compared with the iﬁierv‘iéw data collected from .

District D and DiStrict J reported in the results of Chapter Four. 'The{dma from

the questibnnaires are contained in Appendix I for District D and Arp;éendi{ijﬁwlr:or ,
District J. The data are also summarized in Table III through to Table XII..
Discussion of this part of the study will focus on the results emergiilg from each
~ question asked of the begﬁinnirig teachers in each school district separately. The
first five questidns in the questionnaire distributed to beginning teachers in
District D sought verification of the assistance that District D ‘said/Wa“s}‘of fered to
be'ginn’ing teachers. In the questionﬁaire distributed to beginning teachers in
District J the-first four quesfioné asked about assistance that had-been specifically
mentioned by District J. The remaining questions in the questionnaires were
identical. A brief descripfion of teaching assrignment and amount Qf, experience
for beginning teachers in both districts is proivided. Detailed summaries of the

results from the beginning-teacher questionnaires for District D and District J

follow: | | |
D . I . I D S t B - . I l Y Q It X __ & B l |
The total number of participating beginning teachers in this survéy 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 I8

_Full time Secondary teachers - L - 05 ‘
Full time teachers (ass1gnment : 05

unknown) |

Part-time Elementary =~ - 0

Part-time Secondary | . 0

Full time special assignment "' | 02

Total - - / | /~ ] \ 30
Amount of tearching experience at time of su‘rveyr.' .
Beginning teacher no previous éxperience.., ....... eeeenanes ' 19 B
Beginning teacher 1 yr or partial yr completéd previously ‘..11\ ‘

 Beginning teacher more than lyr previous experience.......... 0

- In questions one to five Distri(;t D s'aid the items descx‘ibedv’wefr,e offreure‘d to.
their beginning 'teachers.. The r’esﬁlts from these first five questions fbundvthat
the pﬁerc,entai’ge of assistance received by beginning teachers was moderately\high
in two areas and moderart’ély low in the remaininguthre'er areas. question 1 shows
that only 50% of beginning teachers from the sample reéeived a p’finted
handbook from the district. From the responses to questlon 2 a little less than -
50% of the begmmng teachers received release tlme to attend spe01al meetmgs
for beginning teachers and the same percentage of a little less than 50% of
beginning teachers wefé invited to part.ici'pate 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 ori_entétion session for beginning 77’,.;
teachers. The moderately high percentage found in qﬁestion 4 would seem to be /

consistent with the findings of the interview data that suggests the district saw



rorlentatlon actwmes as one of the main ways of mductmg new people to the

organization and giving the district an opportunity for 1mpart1ng information

about resources and introduction to personnel. The results of question 5 indicate
that a moderately high percentage of about 60‘/70 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 rece1ved was school-based or district- based Respondents were also
asked to state who provided the assistance to.them. Not all respondents rephed
to the questlons about school-based or dlstnct-based help even though they
checked yes. Not all respondents stated who ﬁrovided 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 was essentially the same question asked of schooI districts in
A.question 4 of the telephone interview. District D said that they offered all of the
~ seven categories of assrstance 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
| begmnmg teachers and two areas did not correspond with what the district said 1t
offered. Interestingly, the category of Emotlonal assistance was rated hlghest 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 effons The N
categorles of Env1ronment and Demonstratlon Teachmg did not indicate 4 very ',

high percentage of beginning teachers recewmg this kmd of asslstance and

contradict claims made by the school d1str1ct. The high percentages shown for

3
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the- Wﬁ%ﬁt@ﬁlﬂf@ﬂﬂwﬁﬁ&ﬂﬁhk%%f%w&&ﬁa}s%tﬂfﬁme{he————
‘notion of orientation activitics-as a distinct priority for thé district since -

categories would best fit into a domain like onentatlon ~Based on the highto .~ °

moderately hrgh percentages the schoo] dlstnct seems to have offered a majonty

of the begmmng teachers i in the samp]e the k1nds of aSs1stance descnbed in a11

categones except for two already mentioned.

t

Question 6 also asked begmmng teachers to indicate whether the ass1stance .:

reeelved in the categorles was school-based or district-based. - Table I\Z B —— aﬁi
cons1stent1y points to all the categories of ass1stance as bemg school based w1th h
- the exceptlon of System Informatlon and Resource/Matenals These two )
categories show almost an even spllt by pereentage between school-based and
district- based and suggest that the district was not the main provider of this |
 assistance. Another possible explanation forfthe assistance belng school-based :
may be attrlbuted to the district's ability in creatmg pos1t1ve organlzatlonal
condmons as delineated by Rosenholtz (1987) One of the thmgs mentloned by

the district- during the interview was a partlcular emphas1s upon what 'ght be

called a posltlve orgamzatlonal ethos

one which may be the most important one for ginniingteachers is
the other teachers on school staff. We have-thade quite a pomt in.
the district of communicating that with school administrative
officers, that beginning teachers are overseen, or helped, or assrsted ,‘ g
by people on staff, and the teachers are very generous that way. It" ST,
would be the task of the administrative officer of the school to make
sure that that happens, (D1strrct D questlon 5)

The last part of question 6 asked beglnnmg teachers to 1dent1fy proV1ders i
of the assistance that they had I'CCCqud Table V shows that the providers of -
assistance most often mentioned were colleagues and then next were pr1n01pals

Othet possrble providers of assistance were mentroned less often and the data .

e o , \ s



~ . indicate that mentors and helping teachers were not mentioned as often as might -

be anticipa?ted given their special role as "orOV'iders of assistance.

| ; nQue’st‘ior‘l 7 asked beginning teacherrs to select itemq from a li%t of ten

| p0551ble a551stance activities that they had recelved or part1c1pated . The
results of this questlon appear in Appendlx I and are summanzed in Tdble VI
"The.per,centages listed indicate the frequency that the particular item was
selected by beginnirtg teachers;from the ten possible chojces‘ Theqe"dat;t reveal
that Workshops /Conferences and Unsollmted Help were more frequently T
elected than other 1tems ?nd that these items were closely followed n frequeney

by Prmted Information and Orientation Meetmgs It was anticipated thdt the

| ‘frequency would be hlgher for the 1tem Mentors/Helpmg Teachers since this was

3mentloned7 as a spec1al focus by District D in the interview. .



61

,, > . ‘ . . . A, N .

Table I .

. -
\ 4

Beginning Teacher Yes Responses to question : Did you receive the following assistance?

,,,,,« A ,, . . 1
,_wm.Bm\ ,,/ | Um.mio:u .Dwmioa | District D ** | District J **
Lsystem \ | 20 | -1 | 7w - 61%

—qu:,:m:o: | | ,
w,. w_,m,_mo,:onm, | | pZ R 15 /. 80% 65%
Materials | e N
3. Instructional | 20 , 14 67% 61%

|4 Emotional |\ 26 | 17 | _87% 74%

5. Classroom - ../ NN N A 73% - 83%
Zw:mm@Bm:m , | | |

|6.Environment | 07 | o6 23% _26%

7. Umio:mﬁn_:o: ,H 1 [ 07 | wqm\o i | 30%
Teaching | . | | | |

- ** Percentage of total respondents ( District D, N=30; District J, N=23)

w
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ey ,h . ﬁ& IV | S H
D_MSQ D xmé:u mca O:mﬁ_os (<,mJ ﬁrm mvamDnm District-Based or mn:oo_ wmﬁmﬁv
- ,, T oL ‘ a , -
Items UQWQ -'| School.. No ﬁoS.r *District %mnroo.w
Based | Baded R >~,:,m$“m,? " Based | ﬁw\mmm,aﬂ
System 1] 13 IR 0 |25 | 4% Ha
. Information, ) . s..w - : 1 ,,
| mmmoiom b 13. 1 _@,. , \ .o L0 29; A5% | quoH
Materials ER PEEE! B R BT
Instructional | . 9 | 16 0 o 25 | 36% | 6%
Emotional |~ 3 | 24 |[~0 | o |.27 1% |- 89%
Q,_uwmnooa - B ox,,, 1 17° [=0 .0 wo ] wm& . @m@%
Management F | s . e
Environment | 1| o7 | o 0 8 13% | 88%
Demonstraion | 3 .| 09 | o | ‘o 127 | 25% 75%
ﬁmmorsm S |
*Percentage of 88_ R%o:fom wo~ omn: category \
, o \
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v ” | o Table V | | !
. v C District D | | ‘ : ]

ersons listed by Beginning Teachers as providers of assistance. Question headings 1-7 correspondto 1. *
yystern Information, 2. Resources/Materials, 3. Instructional, 4. mao:ozwr 5. Classroom Management, 6.

Lo =

Environment 7. Demonstration Teaching.
\ / ,
Ttems - \:;Ocmmzoc Question Or@mﬁo,: ,O:om:oz Ocomao,:\ Question | Question [Totals *07,
I 2. 3, 4. - 5. 6 7 |
n&mSQ >m§5 3 10 |, 0 0 - 0 0 0 3 2.0%
| mvmmiﬁ mﬁm\ 2 - 5 0 0 0 | o; 0 7T | 4.6%
N / 9 4 4 ¢ 8 11 1 0 37 24.5%
‘mr::o_vm_ j , o
Vice-Principal 1 0 1 | 1 1 0 .0 A 2.6%
Dept. Heall | 0 2 2 |2 0 06 7.0%
o A S 3 2 -2 1 247 16 10.6%
Helping g , ] - ;o |
Teacher ~_ | e | |
" \ 1 3 2 1 7 2 3 19 12.6%
Mentor ¥y o :

! 5. 5 9. 16 4 0 1 40 26.5%
Colleagues , , ‘
Othet teachers | ° 0 ° ’ 0 . 0 1 3 33%

_ . 2 4 | , [} , | g
Other . 5 0 0 1 42 14 | 9.3%

*Percentage of total responses o

’
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' rrequency of Trerms Degmnmg teacners said they received or pdmup md n.

RDistrict ) |-

District ] -

"

~*Percentage of total responses for District D ** Percentage of total rcsponscs ior

ltemns _ DistrictD | District] | *District D

Printed - 14 13.3% 13.0%
Information o |
Orientation 19 19 120% | 17.6%
meetings | \ | | T |
Orientation - 12 .~ o6% - | 108 |
visits 7

| B.T. group 11 09 “07.0% 08.3%
meetings |
Meeting other 17 10 10.8% 09.3%
teachers _ | 7
Mentors 14 05 08.9% 04.69%
/Helping f -

Teachers

Waorkshops 25 16 158% | 1489
Conferences

Observe other 12 08 07.6% 07.4%
teachers. )

Unsolicited 24 15 15.2% 13.9%
Help e

Other 03 01 01.9% |  009%
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The last quesuonT which askedbe@ﬂnmg&eaeheps%ﬂen&ﬂyusemee&ef—

assistance that were effective and beneficial to them, is summanzed in Table VII
ra

and actual comments appear in Appendix I under Profile of Responses. All 30
respondents wrote a comment to question 8 which véried in lehgth and
description. ‘ -

At first glance the data in Table VII would suggest that three items stand

_out as particularly effecuve, Workshops !Conferences, Consultmg other - .

Teachers, and Working with Other Teachers. However, if one considers that

Workingw’igh Teachers, Consulting other Teachers, and Observing other

_Teachers are all related items the results weigh heavily on the side of |

interactiohswith teachers as the most often mentioned source of effective
assistance. This findinhg may suggest that one of the crucial factors in aSsisting |

the novice teacher is the infonnal help other teachers provide It is of interest to

_ note in this regard that Umohcued Help in questlon 7 was an item that several

beginning teachers identified as having recelved

District D appears to "have provided assistance to a majonty of its begmmng
teachers but this assistance dges not seem to have been applied uniformly to all
beginning teachers. It is not clear why some beginning teachers received h’efp
from mentors and others did not. It may be that such help wasgequested by the
beginning teacher or that the mentor was invited to assist on the suggestion ef an

administrator. Ahothegp\ossibility is that the district simply could not afford the

" expenses incurred by sup/plying mentor teachers for all its beginning teachers.

Similarly it is not clear why only half of the beginning teachers reported -

receiVing print material in the form of a handbook and the other half did not.
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" Table VII

Categorized sources of assistance described as effective by Beginning Teachers.

»

*Percentage of Respondents (District D, N=30) (Distri¢f J, N=23)

| Items District D | *District D | District J | *Districlj ]
Workshops/Conferencﬁ:s 12 40% [ 48% |
T Universi't)ﬂfiourses’ _ 6 20% 7 309
- [Working with teachers | 10| = 33% 8 35%
Consulting other teachers 11 37% 0 - 26%
Observing other teachers 2 7% | 2 9%
Principal 6 20% 3 3% |
Other 3 10% 4 179B<




67

Beginning Teachers

The total numbér of participating beginning teachers in this Survéy 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 Januéry
1990. One questionnaire was excluded in the analysis of the datarcol'leeted

because the respondent was identified as having had previous teaching experience

which disqualified them as fitting the definition of a beginning teacher in this

4
survey.

The teaching assignments of this group are as follows .

7Fulltime' Elementary teachers: .oovveooonn, 9 g

Fulltime Secondary teachers :@..........cccccunennn. 0

Fulltime French Elementary teachers: ............ 2

Fulltime (special asSigﬁment);.....; ..... R 2 7

Fulltime (teaching assignment unl;nown)...........3 -

Part-time Elementary.‘.....f.....;......................,.’:.5; | )
Pa\rt-time Secondary........cc..c...... TR ST 0

Part-time French Elementary.................... ...... 2

Total........c.ooeeennnts 23

Amount of teaching experience at time of survey. -
Beginning teacher no previous experience............... e 15

Beginﬁing teacher 1 yr or partial yr completed previously....8



__Beginning teacher more than 1yr previous experience........... | :

Questions one to four were based upon yyhet District J said they offered to

their beginning teachers. The results eriri the first three questions found that ~
about half of the beginning teachers reeeiVed the aesistance identified in these

| questions. The results from question 4 found\that a relatively high percentage ot
teachers recewed that pamcular assistance. Question | shows that about 56% ot
beginning teachers from the sample received printed ma’terial in the form of an
orientation handbook from the district. Inﬁquesgiony 2 the results show that 39%
of the begiflnirig teachers received release time Lo attend special meetings for
’beginning teachers and in question 3 about 47% of beginning teachers or close to

~ half were 1nv1ted to attend a special workshop entitled "Teacher Effectiveness -
Trammg ”

For each part of question 5(a) to 5(g) respondents were asked to check yes
orno if they hadv received a particular kind of assistance and whether the
‘assistance received was school-based or district-based. Respendems were also

asked to state who provided the assistance to them. Not all respondents replied _
to the questions abou; school-based or district-based help even though they
checked yes. Not all respondente stated who provxded the assistance to them
even .thopgh they checked yes and stated whether it was school-based or district-
based.” Some respondents listed more than one person when asked "Who -

| proQided fhi's aSsistance?" One respondent identified their teaching assignment as
aw_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 identificd
by this respondent. The term supervisor could have been interpreted fo meaﬁ R

administrator or principal given the setting and context, however it was left

unchanged and appears as 'supervisor'. Table VIII shows comparative figures

-
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for whether or not the beginning teachers received the assistance listed in the

seven parts of question 5. Table IX shows comparative figures for whether the

b

~ assistance listed in questions a-g was district-based or school-based. Table X
shows comparative figures for who it was that provided the assis’tance in the
seven’fparts of question 5. | )

7 District J said that it ogffered all of the categories of assistance listed in

- question 5 of the questionnaire. The results for question 5 are summarized in
UTablEe VIIL. The responses from question 5 by beginning teachers indicates that -

two out of the seven categories of,desbribcd, assistance were received‘b\y a high

percéntage of beginning teachers while three of the séven categoriesn were

received by a. moderately high per’centagé of beginning teachers and two |

categories were recéived by a smq‘ll percentage of beginning teachers..
© Part (e) of question 5, Classroom Manégement",_had about 83% percent of

beginniﬁg teachers in the sample receive this category of assistance. This high

- percentage may indicaté a particular focus by the district to address this area
before others. Certainly the literature on beginning teacher 'problefﬂs would;
tend to support this as an area of cwoncem to be addressed. The category |
descnbed as part (d) Emétjonal, showed that abcfut 74% of\beginning teachers - _
received this assistance. The categories of Resources/Materials (65%), System
‘Information (61%) and Instructional(61%), all were rreported as having been 7 -

“received by about two thirds of the beginning teachers. '/Part '(g)r D!emonStraition
Teaching (30%), ag\ld part (f) Environment (26%), were received by very few of
the beginnﬂing teachers and indicates that either the district cont}"adicted itself in
what it said abbut these categories or that beginning teachers din hot see them as

important.
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described in the seven categories was district-based or school-based.. The results '

for this section, summarized in Table IX, show that assistance was strongly
district-based for the two categories of Instructional }and,"Sys;te‘fn Information.
The category of \Emotionél was strdngly school-based assistancé and almost
nonexistent. as district-based assistance. The catcgories of Resource/Materials
an\d‘ Classroom Maﬁagement were almost equzilly shared between school-based
assistance and dis_trigt-bgsed assistance. Two categories, Envirrdnlmen[ é!,id,, -
Demonstration Teaching, lacked sufficien‘t data to report but do a;ipea‘r'»in‘the/
results. The lack \okf sufficient data for thés; categories suggests that this
assistance simply may not have been offered since there very few responses. ~ "~
Some 'respondents’ irndicatred on the questionnaire that assistance received was
both district-based and ‘schorol-based‘even though the question’naire did not

pro\)ide for this kind of response. This kind of res‘pdhse was not anticipated
since it did not show up in the pre-tésting nor in the results of Distrié( D. The
lack of district-based respdnses in the category of Emotional is dramatic and
may‘su‘ggcst that the district is percéi*ved by beginning teachers as a remote

provider of this assistance. - / - |

* The final sect’ion of question 5 asked beginning teachers to identify pro'vidc'r_.’% ]
of assistance. The fcsults in Table X show that colleagues were most often /
identified by beginning teachers as the providers of assistance whrile principals
were mentioned next most often. Other teachers were identified slightly\mo_re
_often than helping teachers as providers of assistance. 'The,re’maining SOl:ll'CCS
identified as providers,of assistﬁance‘did not appear to show any significant

results.
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Table VIIL

Beginning Teacher Yes Resporises to question : Did you reccive the following assistance?

Items -

Teaching

07 -

| District D District J Djstrict D ** District J **
1. System 2 14 3% 61% |
Fmo:dua.o: | -
2. Resources 24 15 | 80% 65%
Materials _ .
3: Instructional 20 14 61% 61%
4. Emotion] .26 17 8% 74%
5. memnwﬁoa ! 22 19 73% 83%
Zm:mmoima.
6. Environment _ 07 06 23% 26%
7.Demonstration | 11 37% 30%

kok vnnonssmn of total ammo:an:a AUZ:.Q D n=30; District J n=23)

Y

e
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~ Table IX | o

Dmmiolwmm::mmoﬁO:mmao:“«<um:~omm£maomUa&ﬁ-w:moaoﬁmoroo_-w:.f.ca.u

| Tems District |School |Both  [No ~ [Totals [*District | *School |
Based | Based - Answer | Based | Based
| 9 4 -1 | 0 14 | 64% " 29%
System , , ,
| Information 3 o | S
B O 8 1T 0 0 - 15 | 5% 47%
- _W@mocﬂo. B Do . \ ,
| Materials R I
- o 1 100 2. 1. 0 13 | 7% 15%
Instructjonal _ BN . : |
Emotional | \,o , ,w : . 0 _m, v mq@g
P , 6 9 4 0 19 ' 32% 47%
Classroom T G |
Management | = | | ) |
. 0 4 0 0 4 0% na
Environment , .
Demonstration | ! - 20 4 ‘ 25% 25%
Teaching N B

*Percentage of total responses for each category
‘ ! , ,

)
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T | - Tablex - |

. | , . ! ~ District J s o |

Persons listed by Beginning Teachers as providers of assistance. Question headings 1-7 correspond to 1. System
Information, 2. Resources/Materials, 3. Instructional, 4. Emotional, 5. Classroom Management, 6. Environment 7.

\

Demonstration Teaching.

| r c.,ﬁ
. .
AJ»\ 2
H,Wﬁam _O:n.m:on Ocowaop Ocom:o: ,O:@,m:o: Question | Question anmmm: Totals *%
R | B A K R P 7
District Admin | ¥ 0 0] 0 0 0 003 [031%
District staff 3 1 : 1 0 | 1 0 , o, o.@ . 06.1%
o 2 0 3 7 6 1 1 20 20.4%
Prncipal 5 i : | | | |
| Vice-Principal 2 : | L 2 ¢ 0 0 06 , 06 H.Qo
Dept. Head 0 0 _ ‘w ) 0 0 0 0 02 | 02.0%
0- 3 6 ] 1 0 1 12 12.2%
Helping 5 _ B
Teacher - L :
| -0 0. [ 0 0 -0 .0 0 00 | 00.0%
Mentor . |, | | , K , |
Colleagues | c | # - ? | 7 0 ) > o B Np whuﬁo
| Other teachers | ” L 2 6 1 0 [ 0 4Ta3%
R i 1 2 1 | 1.2%
Other | , | 2 1 3 - N : 11.2%
“Percentage of total responses
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Questlon 6 asked begrnnmg teachers to select items lrom a list ol ten possrhlt

ass1stance act1v1t1es that they had rece1ved or: partrcrpated in. The results ot this

questlon are shown in Table X1 and the percentages. listed 1ndrcate the frequency
that the part1culavr—1tem was selected by beginning teachers from the ten possible
choices. These data reveal that Orientation Meettnos and | /
Workshops/Conferences were more frequently selected than’ other items and tlmt '

these 1tems were closely followed in frequency by Unsolicited: Help and Prmtul

’lnformatlon It would appear from this that Dtstrtct J oflered asststance to ns o

begmmng teachers characterized as orientation’activities.. Thls 18 not surprmnp

since the 1nterv1ew data revealed that Dlstnct J did not have any separttte ‘

' program for beg1nn1ng teachers apart from the assistance ,oflered generally 10 all-

_teachers new to-the district. , , e



Table XI

: . Fréquency of Items beginning teachers said the-yrrreceived or
participated in. T R

Ttems " District D - District ] | *DistrictD | **District J
Printed 1 14 13.3% 13.0%
lllforrngiiién . | 7 |
Orientation 19 19 120% | 17.6%
meetingn N .
Orientation 12 11 07.6% 10.2%
visits » | 7

|B.T. group Bl 09 07.0% ' 08.3%

meetings | | ) 7
Meeting other 17 10 10.8% 09.3%
teachers | | ‘ ‘

 Mentors 14 05 08.9% 04.6%
/Helping

Teachers B 7
Workshops 25 16 158% |  148%
Cbnfenences o |
Observe other 12 08 07.6% 7 »()1{4%‘

7 teachers -

Unsolicited 34 15 152% | 13.9%
Help | ) -
Other 03 01 01.9% | 009%

*Percentage of total responses for District D ** Percentage of total responses for

District J
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Twenty of the 23 respondents wrote a comment to question 7. One

response was returned masred with typewriter ¢orrection flaid and could not be_

~read. Responses to this question weré copied as written on the questionnaire and
appear in. Appendix J in the Profile of R’esponses under qhestion 7. The
comments vary in length'and description and capsumte‘ brieﬂy those sources
which beginning 'teachers’ in this éurx‘tey perc;’eivxed as helpful assisting them.
Some respondents also incfuded comments about those things which they I'elt ‘
were not helpful to them.. “Table XII categorizes the responses into lll\L groups. B
and compares the data numerically.’
The responses to this question indicate that a number of bq,mnmg, [LdLer\

felt that workshops and ‘conferences were effective sources of assistance. An

even greater number felt that their interactions with othem in the: workplace was

an importaint source of assistance.” This is particularly true when one combme

the three categories of working with teachers, comultmg with other [LdChClS
r observmg other teachers. Some respondents offered unsolicited comme‘nts about
- sources of assistance that they felt were not helpful One respondent maded .
pomted 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 per_son expressed the desire for a 7

buddy teacher to get feedback on their own teaching. /

, , N
From the data collected it would appearrthat District J, although not hu—ving a
separate program of assistance for beginning teachers, does show evidence of - -
trying to provide support services to its begmnmg teachers. “This assistance
however does not seem to be applled umformly to all begmnmg tedchers It is
:

not clear why some teachers were invited to partctke of avarl,able assistance and

others were not. - k\ | t

.
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Table X1

*Percentage of Respondents (DlstnctD N=30) (District J, N= 23)

items 7 | District D_| *District D | District J\ *District J -
l’i/orkshops/Conferences 1 40% 11 48%
University Cou\rses 6 20% 7 30% -
Working with teachers | - 10 33% - 8 35%
Cdnsulting éther teachers ‘  l,l 37% - -6 26%
Observing other teachers 2 7% C 2 9%
Principal 6 20% 3 13%
Other 3 | 10% 4 17%




This study sought to investigate two issues related to the inductiono‘t‘
. begihhing teachers upon their entry year into the prot‘ession.‘ The first aim-was
to identify the kinds of assistance selected school districts r\eported offe'rihg to -
 their beginning teachers The second aim compared the perceptions of o
beginning teachers in two districts and the help they recelved from central
roffrce 7 - ”7_
Dlscussron of these results examines central issues 1dem1ﬁed in the study,
first by discussing the responses to 1nd1v1dual specrfrc questrons posed in the ‘
interview to the person representmg the school district, Second by discussing.
what kinds of assistance emerged from the interview data collection, third by o
examining ybeginning tezichers" perceptions of assistaglce received by their school \
districts and comparing recommended ‘features of tea her induction from the. |
711terature with what the two districts offered, fourth by drscussmg unanhcrpated

E 7f1hdmgs from the study Finally, the concluslons of the study and

recommendatrons for future research are outlined.

Responses to 'Specifiq Questions

The interview questions posed to the nine school drstncts appear in
Appendlx D al,ong w1th corresponding responses in Appendix G. Vrewed \
together the data in the results suggest that very: few school districts in the
sample had developed formal assistance for begmmng 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 feuture

of induction into the profession. School districts also recognized the unique
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The f1rst questlon wh1ch asked for the actual number of beginning

o teachers in the school d1str1ct 1nd1cated that while school d1str1cts were aware of

the spec1al needs that begmmng teachers mlght have they were not sure how

many beglnnlng teachers their district had. Only one district specified the

number of beginning teachers it had while other districts said they didn't know

or gave round figure estimates. It'als/o 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 thedistrict 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 1ntent10ns of helping their beginning . -
teachers 1t is suspect when they do not know how many begmnmg teachers they

’

have on hand ‘ | o
The second question, which asked if avseparateqprogram existed for
beginning ’teachers;,gave evidence of what Andrews (,1986);ca11s the laissez-faire
approach of inducting novice teachers into teaching Of the sample of nine only
four said they had any separﬁte program. Of th1s one district said operatlon of
~its program depended on s1gn1f1cant numbers of new teachers belng present in -

the d1str1ct Another two dlstrlcts had started a mentorship program for its -

beginning teachers_and one of those d1stncts was only jl.lSt piloting the program
“for the first time.. Particularly surprising was the respons‘e 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 hterature surveyed
suggests this would be the exception rather than the 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

v
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‘assistance for beginning teachers indicated that this same district offered

teachers. A later response to a question which asked for a description of specific

80

L

N

assistance characterized as orientation and general assistance which was available
to all teachers |
The third questron in this part of the study asl\ed respondents to state who

took responsibility for the program and what their involvement was in the

)

program. Slnee only four drstrlcts indicated that they had a separate program it

was interesting to note that the two districts descrrbmg a formal mentorshrp

program could mentlon 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 I1.- The focus of this question was upon specific kinds

of assistance that school districts said they provided for their beginning

sample are for the most part prov1dmg,, the kinds of specific assistance

teachers. The categories used for this question were deriyed from another

' begmmng teacher study in a different but related context (Odell, 1986a).

On first impression the data seems to show that the school districts i in the

described in the various categories. The results show 7O%fposrt1ve
responses of the total p0551ble responses and 30% negative responses of the
total responses possrble Yet, Table II shows that seyeral respondents,
while g1v1ng posmve answers were also ambivalent i in their comments
about the particular assistance they sard the district provrded For example
consider the followmg statements "That's provided for. Its not autom*e '

to everybody " "Not sure but probably the helping teacher would asslst e

with this upon request" "We'd like to think that happens

2



7 ;ReSponses to part (a.) and part (b.) of Questi- .1 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 us;lﬁ}y associated with basic orientation. Again,
this focus upon orientation type activities by\ school districts is Consistent
| with reports in the literattlre about what school districts usually offer
begmnmg teachers. |
The next kmd of a551stance in Questlon 4 most often offered to
begmnmg ‘teachers by school dlstncts was the item descrlbed as Classroom
Management. This is not surpnsmg since it is the, area most often‘ ,
mentioned as a problem area for beginning teachers (Veenman, 1984).
Several comments in response to Question 4 were founded opoh ,
presumptions that the assistance asked about was in fact offefed to |
beginning teachers. For example fespondents made statements like, "1
would expect that would happen...." "yes certainly done in different ways
by different people". | | | 7 -
District F's responses to Questiofl 4; recorded in full, appear in Table II
and show a positive direction in advancing plahs and activities for a separate
orogram in serving the needs of its beginning teachers. The respondent 7
articulated a structured ‘mentoring program implemented on zt,small'scale;
The fifth.question/'cztptured any additional information about assistgmce

offered to beginning teachers not. mentioned by the respondents in question 2 :

The district reﬁponses to this questlon except for one district, described in some

detall orientation act1v1t1es that they offered to the1r begmnmg teachers. .
Additional mformatlon mcluded comments about. approprlate teaching

assignments for the- Begmnmg teacher, an inservice tOplC on teacher

A

effectiveness, and a delegated emphasis to administrative officers in the school to .
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_ensure e that some form of mentorlng took plage The results from this question

further confirmed the fact that very little beyond baslc onentatlon was provided -
- by school distriéts. - | |
In question six, which asked if the district provided a separate handbook to
\beglnnmg teachers it was ant1c1pated that districts that had such a handbook also
would be more hkely to have artlculated their separate program of assistance for
beginning teachers. Tt is not uncommon in the United State\s for beglnmng |
" teachers to receive such handbooks where induction; programs ex1st
Unfortunately, only four dlstrlcts showed that they had-a separate program tor
begmnmg teachers and of this four only two said they had print materials but not:
in the form of a handbook. Some dlstncts 1nd1cated that they were plannmg to
'have a handbook in the future. From these data collected it scems that school
districts had taken little actlon in dlssemlnatlng a handbook for beglnnmg
teachers. This is surpnsmg since the literature points out that even a simple -
training manual given at the beginning of the year for pilanning lessons is better
than leaving teachers to their own dev1ces (Evertson Emmer, Sandford
Clements, Worsham, 1984). S D
The seventh questlon probed school district knowledge about the nature of
problems that begmnmg teachers might typ1cally face’m the first year of
“teaching. It does not seem likely that plans for a531stance would be formulated
by a school distri‘c-t_.unless they knew something about the problems of the
beginningteaqher. The results from the data show that school districts for the”
“most part were very much well acquainted with the typical problems that"rhight'
- be faced by begmnmg teachers Some respondents spoke with a sense of
empathy for the ﬁrst year teacher and the overwhelmmg tasks they were about

-to face i in,their riew career. They mentioned things like 1solatlon lack of

support; management of time, human energy required to'thefjob of teaching,

T oo TR,
3 2
)
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~teachers. Although there was evidence ‘to‘suggest that combinations of the =~

~ feedback about their teachinrg,f classroom management‘ and fitting into the life of

the school. - Desptfe the sense of‘empathy and apparent first hand knowledge of

problems beginning- reachers mtght typically face the general absence of-

- assistance beyond onentatlon was striking. - . - e

The etghth questlon focussing upon whom could best prov1de support for -

‘formal program to assist the begmnmg teacher, mdlcated that all school

3

~districts felt that some program of assistance was,necessary, to aid begmnmg

* province, the diStrict and the school coul'd best protrride formal support the

body crtcd most often was the district. This general agreement about who could
best provrde‘assrstance is conS1stent with the recommendatron made by the Royal
Commrss1on about districts' prov1S1on of mductlon It was 1mp11ed in the
1nterv1ew data that extra fundmg to school dlstncts was  crucial to the successful
1mplementatlon of formal support for begmnmg teachers. “There were some
indications made by the respondents that teacher’unions or associations should; ~
take a more proact1ve stance and share in the responsrbrhty of prov1d1ng formal
support to beginning teachers. | |
- The last - question was des1gned to see if there was general acceptance to the
Royal Commission's recommendatton of district-based 1nduct10n co- operatlvely
establtshed by schools and teachers wh1ch would be characterized by special |
support servrces and carefully de51gned teaching assignments. Agreement by
school districts W1th this recommendatlon was unanimous, but’ agreement did not
‘1 mean acceptance Some districts qu&tﬁed their response: by stating that extra
fundmg wyuld be needed to carry out the recommendatlon of the Royal —
Commission and without such funding there was little hope of the
recommendation coming to fruition. Some respondents stated personal opinion

and could not comment for their district because districts were still absorbing\
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the implication‘s of recommendations from the:Royal Commission's Summary

Report Dlstnct J made a most unusual response to this question and implied

“that the recommendatlon was reflected in a negotlated contract wnth Dlstnct J's

teachers

The support is there and indeed’is reflected in our recent collectwe
agreement that we srgned with the teachers' association. So it's
verbally there and it's down in black and white and duly slgned.

N
\‘

It seemed unusual smce other dlstncts were only reflecting Upon the
ramlﬁcanons of the recommendauons commg\out of the Royal Commlsslon s

report.

S _Emergent Findings from the .Interview Dafa

The districts seIected for this study were assumed most liltel& to hare '
/formal' support‘vfor beginniné teachers given that they met the predetemn/ned .
criteria set fOr the study The ratlonale for the predetermmed cnterra was based
upon the hkellhood that school dlS[I’lC[S that had both a prOjCCth growth
between 2% and 5% and at least lO new teachers would have fonnal assrstance |
or at least be contemplating such aSSIStance The results showed that while ‘
-several school districts said they offered some form of asmstance such assistance
was usually in the form of basic orientation which-included introduction to
personnel 'and"infornlation about resources. ‘Som'f/ districts were in the initial
stages of offering more formal assistance to beginning teachers while other
districts.did not offer any assistance for beginning teachers beyond insérvice 7
‘generally available to all teachers. 7_ |

It would appear that dlstncts were at varying degrees of awareness about
the concept of formal induction assistance for begmnlng teachers. One district

\saw the assistance for the beginning teacher accorpmodated through general

N
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1H teachers inthe district. It was not felt necessary by this

dnstnt:t to address the mdwrdual needs of begmmngteaeher&un%essdrey/

exhibited overt problems in their teachmg Another district made mention that

they tried to make sure that beginning teachers got teachmg ass1gnments that
were not the most demanding nor exceeded average class sges Thls same
district however did not see beginning teacher assistance as a long term plan but
only necessary when s1gmf1cant numbers of new to the district or new to
teaching hires existed. In contrast two districts had moved towards
implementing a mentorship prog\ra’m to asSist beginrting\ téachers. A third
district at the time of the interview had not 1mplemented a mentorsh1p program

but were planmng one and in.the time since the interview have hired an outside

-

consultant to-evaluate their program.’
| It is apparent from this part of the study that much more mti'st be done to
extend a’wareness-about the importance of beginningfteacher ind_tlction.r As
Huling Austin (1987) has pointed out one feature of designing an induction
program must include the need to educate the profession\asfwell as the public;
about teacher induction. It is zflamtin’g*to think that out of nirle sch’oot districts
thought most likely to have an induction program only four actually had a
separate program for beginning teachers On the posrt,we side, comments from
“one district give eyrdence that awareness of this _1mportant aspect in the

development of beginning teachers is growing.

~."In fact it is interesting we started this mentormg 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,-
questlon 9).

LT
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- This section discusses recommended features of beginmn;: [Célthcr
1nduction 1dent1f1ed in'the hterature and the limited presence of these tettturex in
the aSS1stance beginning teachers received from their school districts.

One recurring theme arising from the literature pomts to the importa\u
of the entry year for beginning teachers No other | time is as opportune for -

introducing the novice in formatwe and developmental ways to the skills, habits;

- knowledge and attitudes about teaching that lay the foundation for tuture

practice The notion of collaboration and collegiﬁl professional l‘CillthI]\‘hlp\‘
between teachers necessary to meet demands of changing teaching practices
brough,t on by rapid changes in a changing world, may be best cultivatcd durino?
the entry year experience through effective induction practiccs Present
"th'roughOut the literature is the’exhortation that induction done properly ensures
_ development of beginning teachers in moving towards the pret'erred state whcre
they as practitioners are more likely to become 'reflective’ about their crzii:t In
this study the evidence derived from beginning teachers' perceptions of the
~ assistance they received from their school district reveals limited presence of
features recommended from the literature which might have made for a more
i posmve 1nduction to the profess1on These missing recommended featurcs of
be.gmning teacher induction are identified in the following di_scussion of the two
d,istricts chosen for more in depth study. - | 7 |

| First, an element missifig 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 it had 156 teachers it
was not sure exactly how many would actually be entry year teachers. District J

©gave an estimate of the number of beginning teachers it thought it had.



Understandably, it would be hard to plan for the needs of begmmng teachers in . |

7 WdlStI'lCtS not knowmg the actual number of begmmng teacher sjt had. Even if -

- one argues that fnservice was made avarlable to all new teachers .desplte whether ‘

they were new to the district or new to teaching the needs of beginnirig teachers s
have been found to be quite. different from other teachers (Veenman 1984)

Although mmally, new-to the drstrrct teachers and begmmng teachers havc o

similar needs for information about resources and system procedures the T _
concerns after that become qurt\e/@erent (Odell 1987). . - - c.@;.(t;;;

- If central office in a school district d'oes not know accurately how many of
its personnel are begmmng teachers then it s less hkely that beginning teachers

j
were targeted for specific kmds of assjstance. This lack of awareness by drstrrcls

about how many begrnnmg teachers they had may help explam why some

'~ beginning teachers’ recerved certam kmds of assistance and others did not. It

would appear that luck or chance had more t(Ldo wrth .why some received

&

assrstance and others recelved hmlted amounts or none. It’also may reveal that -

districts acknowledge in word the specral needs of begmmng teachers but fail to -

recognize begmmng teachers as different from new to the district teachers Thrs 7
18 dlsturbmg given the 1mportance attached to the mductron perlod as the erucial
stage for bulldmg a solid foundatron in'the career of the beginning teacher. - o
(gwﬁﬂnlty for pre- assrgnment contacts by begmmng teachers before K
school starts is a feature suggested in the hterature as a recommendatron for
induction. Pre-assignment contact means that beginning teachers can visit the
school site, meet with the principal, see the room(s) in which they will teach, and
other kinds of familiarization activities before schoogf;startup. This feature;is_
similar to_orientation activjties usually conducted by school districts*forfnew -

teachers but different in th its focus is upon the actual school site. This

- opportunity did not appear t¢ have been available to the beginningteachers in
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onentatlon sessnons It may be argued from-the data that begnnmg teacherM
Sy ,

" not show either way whether opportunlty exnsted to make pre ass1gnment

contact ‘yet remember that no indication or expectation was stated by elther of

the two dlstncts in the 1nteW1ew data about pre assngnment contacts even after

- lengthy descnptlons about onentatlon offered L , , D e

\w\h

- The absence of a dlStI‘lCt handbook for begmnmg teachers was a surpnsln,g
finding from both the interview data of the two districts and the questlonnalre :

results from begmnmg teachers. It appeared that begmmng teachers received

much 1nformatlon in prmted form about the district but ligtle about what

‘they mlght expect or do in their classroom or school en ironment. The ’
| literature reports that districts assume new hlres properl cert1f1ed by- teacher
°'tram1ng 1nst1tutes come to the workplace with knowledge about how to setup -
their classrooms in the first days of September. This is samply not so. The - - .
profile of responses by begmnmg teachers in both districts shows that some were
‘not aware of keeping registers and other classroom duties. Even more dramat%
~is the lack of yes responses by beginning teachers to the questlon which asked N
about assistance under the, category dealmg with the classroom environment. We
‘know from the literature tiht a training manu‘al provided at the beginning of the
school year for plannin'gr and organizing elementary classrooms has proved to be
more effectlve than leaving teachers to the1r own dev1ces (Evertson Emmer
Sandford, Clements Worsham 1984) |
Veenman (1984) proposed conceptua'l frameworks for viewing the

probgltems that bemers encounter and strongly-suggests that beginning’
teachers move tltrough stages of concern \about their teaching ! Fuller (1969) \
identifies three stages of concern where an individual moves from concem about '
self to concern about tasks and ﬁnally to\a‘concem for others. Movement

through these stages requires support time,-and training. Prov1d1ng release time

st

At

&



for beginningteachem to attend trammg sessions on’ pmMEmJMngwdx

decision makmg are features of induction recommended in the literature Such
sessions might aid a begmmng teacher in moving throui:h stages of concern
about their teaching. ‘Work'shops and seminar settings have also been recogn’i,z'ed
-as worthy act1v1t1es for begmmng teachers but the most effective traming |
happens when beginning teachers observe others teach and have others observc
them teach. Unfortunately, in the two distncts studied there were few nglnnan:me;A
teachers who said they had received release time to attend special trainmg
sessions or opportumties that allowed for them observe otherls\tggchmg or have. o
" their teaching observed. In District J the data showed that several teachers had"
attended a session called "Teacher Effectiveness Training"r based on a Madeline ) 1
| Hunter model of effective teaching but lapartfrom this there did not appear to be
“much avai,lable for beginning teachers to do*o’oservation of actual teachiné.

The literature on 1nduction recommends assessment of begmnmg teachcr
perceived needs beforo conductmg semmars or workshops of assistance
—Beginmng teachers have diverse needs and research reveals that their concems
about their teachlng change.. There 1S llttle in this study to suggest that such an
~ assessment was done by school districts before they offered workshops and other
inservice sessions to beginning teachers In fact it would appear from the data
collected in the beginning teacher questionnalre that most of the seminars,
workshops, and training sessions yvere not designed specifically for beginning
teachets but were available generally for all teachers. If ‘there is little attention
paid to assessingrwhat needs exist prior to planned interyentions?o_f assistance for
beginning teachers the/n it is even less likely that the seminars and ,workshops
offered by districts will be of assistance to beginning teachers. An assessment of

beginning teachers perceived needs would at least find out what areas of concemn

A



‘existed for a arsmcts begmnmg teachers and provide valuable 1ntormation for
planmng rnductron assrstance BrstnctsmyptarrandoffernmrvmwssrstaW
wrthout an assessr’hent of what begmnmg teachers feel they need and later » | ‘

" drscover it wasted time and resources because the real concerns that begmnmg .
teachers perceived they had were not addressed. Given the challenges and |

: Bty I8
problems that accompany the first year of teachmg is it reasonable to expe@t

e

beginning teachers attend meetmgs that appear unrelated to the1r concerns about

teachmg? 7 S
Workshop;and semninars ,are’ not as effective in meeting the needsfof ,
s beginnin achers;'s the Support 'provided‘by buddy'teachers or mentors: The ;
‘ inclusionifa buddy or- mentor. teacher during the. 1nduction of begmnmg ;
 teachers can bring about pos1t1ve effects. Buddy teachers or mentors, who have .
been tralned and received special compensation for the1r efforts, can provide
- more flexibility and adaptation in meeting the changing needs‘ of begmnmg
teachers. Odell (:1987) maintains that beginning teachers, 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 tofdevelop self
analysis and reflection about‘ theirown teaching. There is evidence that use of
buddy teachers or nientors can be cost effective in an induction program for
beginning teachers (HulingQAustin,Pu_tman, and Galvez—Hjomevik; 1985). It is "
surprising that very few districts in this study used .buddy teachers or rnentors
given the importance of their involvement in the induction of beginning
}teachers.v | | | 7 o |
7 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 kept secret in the district because.

beginning teachers perceived colleagues and pracipals in their own schools gs -
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1nterv1ews The 1nterv1ew data W1th school dlstrlcts did not reveal much

| , 91
more helpful than the mentors prov1ded It was surpnsmg that the mentor

teachers were not 1dent1f1ed more e@r’ﬁ by begmnmg teache;s-as sources of

A .
! - . ) . . . —

District J did not provide meriltor'teachers for beginning teachers but it did

' speak about district support personnel whose job mcluded ass1st1ng begmnmg

teachers Agam the data from the begmmng teacher-questionnaire “does not

support the d1str1ct claim that begmnmg teacher needs were adequately met by

district support personnel Instead the data suggests as it did in District D that

beginning teachers looked more often to colleagues and prmcrpals‘ for help

o - kS

/ durmg their mductlon ‘. I - A

Another feature recommended from the hterature on-induction reveals the

| need for evaluation of program efforts. School districts need to know which -

parts of their«induction efforts should be continued, extended or curtailed. ~

Although this study did not j;c’nquiré if evaluatiorl was considered b.yf-districts as -,
an integral- part-of thefr program of a‘ssistancevto beginning teacffers opportunity
was gisren for this information to arise incidentafly during the course of the
ev1dence that program evaluatlom was even considered important. Thrs was not
surprising cons1der1ng that there were only a few dlstrlcts that said they had any
program of assistance for their beginning teachers. It is-even less surprising - B
when remembered that several school districts d1d not even know how many ~
beginning teachers they had. " | o 3
The b’egmmng teacher questlonnalres and speC1f1cally the proﬁl@of
responses shows that some begmmng teachers credited their preserwce training
for helping them through the first year of teachmg One un1vers1ty Wcia;% |
mentloned often as being responsrble for this aspect of pegmmng teacher

a551stance both because of the practlcum expenence and the course work offered



 was no mentlon of any mductron efforts between _school districts and

‘training for beginning teachers. Given this information,from the literature on -

universities This type of induction often is an extension of the pre- service .

: based— on the assumption that institites share in the responsibility of inducting

training received by beginning te1c<hers in an jnstitute of higher leammg and is 7

~in this model a school d1str1ct obtains an mduction prograrm with no extra cost

attached to it and makes poss1ble the release of veteran teachers to ass1st graduate

i beginnmg teachers with other groups and agenc1es Odell (l986b) maintains. that :

intems\ il their first year of teachmg Bas1cally this mduction program has fourj ,
B essential components which mclude 1 no additional cost to school dlStrlCtS 2 a

'umvers:ty graduate 1nterrli/ 3. a clinical support teacher 4. ongomg 1nserv1ce

induction it is puzzling that there was no mention by school districts or -

-

"conductmg induction. o

~ beginning teachers'anywhere“‘“in‘t'his 'study about an interinstitutional

collaboration between universities and school distncts as a p0331ble plan for
The missmg presence of\?eatures recommended from the literature on :
1nduction in the results fiom the 1nterv1ew data and | the beginning teacher

questionnaires n@kes good Hulmg Austin's claim that one of the features of :

~designing an 1nduction program must 1nclude the need to educate th professmn

as well as the public about teacher induction. Most school distncts in this study

- showed limited understanding of what is plainly written in.the literature about

the importance of induction done properly for beginnjng teachers. The final
snapshot of District D and District J portrays both“school districts as providing
some assistance to beginning teachers but omitting several key features of

induction recommended in the literature. -



v - : E . _ ) . .
EE .. . . .. E u [ LT . N
| . BN b - . Yyt
. - . , . . . - 3 .
- . . . = . . . 9_ .
- PN

e D1str1ct D appears to have prov1ded a331stance to a maJorrty of its

begmmng teachers but this assistance does not seem to have been applred

-uniformly to all begmmng teachers It is not clear why some begmmng teachers

~ received help’gom mentors and others did not. It may be that such help was

- w
7 requested by- the begrnmng teacher or that the mentor was 1nv1ted to ass1st on the

, Drstrrct D did it poorly.

suggest1on of ¢ an admrmstrator T,

L]

From the data col'ected 1t would appear that Drstrlct J, although not

havmg a separate program of ass1stance for beginhing teachers does show
ev1dence of trymg 10 provide support services to its begmmng teachers. Thrs :

asswtance however-does ot seem: to be applled umformly to all beginning | .

teachers. For example it is not clear why some teachers were invited to partake

of avarlable assistance and others were not It may be that the mformatmn about

| what is available in terms of assrstance 18 notd-rssemmated effectrvely to .

’begmmng teachers.

F1nally, the snapshot of Drstrrct D and D1str1ct J would not be complete

~without suggesting which of- the fivé models of induction descnbed by Andrews : \\

(1986), best fits each drstnct Dlstrrct/D S medel‘ of 1nductron does not farll mto

any dlscrete model but spans two and possibly three of the models mentloned by

| Andrews. First, the use a mentor would quallfy Drstnct D for the formalrzed
~ mentor-protege model except that there is no-indication that the mentor assumed
an evaluative role in workmg with District D's begmnmg teachers The e

- remaining category which best fits Drstnct D is the colleglal model since the

relationship with the mentor teacher emphasrzed the supportive, personalrzed,
school-based and non:evalua'tive form of induction practice. It is the
researcher's 1mpre831on that District D mistakenly felt it was on, the path toWards"

the self-drrectrng model of developing professionals. If this was the case then

+

]

v &
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D1str1ct J d1d not have a formahged mductlon program but there is

) ev1dence that the mandated competency base/ model with a. focus on assessment

and accountablhty for. attammg spec1ﬁc outhned teachmg competencres mlght

~easily take form in this d1str1ct Tire emphas1s on "teacher effectlveness |

trammg was almost descrlbed as a district expectation that new and begmnmg/
- teachers attenﬁa The rellance on a smgular approach to teachmg effectlveness S

makes CODVC%}CFH screenmg dCVlCCS tO CDSUI‘C m1n1mum compe{encres are

demonstrated by begrnnmg teachers The hterature on mductlon suggests that e

such an emphas1s on m1n1mum competenc1es may defeat the goal of deweloping

true professionals.. D1str1ct J gave the researcher the i 1mpres51on that they were

more interested in tymg teachers to tight contract apphcatrons of the Royal ‘
Commlssmn ] recommendatlon for dlstrlct based induction. Cons1der the

response made by District J about the Commrss1on S recommendatlon.r

The support is there and indeed is reflected in our recent collective
- , . agreement that we s1gned with the teachers' association. So it's
. verbally there and it's down in black and white and duly s1gned

.

The intonatjon of the above statement indicated to«the researcher that the difstrict"\)\‘
~was. mterESted more in fulf111mg the letter of the law than the sp1r1t of the. S

g 1Comm1s31on s document on educatlon SEP : T ‘
~ The findings from the begmnmg teacher questlonnalre in the two d’lStI‘lCtS
shows that there was a limited presence of recommended features of lnductlon as ‘7 -
. reported in the literature.. Unant1c1pated ﬁndmgs from the study also emerged
| and are discussed in the next section. 0/ B T S

o
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’ / There were some unexpected requts that emerged from the beginmng

teacher questiormaires that deserve comment First, there is a pattern of smnlar ,

-7 response in-the two questionnaires Although comparison of the responses

between the two districts was never mtended m this study the researcher could

ot help but notice that the data summanzed in thé various Tables appeared

L

| remarkably —similar sometimes ‘Given this obserVation the researcher. decided toi
i
list the results for beth districts in some Tables so that these patterns might be
noted by the reader An example of srmilar pattems appears in Table III where

 rank ordering of the seven categones shows very few differences in the ranking

- except the item identified as Classroom Managementf Tables V and X listing( | Ve

providers of assistance in District D and District J shows the same two items, % .

(Colleagues and Principals) as most frequently mentioned by beginning -
-—teachers. In Table VI show1ng the frequency of items selected by beginning
teachers that they had either received or part1c1pated in, the items of Printed
Information, Orientation Meetings Workshops/Conferences and Unsolrcrted
Help all fell within the top four rankings of frequency for both District D and J.
The s1milar1ty of response pattern may suggest despite planned
1nterventions of assrstance and st pport by a school district, that beginning |
teachers \mvariably tend-to'rely on colleagues in SChools for assistance because
- distncts do not offer the ass1stance needed. This seems to be the case when itis -
| , cons1dered that District D had a a separate program ‘of assistance yet beginnmg
- teacher responses to the questionnaires does not appear to be altogether

‘ dissimi_lawr with District J who had no‘separate program of as'sistance.', It also, .

strongly suggests that the intervention efforts of District D were ineffectual for

inducting its beginning teachers. 'While this is a distinct possibility remember
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that Dlstnct D said it had made a concerted effort to encourage school staffs in .
‘ : asslstmg beglnnmg teachers The results from Table IV for Distnct D seems to '

give evidence that much of the ass1stance recelved by begmmng teachers was -

-~

1ndeed school~based | L

,\ 7 .“.i .

~

- Some conclusions can be drawn from the results of this study. First, the lack

- of action by school districts in planning to meet the needs of beginning’ teachers

"~ _ flies in the face of what is recommended in the induétion literature. If school -

- districts‘ ever hope to develop reflective practitioners they Thust assist beginning .
o : teachers in the entry year with effective well planned induction practlces The’
~ school d1str1cts in this study did little to meet the spmlalw of their beginnmg
teachers despite acknowledgmg the overwhelmmg demands accompanymg the 1
begmnmg teachér in the entry year. It is difficult to understand why school
districts only pay lip serv1ce to the most cruc1al point. of development in a teacher’ s /'
: career instead of addressmg it with planned mterventions of assistance. The o
.~ special problems of the begmmng teacher have been studied now for some SlX
- decades and yet districts remain mdlfferent to helpmg begmmng teachers The
. comprehensive study by the Royal Commission recommends that school d1str1cts | LE
: ~initiate induction programs for begmmng teachers and yet d1str1cts remam o
) mdifferent ‘The problem is not in knowmg what to do for begmmng teachers but
m takmg action upon what must be done to assist beginning teachers |
7 Second, if school dlstrict actlon cannot be mobilized i in putting well planned
assistance for beginning teachers into practice and government ¢ officials fail to
compel districts to do so, then & shiftfrom distijct oriented mductlon to school- :

 based efforts must occur. The d1str1ct may best carry out the assessment part of

{
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mducnon while schools possessmg the orgamzatlo

"assessment versus assistance dilemma mentioned i in the hterature. “This means that

/effect1ve for school d1stncts in the long term to prov1de effective induction for o

, begmnmg teachers at the outset of their career instead of the costly 1nterventrons

. development of the profess1onal Those who/eam to swim often do so by " -

lclimate-described by g

'Rosenholtz (1987) may prov1de optimum condmo s in conducting posmve

mduct1on pract1ces “This approach would certamly bridge the chasm between the .

districts will need to make commitments of resources and time towards initiatives

schools try to: accompllsh on the behalf of.begmnmg teachers It may be more cost

8

later to patch up teacher 1ncompetency - T )

The §ink or swim approach i is o longer an acceptable model in the

; dogpaddlmg, and contmue to dogpaddle through most of therr teaching career

Those who smk and ex1t the profession are most often the ones who are best able to

help ch11dren learn. Sinking and dogpaddllng are unacceptable grven what we
know about the positive effects of mduct1on done properly dunng the entry year of

teachrng

N ) ~

~This study was exploratory and descnpt1ve in its investigation of exrstmg

-

assistance for begmnmg teachers in B.C. school d1stncts The study rehed heavrly

“on the-telephone mtewlew data and the questionnaire data for results. A study
which employed separate mterv1ews with begmnrng teachers in avrandom*sample
7 may 1llum1nate why some beginning Yeachers received assistance while others did |

- not. It ma(also provide mS1ght into why helprrwchers and mentor teachers

were not c1ted as prov1ders of ass1stance more often than were colleagues

- A study of a district, having a separate program- of assistance, ‘might

observe the assmtance offered to begmnmg teachers.” The stud’y could include

A



‘.“, 98

feedback sessions wrth both begmnmg teachers and providers of assistance to

Il

drscover what kmds of assistance were effectlve
Fma‘lly, it may be meanmgful to survey and mterv1ew not on? school
districts in a s1m11ar study but also teacher unions and associa find out what

kinds of assistance they say schopl dlstrrcts typlcally offer beglnnmg teachers and

'compare such data with what a school drstrrct says it offers. Another avenue of

‘research along the same hnes mlght be to fmd out what kinds of ass1stance local

teacher unions provide to its new members L L@



Superintendent of Schools - . -
- ..School District B

Dear :

Apperrd_ix,A "

R

*

T ap

At the present time I am a graduate student in the Admlmstratlve
Leadership Program, Faculty of Education, at Simon Fraser Umversrty As part
study on

of the requirements for my Master's degree I plan to do a rese
effective induction practices and assistance offered to be
school d1str1cts in Bntrsh @lumbla t

=

gmmng teacher@by

1

. Your school d1str1ct was chosen for this study because it met two
predetermmed criteria of: (1) A school district with a projected growth of

between 2%-5% for the next five year perlod (2) A school district havmg at

© least 10 begmmng teachers.

<

\
+If you agree to partlcipate in the study you, or a person desrgnated by yoir
as most knowledgeable, will be asked to respond to questions in a personal
interview by telephone about the kmds of assistance your district offers to its

~ beginning teachers

All mformatlon given will be held in the strictest. of confidence. No
individual results will be reported nor will names of partrcrpatmg school’

d1str1cts be revealed

13

- - The study has the approval of Dr. Marvin Wrdeen at Slmon Fraser
University. Should you have any questions, he may be reached at 291 4156

) ,(offlce)

- -

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 trme at.your

~ convenience to conduct the telephone 1nterv1ew
- with thanks, '

Yours sincerely, v
—Greg ‘McNally
Graduate student

 Administrative L.eadership Program
Simon Fraser University

L)

B



. Superintendent of Schools - o ‘ -
School District - o : L

*

- AgpendxxB

Letter to School sttrxcts chosen for more in depth study

' - © / A

Dear : ~ % - ) L ) =

© Atthe present time | am a graduate student in the Administrative Leadersnip Program,
Faculty ¢f Education, at Simon Fraser University. As part of the requirements for my Master’s
degree, [ plan to do a research study on induction practices and assistance offeredto

begmmng teachers by school districts in British Columbia. - v

Your school district was chosen for this study because it met two ‘predetermined criteria of "
(1.) A schooldistrict with a projected growth of befween 2%-5% for the next ftve year perxod.v

(2.) Aschooldistrict having at least 10 beginning teachers ; -

- -

-1 Ifyouagreeto part:cxpate in the study, you,ora person desxgnated 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 begimning teachers S

-
In addxtxon a questxonnaxre \»ould be given to beginning teachers having completed their
eatry year. This questionnaire would ask these teachers to respond to questions about the B
kxnds of help they received durxng therr first year-of teachxng ¥ :

Finally, five teachers, randomly selected from those answermg the quesuonnatre would
be encouraged to partmpate in a personal interview with the researcher '

e
2®

All information given wxll be held in the strictest of conftdence ‘No mdmdual results will -

be reported nor will names of participating school districts be revealed.

The study has the approval of Dr. Marvin Wideen, at Simon Fraser Untversuy Should you

- have any questions, he may be reached at 291-4156 (offxce)

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 convenjence to conduct the
telephone interview. v
with thanks,

Yours sincerely, ' .

Greg McNally : o )
Graduate student -
Administrative Leadership Program -

Simon ?aser University

]



1. What was the approxrmate n r of begmnmg teachers (not mcludmg teachers

wrth previous experience who Were new to the dlstnct) in y0urdrstnct7

- 2. Does your district have a separate program to prov1de assrstance and support to
new teachers in their first year of teaching o o T

a.) if yes) what year was the program estabhshed"’ | R

‘b.)if yes) is it operating at full stféngth or is it in the piloting stage"’

c.)if no)is a  program presently being developed or planned"’

3 Who works with the program and how are they involved? - L
a.) superintendents . . : ' '
b.) personnel director . S i
c.) district administrators B -
d.) principals | )
-e.) assigned helping teachers .
f.) department heads - o - , S
g ) other S 7 ST L ) \ -

4. Of the followmg list of topics for the in-service of teachers Wthh ones. would
you say are offered to beginning teachers? - L :

-_ kY

a.) System“’informatlon -giving mformatlon related to procedures guldelmes
or expectatrons of the school district. :

b.) Resources/Materlals - collecting, drssemmatmg, or locatmg materials or
other resources for use. :

c.) Instructlonal - giving information about teaching strategles or the
instructional process.
’ . ' -
d) Emotional: - ouenng support through empathlc listening and by sharmg
experiences. - -

\- giving gurdance and 1deas related to drscrplme or
d orgamzmg, the school day.

e.) Classroom Managemen
to scheduling, planning,

rd
r



7 WAppendix C contd ¢ |

f.) Environment; - receiving help in arranging, organlzmg, or analyzmg the ,
physwal settmg of the classroom : / R

g ) Demonstratron Teaching: - observmg anogher teacher teach with a
particular focus for the observation and an analysis conference followmg

~ the observation. - C -

-

’5 What speC1ﬁc kinds of assistance are offered to begmnmg teachers by the
District? (This question, although similar to #2, will use twe dtstnct respenses

- as items for the questlonnalre to begmnmg teachers) - -

~ 6. Does your district have a —separate handbook for beginning teachers?
,' 7 In your opinion what would you say are the 3 most pressmg problems faced by
begmmng teachers"' : :

A

8. In your oplmon who could best prov1de support for a formal program to assist
beginning teachers? College/Umversuy, district, province, other? No formal

program is necessary.

3 Tt

- 9. What 1S your District's response to the recommendatlon of the recent Royal
‘Commussion: That district-based induction programs be established co-
operatively by school districts and teachers, and that they be characterized by -

~ . special support services and carefully designed teachmg assignments. durmg the
- first year of 1nductlon"’ 7 : - |

N\
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“Appendix D o

-

* Interview Responses from Nine School ’Diéfﬁéﬁ””

- 5. What- spemﬁc kmds of assistance ar;e offered to begmmng teachers by the
r District?

District A: | s
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. So there is that kind of activity at the very begmmng ofthe
year. Thereafter the kind of support that new teachers would receive would oo
“be is in terms of resources materlals -We have a lot of teacher ‘manuals for a -
varlety of subject areas: - e (/“

Drsmct B: !
We do an orientation meeting w1th new teachers to the district unfortunately
we often find that we are bringing in new teachers with teachers returning to
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 gurdes about being prepared,
meet the staff, generalIy to get them ready. -
District C; We have an orientation program to which all the new teachers -
are invited. After the school day to meet district staff, to leam something’
about district programs, to learn about district expectations in terms of -
- contributions, to get some spec1ﬁc help from the consultants, or supervrsors
-~ \ ateach level, in terms of ha.ndlmg the day one. The follow-up session, one in
eptember, the topic is supervision of.instruction, there are structured
portumtles during the year for teachers available to all teachers ba%rcally
District D: > o ! -
We have an orientation day, which we had in August, which starts out with
an introduction to the district and all the senior district personnel. We had it
at Camp Alexander picnic site and then the aftemoon of that day the families
of the new people joined and the school district provided a lunicheon and a
social afternoon in late August. It's a sacral kind of a day of introduction for
people new to the district. o
The mentoring program. The informal one which may be the most _
important one for beginning teachers is the other teachers on schgol staff.

)



‘ ’ - 104
We have made quite a pomt in the district of communlcatlng that with school

2 admmtstranveofﬂeersﬂaatbegmnmgteachersarepvemmW

assisted by people on staff and the teachers are very generous that way. It

that that happens or a department head dependmg upon which level we e ,
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:. | —
Well, there is an orientation meetmg that 1s glven by the. deputy S
superintendent at which various people who are in staff positions are 7
introduced with their roles kind of explained to them, and followed by a b1t .

~ofa receptlon the supermtendent is.there. o , A
D1str1ct F: * i

. Yes, in the summer we ran as pan of our summer instituterday 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 of thing. That was a day there and then

we ran another orientation 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 terms of a
-general orientation. The other kind of ones I was thinking- probably the -
principal would play a significant role in terms of supporting the new
- teacher, and we do have helping teachers in our district. - They visit all new.
teachers : R /2 : : -

Disfrict G: : ) - —

Well some years we've offered a br1ef session late in the summer, teaching
‘strategies or whatever. There was that other session that I referred to, one -
afternoon and evening was offered here for beginners. Stuff like that. I

think the other thlng that we encourage is that their assignment is not the
(sic) shittiest one in the school, if you'll pardon the French, to the extent o

poss1ble anyway to address the need of the beginner. If there is a break let's

try to give them the break in terrns of the kind of class or size. of class or ~

~ workload. , | | S
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- Drsmeflk e e
There are no 1solated specific situations. If the person needs that help we

will provide some but there are peopr* n a number of interesting situations -
who could all benefit from expogure, experience, workshops and support
services, that would, I guess, be our approach to it in that sense. So we have
- not at this time isolated the beglnnmgteacher that way in fact. :
District J: - )
Visitations by d1str1ct staff spec1f1cally to first year teachers and then those
others that you mentioned, the ortentatlon in August teacher effectweness
- segsions through the year. - : :

.

Probe: What is inVolved in theqorientation?

Two days in August to the district. An overview / of the resources avallable
for example the Resource Centre. . Helpmg teachers, those types of things
provided. An gverview of the teacher effectiveness training is prov1ded

An organizational discussion regarding the first few days of school.are lead
by experienced teachers. Procedures within the schogl djstrict are discussed
for example the teacher's association makes a presentation talks about
membership and the benefits that they offer members. I guess that's about

it. 7 |
RN Probe: And then the teacher effect1veness trammg‘? S
L ‘Yes, that's a_program over about six to seven afternoons taught by local
teachers and organized locally and basrcally is the Madeline Hunter model.

(6.) Does your district prov1de a separate handbook for beginning teachers?
' D1str1ct A:

( researcher noted that there was a prolonged delay in answer to the question
) That would be available at each school site because each school would have
a different set of procedures and pol1c1es What we do have at the district
level when the new teacher is hired is a district phamplet that states the
district goals-and objectives. This is given together with the local association
policy booklet , : : R

District B: No, not presently but we have talked about it.

District C: We are planning on making up a folder actually for teachers..
Instructional tips, a series of publications,

L3
LS



District D: As a matter of fact w&aremthepmf : ,,

' manual tobepubhshedmearly speing. - SN

District E: no. - o .

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. So although it i$ not a booklet as such itis I guess what you'd call
an orientation package ' :

. - . -

'District'G: I don't think we- have one spec1f1cally targeted for them There
" are certainly materials offered by principals in the school. Certainly our
district staff will put together a care package in terms of maferialsand I: ;
know a number of our principals do as well. We don't have a district : '
. standard handout like say we do for all of our substltutes a reference or.

gu1de book.
D1str1ct H: No we don't.

District J: There is an orlentation booklet that's provided to them in August.
Its purpose is, one, I guess, it provides information to them and acts as an -,
agenda to the meetmg :

7. In your opmlon what would you say are the 3 most pressmg problems faced by
begmnmg teachers? . o , )

District A : \\7 v
‘Boy that's a debatable one. I have often commented that teachers that-are
coming into the teaching force are expected to shoulder far many more
‘burdens than they aré trained to do. We are nqw expecting our teachers to
-be in loco parents, counsellor, psychologist, psychlatnst and a host of other
- things, yet when it comes to teacher-training quite a lot of it is in terms of the
- routine things of teaching, methods and things like that. So I think that is the ,
most overwhelming thmg that a teacher faces in present context. I think that
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 professmn but there are these added
responsibilities. I thmk it is an awesome task that the teacher has. ,

L ‘ i
District B: -
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~ avajlable to them and trying to make a choice amongst the man

T
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I think each problem Lctlcal planmng, getting, bogged down. o
Tdidn't identify three but generally not enou gh time, generally expéndmg

alotofenergy | e 7 IS

rd

District C: Orgamzatlon of the school day. Orgamzatlon of the school day
Orgamzatton of the school day. . :
sttnct D: - '
One is the overwheﬁmng amount of material and inservice.an A%Sih?n that is
) ngs that
_are available. Isuppose the second one is trying to watch themselves that ‘
they maintain some kind of equilibrium and don't lose sight of theirown -
physical and mental health; that they don't overwork themselves. It is- easy
for beginning teachers to become critical and become consumed by the job. -
Another one, the third one, probably the isolation of the classroom. Itis
sometimes difficult 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. :

) DlstrlctE ' | _ | R

Isolation and lack of support Well, 1solat10n firstin terms of what they are
‘teaching and how they are doing. -Secondly, support for the nuts and bolts of
things having to do with education. The thlrd thing would be an opportumty T
to get feedback‘ about their teachmg X

Dlstrlct F: -

- I think probably dlselphne and classroom management Next would be 7

curriculum and lesson planning. The third one would be things like school - -
routin@s, schedulmg, like how do I fit into the school. Those are the ones we
seem to hear as essenttal : '
District G: : -

Time. I'm sure the amount of time they have to invest in everythmg In the
first 6 months partlcularly 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 overwheimed.- For beginners in
other districts you kifow 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 many responses as you would have
individuals, that's my feeling. ‘But time and the feeling of workload those
are the things I'd say.
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"District H:

One of them, I‘thmk would be me-nwgumegmmim_
..~ one would be the, you know they've had their teacher training exposure to
" the new curriculum that comes onstream and organizing that, people just

_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 teacheris -
simply the adaptation into the role of being responsrble for the educatlonal '

- welfare of the chlldren in thelr charge .

. District J:
v _Time management. Organlzatlon of the1r day and time management

8. In your oplmon who could best prov1de support for a formal pr0gram to assist
beglnnlng teachers? College/University, dlstnct prov1nce other ? No formal
program is necessary" » :

District A: * o £ -
I come from a country and a system overseas where teacher t tralnmg is done
by specialized institution rather than by a university. We have teacher
-L.training colleges which are distinct separate institutions where teacher
training is the one and only undertaklng for that institution where in the
- Canadian context you find a unjversity undertaking myriads of other things
- and teacher training is just onel}lttle thing. I'do think that the way that
- increasing demands on the teacher is taking place, basically maybe the -
* College of Teachers might take some initiative and look at another form of
- teacher training. [ like the idea of long term internship rather than just a
~ small short instaliment of two week to six week period. I'd like to see a full
* semester of internship. I thmk our begmmng teachers will get help from
. that kmd of a thlng
" District B: ) ) )
Well, I think all 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 w1t1ﬂlelp, The problem is that you requlre fundmg to meet
+ teachers... . ; .

'~District C: District.level. ' B .

Dlstnct D:’

I really think that all of those people have a respons1b1hty 1 thmk the
university should Be looking closely at their programs, they are doing that in
fact, to do with the mtemmg programs for beginning teachers. I don't know

-
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- yet what role the cbllege will play in that but I suspect that there are some

- things that they could be doing also to make life more palatable for
beginning teachers, there probably are some informational kinds of things -

they could be doing. At the ministpy/i€vel there should be a responsibility to.

B do the curriculum mformatlon ses$iOns and so on. At the district we have &

~ wide respons1b111ty definitely to make mformatlon available about the
variety of services and to make curriculum services available. At the school
level it is a really criti¢al level where the personal contact comes that's really -
- important. The school. leve\ffllso has a very interwoven place of importance
for the beginning teacher. Everyone WOrkmg together prov1dmg different 7 -
facets of help. That's important. - .

@ :
~

:Dm:tE: School\%n?;,sed. i : o
Dlstnct F: -
Just in looking at the little pro;ect we've-done, I would say probably ﬁmt of ~
-all the district, and then I would phase that rlght back down to what we're
doing with the mentors in the new teachers' school/ 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
“couldn't be something at wider levels and we may want to run more of a
general orientation, but I think in terms of‘a real direct contact when a new
teacher comes into difficulty or is wondering or whatever right in that
school, I would think it would be district, and then underneath that, school,
and then teacher, would be the best place for this assistance to take place.

District G: - ’ )
Well I think school—based but probably in most districts it would re‘ixlly have‘ -
to be a district program in combination with certain kinds of school’ :
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-geographically
dispersed we can all get together for periodic 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 exceptlon to there,
Collaboratively, I think is the word that could be done probably effectively
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at the dlstnct level, not solely as a responsrbrhty of a board of trustees, but

-~ —also-involving teacher associations, because I note here nothing is referred
to about teacher associations and their role-in it. They are a professional

organization and they have concerns about their members they should also
be providing support services for looklng after their welfare

" District J: A combmatlon of school and dlstrlct

Probe: How would you_beSf see rthat, working?

'you me‘@the process?

Response to 1nterv1ewee yes the process. .

Initial identification of areas needmg to be addressed, probably through
gathering people who are recently new to the professron and saying or

asking them to provide what they felt was posrtlve and what they felt they
should have and gomg from there. | . ,

-

™. Commission:? "That district-based induction programs be established coy

9. What is your District's response to the recommendatlon of the recent R
o‘peratrvely by school districts and teachérs, and that they be characterlze Dy

' special support services and carefully desrgned teachmg ass1gnments during the

first year of induction.”

4

e

District A \

We haven't dlSCUSSCd it as a district analysrs of that pamcular aspect of the

report, although the district has dore a lot of work in terms of the Royal

Commrssron Recommendations. I think personally that it is something that
" one needs to support. That is not a district view but a personal respon%

. , s
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 We haven't had a formal dlscussmn on that yet &ertamly we would go

PRSPy

reduced assignment for new teachers. Practically; a fundmg S age mn
most districts to implement reduced assignments and responsibilities tor

- extra fundmg would fall on the mmlstry

' 7 Dlstnct D

think we would support that nght down the line. It does fequlre 7
pgrsonnel and money. We always feel we're short on both of those.-

DlStI’lCt E )

I wholeheartedly agree. Where is that anyway I've never éven seen lhdl in
the report” -

District F ' : .

Yes, our district would respond and that would- be a good dlreeuon to go
in. We would support that kind of recommendation. In fact-it is
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
some of the awareness levels of the whole thing of new teachers. We've
known it Yor awhile but nobody has really talked about it and your study-
is probably very timely. We're planning after Christmas to invite some of
the Lower Mainland districts and anybody else who is mterested to come
and hear what DlStI‘lCt Fis doing. - ‘

2

DlStI‘lCt G . '
Yes, no problem w1th that. That seems to be where common sense would -

be.

District H : - ‘

Now I can't remember what our district's significant response was to that
because our trustees did prepare a response to the Royal Commission. If |
remember correctly that is one that there was modified support and

N -

' anng wﬁhthat e ST &3 | Y
IStI’ICtC o . N\ T

We have general support for that statement. - We can cenamly try to
, program towards this recommendation. I'm not sure if that implieg

{
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 therg and it's down in black and white and duly 51gned

& | |
greater detalled mformgtl.on would be requ1red because 6f some of tbe
" vague a_ssLumpumi and 1mollcauons of it, S
| District J v R 7
The suppeort is there and indeed is reflected in our recent collecnve .-

agreement that we srgned with the teachers'.association.- So it's verbally

4 /

. - . . ) N \
.
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 letter to staff rep,. " - -
" Dear 'Staff Represéntative: B \
- “’v . . - ) . ) \\\\ R '
’ L TN N
N N N

N

Yout’asgiStanCe in dlstributlon of the enclosed survey“ni

to oegjnnjggffeaghe;§ignrygggr§Enool Ls\much appreCLated

\
.
~.

This survey has the approval and permlssxon ‘of the
_ MR TEACHER!S ASSOCIATION and witl provide lmportant
1nformat1qn about, the kinds of assistance that begxnnxno
teachers recerve in thelP fxrst year of teachlng

In’ this gurvey a begxnnxng teacher is deflned as a

'.teacher with no prior teaching experience or aateacher who

has just cbmpleted one year of teaching ti988-89) in - _—
‘"Hg School DlStFlCt‘ s not i - W
are new to the district but have had orey'gus‘;eachan

‘eAperlence elsewhegg -

b Y

Please forward completed questionnaires via the school
mail to The IR N Tcachers Asspcxatxon by Friday.
Nouemember 24th. v : : .

AN N - "

Thank you for your assistance,

Greg McNally ' ’ o
Graauate studen} ’ C '
Administrative Leadershlp Proaram _

Simon Fraser UniverBity B - ST e
Y37-768Q - o - - ' =
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Appendix E contd

7 letter to beginning teacher

i L
November 1989 - \ ' '

4

Dear BEGINNING TEACHER :

‘At the present time [ am a graduate student in the Administratwe Leadership
Program, Faculty of Education, at Simon Fraser University. As part of the
requirements for my Master’s degree, | am conducting a research study on . -
effective induction practices and assistance offered to begmnlng teachers by
school districts it British Columbia. = | L .

- Your school district was chosen for this study because it met two
_predetermined criteria of: (1) A school district with a projected growth of
between 2%-5% for the next five year period. (2) A school district havmg at
Ieast 1§8] beémmng teachers for the 1988-89 school year.

The Teachers’ Assoclati-on has agreed to participate in this study and I )

would greatly.appreciate your coqperat!on in filling out the questionnaire
supplied. At a latter date a random sample of respondents will be asked to
participate in a personal interview with the researcher. Your participation in

o

tnla project is completely voluntary and may be withdrawn at any point.

All information given will be held in the strictest of confidenee. No Lndwxdual
results will be reported nor will names of partlcipatlng t;achers or school- ’
districts be revealed. g .
with thanks,

Yours ﬁincenlv."

> Greg McNally
Graduate student - ‘
‘Administrative Leadership Program
Simon Fraser University -
- 937-268Q

s

Y
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Name: - Teachmq Assxgnment
. s . R —
Please indicate your present status by vcheckmg one cf the £0110wm9 o, T
Beginning teacher ng previous experxence . B S C :
V‘Begmnmg teacher completed one year of teachmg in this gistrict - .
RATIONALE: This survey 1s being conducted to £ind out what kqus of assistance
you received from your school district which were helpful to you during your 7
first year of teachmg in the past 1988-89 school year or the present 1989-90° , - :
. school year. Your participdtion in this survey |s much aporecwted and will .
only take a few moments of your time. [f you wish to remain anonymous leave - v
name blank.. : : , ' N " ’ RIS ’
INSTRUCTIONS: Please read the followmg questxons areful‘v and answer-them -
as instructed: Upor completion please return this form via your school mail to -
the Teachers’ Assoc1at10n i .
~ d
Please indicate with a check mark yes or no to the followmg questions;
/ }
{. Did you receive a ormted orxentatlon handbook £rom the c’tchool dxstlct in the Ve )
1988-89 schaol year? ves no , i ~
; i , N
) 2. Did you receive release time from teacmrg to attend any soecxal meetmgs for’
beginning’ teachers from your school district 1n the 1988~ 89 school year‘
yes no B} . , . B}
.3. Were you invited by your school district to participate in a mentoring program e
whereby an experienced teacher was assxgned -to assist you? ) B -
yes - - no : ) ),
4. Were you mvlted by your school district to attend an orientation sessxon to
acquaint you with the district? . ) . S : ~

yes . no

-

from the District Curriculum Servlces Offlce”

S. Did you rece"/j dxrect\assxstanqe from helping teachers or other personnel
yes no .

b _

- 6. The following kinds of assistance (a) td (g) have been categorized with a brief
explanatiop for each. Please indicate whether or not you received assistance =
for each category by checking yes or no."

“1f you did receive assistance indicate i1f the assistance orovxded was
district-based or school-based, and who it was that actually provided the )
assistance, (for example) district administrator, helpmg teacher, principal, )
teacher centre resource person, etc.) ‘

a) System information: -gwmg mformatlon related to procedures guxdellnes or expectatxons of
the school district., vyes no ~
[f yes, was the assistance: district-based _________ school-base’d -

Who provided this assistance: ' :

.

b) Resources/Materials: - collecting disseminating or locatmg maf‘érlals or other resources for

use. yes no .
[f yes, was the assistance: district-based : school-ba’sed _
wWho provided this assistance: peiil :

¢
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¢) Instrurnonal - gettmg mformatmn about teachmg strategxes or the mstructxonal process.

yes .~ ale o o
It yes. vas the assistance: district-based i school—based : A

Who provided this assistance: -~ - 2 : —

d) Emotlonal - —erexvmg SUPPOr T tbr0ugb empatmc Itstenmg and-by sharing experiences. |
yes : no 7 -

[f yes, was the assistance: district- based ’ school-based . : o

Who provided this assistance: - _ S

") Ciassroom Hanagement - getting guxdance and. xdeas telated to d}éscmlme or.to schedulmg.
planning, and orgamzmg/the school day. - - : .

yes "o ,
[f ves, was the asgistance: district- based _’___ school-based

Who provided this assistance: . , ~ ¢ ' _ .

" the classrocm, T -
ves . " no ' ,
[f yes, was the assistanceé: district- based school-based
Who provided this assistance:_ . )

£) Environment: - recelving-help In arranging, organizing, or analyzing the physical setting of

g) Demonstratxon Teacnmg - observing another teacher teach with a partlcular focus for the -
observation and an ana&sxs conference following the observatxon. : : S
ye's g no __- :

[f yes, was the assistance: district-based » school-based

Who provided this assistance: i

7. Circle the letter of any of the following you either recejved or participated in:

dlprinted materials about district expectatxbns. policies, regulatxons and emplgyment
“conditions,

blorientation meetings, introduction to district personnel . ) ]
c)orlentation visits to the school before the start of the year : ' e
d)group meetings with other beginning teachers for support ' : ' ' )
e)meetings with experienced teachers and supervisors : : T : -
flassigned an experienced teacher as a helping teacher or mentor — -
g)conferences/workshops on different topics related to teachmg - ~ .
h)opportunities to observe other teachers
1Dunsolicited help from an experlenced colleague at your school
Jother o , - , "

8. What would you say were the most effectxve sources of assistance in helpmg you meet -

problems you faced in your teaching?
Consider the following sources: workshops, observatlon and critique of your teaching workmg

- with others in the building, university courses, ‘attending
conferences.___ _ , - {
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Name:: . Tea‘chmg Assignment

Please 1ndicate your present status by checkmg one of the followmg -
Beginning teacher no previous experience . o
Beginning teache~ completed one year of teaching in this district -

3

: - RATIONALE: This survey 14 being conducted to gmd ouf what kinds of assistance
- you received from vour school district which were heipful to you during your
- £1rst year of teaching In the 1988-89 school year or the present 1989-90 -
, 7 szhool year. Your participation in this Suryey is much appreciated and will_
‘ - ©_only take a few moments of your tlme., [f you wish to remaln anonymous
leave name blank ‘

K \f INSTRUCTIQONS: Please read the following auestions carefully and answer them -
o= as Instructed, Loon completion please return this form-via your school mail

- to fhe~ Teachers Assocxatxon ) .

Dleas?mclcate a check mark yes or no to the followmg guestlons.

=
Did/you receive a printed orxentatxon handbook from the school dxstxct in thd

1988-89 school year? yes : 7 no _

1
LY

2. Did you receive release time from teaching to attend any speclal meetings for
beginning teachers from your school dlstnct in the 1988 -89 schodl year?
yes - no

3. Were you invited by your schoal district to participate In any sessions entxtled
" Teacher Effectiveness Training " or sessions having to do with a teacher
effectiveness model by Madeline Hunter? ) ,
yes S no___ - ' X S -

4, Were you Invited by. your school district to attend an orlentatlon session to

acqualnt you with the district? , o
ng\\v : - '

-~ 5. The followling kinds of assistance (a) to (g) have been categorized with a brief

explanatfon for each. Please indicate whether or not you received
' assistance for-each category by checking yes or no. -
g If you did receive assistance indicate if the assistance provlded was
district-based or school-based, and who it was that actually provided the
" assistance. (for example) district administrator, helplng teacher, principal,

teacher centre resource person. etc.)

yes

v

-

*a) System mformatxon -giving mformation related to procedures, guidelines, dr expectations of

the school district. yes no - )
If yes, was the assistance: district- based —_ school-based
Who provided this assistance: . i

=

b) Resources/Materials: - collectmg disseminating or locating materials or other resources for

use. vyes no ]
[f yes, was the assistance: district-based —_— school-based

Wha provided this assistance: ..
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c) mstructlonal - gettmg information- abr::ut teaching strategxes or the mstrurtlonal ororess 118
ves ____ no _____ S _

-~ If ves, was the assistance: district- based s¢hool-based . T R -
who o}ovxded this asszstance _ ’ . . : LT -

2 Emotional: - recewmg suooort thrqugh empathic listening and by sharing experiences,
ves _ no R R , ' - . o
[£ ves, was the assistance: district- based school-based R

 Who orovided this assistance:

oe) elassroom Management: - gettmg guldance and ideas related to dlscmlme or to srhedulmg.
olanning, and organizing, or. the school day : .
Tes no ' . - .
[£ ves was the assistance: dlStr‘lCt based school-based a )
: th provided thxs assistance:_ )

t) Envirgnment: - rerelvmg help 1n arranging, orgamzmg or analyzmg the physmal setting of

the :lassroom. - o '
L ves - no - ) i ) . E

tyes, was the assxstanre dlStFlCt based _ school-based

'Wrg orovided this assistance: . ' .

g) Cemonstration Teacmng - observing another teacher teach with a partlcular tocus for the -
observation and an analysis conference following the observation. i .

yes : no - ) i ) p
1€ ves, was the assistance: dlSL’f‘lCt based — _ school-based : -

Who provided this assistance: g i

6. Circle the letter of any of the following y0u either recelved or partlcmated in: :
" &lprinted materials about district expectatlons pollcxes regulations. and employment

conditions. \ e .
blorientation meetings, introduction tQ dlstrlct personnel . N s

clorlentation visits ta the school before the start of the year i
d)group meetings Wity other beginning teachers for support "
e)meetings with experienced teachers and supervisors - _ L
flassigned an experienced teacher as a helping teacher or mentor L

g)conferences/workshops on different topics related to teaching

.

nlopportunities to abserve other teachers - > S N
1)lunsolicited help from an experienced colleague at your school -
Jother - L .

. - ¥
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, observatton and critique of your teachmg werkmg

with others in the bulldlng. university courses, attendlng

conferences.




~ Mr.Rick Beardsley. = o -

completethe last phase of my research.

Append;x F o -
(Letter tothe BCTF)’ .

- June Sth, 1989,

‘\Briiti,sh Columsia Teachers Federation - .- ' ' -
" 2235 Burrard Street - : ~ .

Vancouver, B.C

Dear Mr. Beardsley:

I have been ziven your name as a contact person who might.be able to help

 me with current research I'am doing for a Master's project at Simon Fraser

University.
My area of interest is in induction practices offered to beginning tea.cl:i"e'rs__w i
during their entiy year to the profession. [ have interviewed seven Lower -

- Mainland school districts and two Vancouver Island school districts about the
kinds of assistance they offer to their beginning teachers.- The responses -

have been quite varied and the results indicate that while school districts are
concerned about what they offer they are reluctant to make commitments.

The second part of my research involvessurveying and interviewinga

random sample of beginning teachers from two school districts in the Lower - .

- Mainland to find out what assistance beginning teachers actually received. .

Unfortunately, I have not been able to obtain permission from thes¢ school = .
districts to undertake this part of my Z%aﬂh and | am boping thatithe BCTF.
will grant me permission to obtain thesyames of beginning teachers\so I can

I v‘vill comtact you by phone so that I can better explain my request
would like to meet with you if possible.

[ have been working onrthirs project since late 1987 and have collected
much information on'the topic of induction which [ would be willing to share

with YOU.‘ - v - . ) K}’
- , - . © N

Yours truly.

- Mr.Greg McNally ' -

1000 Blue Mountain Street
Coquitlam, B.C. -
V3]4T2

937-7680
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Br;rtts ia ] on
0- 2235 Burrard Street, Vancouver, BC-V6J 3H9 (604) 738121, 100663965 FAN TIL4SIT
July 6, 1989 . B y - -
} - ) /
Mr. Greg McNaﬂly « . - ) . , -
1000 Blue Mountaln Street . e o 2 .
Coqultlam, B.C. <
V3J 4T2 . o ] .
- Dear-Mr. McNally , ; ’ - o
. B oL . \ i L o N

- Please accept my apologies for the delay in responding to your letter of - )

June 5, 1989. Your request has been the subject of considerable giscussion
! in our office.- As important and timely as your research is I regret to i

inform you that the BCTF. r‘annot: comply with your request for the namz :s of -
beginning teachers,™ It is a matter of practice that members' names are not '
released for purposes outside of .the scope of the BCTF's activities. On a
more practical note, -BCTF records show>only new -members and do not ) :
distinguish between beginning teachers and experienced teachers out of. o

province. For your purpuses we could not guarantee that new members are, in = _ |

fact, beginning teachers . _

‘There may be other approaches you migh; try. You might approach the
~executives of local associations with your request with the aim of inlisting
their support in approaching school district staff. Perhabs schbol . ’
districts would be more amenable to your request if it were supported by the
local association as wel]l as by your faculty advisor. As promised, I spoke
to Dave Shore, Director of Instruction in Richmond, about your research and
suggested to him that your work mlght be. of assistance to him as Richmond
implements its induction program. He was somewhat hesitant as they have
lready engaged Dr. Peter Grimmett of the University of British Columbia to.
:nguct research however he suggested you call him in*the fall. Before .
doing so you might call Linda Reid of the Richmond Teachers' Assoc1at10n as

i

she has an interest in this frea

xF B
. " - . —

I am sorry we could not have been of more assistance. Good luck with your
- ,

prOJect - ) . ) : .

Yours truly,

Rick Beardsdiey
Assistant Director
Professional Development

July 6, 1989 , ’ -
RJB:lak/utfe .

@
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Letter to Teachers' Association

September 1989 . Q '
.' \( v J - >‘ ' £
‘Dear President: T ) S

Atthe present time [ am a graduate student in the Administrative

Leadership Program; Faculty of Education, at Simon Fraser University. As part o
of the requirements for my Master's degree, | 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 1mportance of this
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
between 2%-5% for the next five year period. (2.) A schooldistrict having at
least 10 beginning teachers for the 1988-89 school year. ,

 The study consists of two parts. In partone | have conducted an interview-
with a person designated by your superintendent as most knowledgeable about
the kinds of assistance offered to ficst year entry beginning teachers. In the
second part I plan to survey beginning teachers in your district about the
kinds of assistance they say they actually received from the district in their
- firstyear of teaching. I have found that school districts have been very
willing to participite in the first part of the study but unwilling to grant
permission to survey beginning teachers in their district by way of a
questionnaire in the second part of the study. For that reason, [ 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 vdulrd’be sent to each beginning
teacher and also a sa.mple of the quesuonnmre that they vould be asked to
parucxpat.e in.

&

This study has the approval of The Simon Fraser University Ethics
Committee and my senior advisor, Dr. Marvin Wideen. Should you have any
questions, he may be reached at 291-4156 (office). Thank you for your
consxderauon of my request

Yours sincerely, . v

Greg McNally o ’
Graduate student ‘

" Administrative Leadership Program ’
Simon Fraser University
(604) 937-7680

.
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Questronnarre Results froin Begmnmg ‘Teachers *

1. Did you receive a prmted orientatior handbook from the school d1str1ct
in the present school year" _5 yes 13 no ~

2. D1d you receive release time from teachmg to attend any spec1a1
meetmgs for beginning teachers from your school district? - -
14 yes 16_no . -

. B :
3. Were you invited by your school district to participate in a mentoring
program whereby an experlegced teacher was assigned to ass1st you"

214 yes 16 16 no

'

. 4. Were you mvrted by your school drstrlct to attend an  grientation session
to acquaint you w1th the d1str1ct‘7 :

2

2 yes _8,no in/a

5. Did you receive direct assistance from helping teachers or other |
personnel from the District Currlculum Services Offlce‘7 >

. - 18 yes 12 no -
Quéstion 6: ; ~
~a) System information: -gwmg mformatlon related to procedures, guldelmes or.

expectations of the school dlstnct yes 22 mno_7__ nfa_l_

If yes, was the ass1stance: dlstnct-based I school-based _‘_13_' both 1~
Who provided this assistance: total number of responses__24__

, : - - L ¢ | . N~
Profile of responses; secretary at Board Office (1), principal (9), ~-vice-

prmcrpal ( 1) district personnel (2), district admmlstrator (3), fellow teachers

(9), . administrative offlcers ( 1) helpmg teacher ( 1) mentor (1)

b) Resources/Materials: - collectmg dlssemmatmg or locatmg materials or other
resources for use. yes _24_ no _6__ : ‘

If yes, was the assistance: district-based __13__ 'school-based _16_ both__O_ !
Who provided this assistance: total number of responses __25_ - ’

)



Profile of W@M&MMHW

_fellow teachers (4), principals (4), llbranan ((4) mentor (3), staff members
/(1),, - Did it on my ewn (}) e -

c¢) Instructional: - gettrng information- about teachrng strateg,res orthe -
instructional process yes _20_ - no_10__ : '

If yes, was the assistance: district-based __ 9_ school-based 16 _both 0 - .
Who provided this assistance: total number of responses __18__ o .

- Profile of responses,_ eolleagues and other teachers, (9) prmcrpals 4),
“workshops (3), helping teachers (3), mentors (2) department head (2), vice-
principal (1), admrmstratrve officer (1). » .

d) Emottonal - rece1v1 g support through empathrc llstenrng and by sharmb
experiences. no_4__

If yes, was the assistance: district-based __3_ school-based __24_ both ;O_
- Who provided this assistance: total number of respanses __23_-
a : . IR i 7 €
Profile of responses: peers, colleagues and other teachers (16), principals (8),
school counsellor (3), helping teachers (2), department head (2) mentors (1),
vice- pnncrpal (1),

~e) Classraom Management: - getting guidance and ideas related to discipline or
to ” : scheduling, planning, and organizing, or.the school day.
yes _22_ no__8. ) ' - ' <

If yes, was the assistance: district-based __ 9~ school based 17 both _0_
—Who provided this assrstance total number of responses __ 19 -

Profile of Responses pnnCIpals (11), mentors (7), other teacheis and
colleagues (4), helping teacher (2), department heads (2) vice- pnncrpal (1.

f) Environment: - receiving help in arrangmg, organ tzmg, or analyzrng the
physical setting of the classroom. . _ , —
yes _7__ no_21_ ' )

If yes, was the assistance: district-based - _1 school-based _ 7

Who provided this assistance: total number of responses 1

" Profile of Responses other teachers (2) mentors (2) school has pohcy (n,
helping teacher (1) prlncrpal (D).
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g) Demonstration Teaching: - obser\flng another teacher teach with a partlcular '

focus for the observatton and an analysw conference following the -
observation.
yes— 1 I_ - no_19_

If yes was the assistance: dlstnct based __3__ school-based __9__
- Who prov1ded this assistance: total number of responses 9

Profile of responses mentors (3), helping teachers (2), peer superv1s1on (1"), -
peer tutorlng (1) colleague (1)

'Questlon 7 Frequency that: Items were Mentioned:
No. of responses :

__25__ g) conferences/workshops on different topics related to teaching

__24__ 1) unsoleited help from an experienced colleague at your school

__21__ a) printed materials about district expectations,

__19__ b) orientation meetings, introduction to district personnel

i 17_ e) meetings with experienced teachers and supervisors

_14__ 1 ass1gned an experlenced teacher as a helping teacher or mentor

__12__ ¢) orientation visits to the school before the start of the year

_12__ h) opportunities to observe other teachers

_11__ d) group meetings with other;Qegmmng teachers for support , ,
% ) other , bl .. : \ -

8. 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

* observing and getting help and support from colleagues, workshops _

* other teachers -

* workshops, conferences, co-operative planning

* my principal has been very helpful. Also the French Helping Teacher B
has been my kero in helplng me prepare to teach French wh1c{h I have 3
never done beYore.

* life experiencek reading school and ministry handbooks, discussions
with Surrey Teachers' Association R. A. Rep., discussions with respected 1
expenenced teachers. 7 -
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* courses from Professional Development Program at Simon Fraser 125
University and help from helping teacher in District (averybighelp
and constant suppon ) Workmg with elassrooﬂﬁeaeherrmemerumtvfi
cooperation. ,
. * fellow teachers in the school L
- * working with others - I did my practicum at the school. 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 workmg with prmcrpal and
other teachers. ,

* asking colleagues and attending french workshops - ~

* conferences and helping teachers have been a godsend but colleagues in
- the school are invaluable. : .

* university courses useful for barebones framework but other
teachers/mentor are most helpful. Also school office staff and
administrators.

*pro-d workshops other experlenced colleagues, prmcrpal (only after |
‘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 \gﬂth others in the burldmg :

* working with others in the building (very suppomve) and umversrty
courses.

* workshops and the mentormg program -

* working with others in the building. I have a very suppomve staff.

- * university courses. :

* workshops, help from experienced co~lleague

* workshops and worqug with others in the building.

* the combination of services 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 downs are very tiring.

* 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 me was an experienced colleague.

~

»

&
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Questionnaire Results from Beginning Teaeher& LBleﬂff—J— %

1.Did you receive a printed orientation handbook from the school District i in the
., present school year? 13 yes _8 no 02 n/a ‘

2 Did you receive release time from teachmg to attend any special meetings for
begmmng teachers from your school district? ‘09 yes 14._no :

30 Were you invited by your school district to partlclpate in any sessions entitled
"Teacher Effeotlveness ‘Training” or sessions having to dG with a teacher

- effectiveness #hodel by Madeline Hunter?
S 11 yes 1l no 0l n/a _

4. Were you invited by your school district to attend an orientation session to

acquaint you with the district?
: 20 yes 03 no

Question 5: y

a)System information:-giving information related to proeedures, guidelines, or
- expectations of the school district. yes _14_  no _6_n/a _3_ ‘

If yes, was the aSsistance‘: district-based __ 9 _ school-based _ 4  both_1_
Who provided this assistance: total number of responses _9_ - o

Profile of responses:
district staff (2), administrator (1), supervisor ( 1) assistant supermtendent ( 1)
district-administration (1), combined assistance of district librarian and E

principal (1), principal (1), .

b)Resources/Materials: - collecting disseminating or locatmg materlals or other
resources for use. yes _15_ no_8__ .

If yes, was the assistanceXdistrict-based __8__ schoolbased_7__ both 0_
Who provided. this assistance: total number of responses __13__

Profile of responses:
administrator (1), vice- prmcrpal (2) supervisor (1) 11brar1an (1), helpmg

teachers (3), 1 said it was poorly done.



c)Instructional: - gettlng mformatlon about teachlng strategles;\or the
instructional process. yes 14 no_9__ -

If yes, was the assistance: d1str1ct based _ 10 chool,‘ba{d 2 both R
- Who prov1ded this ass1stance total number of responses __: : ‘

~

Profile of responses; ‘

district helping teacher (6), pr1nc1pal (3), other teachers (2) spec1al ed
resource people €1), superv1sor (1) workshop teacher (1).

d)Emotlonal - rece1v1ng support through empathlc l1sten1ng and by sharmg
- - experiences. o yes_17_ mno_6__ .

If%res was the assistance district-based _0_._ school- based l% both 2

Who provided this ass1stance total number of responses 16
\

Proﬁle of responses: Leammg Assistant teacher (1), counsellor (l) pr1nc1p¢ll
(7), supervisor (1), v1ce~pr1ncrpal (2), colleagues other teachers and staff (9),
‘helplng teacher (1).- :

~ e)Classroom Management: - gettmg gu1dance and ideas related to discipline or to;
'scheduling, planning, and orgamzmg, or the school day. yes _ 19 no

If yes, was the assistance: district-based __6__ school-based __9. _ both 4
- Who prov1ded this assrstance total number of responses 16__ '

Profile of Responses supervisor (1), myself and curnculum guide (1),
pr1nc1pal (6), other teachers (6), district resource person (1), teacher
effectlveness workshop (1),  district teacher (1). '

t)EnVIronment - receiving help in arranging, organizing, or analyzmg the
physrcal setting of the classroom yes 6 no 16

If yes, was the assrstance: district-based . 0 school-based _ 4
Who provided this assistance: total number of responses __6___

Profile of Responses: supervisor (1) colleagues and other teachers (5),
principal (1). :

g)Demonstration Teaching: - observing another teacher teach with a particular
-focus for the observation and an analysis conference following the observatron '
yes _7__ no _15_ n/a_1_

Yy
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I ansthefassrstarrcerdm based __1__ ~school- based __ I __both __2_:

- Who rov1ded this as31stance total number of responses _6__ | 7

!

‘Proﬁlc of responseS' : , 7' S - | T
Did not participate but plan to (3) in another district (1), pr1nc1pal ( 1) d1str1ct -
helping teacher (1), 1 watched 2 experienced teachers for 1 1/2 hours each ‘

- during a morning of release time (1). . o 7 e

Question 6: Frequency that Items were Mentioned
" No. of responses—

-_19__ Db)orientation meetings, introduction to district personnel o
__16_ g)conferences/workshops on different topics related to teaching
__15_- i)unsolicited help from an experienced colleague at your school ]
__14_ a)printed materials about district expectations, .

__11__ c)orientation visits to the school before the start of the year
__10__ - e)meetings with-experienced teachers and supervisors

9 d)group meetings with other beginning teachers for support
h)opportunities to observe other teachers

flassigned an expenenced teacher as a helpmg teacher or mentor

J)other R . | o Y

7. What would you say were the most effective sources of assistance in
helping you meet problems you faced in your teaching? Consider the

4 following sources: workshops, observation and critique of your teachmg,

working with others in the building, un1vers1ty courses, attendmg

conferences. :

P‘rofile of ,vResl;onses

* leen time to organize. T
~* 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 n the building, umversrty courses and attending
conferences. | . :

* Working with others in the burldmg, university courses and attending
conferences. :
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* Workshops taken durmg PDP and working: with others in schoolﬁ ;l_g,

* Workshops, working with others in the building, university courses, but
most of all. my practicums done at the level I am teaching (K-Eex The .
principal and other teacher at my level helped a lot but there was only I~~~
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 nice to have another Fr. K. teacher to call for help. ’

~_* Meeting with our principal and on staff colleague. -

* Teaching itself. Cooperative learning workshops in the dlstrlct Other -

- workshops. Watching others teach. Having others watch me teach. A
reflective discussion wherg | made the decisions and the observer
presented the data for my use. ' -

* My principal and staff provided the most assistance. I plcked up a few o
ideas at workshops, but I found a lot of it I had just heard at U.B.C.
Talkmg with other teachers from my school and to my friends who are
- teachers, gave me ideas and support.

* Workshops - support from school staff. :

* Talking with experienced teachers” Watching other teachers. My own

_ trials and-encounters. Evaluation of my own teachmg The year of Fd at
UBC did absolutely "nothing for me". o

" * Conferencing with fellow teachers and gammg feedback o’oservmz,
other teachers teach as well as crmqumg my own teaching.

* I haven't had any major problents in my teaching but the staff,
workshops, conferences and university courses all lend support and share
different ideas. It's a greaf time to share and meet others from the
district because you feel like part of a whole team.

* University courses, 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 hke 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 f111 in the
register, how to take attendance etc..

* I've learned and I'm still leammg from my supervisor. I would say that '
the most effective, source of assistance in helpmg my teaching are the '
university courses that I took.- ,

* Observation and critique of your teaching. The only university course
that helped was the practicum of student teaching I would also add that
the staff I work with is the "most" beneficial assistance I recewed

* Working with others in the building. _

* Observation and critique of your teaching, workmg with others in the
building. : 7 : C

* Workshops related to my own level (grade 2) and other- dlfferent -
workshops and conferences. NOT the university courses. -
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