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- building and studying similar staff development programs.

This paper

reports on what has been learned from the MTIP and its satellite

effort.

A review of research studies on beginning teacher induction

and problems of beginning teachers cites two major areas of concern

for new teachers:
and instruction.

classroom management and organization of content
Another key area of concern is the establishment of

professional relat1onsh1ps as beginning teachers move into the school

- 'se'tting. A description is given of the research questions addressed -

by the MTIP and the instruments used to identify and clarify the

.reactions and opinions of participants in the project.
implications for staff development procedures are:

Some
(1) programs

should not be structured around the assumption that the first year‘1s

- always traumatic;
teacher should be based on the fact that they teach the same subject
at the same grade level;

(2) pairing a new teacher with an experienced

(3) address new teachers' concerns about

classroom management 1mmed1ate1y and monitor their concerns closely
in order to determine when it is appropriate to introduce
interventions; and (4) consider .local needs, goals, and resources

when designing the program.
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'A Research-Based Staff Deve]opment Program

for Beg1nn1ng Teachers1 2

Leslie Hu]ing-Austiq/

Susan Barnes L

/- ' John J. Smith

Research and Deué]opment Center for Teacher Education
The Fhiversity of Texas -at Austin

Widespread public concern exists regarding the nature and quality of
. schooling received by pupils in the public schools. Responses'to the
concern often focds on improving the~qua1ity of teaching in classrooms.

Increasingly, attent1on is be1ng d1rected toward the specific needs of new

: »teachers through state-mandated 1nduct1on programs which offer support for,

~as well as 1ncreased assessment_of, the new teacher. Wh11e<some features'of.
induction programs are research-based, others haveanot been extensively
'studied The Research and Deve]opment Center for Teacher Educatwon at The
Un1vers1ty of Texas at Aust1n has deve]oped and is f1e1d test1ng a Model i»
Teacher Induct1on ProJect (MTIP) to contr1bute further to the know]edge b;se
of-teacher'induction In addition, a sate111te project aimed at bu11d1ng a
network of 1nst1tutwons and 1nd1v1dua1s 1nterested in 1mp1ement1ng and
study1ng swmwlar ‘staff deve]opment programs in different settings has been
estab11shed and is be1ng supported by R&DCTE. The purpose of this paper is

" to share what has been learned from the MTIP and its satellite effort.

1The proJect presented or reported herein was performed pursuant ‘to a grant
from the National Institute of Education, Department of Education.

However, the opinions expressed herein do not necessarily reflect the
position or policy of the National Institute of Education, and no official
endorsement by the National Inst1tute of Educat1on should be inferred

‘2Paper presented at the annua1 meeting of the American Educational Research
Assoc1atwon, Ch1cago Apr11, 1985.




. // A 'UF Re1ated Literature

Previous research suggests‘the need for additiona1 study of the
induction period of teaching, Statistics reveal wide dtscrepancies in‘the
numbers of ~otential teachers entering teacher educatton programs"andathe |
projected numbers of teachers neededvin the,futUre_(Feistritzer,'1983). As
the demand for teachers increases, retention of trained teachers will be
critical, and- ev1dence suggests that successfu} 1nduct1on to teach1ng may
enhance retention (T1sher 1979). Further, concern for. the d1ff1cu1t1es
encountered by new teachers as. they enter the profess1on is well documented
(McDonald, 1980 Ryan, 1970 T1sher, 1978; Veenman, 1984)

Morefspec1f1ca11y,}the National Center for Education Statistics
estimates that the demand for new teachers between 1986 and_ 1990 ‘should

i

reach 197 000 per year and at the same time, the number of peop]e entering
college 'to prepare themse]ves for a career in educat1on has stead11y
diminished (Fe1str1tzer, 1983) A shortage of teachers is imminent and
retaining new teachers in the»profession is therefore crjtical.\ An
examination-of how beginningﬁtegchers are inductedyinto their respective

schools and schoo1 systems generates research-based {nformatiOn regarding
the development of competent professional teachers. ’

In response to public préssure to improve the quality of schodTing by
improving the quality of teaching in the schools, state de artments of
-education are starting to concentrate on the beg1nn1ng teacher Po11c1es

re1at1ng to the induction period are being formed andg1mp;ementat1on is
mov1ng ahead often w1thout benefit of knowledge hases SUCh 1nst1tut1ona1j
responses range from precisely stated expectations to broad1y*stated goa]s

. A S "
- for professionalism (Gr1ff1n, 1983). Further research into the i




1nst1tut1ona1 responses to the needs of new teachers and the effects of
those reSponses 1s needed. | -

The need for ass1stance for new teachers in several areas of teach1ng
respons1b111ty is ev1dent “in the 11terature Johnston and Ryan (1980)
identified from the1r rev1ew of the 11terature four common problems of new
teachers:- plann1ng and organ1zat10n eva]uat1on of students ‘work,
mot1vat1on of students, and -adjustment to the teach1ng env1ronment

A1though acqu1s1t1on3of teach1ng sk111s has been the focus of numerous

studies (Fogarty, wang, & Creek, 1982 Johnston, 1981 McEw1ng, 1981; P1gge,

"»U1978) Tittle c1assroom based research has been conducted spec1f1ca11y with

new teachers (McDonald, 1980), espec1a11y in the areas of planning and
A‘organ1zat1on of content and 1nstruct1on

. Two major areas of concern for new teachers as they prepare for the
"gbeg1nn1ng of choo1 are classroom management and the organ12at1on,of content
and 1nstruct1on in the subJect(s) to be taught. Classroom management deals
'ouith skills, behavior, and activities that‘promote student,invo1vement in
classroom activities'and that preVent or minimize disruptfve behaviors. The
organization of content and instruction refers to the way in which the
teacher sequences and arranges topics in the‘curricu1um the actfv}ties that
are. chosen to convey the curr1cu1um and the know;edge the teacher possesses.
about the subject as it re1ates to the grade level cdntent Top1cs within
the two areas_overIap in some cases. e. g s accountab111ty procedures have

both a management_and a gontent-goal; the design and conduct of

instructional athvitie#ihave a great 1mpact on management effect1veness'

.,(GOOd 1981) o A ) ' o
"

Still another key ea of concern for new teachers 1s documented in the

work ofkT1sher (1979) ‘who emphas1zes the 1mportance of new personal. and




professional re1ationships as beginning teachers move into the school
setting. McDonald (1980) seconds the fhqutance of reducing “traumé;
f—/"'“'””kfghffering, andlf1oundering",of the beginning teachers as they learn abdut .
| teaching in particufar school and community settings. ‘
A critical domponént of the‘study for teacher induction is an accurate
assessment of needs in order to formulate appropriate respoﬁses to “those
- needs. The'Cohcerns-Based Adoption Mode1 offers a unique approach to the
~ identification of concerns (Hall, Wallace, & Dossett, 1973). Unlike much
past ;nd current research-whiéh~is focused at the or§anizationa1 1e§e1, the
CBAM is centéréd on fhe needs of tﬁe_ihdividua] who is eXperienbing the -
‘change process. .For the beginning teacher, the change ihvo]yedvis the
{., developmental process of becdming a téacher: Various persons, including
support or peer teachers, s¢h001 and district adﬁinistrators_and'~ -
consu1tants; and teacher educators all serve as change facilitators in -
assisting the new teacher. Stageé of.Coqcern, one dimension of thev
Conéerns-Based Adoption Modé], is particularly u§efﬁ1 for int]usion in a-
teacher induction program since iticén provide insight for chénge
facilitators. | f u .
The concept of StageSSO? Concern.is founded in the work of Francés
Fuller (1969). Fuller found.that.as students moved. through their teachef
' educationiprogram their concerns evoiveo~in a developmental sequence. These-
.coﬁcerhs ranged from unfe]éfed concerns to éar]y concerns about "self," to
concerns about "task," and finally to concerns about “impact." These stages
were 1éter expaﬁded and became Stages of Cd;cern (SoC). The SdC concept was
_extended_and applied to concerns about any new program br inhovation, Hall

~and Loucké (1978) ideritified seven kinds of concerns that individuals can

experience at various points in the chénge proéess (Hall & Loucks, 1978).




~ Concerns theo%y, based on the premise thét,change can best be facilitated if.

the person undérgoing change is provided wifh abpropriate assistance |
targeted'atﬂtheir currént conéerns, has been app]ied in various settings.

There have not been many pubTished reports of organized éfforts to
respond to the-needs of first year teachers: (Grant & Zeichner, 1981; :
Veenmén, 1984). withouf organized\inductionlbfdgrams, first year teachers
are most often left to fend for themsé]ves"(Ryan, 1982). Tﬁere is.1itt1e
assistance for thém'because a double barrfer results from 1) their tehdency
to ask.fqr it only when they are sure their competency will nbt be
qqestioned and 2) experienced teachers' reluctance to 6ffeF assistance for
féar'of appearing tc interfere (Applegate, Flora, Johnston, Lasley, Mager,
Newnan & Ryan, 1977; Newberry, 1977). |

In the past five years more induction programs have been fmp]emented
and seVera} states_have.mandafed-programs, e.g., F]ofida, Georgia, Oklahoma
and South Carolina (Defino & Hoffman, 1984). Local schdo] disfricts'ahd
teacher education institutions are mbre frequently implementing programs,
but most- of these programs are not yet reported in the 1iteratur§. In
;ddition, very few evaTu1tions of teacher ihductioh ﬁrograms have'béen

conducted (Zeichner, 1982).

-'Ih'sum, there are many unanswered questions regarding transition into
the teaching profession.' Thg answers to these questions may serve as
guidelines for both state departments and school districts wishing to e

attract and maintain a-quality teaching work force.

.
SO S

The Model Teacher Induction Project

As one step toward the improvement of teacher education across the
..profess{ona1 continuum, the Research and Development Center for. Teacher

Ed@cation at The Universify of Texas at Austit uhdeﬁfook a project to design

A




and implement a'researéh—Based mbde] program fbf thé induction of,beginning
teéchers. The Model Teacher‘Induqtion Project (ﬁTIP) ﬁs a Ceﬁtef—wide,
Co11ab0(ative project involving researchers -from the tﬁ?ée program areas:
Research in Teacher Education, Research on Classroom Lé;rn{ng and Teaching,
and Research on thé-Impfovehent\Proéess. In addition to de§e1opihg‘and.-
implementing the MTIP, Center staff are‘cdnducting research on thé
particibants and_thgir practice, the project énd its effects, and the
research ;h& development procéés‘ Fina]]y; the effort includes a satellite
project aimed at building a network of institutions and individuals ’
interested in‘imp]emehting and studying similar staff development prbgra&si
in different settings. The fe]ationship‘betweenﬁthése three efforts is
graphically displayed in Figure 1.

The Pf]ot Induction Project

Planning for the MTIP began in January 1984, and hegotiatiohs were made
that spring with a nearby district to implement the project the fo]iowing
school year. Participants in the project were to be First year teachers at
the middle school level teaching in the core academic subjects (language
arts, math, science or social studfes); their.support teaéhers would be
~selected by ,their school principal. ‘The se1egtioh criteria for supbont-

- teachers were a judgment of success by their principal and wil]ingnessttd |
help a new teacher. It was also suggested to pkincipa]s that they seiect a
support teacher who teaches the same subjeét and grade level as the new
teacher and has his/Her'c]assroom located in the séme area of the bui1dingv
as the new teaéher. | ~

The broject began in August 1984 with four new teachers and their four

support teachers. Shortly after the beginning of the school year, an




~ MTIP SATELLITE NETWORK

RESEARCH ON THE MT1 PROJECT

MODEL TEACHER INLUCTION PROJECT

Figure 1.




additional two new teachers were:added to the proSect, but neither had a
support.teacher éssﬁgned. '

The philosophy behind the,projett was to begin with intervenfions
designed to address common needs of beginning and support teachers and then
to tajlor interventions baéed upon the emerging needs of tﬁe paﬁtfcipants.
For a complete 1ist of projectvinterventions seezFigure 2: Béfore the
school year began, twoiworkshops were conducted--one for Support teachers
~only and the other for new teachers and supports. |

A workshbp on assessing concerns of beginning teachers and”deéigning;
interventions to address cdncerns was cohducted for support teachers. It
included an overview of'sfages of concerns theory, discussion of common
concerns of beginning teachers, and ipstructiqn in ways to diagnose ‘
concérns. . In the trainfng,.teachers partiéipated in a role p]aying;activity
to practice diagnosino concerns and delivering appropriaté interVénf{ons
based upon the identified concerns.

A workshop bn classroom managemént was conducted.the following dayﬁfor
both new teachers and support teachers. The support teéchers were,inc]uded '
:in this Workshop‘so that they could offer their expertise and to encqurage

new teachers to consider their support teachers as a resource in this area.

A1l participants received a copy of Organizigg and Managing the anior High
Classroom (Emmer, Evertson; Sanford, Clements & Worsham, 1981) before the
workshop. Topics. covered in the workshop included organizing a classroom, .
deve]oping rules éhd procedures, holding students accduhtéb]e for academic
work., establishing cohsequences; gnd planning firsf day activities. In late
September Ehe MTIP staff conducted a similar but smaller scale wofkshop for

the two new science teachers who joined the project after school started.

10
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: © MTIP INTERVENTIONS
First Year | - Support
Month Description Teachers Teachers
‘August Workshop--Diagnosing & X
Responding to Concerns
August Workshop | ! X, X
~ Classroom Management ! i
September - Inférma1 Meeting 1 X
(Support Function).
| " September Informal Meeting X
: (Support Function) - '
September Workshop for Science X
Teachers
Decembér Seminar--Working with X X
' Low Achieving-Students
and -Starting over after
Christmas Break
January " Optional Observation & X
: Follow-Up Conference
\’ o .
| February Focused Observation of X
| _Another Teacher
March-April | Observations and Feedback X
~on Managing Academic Tasks

Figure 2.




‘After these initial two project tnterventions, Center staff began.
assessing the concerns and needs of part1c1pants and des1gn1ng 1ntervent1ons
to address specific concerns. Many of the data sources gathered through the
formal research be1ng(conducted on the project were very helpful in
identifying needs and concerns. ({gese data seUrces will be,described in
detail 1ater in the baper). | | ,

Early interviews and other contacts indicated support teachers would

: profft from an obportunity to meet together to qjscuss their experiences
with the new teachers with whom they were paired. Therefors, in mid-
September the MTIP staff convened an informal meeting of,theyfour support
teachers to share those experiences and review.the content from the August
workshop by discussing additional ways to'eﬁagn0se,and meet first year
teachers' needs. Evidence from early interviews also suggested the need to
convene the.beginning teachers to share their experiences informally; such a
meeting occurred in September.

From the late Octbber interViews with the six new teachers and from the
Jjournal entries they subm1tted in November there was substantial evidence

that they had major concerns about teaching Tower ach1ev1ng students,

particularly when those students were grouped together in "basic classes.” *

In response to that need, an MTIP staff member led a workshop in December
with new teachers and the1r support teachers to identify managerial and

=

instructional strategies for.teaching Tower ach1evers and to cons1dtr

p1ann1ng changes for after the holiday break.

\
In the December interviews and workshop, five of the six new teachers |
expressed interest in receiving feedback from the MTIP staff on the

classroom observations. Until this time, the observations had been used

solely for research and planning purposes. In response to the interest in

o ' | . 10‘ 12




feedback, in January and February an MTIP researcher observed in each new
teachers' classroom, taking detailed notes re1ated to a focus specified by
each new teacher. Following each observation, the observer and the new
teacher conferred, usiné the teachers own impressions of the lesson and the
observers written comments as a base.

Also emerging from interviews, journals, and the Decembé; workshbp, was
the need new.teachers felt to observe other teachers; In cooperation with
building principals, the MTIP staff arranged for a half-day of re1ease&
time, for the four new teachers who wanted, to observe “in other teachers'
classrooms. |

The next intervention, now planned for April, is expected to move

beyond discipline related management concerns and focus on managing academic

Work so that students are engagéd in higher thinking processes while order
is still maintained in the c1assfzom. Our obsérvatioﬁs to date indicate
that the new teachers have progressed substantially in maintaininé order but
sometimes at the expense of sacrificing higher order learning experiences.
MTIP staff members will observe one c1éss bf éach new teacher for three
consecutive days (March 26-28) and interview each teacher on the fourth day
to get further informétion<on how each is managing academic work. A
feedback letter will be ﬁent to new teachers with suggestions and

generalizations drawn from their observations.

Research orn the MTIP

The Mode1'Teacher.induction Project is an.in depth look at new teachers
and support teachers as they encounter both district-provided and
MTIP—éponsored staff development aétivities related to induction of new
teachers. Research questions are formulated to address three levels of

inquiry. The most basic Tevel will be "Research on Pafticipants and Practice."

11 13




This 1eye1'describes tﬁe teaching and supervisory practices of partiéipanfs
and the-schooi and communityvcontexts within which induction takes place.
The second level of thegMTIP design is “Reséafch on the MTIL P;oject."
At this‘1eve1, the MTIP components are Hescribed and evaiuatéd by
participénts and MTIP staff. This investigation wi11 provide valuable
information about the effectiveness of the MTIP components and suggestions
for their improvement. .
The third level of the_MTIP desigh addresses "Research on the Research
and Design Process." -The p1annin§ and decisiohfmaking,processes which the

MTIP staff engaged from initial stages of the research project throdgh data

collection, ana1ysis, and kepdrt writing will be dekaibed. This

“information will provide an interesting and unique look at a research team

in the process of conducting their research much as the first level of the
design describes how teachers participate in the daily business of teaching.

Research Questions

"The MTIP. will answer research questions which coincide with the

conceptualiiation of the study.

Research on the Research and Development Process
1. 'what are the proéesses used in designing ahd implementing the
MTIP? '

Research on the MTI Projett' : :

1. What is the nature of the intervention?

2. What are the effectsvof the intervention? . . ;

3. whatrfactors affect implementation?

4. What factors affect transferabi1{ty of the program and/or its
componehtsé |

5. What are some needs/concerns of the participants. not addressed?

12
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Research on Participants and Practice

Participants

- 1.

2.  What teaching skills do beginning teachers and sdpport teacher
bring to teaching? -

3. What needs/concerns do beginning and support teachers have? How
do they chgnge over time? fo what do they attfibute.ahy changes
that occur? h

4., How do new teachers and supportbteachers éohteﬁve: a) c]assroom
management (apbropriate student behavior), b) their content (goals
and act1v1t1es), and c) task systems (gett1ng work - accomp11shed
and content 1earned) How do these concept1ons change_dur1ng the
~induction year? .To whét do they attribute any cﬁénges that occur?

Pra;tice |

5. What are the charactefistics.of the c]assroom,‘schoo1-and
community setting? |

6. How are support teachers selected? What criteria are used?

7; What do site faci1itators‘(support teachers, bui]ding
administrators; central office staff, etc.) do'tq influence
teacher induction? .

8. What is the nature (process, content, effects) of the support
teacher/beginning teacher interactions? - | ‘

8. What are the teaching pract1ces (espec1a11y classroom management

What are the peréonaT/professfoné1 characteristics of beginning

‘and support teachers? principals?

organ1zat1on of academic tasks, and the conduct of 1nstruct1on) of

' beg1nn1ng and support teachers? How do these practices change

over time? To what do they attribute any changes that occur?




Interactions

10. Nhet persona1/professione1 characteristics are related to the
;1nteract1ons\of the support and beginning teachers- in the MTIP?

11. What is the re1at1onsh1p between the actions of fac111tators and
'the concerns of new teachers?

12. How do c0ncept1ons of teaching re1ate to (a) personal/
profess1ona1 character1st1cs of teachers, (b) the classroom and
Mschoolllettwng,and (c) to the MTIP 1nterventiens?k‘,

- 13. How dofteaching practices relate to (a) persona1/prefeesiona1‘
characteristics of teachers, (b) the e1assroom and seheel setting,
and (d) to the MTIP interventions?

e
14. What 1s the re1at1onsh1p between the MTIP 1ntervent1on and

interactions of part1c1pants?

Data Sources. Various data sources are.being utilized in the MTIP: the

Stages of Concern‘Questionnaire, Hunt's Paragraph Comp]etion.Test,'journa1s,'
‘nonparticipant.obsenvation; interviews, classroom observations, audiotapes
of conferences, MTIP minutes nf staff meetings, and Contact_Report Forms.
The MTIP data collection schedu]e is shown in Figure 3.

Steges of Concern.  The Stages of Concern (SoC) questionhaire’is a

35-item insthumentkdeéigned toemeasune the resnondents' stages of concern
re]attve to an innbvation; The SoC éuestionnaire is being used to measnre
new teacher‘concerns about teaching, while a different version of the
instrument is being used to meaeure the concerns of)administrators-and.
support teachers;about their role in faci]itating the indUction of new
teacher The quest1onna1res are be1ng administered pr1or to the beginning

of the year, mid-year, and.at the conclusion of the schoo1 year.

1 16




1]

Summer 1

August

—August

AUgust

~ August 1
August

August

August

August

August

15-16 -

21-24

27-31

September 17-21

Séptémber.17

September 25

October 1~5

October 22-26

November 1-5

Figure

3. MTIP Data Collection Schedule

" survey potential

satellite partwcwpants
contact teachers as 1dent1f1ed
1nterv1ew teachers & pr1nc1pa1s
new teacher workshop .
support teacher workshop-.

observer training-

- observe new teacher orientation

journals (through. August 31)

observe: teachers & pr1nc1pa1s
at beginning of school
inservice sessions -

1 hr. classroom observation on

- first day new teachers/.
support teachers

1 hr. classroom observation
new teachers -

interview new and support
teachers

1 hr. classroom observation/
new teachers

1 hr. classroom observation.
new teachers :

support teacher heeting

new teacher.science workshop
(anoo1 42 only) :

journa1.entries
interview new teachers

journals




December 3-7

December 10-14
December 10-14

December 13-

January 7-11

Late January

&2

February 4-8.

March 29-April 12 -

‘March 4-8
April 15
March 26-April 11

May 6-10
' May 13-18

May 23

Summer, Fall

1 hr, c1assroom observation
new teachers r

journa]s

interview new and support
teachers

~ new and-support teachers

wdrkshqp'

journals
optional observations and
follow-up conference
‘for new teachers
journals

interview .new and support
teachers

journals
journals
3 1-hr. classroom observations

of new teachers/support
teachers

-1 hr. observation of support

teachers
journals E;‘g
interview new and support -
teachers L
ki

end of schoo1

analyze data/write report

"'thure 3. MTIP Data Collection Schedule (cont.)
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Paragraph Completion Test (Conoeptua1 Leve]) The PCT is a measure of

' /
deve1opment which is based on the Conceptua] Systems Theory of Harvey, Hunt,

‘and Schroder (1961). The mode1 descr1bes a regular series of stages

(conceptual levels) through which individuals move as they become more able

' to"cope with complexity. It is assumed that the way in which a person

organizes his or her world, particularly interpersona1 relationships,

.ref1ects the conceptual level of that ‘person. The PCT was administered to

new teachers and support teachers pr1or to the beg1nn1ng of the school year
and will aga1n be adm1n1stered at the end of the year.
Journa]s In order to record many of the th0ughts and act1ons of the

teachers part1c1pat1ng in the 1nduct1on exper1ence they were asked to keep

personal Journa1s regarding the1r experiences. The purpose of these‘

~ journals will be to gather more detailed inforfiation about the activities,

interactions andlexperfences,of each teacher. Journa]jdata;wi11 serye as a
complementary data source, tapping'informationvthat‘participants may be

unwilling or unlikely to share during an interview session. New teachers

and support teachers do daily journal’ entries during the first week of each

month and submit these to the MTIP staff.

Nonparticipant observation. As 1nduct1on act1v1t1es occur, espec1a11y '

those of critical 1mportance the MTIP staff are engag1ng in nonpart1c1pant
observation of those act1v1t1es This type of observation w111 preserve
data about the act1v1ty S part1c1pants, content and process, context and.
observer clinical judgments of patterns, critical incidents, and more
general impressions. k .

intervjews Interviews are conducted w1th each member of the study by

staff members trained in the skills of ethnograph1c interviewing.

R
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Specific content of the interviews is being structured around the
particular concerns and issues of the interviewee as they emerge during the

course of the year and the research questions listed earlier. The first

- interview exp]ored the participants' basic views of teaching and their

" orientation: toward their new teaching assignment. Throuohout the year, the

new teachers and‘support teachers are being interviewed about their |
satisfaction with the induction'prograh components; their teaching practices
and their current concerns as well as’the effectiveness of the MTIP
experience Six interviews are be1ng conducted with new teachers and four

1nterv1ews are being conducted with support teachers dur1ng the year.

C1assroom observat1ons Another data co11ectlon procedure is to
conduct classroom observat1ons.~ Observers complete the Classroom Activity

Record'which‘inc1udes activity segments;'time points, and a detailed

narrative record. In addition, at 10 minute intervals observers count and -

record the number of students engaged in each of four categories of
engagement. At the end of each observation the observer'completes a rating

instrument, giving numerical estimates of a wide variety of behaviors,

{
_characteristics and activities related to the organ1zat1on and management of

classroom behav1or and 1nstruct1on Six observations are being conducted in

~the classrooms of new teachers and two are being conducted in the classroom

of support teachers during the year.

Conference audiotapes. Informat1on has been obtained about the forma]

and informal conferences that take place between new and support teachers.

The part1c1pants were asked to audiotape three of these conferences and

-

submit them to the MTIP staff

' MTIP staff records. To document M]IP staff actions in the research and

development process, m1nutes have been a1nta1ned of all staff meetings.

|
|
|
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A11 contacts with subjects are also beipgjdocumented on a Contact Report

B Form.

Data Analysis. MTIP staff have engéged in an on-going informal

analysis of the various data sources for the purpose of identifying emerging

concerns and needs in order to plan appropriate interventions. These

preliminary impressions and tentative fngjngE/Wi11 be reported in this

paper; The formal analysis of ;he”ﬂéta will be conducted in the Tlate sbring

and summer of 1985.;'At this time, qualitative data will be coded to the

‘rééearch questions. Two 1mportaht themes to be traced through the data will

- be- (1) what makes an -intervention memorable to the participants and (2) how -

the interventions impact practice.
"The major emphasis of the data ana]ysié is a.tracing'of the induction

process andbthe'way.fhe teachers interpret interventions and attempt to

“implement the courses of action suggeéted: ‘This procedure provides

information about how and why the model program has an effect on

~ teachers--which porfibns of the program'work and why--and provides

information to use ir *he modification of future versions of the program.

The MTIP Satellite Network - A
A key part of the MTIP is a satellite effort aimed at establishing a

functional network of other institutions interested in implementing and

- studying inducfion brograms in different settihgs. In addition to providing

~input into the MTIP, it is anticipated that some of these institutions may

in the future include MTIP components in their own programs, thus providing

- a setting in which to study the contextual and organizational factors that

affect the transfer of program cbmponents.

The purpose of the satellite effort is:

- 1921
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1) to provide participants the opportunity to-learn from each other's
experienees with beginning teachers and induction programs;
'2) to obtain from participants suggestions and recommendations
related to the MTIpP ano its diss%minafion;‘and
3w‘ to deve]op a functfona1 network of persons,workfng in the area of
teacher induction. ‘
A large number of applications to:participate were‘received from 1oca1
school districts, intermediate educatfon service agencies, state departments
of education,linstitutions of higher education,vand professional
organizations. Approximate]y 40 of these institutions were selected to
participate in the MTIP satellite effort. The se1ection‘committee made
every effort to achieve a wide geographic representat1on of the Un1ted u
States and a ba]ance of different types of institutions with varying degrees
of exper1ence work1ng w1th beg1nn1ng teachers in d1fferent types of
sett1ngs A ﬂ‘ | N
Among the activities sponsored by the MTIP Satellite Network are two
national conference} on teacher induction (NoVember-1984 and April 1985) and
a quarter]y‘news1etter which is circu]éted to the satellite participants and
a broader audience of persons'interestedvin teacher inducfion In add1tJon,
the Induct1on Network serves as a resource ‘to link persons who have
quest1ons aoout induction with others who are working in thé area and
functions as a clearinghouse through which network participants can share
information and materials with one another. Finally, a number of

presentations about the MTIP and its Satellite Network have been made at

- various.professional conferences, and 'some -of these presentations have

| involved network members as co-presenters with MTIP staff.




4

‘What Is Being Learned from the MTIP Effort

Again, it is 1mportant to emphasize that data are still being co11ected
in the Mode1 Teacher Induction Proaect and that formal data ana1ysis wi]f
not be completed until late summer. However, project staff have been
invo19ed in an on-goihg process of informal data analysis and at this'time
have initial 1mpress1ons and tentative hypotheses to share both about dhat
is being 1earned from the MTIP and its satellite effort.

' In1t1a1 Impressions from the Model Teacher Induction Project

From their experiences'working‘in the_MTIP, project staff are begihning
to reshape their thinking about the induction process in a numberlof areas.
The first of these areas relates to the trauma of the first year teaching
experience. Certainly the literature is full of references to the traumatic

first year, and most researchers and practitioners tend to discuss the
induction process as being one that is traumatic for beginning teachers.
EWhi1e our sample of first year teachers is very small and while we certain1y
. have seehja fair ambunt of trauma and_discoqurt among some of them, we have -
also seen instances of smooth trahsition into first year teaching among |
others in our project. It is our hypothesis at this time that perhaps the
"traumatic first year" theme has been overplayed and to structure an |

| induction program arouna thefexpectation that the first year of teaching'
will necessari1y he'traumatic for all beginnﬁng teachers mayvnct only be
inaccurate but hay.a1so be a disservice to those we attempt. to assist. This
impression lends fUrther support to the notjon that perhaps induction »
programs shou1d not be totally pre-planned, but rather should allow the-

"~ actual emerging heeds of the participants to drive the content of the

program.




<

Vwe‘are convinced from our data that the involvement of a support or
peer teacher can be a valuable aspect of an induction prdgram, However, the
pairihg of first year teachers and support teachers is anothef area in which
our thinking is evo191ng. fhe initial criteria for the selection of a
support teacher used iﬁ this project were that the support teacher be
perceived by the principal to be a successful teacher and be willing to-
participate. If possible, the support teqchEr was to also teach the same
grade level and subject as thelFirst year teacher yith whom he/she was .being
,paifed, and have his/her classroom located in the same aréa of the school
building. Our data support these criteria as‘being important. In both of
the cases where these criteria were not met, the interaction between the
first year teacher and the support teacﬁer was affected in a negative way.
In one pair %h our study, the pairs' ciassrooms Were not 16cated in the same
area of the bﬁi]ding and in another case, the teachers in the pair were
assigned to ;eagh different subjects. Froh the data we have gathered from
‘interviews and journals, it appears that the frequency of interéctioh'
between these two pairs of teachers.has been 1ower'than with other pairs in *
the study. This tentative finding fits with Newberry's (1977) finding that
extended interchanges between beginning and-experiénced elementary teachers
occurred only when'theJtWO taught the same grade level and their classrooms
were close together.

In additicn to these findings, two other criferia also appéértto be
imbortant.jn the pairing process--that the first year teacher and subport
teacher have compatible ideologies about teaching, classroom management and
discipline, and that the first year teacﬁér perceive the need for a support
teacher arrahgement. .At'this point, it is)our impression that when.there is

a mismatch re1ated to the philosophies and ideologies of the first year

¢ -
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teacher and the support teacher, the first year teacher is less likely to

seek assistance‘thanAwhen’there ié a more cbmpatib]e match in these areas.
Also, ianppears that if the first yéar’teacher does not recognize the
benefits to be gained from working with. a suppprt teachér? the team is
likely to compiy with the technical requirements of the arrangement but is
not likely to go beyond that point. |
In regard to classroom managément and djscip]iﬁe, we have observed

first year teachers becoming more comfortable with firmness in their
re]ationships‘with students as the year progresses. Initially, some of'the
first year %eachers expressed discomfort with a strict approach to classroom
discip]ine and indicated'that they equated ;trictness with "being mean."
‘ fSevera] of these same teachers took advantage of the beginning of the second
semester to start fresh and to be firmer in the area of c]éssroom managemeﬁt
and discipline.

| Another hypothesis that we are willing to make at this time is th;t it
is possible for an induction program'not only to address qnd resolve
concerns of beginning teachers, but also to arouse positi?é‘concerhs that
_have not yet fully developed. .. could be predicted, the personal and
manégement concerns of the firgt year teachers in our project were
decreasing in intensity toward the end of the first semester. At this
point, we chose to begin»incorporatihg intefventions that dealt with the
organization of academic tasks even though first year teachers were not-
explicitly requesfing assistance in this area. Some of these interventions
included a workshop on adapting instruction.for,basic.students, an
obportunity to be observed and receive feedback on their teachfng, ayd the
opportunity to.observe another teachér. It was our impression that while

focusing on academic tasks was not an expressed need, the first year . .
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teachers were at a point wheré they could begin to think more about the

content and organization of their teaching. _
Our experience; with the MTIP Satellite Network of educators interEstéd-
in induction have been very enTﬁghtening in a number of ways. First of all,
we are discovering there is much more activity in the area of teacher
induction occurring in this country than the 1iferature suggests. This is

probably the case because many of the persons designing and implementing

induction programs are practitioners who are based in school districts and

~education service agencies; these persons, to a large degree, do not tend to

write about and publish their work. In addition, there is a great deal of
interest in the topic of teacher induction and jn ccllaboration among
institutions. The initial response we received when we first proposed the
idea of an MTIP Safe]]ite Network was much greater than we anticipated.
Since that time, we have received numerous inquiries from persons from
various types of organizatibnsvand institutions who want to become

involved. A number of presentations about the MTIP and tﬁe MTIP Sate11ite
Network have been made atfprofessiona] conferences including the National
Staff Deve]opment Council, the Association of Teacher Educators, and the
American Association of Colleges of Teacher Education. Almost all of the
sessions were surpriéing1y well-attended both by pe:gons a1réady involved in
induction programs éndﬁby those whio are exp]oriné ways to become-invoﬁved.
Each'aresentation has resulted in persons asking tbat fheir name be added to

our MTIP newsletter mai1ing‘ii§t, and as a result the Tist has grown tu

include approximately 150 persong.- In sum, it'appéars that teacher

induction is an idea whose time haé come.
_ _ i v
It is also clear from what ye are learning from the participants in the

” MTIP Satellite Nefwork that indugtion is not the sole domain of any one type
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pf educational organization. School districts, colleges and/:niversities

(pub1ic and private), state departments of educatidn, 1nté}med1ate educafioh
v‘service agencies, and professional organizations are all concerned about and
experimenting with induction programs, often in co]]abokatiqn. |

The variety of teacher induction programs represented in the MTIP.

Satellite Network is also impressive and‘]eadg us to_thevconclusion that
there may be no sihg]g best type of indubtion program:. There do appear éq ‘
be"cdmpdnents that are common to many induction programé-such as the
invo]vemght of a support/peer/mentor téacher, observations of.the first year
teacher's classroom teéching, and informal- support sessions for
prob]em-so]?ind. Some prégrams stress assistance wﬁi]e others”focus moré on
asgessment.‘ Some programs continue into the.teachers second and.third year
of teaching. We are seeing programs that involve numerous configurations;
of'these‘éhd other coméonents’fhat are very different from each other. VYet
it appears tﬁat many of these arékaddkessing the‘heeds of the beginning
teachers they serve. It is also clear from what is reported byAthe nétwork
participants that induction brograms do not necessarily havevto be ‘b
enormously expené%ve. Many of the particibating institutions are operéi{ﬁg
on very small budgets yet are hanaging to provide absubstantia1_ahount of

support for beginning teachers. ' T

Implications for Staff Development

A number of imp]icétions for staff deve]ppment can be drawn from what
is being learned through the Model Teacher Induction Program and its
Satellite Network. For examp]e, if it is in fact true that.not'a11 first
year feachers experience(} traumatic first year, it is desirable that .
programs not be tota]]y;structured‘arbund;én assumptioh that the first yéér

is ‘always traumatic. Avoiding this assumption lessens the 1ikelihood of
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providing first year teachers with types of assistancé that they may not
really need and decreases the chances of Creating a se f-fu1fi111ng
prophecy. This implication may‘a1so be applicable to the university-based
.teacher educator working wfth preservice teacheré. It may be a better
aoproach to exp]ain to education students that soms first year teachers
exper1ence a very d1ff1cu1t and traumatic f1rst year, wh11e for others the
trans1t1on from student to teacher is much less d1ff1cu1t |

In regard to the pairing of first year teachers and support teachere,
it'appears that every effort should be made'to'selectva-supoort teacher who
is not oniJ cons1dered to be a successfu1 teacher, but also teaches the same
subJect and grade 1eve1 as the first year teacher, whose c]assroom is in the
same general area of the bu11d1ng, and who has compat1b1e ideologies about
teaching, classroom management and discipline. Th1s means that support
teachers should not be selected until after the first year teacher has been

hired and the principal, staff developer, or someone else has had the

opportunity to,aééess the new teacher's phi1osophy and ideology and select a

" compatible match in a support teacher. An effort should also be made to

determine if the beginning teacher recognizes the benefits to be gained from

working with a support teacher. If he/she.does not, these benefits should
be explained and the beg1nn1ng teacher should be encouraged to consider the
-advantages of this type of re1at1onsh1p

One_strategy that might be considered in pairing first year teachers
-and support teachers is to structure the forma1rre1ationshjp to ]ast'onTy
one semester. It can be-specu1ated that those re1ationshios that worked
well during the first semester would cont1nue 1nforma1ly dur1ng a second

semester, yet this arrangement would prov1de a legitimate end to g

relationship that did not work/well) By structuring the formal relationship

3
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‘to last only one semester, it allows the first year teacher to legitimately

work informally with a different "mentor" of his/her choiee during the

. second semester. This .arrangement would also é]]ow the staff developer or

"principal the opportunity to suggest or arrange for a different subport

teacher if the. situation called for this type of action. |

Another design .issue relates to taking adVantage of the opportynity to
arouse impact concern on therpart of beéinning teachers abodt their
teaching.l In order to do fhis, it will be important to fifst address thefr
immediate concerns of classroom management ahdfdieeip]{ne, but to monitor

their concerns closely in order to determine when it is apprepriate to

introduce interventions related to the academic aspects of teaching. - In

regard to this issue, timing is critically important in order to judge when ,“A
tﬁey are ready to benefit from interventions designed to prqmoteltheir
thinkiqg about the content and organizatieh of their academic teeching.
"Finallys in designing an induction program it is possible telleafn from
the experiences of others. There appears to be-tremendous variety in how
induction programsiare designed and operated. ‘It will be important. to

consider local needs, goals, and resources when making design decisions. It

tis important'to keep in mind that while the needs of beginning teachers as a

group are fairly predictable, it is difficult to determine in advance
exact]y when or how these needs w111 be experienced by each 1nd1v1dua1 It
may be most benef1c1a1 to c]ose]y monitor the specific emerging needs and

concerns -of beginning teachers and to select appropriate interventions

accordingly.
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