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THE FIRST YEAR OF_EXPERIENCEs;,INELUENCES;
* ON BEGINNING TEACHERS |

By necessity, -the beginning'teacher‘makes‘a quickr;f
transition from the role of un1ver31ty student to the f"_
‘role of teacher. What 1nf1uences do’ experlenced teachers
" have during the.. trans1tlona1 perlod, and._how. does ‘such .
influence take place? These questions were the focus of
a study of first year teachers in elementary schools in
a suburban Toronto school d1str1ct.1 o '

The data 1nd1cated that experlenced teachers played
a significant role in the socialization of these beglnnlng .
teachers, particularly in terms of the development of
beginning. teacher expectatlons for student ach1evement.
The experlenced teacher deflnltlon of normal student achieve-
ment was readily adopted and even sought out. by the beglnnlngy-t
teacher. However, it was a1so very clear that there was ’
an enormous barrier between. the. experlenced teachers and
-the. beglnners, when it came to. g1v1ng or asklng for help
with- the development of teachlng technlques. '

This barrier resulted in beglnnlng teachers' learning |
about the teaching technlques of the1r more experlenced |
_colleagues only in very 1nd1rect and- convoluted ways.
Despite this generalized barr1er, some 1nterest1ng exceptlons‘

nd1cated there were certain c1rcumstances ‘under which |

very alose professional relatlonshlps could be establlshed
between beginning and experienced teacher. ‘

Methodology
The data were collected in two stages. The first

stage involved open -ended discussions with seventeen people,
including beglnnlng and experience teachers and principals

-

-1 -
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L mentloned as a serious problem for beglnnlng teachers."‘
A concern about keeplng certaln dlfflcultles h1dden from

s -

“from elementary schools in Ontarlo.f Some patterns qulckly
:became apparent. D1s01p11ne, for example, was’ repeatedly

'other staff members was also ralsed frequently.{ As. ‘such -
"'patterns emerged, they were noted and used ‘as probe p01nts

“in. succeedlng 1nterv1ews. : ~ﬁ.“~t““ffy “M“““*ff
‘As’ the 1nterV1ews proceeded, spe01flc questlons ffﬁ
_were asked to estab11sh whether the experlence of the person :
currently be1ng 1nterv1ewed was - congruent W1th generallzatlons?iwf
'formulated ‘to that p01nt Generallzatlons ‘were reV1sed '
accordlngly° For example,-at flrst 1t seemed experlenced
teachers were extremely reluctant to ass1st beglnnlng
teachers in any way. When this suggestlon was: spec1f1ca11y
pursued, it became apparent that certain experlenced teachers"'”'”‘i
were heavily involved in working W1th the beglnners, wh11e
others had almost no contact with them at all. -

Tentative generalizations developed 1n this first
stage were modified and refined in the partlclpant observation
which followed with twenty-three beginning teachers in
elementary schools in a large school district in suburban
Toronto. Housing in the area rrnged from low rent to
luxury high rise apartments, and from small houses to _
those that might more appropriately be called estates. g v
The researcher visited twenty-three beginning teachers
for a total of thirty-eight school days'during the spring
of 1975. From one to five school days were spent with ,
each teacher, with the length of ‘time spent with- 1nd1v1dua1s
decreasing as the study progressed. '

The twenty-three teachers included nineteen women
and four men. Twenty-one of them were in their early
20's, and two were in their late-20's. Thirteen were
married and ten were single.” Eighteen were teachlng in
regular classrooms, and five were teaching in open or semi-
open plan scheools. Fifteen were teaching at the primary

4




-3 - ’

level (kindergarten'tO'grade'j) and eight were-teachigg;;;
at the junior level (grades 4 to 6). All schools visited -
were fairly large ones, the smallest having nine teachers
on staff. s
The initial contacts with each school were made
through the principals, some of whom required that the
beginning teacher consent to the visit over the phone. " ,
In all cases, the principal or the beginning teacher was .
~advised that the researcher was willing to éctuas a teacher
aide during the visit. In fact, the“role§played’by'the“M“““5
researcher in the different alassrooms varied. Some teachers
'had planned activities requiring the assistance of another
adult in the classroom. Some asked the researcher to walk
around, observe, talk to the children, and-get involved
'in an informal way. Others asked the researcher to work
with'specified individual éhildrén. Still others preferred
to carry on in their usual way, sllowing the researcher
simply to observe. o '
In general, the method used was to stay with th¢
beginning teacher during the entire day. The peridﬁ of
time before school started in the morning was spent chatting
with the beginning teacher in her c}assroom or in the
staffroom. The first hour or so after the children arrived
was spent in getting oriented to the beginning teacher's
style of teaching. This period of time"provided the basis
for the beginning of direct questioning rega?ding‘teaching .
approaches observed. This interchénge began at the earliest
possible opportunity, which might have teen while walking |
down the hall with the teacher and class to the gymnésium,
during yard duty, while having coffee ai recess, or when
the beginning teacher took the opportunity during class
to begin a conversation with the researcher. —
Many remarks were made in informal situations
where it was not possible to take notes immediately.
Lunchtime generally was a time for gathering rich data,
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o _;that answers to d1rect questlons would 1a

.i'valldlty."

"partly because volunteered dataiwere‘seen

'Settlng,Standards for Students:5§ . A
- E When beglnnlng teachers start teachlng. they are N
:confronted with studevts of dlfferlng ablllty and dlfferlng
ulevels of ach1evement.v Even if the1r un1vers1ty d1rected
practlce teachlng experlence was W1th ch11dren of approx- i'””
' imately the same age, it did not take place durlng ‘the f’-f
first week of the fall term and it may not have ‘“taken place.
in a nelghbourhood s1mllar ln soc10~econom1c level.‘ The - . _
teachers are immediately.faced with the problem of what L ﬂ?
they are to consider reasonable ach1evement from their .
students. The beginning teachers 1n this study depended
on experienced teachers to set these standards.~ They '
did this in many ways, including direct consultation,
observing displayed student'Work,_and casualfdlscussionr
Ain the staffroom.

Generally, the beglnnlng teachers hes1tated to
" seek help unless they felt safe that their competence .
would not be questloned Deflnlng normal student achlevement;gﬁ'*
-however, was not one-of- those sens1t1ve problews which - '
the beginning teachers kept.to themselves._ ‘They did not




h'to compare the1r students' results W1th those f?otherfﬁi”
'teachers at the same grade level° Even 1n a s1tuatlon:.fgfif
1nVOIV1ng standardlzed tests, where external standardsga”"
were: ava11ab1e for. comparlson. teacher expectatlons of“'
students were def1ned in terms of the achlevement levels‘ vt
“of other students at the same grade level 1n the school.;_?*ﬂg,f
' One beglnnlng teacher was very concerned about v
the progress her grade one chlldren were maklng 1n wr1t1ng
storles. She saw that other grade one chlldren were wr1t1ng?;
three or four sentence storles, whlle stlll"others were :v
wr1t1ng full page storles., She was worryingﬁabout whether ?
or not her ch11dren would be able to read,"he one sentence
storles they had - struggled through the preV1ous day. )
She seemed very sens1t1ve about her ch11dren‘h‘progress

in th1s regard..ﬁ_ : g AL L
Several of - the beglnnlng teachers sa1d they'had
1n1t1ated meetlngs w1th the teacher of the next hlgher
grade to flnd out. the klnds of work the ch11dren would
“be . expected to do, and the standard at wh1ch they would
;; be expected to perform.ﬁ A grade one teacher, whose emphas1s
had been 1arge1y on phonlcs. was teachlng her c1ass ‘a- baS1c L
s1ght word 11st for only one reason - the grade two teacher Jt
__‘expected the . ch11dren to- know those words.v Another grade g
. one teacher found out from a grade two teacher that the j”f-‘
' chlldren would be expected to wr1te stor1es of at least
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Aruitoxt provided by Eic:

The Unlnvolved gperlenced Teacher

xperlenced»teachers

dWithycertain,exeeptibnsg1 L
1th begln-:fy

hes1tated or refused to:get 1nvolved

“nlng teachers. They wefe careful‘to make 1t clear they

had no w1sh to- 1nteriere.; Some 1nd1c ted“they d1d not

~wish . to be- 1nvolved at all 1n the beg1nn1ng~teachers'
worklng»through of approaches and problems L




In factfiShe sa1d she

did not know what they were d01ng.»
did not even know if that teacher was u81ng»read1ng groups.

She sa1d that~1f she went to borrow a pot glue,‘she felt

11ke an 1ntruder.:-_

o In explanatlon,_"Ab D
dellberately stayed away fro
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A She said she had heard too many young: teachers saylng ‘
~that they didn't want "old women meddl1ng in what’ ‘they oo
are trylng to do." ' : T

— - v . AR

l.The Fear of Belng Thought Incompetent ‘ ’
' The other S1de of: the barr1er between beglnnlng o
and experlenced teachers was the beglnnlng teachers' fear ‘
~of belng thought 1ncompetent. S :
' Organlzatlonal arrangements make 1t clear to beglnnlng;'v‘
_teachers that they are - expected to become 1ntegrated rap1dly RIS
inte the school. There is no d1fferent1atlon in task alloca-,@fl”
‘tion between beglnnlng and experlenced teachers., There'h
are seldom formal arrangements made to prov1de beglnnlng _
teachers with spec1al aSS1stance.f Thelr teacher tra1n1ng
is cons1dered to be complete, and contact w1th the teacher
training 1nst1tutlon is discontinued. These c1rcumstances
combine to make it clear that beglnnlng teachers are expected.
to cope with the same circumstances as experlenced teachers,
Th1s expectation nay lead beginning teachers to feel that
any requests for ass1stance will be 1nterpreted»as.s1gns
of incompetence., The dataasupport this interpretation.
| For example, one beginning teacher told the researcher
that when he started teaching in the fall’ he was not sure
what he was supposed to teach. He did not want to look
foolish by asking so he waited to be told. Since he was
not told he assumed he was supposed to know. Consequently,
it was not until the first profess1onal development day
that he . obtained. the subject curriculum guides. - c
. Another beginning teacher explained that he had
not asked for help.even'when he knew he needed it because
" he had worried about making himself "vulnerable."

Another. beglnnlng teacher was asked about the
kinds of problems she preferred to keep to herself. She
replied that she felt very sensitive about,her reading

: 1(?




'7fher;c She gave as an: example the fact thatlshe’had |
' ".not'asked for ass1stance w1th the d1ff1cu1t task of organlzlng

| was taken as a v1s1ble s1gn of 1ncompetence bygcolleagues, 'Lﬂ

»her:readlng program.' She sa1d she felt th1s sort of thlng

was her own respons1b111ty,land as a competent teacher -
she'ought not to need’ help w1th such matters.ﬁ¢,3ﬁ,""

If there was any area . of teachlng performance , .

about wh1ch the beglnnlng teachers were partlcularly sen-pg?_ﬂg

sitive, it was: the extent to wh1ch the1r students @behav1our -

appeared to ‘be under control. Several researchers have
suggested that controlllng of student?beh’

?1our 1s not only o

parents, ‘and students..wd”‘“” e E e
Gordon3 concluded that w1th1n a hlgh school “d1sorder§
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This stress-on the 1mportance of controlllng students

is also reflected in the data from this study. A beglnnlng ,;"

 teacher who resigned under severe emotional stress explalned_
that the chaos in her classroom led to her having a lack
of credlblllty as a teacher, both with other teachers and
also with students. . Even wh11e under stress, she tried :
to disguise the extent of her control,problems from: other_z-J'
. teachers. . i - S Te
. Prlde was suggested by another beglnner as a reason
for keeping d1s01p11ne problems to herself. She felt.she N
could blame only herself forq,uch problems,bsaylng “It's
‘my fault, I'm sllpplng " ) |
_ - If the beglnnlng teachers d1d ask for help with .
discipline problems, it was not generally until the.problem =
reached crisis proportions. One child made life miserable.
for a beginning teacher for four months. When the child's
mother asked for an interview, seeking guidance from the
teacher on coping with the child at home, the beginning
teacher decided the child was iseverely emotionally disturbed
and possibly dangerous to other children. At that point

she felt she had sufficient ground for saying, "If I have

to have this kid in my room, I need help." Until the
interview with the mother, the teacher had felt that if

she was unable to cope with the child's behaviour on her
own, it was a reflection on her own competency.

Another teacher described an incident in which ’

a child had thrown a temper tantrum, ripping up papers
and‘striking other children. The teacher had run down

the hall and asked another teacher to come and calm the
child down. The experienced teacher helped in this crisis
situation, but that was the only time the beginning teacher
ever seught help in working with this perpetual problem
child, as she felt she should be able to handle the problem

herself.

12



, Slnce the beglnnlng teachers seemed unw1lllng
» to talk over, the dlfflcultles ‘they had which mlght reflect

| on thelr competence, thelr asklng for a831stance appeared =
limlted to "safe" manor problems.} They asked’ expsrlenced :
teachers for suggestlons for phy31cal educatlon cr phonlcs o
games. They - asked adv1ce on textbooks.w They aske“ how
“to organlze field trips. .. They asked speclflc questlons -
about gpecific problems that- could be answered ea31ly .
. and quickly. In other words, organlzatlonal arrangements
and the beginnlng teachers' own "attitudes comblned to -
create the myth of the 1nstaataneously competent teacher
'who needs m1n1mal help in developlng an effectlve teachlng

progra.’m.

Learnlng without Asking ‘ :
' Desplte the lack of focused d13cusszon between

beglnnlng and experlenced teachers on: teachlng practlces.

the beglnners were dlscoverlng a great deal about what

was happening in the classrooms of their colleagues.

- When they were asked how they thought the1r programs
compared to those of other teachers, 1nvar1ably the beglnnlng;
teachers said they did not know. They - clalmed they never
had 0pportun1t1es to see experlenced teachers in action,
and that the experienced teachers seldom talked about what
- they were doing in their classrooms anyway. Nevertheless.ﬂ‘

the beginning teachers in this study were acqulrlng 1nfor-. B

‘mation about the practlces and bellefs of experlenced
teachers. The information appeared to be gathered mostly
in an 1nd1rect fashion..- = .

'For example, in one beglnnlng teacher s classroom,
the researcher commented on the relatively heavy empha31s
being given to skills development. The beginning teacher
reacted with astonishment that teachers in other schools

might use different procedures, and remarked that the
other teachers in her school were also skills-oriented.

13
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) When asked how she knew thls. she said that her students'
report ‘cards from preV1ous years made extensive references
-to skllls, she saw teachers runnlng off dittoes that clearly‘
Awere skills-orlented. and parents had mentloned the use
of speed tests by previous teachers. :
The staffroom was a source of much 1nformat10n.

‘r Beginning teachers learned quickly about. testlng procedures‘”“

around report card time when experlenced teachers started =
‘talklng about the way they were. evaluatlng their students"
' progress. This kind of sudden awareness was also described
by Cornogs | - B ' B

I recall noting w1th some embarassment the sparseness-
of 1ittle red marks in my grade book in comparison
with the handsome display of the same in the grade
books of other teachers.

.Beginning teachers also sa1d they could get a
good idea of the kinds of programs other teachers had
through comments overheard, like"I'm doing speed tests
with the kids and they still don't know their facts," or
"We took the whole afternoon off to do such and such,"

Teaching materials brought in by experienced
teachers also contributed to the beginning teacher's
familiarity with other programs in the school. While
visiting schools, the researcher observed teachers marking
students' work, making stencils, and preparing instructional
aids in the staffroom. One beginning teacher suggested
that one can tell a great deal about a teacher's program
by whether she made stencils or made "activities." Also,
when other teachers were correcting their students' work,
beginning teachers were able to see something about the
kind of work the students were doing.

Another place where the beginning teachers were '
learning about other teachers' programs was the duplicating
room. About half an hour before school started in the
morning these rooms were very busy, with several teachers
using the machines. The researcher accompanied a beginning

14




“',crowded w1th teachers and cop1es of d1ttoes were placed

1n one of these peak periods. The room was

teacher

Lon. Work areas all around the room.. The beglnnlng teacher ;
glanced at several of the teachers'“dlttoes, and returned gg
to her classroom with some 1deas.¢;»» S L B
‘ - Teachers also suggested that walklng by open classroom
doors whlle school was in progress told them a lot about .
other programs. These opportun1t1es arose when beg1nn1ng I
. teachers"' classes ‘were golng to the gymnaslum or to the | :
llbrary or, the beglnnlng teachers looked into classrooms‘ g Qfﬁ
when school was over for the day and the other teachers o
had left. One beglnnlng teacher volunteered the 1nformatlon w
that indoor hall duty at recess on ra1ny days proV1ded
her with opportunities to g0- 1nto other teachers' classrooms.
~She said that she was able to watch what the ch11dren
were doing in the classrooms and had p1cked up- many 1deas
“that way.

Whether they only glanced in open doors or they
actually entered classrooms and looked carefully, the
beginning teachers were using the phys1cal appearance of
classrooms as 1nformatlon regarding programs. - For example, »l
when the teacher in the Toom next to a beglnnlng teacher‘lf'

- resigned durlng “the year, the beglnnlng teacher Judged . |

that the new teacher was more structured than the former

- one ‘because she took away tables that had been used for

‘ modelllng and other creat1ve act1V1t1es by the prev1ous“

teacher and substltuted for them "readlness" act1v1t1es.., 5
Cha]kboards fllled with aSS1gnments ‘also were

K sources of . 1nformatlon regardlng what other teachers wereif-

dolng. Dlsplays in the halls proV1ded more 1nformatlon. ,si'”‘
A beglnnlng teacher explalned that 1f teacher d1Splays'f'd
work that has: been ‘a group effort. she probably has a
d1fferent kind of program than a teacher who' d1sp1ays R
dup11cate cop1es of work done by 1nd1V1dua1s. The use ‘
of foolscap versus chart paper also gave her 1nformatlon.
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Another beginning teacher said she recelved some
very obvious clues about what other teachers in the school =
were doing when she went to the resource room to get textbooks -
and found that all those based on a SklllS oriented approach
had already been taken.

Behav1our of and comments by the beglnnlng teachers'
students also proved informative. One teacher said that
from the first day of school her grade three students had‘ o
begun running laps on entering the gymnasium'and'she assumed
that previous teachers had required this. A grade‘two,teacher‘

assumed that formal printing, lessons had not been part of

her children's previous teachers' program because their
printing was poor, but improved rapidly when she began
formal lessons. Some children made commenfs like "Mr. __
always let us do that." If the prev1ous teacher had been
more permissive in the classroom, the children sometimes
challenged the teacher, asking why they had to be quiet
or sit in one place. ' : =

In all these ways, beginning teachers rece1ved
cues about what was happening in other classrooms. Focused
conversation between beginning and experienced teacher
on teaching practices was minimal, and the opportunity
40 observe other teachers at work was non-existent. The
beginning teachers® limited kmowledge of other teachers'
practices was based on information gained indirectly.
They acquired this information informally as they watched
and interacted with teachers outside actual classroom
teaching situations. They heard comments in thes staffroom
and looked at materials brought in by experienced teachers.
They also heard comments and saw materials around the
duplicating machine. Looking through open classroom doors
or visiting other teachers' classrooms before or after

school also informed beginners about the kind of work
in which other teachers were currently engaged and the
materials and techniques they used.

16
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.The Luckv Few

Despite the generallzed ‘barrier to dlscass10n
of teaching practices between beglnnlng and experienced
teacher, and the resulting verjreonvoluted way beginning
teachers used to determine whatIWgsigoing on in their
colleagues’' classrooms, there did appear to be certain
circumstances under which very close professional rela-
tionships could be established between .beginning and ex- .
_ perienced teachers.
In searching for a possible source of assistance
~among colleagues, the beginngng teachers appeared to ask

‘two questions:
1. Who teaches the same grade as I do?
2. Who teaches like I want to?

If the same name answered both questions, the beginning
teacher had identified a possible source of professional
support and guidance for the year. If these two questions
could not be answered by the same name, the beginning
teacher abandoned hope of finding a source of extended
assistance from an experienced teacher on staff.

Without exception, any extended interchange that
did occur between beginning andlexperienced~teacher was
between teachers teaching the same grades. Teaching at
the same grade level appeared to be a necessary but not
. sufficient condition for the development of a close worklng
relationship between a beginning and experienced teacher.

Six of the twenty-three beginning teachers visited
had developed close relationships with experienced teachers.
In each of these relationships, both teachers taught the
same grade. ‘ R

These six close relationships were véry visible.
The two sat together in the staffroom, they went out to
lunch together, and they chatted while standlpg in the
hallways waiting. for the children to come in.? They moved

17 .



- f”from the other grade one- teachers. o

,'fffback and forth between each other s classrooms borrow1ng
'Tmequlpment and supplles, checklng 1nformatlon,regard1ng

partly because they Were 1ocated 1n another

. bu11d1ng, and partly because the two we,_

“were team teachlng, and she was afra1d t T ,

_ iteacher had assumed that the approprlate source of as51stance:;

- for. her was teachers worklng on her own gr,_ 1evel, ‘and :

’nfelt it necessary to account for why she'wa' not.worklng

with them. S ?»"3‘-““ v »,S,;_g:yg ‘ ' ‘

' - In other cases,,establlshed frlend h

with the development -of close relatlonshlps between beglnnlng

“and experlenced teachers worklng at the same grade level.

None of these beglnnlng teachers developed a” close rela«

tionship with a teacher at ‘another grade level.vy‘ ' _ _ :
When the classrooms of teachers wgrklng at “the e

same grade level as the beg1nn1ng teacher were any dlstance

from ‘the beginning teacher s, no close work1ng relatlonshlpsi‘“'

developed. In one ‘case, the beglnnlng teacher ‘was on a L

different floor and at the oppos1te end of the bu11d1ng S

from the only other teacher on her grade level. " This ”

beginning teacher reported that the d1stance between the1r

two classrooms made 1t d1ff1cult for them to get to know

each other very well. With this poss1ble source of help

'ellmlnated by dlstance, aga1n the beg1nn1ng teacher coped

on her own., . ' :

A beginning5teacher ‘who washthe only " grade*two

teacher in her school repeatedly mentloned regret at not

'havlng had someone w1th whom to consult. . In fact, 'five

‘times in one day. she ra1sed ‘the subJect.»‘She_was trans-

1ps 1nterfered




: ferrlng to a school the fOllOWlng year where there would
be others teaching her grade, and expressed great satlsfactlon.
that there would finally be someone with whom she could
discuss thlngs. When questloned as to what other p0831b1e
teacher sources of help there were in her school, she ; .

--explained-that she had-eliminated~the~ grade ‘one and’ grade TR
three teachers as poss1b111t1es because the difference '
in grade levels meant they would not have enough in common
with her to be helpful. N |

' This beginning teacher was aware that the researcher
had taught grade two in the past. Several times on the

‘first day of the visit she asked advice on classroom organ-
izational problems. On the second day of the visit, the
suggestions had been taken and alterations made. The

beginning teacher seemed so anxious to talk that the research
study was temporarlly abandoned and the lunch hour spent
discussing ways to deal with the beglnnlng teacher s problems.
It was very clear that this beginning teacher’ ‘viewed as oA
possible sources of help bnly teachers working_at her
own grade level (including the researcher) and that she
regretted having been the only grade two teacher, and there-
fore, in her view, left with no possible sources of assis-
tance. SoTETTrT Rl |
In one school, both the grade one teachers were -

in their first year. One had run into more difficulties
than she could handle and had resigned dur1ng the fall.
In describing what had happened the remaining teacher
commented that while the other beginning teachervs problems
were coming to a peak, "...0f coﬁrse, I was the one she
came to ask about what she should do next." Even in this

~case, the "same grade" criterion was the ever-riding one
in the search for assistance from other teachers, even
though ‘the teacher from whom help was belng sought was,
even in her view, too inexperienced to be able to offer it.
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o the two teachers at a profess1onal development day over

'Cooperatlon and mutual assistance between the two klndergarten

more "open" teacher was expected.Lj

;f%She has d1ttoed colourlnngook pages andphas;the k1ds
;%colourlng them'1h all day. That's Just busy work.1n
'_my oplnlon. : . :

There had also been a pub11c dlsagreement between

methods of teach1ng read1ng.w The beg1nn1ng teacher commented,«d
"Why should I ask ‘her for help° What's the use?“ Agaln,.‘e' N
this beglnnlng teacher did not turn to teachers on other
grade levels for assistance, and fervently stated her

*hope that the next teacher to be hired to teaﬂh her grade R

level would be someone whose approach to teach1ng she
could respect. SR : L R
In another example. a k1ndergarten teacher was' "y
working 1n a two room pod. w1th the movable doors open, S
sharing ideas, problems and materlals with the other kin-
dergarten teacher. A few months 1ater, the experlenced
teacher left and. another klndergarten teacher arr1ved."-

teachers promptly was cut back and the movable doors shut.
The beg1nn1ng teacher had’ dec1ded thls teacher 'S approach
was too "structured" for her. However, she was looklng

forward to reopenlng the doors in the fall. when a new.‘



teachers.

Summa - e

1,

2.

beg1nn1ng teachers percelved experlenced‘teachers:at the1r
own grade level as: their. loglcal, indeed thelr nly poss1ble
" source of extended ass1stance from colleagues,
. s1tuatlon somehow med1ated asalnst the formatlon of such
‘a relatlonshlp ’ they pursued help no further from other '

-ment; ' P

~offering ass1stance to beglnners for fear of appearlng
»1nterfer1ng, ' : ~ ‘

7 were sure the1r competence would not be questloned, ‘ggf

-was- happenlng in the classrooms of other teachers by
’slmply‘watchlng and llstenlng,; e
_ St‘

*were located across from or b981de each other, and

and 1f the1r

The maaor flndlngs of th1s study were as follows:
beglnnlng teachers relled on experlenced teachers to
define for them approprlate standards for student ach1eve-?g;

experlenced teachers, 1n general,'were hes1tant about

'beglnnlng teachers asked for ass1stance only when they

beglnnlng teachers determlned a great deal about ‘what

and, wherever close relatlonshlps d1d develop between jlt?
beglnnlng and experlenced teacher, they were always
between teachers of the same grade, whose classrooms

whose teachlng 1deolog1es were compatlble. -
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