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About FWL

Far West Laboratory for Educational Research and Development is located in San Fran-
cisco. With primary funding from the U.S. Department of Education, t conducts research,
provides technical assistance and training, and offers evaluation support to schools and
education agencies. In addition, for 24 years, FWL has be>n a federally designated regional
laboratory with the charge to provide service and support for the public schools in Arizona,
California, Nevada, and Utah. Other funding comes from state and private sources, and
addresses the entire range of educational concerns — from preschool experiences through
adult literacy.

About San Diego State University

The College of Education at San Diego State University is involved in extensive collabo-
rations with public school personnel and university discipline-based faculty to improve the
professional preparation of teachers. Its work in this regard has been recognized by several
national awards given by the Association for Teacher Educators and the American Associa-
tion of State Colleges and Universities. San Diego State University and the San Diego public
schools are leaders in the development and evaluation of models of assistance for beginning
teachers, with six ditferent models currently under further development.

About ERIC

The Educational Resources Information Center (ERIC) is a national information system
operated by the US. Department of Education. The ERIC Clearinghouse on Educational
Management, cae of several such units in the system, was established at the University of
Oregon in 1966. ERIC serves the education comraunity by disseminating research results and
other resource information that can be used in developing more effective educational
programs. Research results and journal articles are announced regularly in ERIC's indexand
abstract bulletins.

Besides processing documents and journal articles, the Clearinghouse prepares bibliog-
raphies, literature reviews, monographs, and other interpsetive research studies on topics in
its educational area.
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Foreword

W. Ann Reynolds

Chancellor
The California State University

HO«can forget hisor her first day —
indeed, first year — of teaching?
| Most of us who recall that memo-
rable time were confronted with a task that
by today’s standards was easy. Not only are
today’s beginning teachers expected to per-
form from their first day as seasoned profes-
sionals, but they are expected to do it in a
classroom setiing that has changed a great
deal. WhenI started teaching, most students
spoke English; they were reasonably well
prepared; they came from a rather homoge-
neous culture; and | never had to give a
passing thought to classroom safety or graf-
fiti in the halls. £ven then there was a lot to
learn in order to become a good teacher.

EMC 7 Foreword by Reynolds i
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Learning to teach competently is a long-term
process, involving several stages of development
and extending well into the first years of teaching,
Untortunately, until recently, there has been little
recognition of beginning teachers as novices who
require stable working conditions and professional
support if they are to become competent profession-
als. Beginning teachers have bren expected to as-
sume the same responsibilities and perform as well
as ihose teachers who have had many years of class-
room experience. Frequently, working conditions
and assignments of beginning teachers are not con-
ducive to their professional development or success.
Beginning, teachers too often become frustrated with
classroom management, overwhelmed with paper-
work, and feel inadequate and powerless. Faced with
these conditions and lack of support, large numbers
of teachers leave the profession within their first fow
years of teaching,

Preparing teachers who have confidence and
competence and will remain in the profession re-
quires a long-term, mtegrated, systematic approach
which extends from undergraduate preparation
through professional studies and continues during
the novice years of teaching. This model of extended
teacher preparation recognizes the continuity of the
learning process and the developmental stages in
becoming a professional teacher. On this learning
continuum, programs tor beginning teacher support
provide tor the transition from university student to
professional teacher and are the critical link between
theory and its application in the classroom.

To putin place an effective extended approach
to teacher preparation, universities and school dis-
tricts must recognize that they need to be a single
highly connected and integreted system for educat-
ing teachers. There must be articulation between the
components of the extended teacher preparation:
undergraduate proparation, professional studies and
beginn’ng teacher support programs. Where school-
university partnerships have been developed for
student teaching or school improvement, these part-
nerships could become the vehicle for framing and

i Designing Programs for New Teachers

implementing, beginning teacher support programs.
As well, professional educators should be consulted
as university faculty define the university teacher
preparation curriculum, and university faculty should
be involved in building and delivering the beginning
teachersupportcomponent. This process will notonly
resultineffective beginning teacher support programs,
but will provide opportunities for professional teach-
ers and university faculty to learn about ¢ irrent re-
searchon teaching, promising instructional practices,
conditions contributing to teaching effectiveness, and
the challenges schools face when educating an in-
creasingly diverse student population. True profes-
sionals have the capacity to learn and grow through-
outtheir careers. Beginning teacl.cr support programs
need to build this capacity in the novice teacher. Tos
often, help for the beginning teacher is directed to-
ward or limited to a narrow range of classrcom sur-
vival skills. While survival and adijustment may be an
importantinitialaspectof support for beginning teach-
ers, it should not stop there. Beginning teacher pro-
grams should improve and expand the beginning
teacher’s ability to implement a variety of appropriate
instructional strategies including cross-cultural edu-
cation, curriculum development, diagnosing student
learning, selecting and developing effective teaching
materials, and assuming school leadership roles.

Assisting beginning teachers in their develop-
ment toward becoming competent professionals is
critically important it we are to strengthen K-12 edu-
cation, particularly for ethnically and linguistically
diverse students. We cannot afford to waste our in-
vestment in those who are preparing to teach because
we are unwilling or unable to extend to them the
support thev need to succeed as they begin their
careers. Schools and universities can collaboratively
launch beginning teacher programs which will curtail
the excdus of new teachers from the profession and
strengthenteaching. Designing Programs for New Teach-
crs: The California Experience captures the experience
and knowledge of the many fine California teachers
and university faculty who are working together to
build beginning teacher support programs.



Foreword

Bill Honig

Superintendent
of Public Instruction
State of California

| HE quality of clas: room teachersin
f California has never been more im-
§ portant than it is today. Assuming
that pupil teacher ratios remain constant,
the Policy Analysis for California Education
(PACE) group forecast that California will

need 327,500 new elementary teachers
through 1994-95. Beginning in 1990-91, sec-
ondary pupil enrollments will also beginto
increase, with corollary additionaldemands
for single-subject credential holders (PACE,
1989). Where will these teachers come from?
How well will they be qualified to teach the
diverseCaliforniastudent population? What,
if anything, can we do to ensure that these
who are most qualified choose to stay in
teaching?

Forcword by Houig il



Calitornia must take acomprehensive approach
to addressing these issues. The various educational
segments (Elementary-secondary education, Califor-
nia State University, University of California, Asso-
ciation of Independent Colleges and Universities,
Calitornia Community Colleges, and others) are
currently working together ona number ot coopera-
tive initiatives to address these issues. These include
strategiesto (D) recruitableindividuals into theteach-
myg profession; (2) provide them with the best pos-
sible preparation; (3) give new teachers ample sup-
port during their carly, ditficult vears in the class-
roomy; (4) establish rigerous standards for their full
recognition as educational professionals; and (3) fa-
cilitate their commitment to life-long protessional
development.

This Guidefook is an important contribution te
these etforts, particularly as they pertain to the sup-
port of new teachers. The articles describe various
conceptions and alternative approaches to new
teacher support and assessment and the multiple
roles that various organizations can take to this pro-
cess. The insights offered in these are particularly
critical given our current shortage of teachers, the
changing studen? population in the state, and the
climate of readiness for educational reform.

Although the book does not address the issue of
recruiting minorities into teaching, all of us will need
to work toward a better match between the students
in California classrooms and the heterogeneity in the
teaching population. We need more teachers from
diverse backgrounds to serve as role models for our
students. In 1989-90, the racial and ethnic composi-
tion of the nation's K-12 pupil enrollment is diamet-
rically opposed to school, college and university
enrollments. At a time when more than 50 percent of
K-12 students in Calitornia are racially, cthnically,
and linguistically diverse, the typical classroom
teacher rontinues to be a forty-year-old, Anglo, non-
Hispanic female. Forecasts suggest that these trends

Q . TS iRsre N A
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will continue unless concerted efforis are made to
increase the successful participation of o 'Istudentsin
clementary, secondary, and postsecondary educa-
tion. As Bud 1, .Jgkinson has put it, “By around the
year 2000, America will be a nation m which one of
every firee of us will be non-white. Minorities will
cover a broader socioeconomic range than ever be-
tore, which makes simplistic treatment of their needs
not useful,” (Institute for Educational Leadership,
[9RS).

The need to recouit and support new teachers
trom various backgrounds is made more complex by
the climate of educational reform currently pervad-
ing discussions of teaching. Historically, changes in
the supply and demand of teachers in California, as
elsewhere, have been managed by loosening ortight-
ening the requirements for the teaching credential.
What makes responding to the current shortfall of
teachers so difficult is that we are simultancously
exploring wavs to upgrade the standards tor entry
and pertormance during the carly vears in teaching
wkile recruiting more individuals from diverse, dis-
similar backgrounds into the occupation,

I brlieve we can do it. As evidenced by pilot
programs in communities as diverse as San Dicgo,
Oakland, Chico, Hayward, Fresno and Santa Cruy,
voung and not-so-voung people are choosing carecrs
i teaching. When provided with organizational
support and staft development that recognizes their
novice status, new teachers are signing up to stavin
the accupation, even in hard-to-staff schools and
districts. Nevertheless, aew teacher support is only
as pood as thecontext inwhich itis embedded. in that
sense, it 1s Just one clement in the larger strategy to
strengthen the educational workforce through com-
prehensive preparation and assessment of prospec-
tive teachers, the provisioncof support during indug-
tion, competitive compensation packages, and work-
ing conditions which reflect responsible decision
making in a climate of professional accountability.

16
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Introluction

Ann I. Morey*
San Diego State University

HIS book is intended te assist the
T § many talented women and men
i who have chosen education as a
career and whose work with the nation’s
children will touch the future in significant
ways. Asthese new teachersenter their class-
rooms they face unprecedented challenges
related to changes in societal context, in-
creasing ethnic diversity, and the condition
of public education. As a group, they will
struggle with the transition from college
student to classroom teacher; they will en-
counter situations where they question
whether they have the necessary knowledge
or problem-solving skills to respond effec-
tively. Many will leave teaching within five
years. Programs to assist these new teachers
are being organized, implemented, and
evaluated acrossthe country. Asaresult, the
knowledge base is expanding.

*The authorwishes toacknowledge the contributions made
by Divne Murphy, Gail Senter, and John Mergendoller to
the literature review of this chapter.
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Inthis publication we seck to capture the knowl-
edge of California educational leaders who are in-
velved in programs of support for new teachers. Our
intent is to provide guidance for ourselver and others
in the planning and implementation of programs for
new teachers. Decidedly pragmatic, this book is fo-
cused on improving the quality and retention of
teachers.

We also hope to provide a perspective for Cali-
fornia policy-makers and their staffs as they frame
legislation to support programs for all of California’s
new teachers. Certainly, this legislation will be in the
context of the revenues of the state and influenced by
various state-level constituent groups. It costs about
$35,000 to prepare a new teacher, and the loss of this
teacher within the first few years of teaching is indeed
expensive to California. It is our view that we can
provide effective support for new teachers that will
greatly increase their retention. However, the impact
of such sup; rort will be reduced if the legislation is
more expedient than informed.

Tur GrowtH oF New TEACHER ASSISTANCE
Procrams

Although induction programs in education
beganuver 2 yearsago, it was notuntil the 1980s that
such programs commanded nationwide interest. In
1988, Far West Laboratory identified nineteen states
and the District of Columbia where assistance pro-
grams for new teachers were being piloted or newly
implemented. Further, the literature on new teacher
programs has grown dramatically, reflecting a new
interest and research direction.

Two major faciors that have influenced this
focus of attention are concern for the quality of public
education and the impending teacher shortage. Each
is discussed below.

Concern for quality. In recent years we have
seen a flurry of national and state reports voicing
dissatisfaction with the quality of public education
and putting forth recommendations for its improve-
ment (e.g., A Nation at Risk, National Commission on
Excellence, 1983; A Nation Prepared, Carnegie Com-
mission, 1986, Tomorrow's Teachers, Holmes Group,
1986; Who Will Teach Our Children? California Com-
mission on the Teaching Prof. sion, 1985). While the
content and structure of teacher preparation pro-
grams vary among institutions and across states, key

o . cf ¢ < £ 2, TR
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issues have been identified and debated, and reform
is well underway in many places. In California, for
erample, fragmentation of the teacher preparation
Frogram is an important issuc. Reform efforts in this
state have centered on building an integrated, coher-
ent, and extended teacher education program and on
the development of collaborative arrangements be-
tween university discipline faculty, teacher educa-
tors, and public school personnel.

In 1983, the Office of the Chancellor of the Cali-
fornia State University issued a reporton Excellence in
Professional Education (Morey). This report spoke to
the issue of fragmentation. It also reflected the judg-
ment ot many California teacher educators and public
school persornel that one-year teacher credential
programs inadequately prepared ncvices for the
complexity of teaching, and an induction period of
actual school teaching experience and structured
support was needed. This view, shared by many
across the nation, is heightened by the tremendous
grewth in know ledge about teaching and learning,

Education is the only profession in which the
novice s responsibilities are the same or more difficult
than those of veteran professionals (Borko, 1986;
Darling-Hammond, 1985; Hall, 1982; Huling-Austin,
1987; Lanier with Little, 1986; Odell, 1987). Medicine,
engineering, and architecture require 2 lengthy train-
ing period with gradual increases in assumption of
responsibilities (Wise & Darling-Hammond, 1987).
These and other professions have defined and refined
induction and socialization programs. New archi-
tects, engineers, and psychologists, for example, must
work under the direction of an established profes-
sional for a predetermined length of time before licen-
sure. Future physicians have extended intern and
residency experiences, and nurses spend two to four
years under the guidance of a senior nurse. Fducation
is still exploring and identifying the needs of novice
teachers, the mechanics and governance of induction
programs, and the effects of such programs.

Research has documented the critical nature of
the first year of teaching (Borko, 1986; McDonald,
1980; Nemser, 1983). The new teacher’s developmen-
tal growth, attitudes, feelings, style of teaching, ex-
pectations and decision to remain in teaching are all
influenced by the first year experience. The individ-
ualis in transition from the familiar and comfortable
roles of student and learner to teacher and, for many,
to adult. Working in the real world of the classroom



can result in g re-evaluation of expectations, changes
in teaching behavior and belief systems, and in disil-
lusionment (Blase, 1985; Hoy, 1968; Lortie, 1975
McMur:ay, Hardy & Posluns, 1987; Veenman, 1984).

Many studies have delineated the probleras
faced by new teachers. Inananalysis of 83 st .4 ¢.om
the perceived problems of beginning teacher. Jeen-
man (1984) determined that the ten problems most
frequently encountered in the first year of teaching
are in rank order: classroom discipline, motivating
students, dealing with individual differences, assess-
ing students’ work, relations with parents, organiza-
tion of class work, insufficient materials and sup-
plies, dealing with problems of individual students,
heavy teaching load resulting in insufficient prepara-
tion time, and relations with colleagues. Commonal-
ity exists betv een problems encountered by begin-
ning elementary and secondary teachers. Interest-
ingly, classroom discipline is the most serious and
frequent problem reported at every level. Further,
some studies relate the problems encountered by
beginning teachers to individual traits such as gen-
der, age, attitude, and academic ability (e.g., Stone,
1964; Myers, Kennedy & Cruickshank, 1979; Adams
& Martray, 1980). Other studies have sought to clas-
sify problems by focusing on teacher development
and have identified clusters of concerns at various
stages (e.g., Fuller & Bown, 1975; Clement, 1985;
Adams, Hutchinson & Martray, 1980; Murphy, 1988).
The underlying reason for delineating the problems
of new teachers is the assumption that successful
efforts which address the problems will improve the
quality of teaching,.

In recent years, many research and evaluation
studies have beon deone on programs to assist new
teachers. These studies vary in scope, purpose, and
methodology. Huling-Austin (1988) did a synthesis
of seventeen data-based research studies on induc-
tion programs and practices that had been reported
since 1977. As an organizing framework for the sy »-
the-.s, she identified five goals of new teacher pro-
grams and found research data to support the view
that induction programs can be successful in achiev-
ing these goals. The five goals were:

1. To improve teaching performance;

2. Toincrease theretention of promising begin-
ning teachers during the induction years;

3. To promote the personal and professional
well-being, of beginning teachers;

4. Tosatisty mandated requirements related to
induction and certification;

5. To transniit the culture of the system to be-
ginning teachers.

Inaddition, Huling-Austin (1988) reported that
the studies collectively also documented (1) the need
for flexibility in induction programs, (2) the impor-
tant role o the support teacher, (3) the importance of
placement in beginning teacher success, and (4) the
need to educate the profession (as well as the public)
about teacher induction.

Huling-Austin (1986) believes that it is also
important to state what induction progrins cannot
accomplish. She contends that induction programs
cannot reasonably be expected to overcome major
problems associated with school context such as mis-
placements in which a teacher is given: 1) misassign-
ments—placements that do not niatch the teacher’s
discipline; 2) classrooms that are overcrowded; 3) too
many preparations; and 4) placements where even
veteran teachers have difficulty. Likewise, induction
programs cannot turn all at risk novice teachers into
professionals, nor effectively screen out weak teach-
ers withoutevaluation provisions in place. Finally, al-
though effective induction programs can impact the
retention of qualified teachers during their initial
years, Huling-Austin suggests that to significantly
improveteacher retentionlong-term, weneed changes
in the educational system at large.

The impending teacher shortage. The goal of
improving, teacher quality probably would not, by
itself, “ave spurred the current level of beginning
teacher program activity. It took projections of a
teacher shortage to focus state and national level
attention on the supply and retention of new teachers.

[t is estimated that by the year 2000, tne nation
will need to replace half of its 2.2 million teachers due
to retirement and & ition. Yet, the supply-side pic-
ture is dismal. Only 6.2 percent of entering college
students in 1988 were interested in teaching as a
career; over twenty percent showed an interest two
decades ago (see Schlechty & Vance, 1983; b, uling-
Austin, 1986). Moreover, an estimated fifty percent of
all new teachers leave after five to seven years of

Introduction 3
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classroom teaching, and cighty percent are gone after
ten years. This attrition of teachers from education
represents a tremendous loss of public investment in
teacher preparation. Some do return. But even when
sophisticated methods are used to estimate and in-
corporate return rates of teachers, the national need
for teachers remains very significant,

California will need between 16,000 and 20,000
new teachers cach year for the next decade. With an
estimated 26,000 students enrolled in basic teacher
credential programs in California, the training costs
are in the hundreds of millions of dellars anpaally.
Yet, like elsewhere, California estimates that up to
half of these beginning teachers will leave teaching
within five years. The high rate of attrition com-
pounds the recruitment problems of school districts,
and increases the overall costs of preparing a suffi-
cient supply of teachers for California schools.

The reasons why teachers leave the classroom
have been well documented. Conditions of work are
frequently cited, including salary level, lack of career
ladders, non-teaching assignments, class size and
lack of adequate resources. Many teachers also leave
because of frustration, isolation, unmet expectations,
and a sense of helplessness over the increasingly
complex demands all teachers face.

ACCOUNTABILITY AND ASSESSMENT

The publicly supported effort to improve the
quality of teachers through preservice and inservice
education has resulted in increased need and pres-
sure for measuring teacher performance. Assessment
Is seen as a means to verify professional knowledge
and competence. Such verification can support of-
forts for | igher teacher salaries as well as become a
basis for licensure and credentialing. States have
experimented with different procedures for testing
basic skills, assessing pedagogical competence, and
certifying subject-matter expertise. In fact, the vast
majority of states with new teacher support pro-
grams empharize assessment and require a summa-
tive evaluation to determine whether a new teacher
should receive state certification. The furction of
assistance with such programs is often to help teach-
ers meet the assessment standards. On the other
hand, programs sponsored by the District of Colum-
bia and twostates aim only to provide assistance and
support, and have no formal assessment component.

4  Designing Programs for New Teachers

Tur CavirorNiA ErvorT

School districts and, to a lesser extent, universi-
ties have always given attention to neophyte teach-
ers. During the 1980s, this attention has become more
intense and formalized. Local school initiatives were
bolstered by the California Mentor Teacher Program,
which paid successful teachers extra money to pro-
vide inservice education to other teachers, Further,
both school and university interests were assisted by
support from the federal government and private
foundations. For example, the Harcourt Foundation's
Scholar’s Program annually selects a new cohort of
twenty San Diego State University students that it
then supports from theirsenior vearin college through
their third year of classroom teaching. The US.
Department of Education, through several of its
programs, has funded many projects for new teach-
ers, including those for bilingual teachers.

Public funding in California was authorized by
the legislature in 1986 as an intersegmental effort of
the California State University system and the State
Department of Education. Five currently funded
projects entail collaboration between a CSU campus
and local public schools to support new teachers in
inner-city schools. The expressed purposes are to
increase teaching effectiveness and improve the re-
tention rate of new teachers.

In 1988, the California legislature authorized
formation of the California New Teacher Project. In
addition to developing and evaluating alternative
induction programs, this project is designing and
studying alternative models of teacher assessment
for potential revision of state credentialing require-
ments. Fifteen new teacher projects were funded, and
the potential collaborators with schools were broad-
ened to include teachers’ associations, county school
district offices, the University of California, ard pri-
vate colleges and universities in addition to the Cali-
fornia State University. It is intercsting to note that
eighty percent Lf the proposals submitted in this
funding competition were school district and univer-
sity collaborations. In an effort to explore alternative
configurations, however, the State Department of
Education and the California Commission on Teacher
Credentialing funded proposals whichrepresented a
diversity of partnership moduls.

Thus, California by 1989 had a varicty of new
teacher programs funded locally, by the state and by
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federal and private foundation sources. Networks
quickly developed among the various program and
project leaders, and it became clear that many of these
programs were addressing similar situations and
trying to implement similar innovative ideas. Some
of these innovations potentially applied to other
programs throughout the state. ltalsobecame appar-
ent that program orientations and activities matured
and changed over time; older projects were signifi-
cantly different from newer ones. The knowledge
pained from these experiences would be transitory
unless an effort was made to document the learnings
and experience.

In order to capture and articulate the experien-
tial wisdom begin gained hroughout the state, Jhe
College of Education at San Diego State University
organized a conference for educational leaders com-
mitted to assisting new teachers. The State Depart-
ment of Education, Far West Laboratory, and the
California State University system were co-sponsors.

The state-wide conference, held in March 1989,
attracted eighty participants who were actively en-
gaged in baginning teacher programs. Topics ex-
plored included frameworks, obstacles, and practical
solutions for implementation, collaboration, and in-
stitutionalization of beginning teacher programs.
Only a few sessions featured presentations made by
experts. The vast majority were structured to gather
information—individually and collectively—from the
participants. Each workshop session began with par-
ticipants writing responses to questions posed by the
conference organizers. Next came small group dis-
cussions which were recorded and ater transcribed.
These materials were used by the authors of this book
to capture our growing practical knowledge about
programs to assist new teachers. A second workshop,
co-sponsored by the California State University at
Hayward and Oakland Unified Schoe! District, and
Far West Laboratory focused on Bay Area proposed
and current efforts to assist beginning teachers.

Knowledge gained at the San Divgo conter-
ence—and to someextent the Hayward conference—
are incorporated into this book. Chapter authors,
each involved in the structuring of the San Diego
conference, were selected for their expertise.

AN Ovierview oF THE Book

LauraWagner (Chapter 1) provides a context for
understanding state-supported programs toassistnew
teachers in California. One of the important factors
that shapes this context is the recognized need to
address the fragmentation in teacher preparation that
is a result of California credentialing law. Regardless
of intent, this law has resulted in the separation of sub-
ject-matter preparation trom professional preservice
educationand frominserviceeducation. Anothercriti-
cal factor is the complexity and heterogeneity of the
California education and policy systems; for Califor-
nia, reform efforts are likely to be products of coali-
tions, since multiple policy and programmatic ap-
proaches are necessary to accommaodate the varying
political, economic, demographic, and educational
conditions in the state.

Mary Gendernalik Cooper (Chapter 2) offers an
astute examination of conceptual frameworks which
undergird programs to assist new teachers. This ex-
amination serves the practical purpose of deepening
the reader’s comprehension of the operational models
and approaches discussed in subsequent chapters.
Cooper describes four frameworks and analyzes cach
framework for its efficacy in providing immediate as
well as long-term assistance to beginning teachers.
She mainta- that without this connection to a con-
ceptual frasnework, programs are less coherent and
therefare less eftective.

In Chapter 3, Diane S. Murphy, Katherine
Merseth, and Ann 1. Morey describe the content and
strategies for assisting new teachers. The information
presented reflects the shared knowledge and experi-
ence of beginning teacher project leaders who at-
tended the California invitational workshops. The
chapter provides useful examples of content and as-
sistance for starting the school vear as well as for
improving instructional performance throughout the
year. It also includes suggested adaptatior s of assis-
tance necessary for large geographic regions, ethnical-
ly diverse school settings, and year-round education.

Judith . Shulman and Victoria L. Bernhardt ex-
plain the role of experienced educators in assisting
new teachers. They describe the wide-ranging serv-
ices provided by public school teachers and adminis-
trators as we Il as district staff and university faculty to
assist new teachers. The selection of these “assistors”
ardd their appropriate matching with new teachers are
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critical elements in the success of the program. The
authors conclude the chapter with a set of recommen-
dations to consider when planning a new teacher
support program.

In Chapter 5, Bernhardt and Shulman turn their
attention specifically to the role of universities in new
teacher programs. They note that universities and
school districts increasingly recognize the need for
integrated, continuous and relevant instruction from
the college years through the professional develop-
ment years. Thus, teacher preparation institutions
working with public school practitionersare devising
extended curricula for professiona teaching. Each
partner can make unique as well as similar cc ntribu-
tions to the development of new teachers.

Louise Bay Waters, Carolyn Cates, and Cynthia
Harris (Chapter 6) address two questions: What per-
sonnel, programs, organizations, and other resources
are necessary to achieve project outcomes? How can
support be generated for the beginning teacher proj-
ect? They describe district offices’ contributions of
staff development, mentcr programs, and personnel,
as well as the contributions of teachers’ associations,
universitics, and county offices of education.

Seven new teacher projects are highlighted in
Chapter 7. They were chosen to represent the diver-
sity of organizational structures, providers, content,
strategies for assistance, and conceptual frameworks
that typify the California effort. The first two projects
described (Oakland-C5U Hayward, and San Diego)
are in their fourth year and represent university-
school district relationships that are dynamic and
focused on continually improving support for new
teachers. The Oakland-Hayward description gives a
four-year retrospective that is extremely useful be-
cause it documents problems faced by many projects
at the initial stages of implementation and provides
information about the successive steps taken to find
optimum solutions. In contrast, the San Diego de-
scription focuses more on the conceptual framework
for the project and the translation of this framework
into actual project activities.

The next four projects described are in their
second year of operation. The Poway program is a
collaboration between aschool districtand a teachers’
union. Full-time experienced teachers working under
the guidance of a Peer Review Board provide
individual on-site assistance to new teaclicrs and also

conduct assessments of teaching performance. The
CS5U Chico program, which serves a huge geographic
area involving numerous school districts, uses
interactive instructional television to provide
instructional seminars and to reinforce the
relationships established among ad visors, beginaing
teachers, and university personnel. The Santa Clara
project is an example of a school district-designed
and implemented program emphasizing time and
classroommanagement. Mentortea  ersand on-site
support teachers assist new teachers through one-on-
one consultations and class visits, seminars, and
workshops. The Santa Cruz programis a consortium
effortamong county offices of education, seven school
districts, and a university. Recognizing that new
teachers enter the profession at different
developmental <¢ 5 and with individual needs,
each new teache. lops and occasionally updates
anindividualizea planand works withanexemplary
teacher. Lastly, the El Cajon/San Diego project, a
collaborative project between a school district and a
university, is a three-phase induction model based
on a developmental stage concept with assistance in
the last phase drawing upon the resources of a
professional development school.

In Chapter 8, Douglas E. Mitchell and David
Hough provide a thought-provoking policy frame-
work for new teacher support. They begin by defin-
ing and examining five possible labor market strate-
gies forimproving the number and quality of Califor-
nia teachers. In doing so, they posc criteria for deter-
mining whether induction programs are the most of-
fective and efficient market strategy, and thev offer
an analysis of whether conditions warrant invest-
ment in new teacher programs.

If decision-makers choose to conc.ntrate re-
sources in induction programs as a labor market
strategy, then what orientations or patterns of sup-
portshould shape the contentof the programs? Mitch-
cll and Hough offer a typology for categorizing pro-
grams that is based on whether skills and knowledge
or collegial relationships command more attention
and whether the primary focus is directed locally at
the school site or more generally to the p: ofession in
toto. The typology provides a useful tool for analyz-
ing the relative emphases of different components
within an actual program. Lastly, the authors iden-
tify seven key players in induction programs and
note that it is difficult to know how to distribute the
appropriate mixture of responsibility and authority.

Q . N
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Perhaps Wagner's observation about the complexity
of California and the need for a variety of collabora-
tive models is helpful here.

Gary D. Estes, Kendyll Stansbury, and Claudia
Long (Chapter 9 focus attention on the important
matter of assessing teacher knowledge, skills, and
performance. Like other states, California is sevking
to evaluate individual teachers through the use of
particular instruments that purport to assess teacher
competence. Based on their work, the authors
conclude that assessments which more authentically
represent the knowledge and skills required for
teaching can help shape assistance to beginning
teachers, clarify the domains that are critical for
teachers, and increase public confidence inthe quality
of the teaching force.

This bookis not meantas a prescriptive manual,
but rather as a useful tool for those individuals and
groups who are planning and implementing pro-
grams to assist new teachers. We hope to provide
some encouragement, stimulate reflection and im-
prove our collective efforts to support beginning
teachers and ultimately to enhance the education of
the nation’s children. We also hope to highlight pol-
icy and assessment issues and to raise peeple’s con-
sciousness about the complexity of teaching. We
want o inform the development of guidelines and
legislavion that provide structure, and at the same
time foster flexibility so that local entities can maxi-
mize their efforts.
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CuartER 1

A Context for
Analyzing State
Supported New
Teacher Reform
Efforts in California

Laura A. Wagner*

State Department of Education

CTIVITIES to support new teach-
ers in Californija are part of a larger
mission to prepare, license, and en-
courage staff development for California’s
K-12 educators in a comprehensive fashion.
The purpose of this chapter is to provide a
state policy framework for analyzing these
new teacher issues. The central ideas to be
addressed inciude the central purpose of the
new teacher reforms in California, the policy
systemin whichreformsare positioned, some
examples of preservice preparationand new
teacher support programs, and lessons from
the implementation literature to give direc-
tion to new teacher reform activities.

* The vicws expressed in this article are the opinion of Hie
atthor and are not official positions of the California State
Department of Education.
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The Purrost or TeacHer Epuvcanon Reroras

In recent decades, teacher induction in Califor-
nia has been fragmented. Undergraduate work to-
ward the baccalaureate has been separated from
teacher preparation, which has itself been separated
from organized learning activities for teachers once
they are working, in their own classrooms. Teacher
credentialing has attended primarily {c candidate
literacy and standards for teacher preparation pro-
grams with fairly modest attention to assurances that
individuals demonstrate curricular instructional
competence with diverse student groups. California
iscurrently investigating the need to changeits teacher
credentialing requirement. There are currently two
levels of teacher credentials in California: a prelimi-
nary credential and a clear credential. To receive a
preliminary credential inCalifornia, candidates must
berecommended by a California teacher preparation
institution witha program approved by the Commis-
sion on Teacher Credentialing. Toreceive this recom-
mendation candidates must:

* complete a baccalaureate or higher degree
fream a regionally aceredited college or uni-
versity

* complete a single subject or multiple subjoct
professional teacher preparation program,
including studeni teaching, witha minimum
grade of B

* pass the California Basic Educational Skills
Test (CBEST), intended to assess basic adult
literacy inreading, writing and mathematics

* complete a course (two semester units or
three quarter units) in the provisions and
principles of the United States Constitutien
or pass an examination on the Constitution

* completeacourseinthe methods of teaching
reading or pass the National Teacher Exami-
nation entitled “Introduction to the Teach-
ing of Reading,” and

* verify subject-matter competency by:

* obtaining a subject-matter waiver
statement from the authorized person in
the education department of a California
college or university with a Commission-

10 Designing Programs for New Teachers

approved waiver program verifying
completion o a subject-specific program
(liberal studies or diversified subjects
concentration tor multiple subject, or
content-specific concentration for single
subject), or

* byachievinga passing score on the appro-
priate subject-matter area examination
given by the National 1< her Fxamina-
tions (content-specific for sit gle subject,
or general knowledge core battery for
multiple subject).

The preliminary credential is issued for a maximum
of five years.

To receive a professional dear credential an
applicant must:

* complete a fifth year of study after the
bachelor’s degree

e completeaunitrequirementin healtheduca-
tion, including, but not limited to, informa-
tion about nutrition, the physiological and
sociological effacts of abuse of alcohol, nar-
cotics, and drugs, and the use of tobacco

* complete a requirement in the needs for and
method: of providing educational opportu-
nities to indgividuals with exceptional needs
(mainstreaming), and

e satisfactorily complete a computer educa-
tion course which includes general and spe-
cialized skills in the use of computers in
cducational settings.

An applicant must have a grade point average
of C or that required by the approved institution,
whichever is higher, in all coursework offered to-
ward fulfillment of credential requirements. *

" Twreareavaricty of alternative rontes into teaching and
individuals with specific questions about tracher creden-
tal qualifications should contact a credential counselor
with the Commission on Teacher Credentialing, Sacra-
miento, California

22
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Once in the worktoree, teachers tend to pursue
voursework in self-selected areas which may or may
not be related 1o developing knowledge and skill
related to the subjects they teach. At the same time,

their increased knowledyge and skill is only weakly
related to advancement in the profession, either as a
master or mentor teacher or in another leadership
role. Thus, a fundamental purposcof theteaching im-
provement effort is to create a more comprehensive
system of new teacher preparation, credentialing,
induction support, ongoing professional develop-
ment and diverse career growthopportunities, where
the content of these activities is better articulated.

Toe Pouicy Systint ror INITIATING Niw
TiacHiR RerorM Errorts

Given the broad array of issues underlying re-
form in teacher preparation, credentialing, and in
duction, the challenge for state and local school
educators and university professors is to experiment
with manageable picces of the reforms and provide
opportunity for multiple alternative approaches to
develop locally, prior to making recommendations
for system-wide implementation. However, an un-
derlying assumptionhereis thatultimately, any state-
wide system needs to have clear goals, establish
rigorous standards for new teacher preparation and
accountability, and provide broad flexihility for
implementation in varying local contexts. Further, o
statewide system nweeds to take into account the
complexity of the California policy system. Susan
Fuhrman (1989), with the Eagleton Institute of Policy
Studies at Rutgers University, provides an interest-
ing viewpoint on the California policy system:

State politics and culture are strong influences
on the course of reform. The size and complex-
ity of California, the heterogeneity of teacher-
student populations, massive clectorate and
weak political party system boost the impor
tance of any state-wide elected ofticials. Fur-
ther, to mandate anything in California is al-
most prohibitively expensive because of the
owystemand the high portion of fund-
ing that comes from the state in the post-
Proposition 13era. Thestateis required to fully
fund any mandates. Hence
heavily on inducements to focal districts to
implement reform (pp. 61-75).

size Of th

California relies

The implications of the complexity and hetero-
geneity of the California system on reform eftorts are
several. First, reform initiatives are likely to be the
praduct of coalitions, rather than individuals; sec-
ond, limited resources tend to be allocated to those
ready (o experiment with change rather than to ev-
ervone on a formula basis; and third, there is a gen-
eral expectation that multiple policy and program-
matic approaches will be necessary to accommadate
the varying political, economic, demographic and
educational conditions in the state. Several examples
followr which illustrate these policy approaches. In
cach case, the initiative is collaborative, limited to
those evidencing readiness for change, and tied to a
larger cffort of informing future state policy

Exampies OF New Teacueg PrRepARATION AND
SurrorTt PrROGRAMS

The Comprehensioe Teacher Education Institutes

The purpose of the Teacher Education Insti-
tutes, jointly funded in 1988-1989 by the California
State University (CSU) and the State Department of
Education at $690,000, is to reform teacher prepara-
tion programs over a four-year period through three-
way partnerships. Funding is provided for school
districts, university subject-matter departments, and
schools of education to cooperatively rede gn and
strengthen teacher preparation programs to make
them more field based and responsive tothe learning
needs of California’s prospective new teachers. The
goal is that these collaborative programs will prepare
highly qualified teachers who are able to work effec-
tively with students from diverse backgrounds.

Six CSU campuses and one University of Cali-
fornia (UC) site are currently implementing, Teacher
Education Institutes. Two projects, one at San Diego
State University and a second at California Polytech-
nic State University, San Luis Obispo, are in their
fourth implementation vear. Five new projects at the
CSU campuses at San Francisco, Chico, Fresno,
Northridge, and at University of California, River-
side, are just beginning the implementation process
for 1989-90. Although cach of the seven projects is
expected tovary in program designand implementa-
tion, the following state goals shape implementation
of the locally developed plans:

¢ Establishment of a collaborative decision-
making process for teacher preparation

Chapter 1' A Context 11
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* Provision of an integ rated curricular and in-
structional program which nelps candidates
develop expertise in effective teaching of di-
verse student populations

* Articulation of undergraduate, graduate, and
student teaching components

* Astussment of teacher candidate knowledge
and skills

* Innovative approaches to postsecondary in-
structional delivery

* Recruitmentofunderrepresented groupsinto
teaching, and

* Articulation between preservice preparation
and inservice support.

Each Teacher Education Institute is intended to
be a catalyst for educational change in teacher prepa-
ration programs. Funds serveas a mechanism for self-
study, restructuring, and experimentation with alter-
native techniques of teacher preparation. In the pro-
cess, the institutional partners review and assess the
current teacher pr paration programs, select mutu-
ally agreed-upon Institute goals; design and imple-
mentaplantoachieve those goals, and developa plan
for institutionalizing the most effective practices once
state funding ceases at the end of the fourth year.

The san Luis Obispo and San Diego Institutes
have created collaborative work groups which gener-
ate, shape, promote, and implementinnovative teacher
education proposals. At both sites, the Institute has
revamped the formal advisory structure that pro-
vides input into the key policy maxing committees
that oversee the teacher preparation process. How-
ever, because the contexts differ, the focus of vach
project ditfers,

The Teacher Education Institute at San Diego
State University has focused a substantial part of its
attention on the development of an experimental on-
site teacher preparation program at Crawford High
School as well as on the development of a collabora-
tive decision-making process. Some of the key fea-
tures of the program are:

* Anongoing and systematic decision-making,

process that includes the academic depart-

12 Designing Programs for New Teachers

ments, the College of Fducation, and local
school district personnel as partners in the
development and implementation of the
teacher preparation program,

¢ Collaborative instructional arrangements
among, Collegeot Educttionfaculty, academic
department faculty, and public school teach-
ers, placing emphasis on the integration of
subject matter content and pedagogy,

e Coordinated aavising and supervision of
candidates by master teachers, education
faculty, and academic department faculty

* Asignificantincrease inthe number of scho I
based experiences in courses required for tae
prospective teacher, and

* A public school-site based pragram provid-
ing a classroom foruniversity instructionand
provision of a physical space where student
teachers can give cach other peersupportand
meet with campus and school-site faculty.

By contrast, the Institute at San fuis Obispo
serves as a catalyst for a number of initiatives and
programs. Some of these include:

¢ Appointment of public school teachers as
adjunct professors who serve in the teacher
cducation program

* Expansion of the master teacher training
program, including development of clinical
instructors to serve as resources for capperat-
ing teachers, and

* Expanded team teaching experiences to give
prospective teachers opportunities for varly
field experiences.

The Comprehensive Teacher Fducation Insti-
tute Projects at San Francisco State University; CSU
Northridge; CSU Chico; CSU Fresno; andthe Univer-
sity of California at Riverside cre still in their intancy,
though each has initiated wome activity. The Fresno
Institute is planning to orient university faculty to the
contents of K- 12 instruction. San Francisco State has a
multi-faceted approach in which tive task forces are
developing integrated training and assessment ac-
tivitic s for new teachers incurriculum and instruction

Do
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for heterogencous student groups, UC Riverside is
planning to undertake a Professional Development

School.

Regardless of approach, the Teacher Education
Institute effectiveness brings a commitment from the
multiple participants, including local schoe! district
personnel, teacher education faculty, and faculty in
university arts and sciences programs. In addition to
collaboration, several other policy issues are emerging
as important for program implementation, asreported
in the external evaluation of the pilot programs.

* School districts and universities differ dra-
maticallv in organization and culture, and
special ciforts need tobe madeby cach system
to facilitate communication and resource allo-
cation procedures.

* Becauseeach Institute grantis relatively small
and of limnad duration, Institute goals need*o
be focused and concrete so there is a reason-
able opportunity for reform efforts to be
implemented and institutionalized.

* The Teacher Education Institute is a “change
strategy” rather than a specified set of activi-
ties for high fidelity implementation. In other
words, the initiative must co-exist with other
institutional structures, and cannot initiate
reforms unless they comploment local readi-
ness for change.

The Inner City New Teacher Retention Project

Legislatively authorized as an intersegmental
effort of the CSU system in collaboration with the State
Department of Education, the purpose of the New
Teacher Retention Project is tosupport new teachers in
inner city schools in order to increase their teaching
effectiveness and improve their retention rate: .

Five CSU campuses (Hayward, San Diego, San
Francisco, Northridge, and Dominguez Hills) are
working with new teachers in four inner city school
districts. Two projects, one in San Diego and a second
in Oakland, are in their fourth implementation year.
Two new projects, one in San Francisco and one in the
greater Los Angeles area, are completing, their first
year of implementation. Combined, the projects are
providing service to approximately 400 new teachers.
Because the contexts differ, each or the projects is

providing teachc s with somewhatdifferentservices.
Nevertheless, in cach project, teachers:

* Work with experienced teacher partners

* Receive instructional support from peer
teachers and univernsity faculty

* Arereleased from classroom responsibilities
to observe and plan instruction, and

* Receivescholarships for university graduate
level study and a stipend for instructioral
materials.

In both the San Diego and the Oakland /Hay-
ward projects, new teacher support services are dif-
rerentiated to reflect new teacher needs and the date
when new teacaers are hired. (Approximately half of
the new teachers are not hired until after the onset of
the school year.) Those receiving the more intense
services have more direct contact with mentor teach-
ers, university faculty, and district staff developers.

Two additional projects in San Francisco and
Los Angeles, are in their initial implementation year.
Eachsite received abou® $100,000 forimplementation
activities, which include appointment of school site
teams for the development of new teachers’ coopera-
tive learning skills, on-site observation and assis-
tance of new teachers by university faculty, release
time for new teachers to work with other teachers,
seminars conducted by university faculty and dis-
trict mentor teachers, and a university-staffed tele-
phone hotline.

Evaluation data from the two original projects
indicatethatover90 percent of the teachers originally
served by the two programs are still teaching in
urban schools with 81 percent still working in inner
city, high minority schools, In 1986-87, the two proj-
octs served 50 teachers, and B0 teachers were served
in 1987-88; 90 percent of all these are still teaching in
urban settings. Importantdifferences between secon-
dary teachers participating in the project and a com-
parison group of new teachers emerged from the
projectevaluation. All participating secondary teach-
ers received satisfactory or better ratings on the dis-
trict teacher evaluation system; incontrast, 12.5 per-
cent of the comparison new ‘eachers were rated
unsatisfactory in providing a suitabi. iearning envi-
ronment for their students.

N
t
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In addition to enhanced teacher retention, the
New Teacher Retention Projects have had other
positive effects. New teacher participants demon-
strated stronger classroom management skills, more
diverse pedagogical skills and commitment to pro-
fessional development than their non-project peers.

e Retention Project evaluation has als | w¢ rided
insights into effective strategies for universicy faculty
working with new teachers in iriner city settings. For
instance, seminars and assistance need to be practical
while helping teachers develop self-analvtic and
reflective skills and the ability to adapt instruction to
the needs of their diverse student populations.

Thie California New Teacher Project

TheCalifornia New Teacher Project builds upon
and extends the lessons learned from the Inner City
New Teacher Retention Program. The California New
Teacher Project is a legislatively authorized evalu-
atio. . study, funded in 1989-90 at $4.5 million, to
study alternative models of new teacher support and
assessment. The overall purpose of the initiative is to
recommend a strategy to the California Legislature
for comprehensive induction and retention of well-
prepared classroom teachers. Such a strategy will
need to reflect the particular demands put on new
teachers and make cost-effective use of resources ina
candidate-based credemialing assessment system
supported by staff development opportunities.

The Commission on Teacher Credentialing and
the State Department of Education share the admin-
istrative responsibility for the program. New teacher
support programs are underway in more than 100
school districts, sume of which are working inde-
pendently, while others are working with teachers’
organizations and colleges and universities, either in
small partnerships or in large consortia. In addition
to providing information about staff development
needs of new teachers, the California New Teacher
Project is piloting a variety of complex measures of
teacher performance to inform the Legislature about
the need for more performance-based measures of
teaching, as part of professional credentialing and
staff development requirements.

Morethan 900 teachers are currently participat-
ing in the local pilot projects. Each new teacher par-
ticipant is engaged in a program of professional
development with the assistance of experienced col-
leagues. Preliminary data from the initial program

evaluation indicate that new teachers are supported
intwoprimary modes, although the support varies in
intersity. These include:

* experienced teacher support, both te meet
the initial “n-w job,” or “start-up” and to
help the new teacher learn or reinforce cur-
ricular, instructional, and managerial assess-
ment skills, and

* staffdevelopmenttraining, inservice courses
or workshops provided by districts and
universities on a vroad range of issues.

In the assessment component of the California
New Teacher Project, local project teachers and
administrators are assisting the state in piloting a
variety of new teacher performance assessments. In
addition to materials-based paper and pencil assess-
ments, these include structured interviews to assess
the ability of a teacher to teach subject matter, and
classroom observations of actual instruction. A vari-
ety of other performance assessments are in develop-
ment for piloting with New Teacher Project partici-
pants in the coming year. At this point, none of these
instruments is intended for ultimate adoption in a
California credentialing system. Rather, the study is
exploring the feasibility of these prototypesas modes
of assessment, either for credentialing or to guide
staff development decision-making,.

The multi-year evaluation of the New Teacher
Projectis examining a variety of issues, including the
cost effectiveness of the various support and assess-
ment activities in:

* retaining capable new teachers,

¢ improving their pedagogical content knowl-
edge and skill,

¢ improvingtheirability toteach students who
are ethnically, cuIturally, economically, aca-
demically and linguistically diverse,

¢ identifying new teachers in need of assis-
tance, and

* making careersin education more appealing
to prospective teachers.

14 Designing Programs for New Teachers
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Each of these initiatives — the Comprehensive
Teacher Education Institutes, the New Teacher Re-
tention Project in inner City Schools, and the Califor-
nia New Teacher Project, is examining different, but
related, parts of the teacher preparation and induc-
tion process. To forman integrated system, they must
also be linked to effective teacher recruitment and
selection practices and to local carcer opportunities
for classroom teachers in professior ~1 development
and leadership roles.

Pilot Initiatives to Improve the Recruitment and
Selection of California’s Classroom Teachers

The majority of students in California’s public
schools are from non-European, ethnic backgrounds.
By contrast, most of their teachers are white, non-
Hispanic women. The percentages of teachers from
the majority ethnic groupsis disproportionately low,
with the K-12 system employing only seven percent
Hispanic and 5.8 percent Black faculty. These are
disturbing statistics. Non-white teachers are impor-
tant role models for non-white students. Perhaps
more important, racism and racial segregation can be
reduced when persons of different racial or ethnic
backgrounds cooperatively interact around reward-
ing activities (Hawley, 1989).

To respond to these concerns, the Education
R¢ andtable, composed of the leadership of various
educational segments in California, charged a sub-
committee on teaching improvement with initiating
teacher recruitment efforts, Teachers, administrators,
and representatives of each of the postsecondary
educational segments are represented on the sub-
committee. In April of 1989, the committee spon-
sored a workshop where 32 district and university
teams developed local plans for identifying and
supporting minorities who might pursue careers in
teaching. In a departure from traditional conterence
practice, participants used the occasionto build work
plans for encouraging more minorities to consider
careersin teaching. Existing programs suchas Project
Socrates in Los Angeles and theSan Jose State consor-
tium were described. In these programs, students in
middle school and high school serve as tutors for
younger studentsand receive academicand persor...
counseling support for their own participation in
high school, college and postgraduate preparation
for teaching. As a follow-up, the CSU and the State
Department of Education issued planning grants in
1989 for implementing local recruitment strategies.

Significant progress is being made. Projects like these
need to be undertaken on a much larger scale it the
educational ~ nmunity is to effectively balance the
heterogeneity of the student and teacher populations.

Resousc~~ to Support More Local Career Jpportu-
nities fur Classroom Teachers

Strengthening teacher preparation, credential-
ing, and induction support are only one part of a
comprehensive system for new teacher development.
Rigorous teacher evaluation practices “owned” by
the practitioners themselves, as well as opportunities
for experienced teachers to take local leadership roles,
will be essential if our best teachers are to sustain
careers in teaching.

Experienced teachers need to be rewarded by
greater opportunity, morealternatives, and additional
career incentives to motivate them to continue doing
a good job and commit to staying in the profession.
These should be encouraged within a broad frame-
work of expanded teacher work roles. There are al-
ready a variety of site and district leadership roles
which experienced teachers can pursue.

Chief among these is the California Mentor
Teacher Program, which funded more than 10500
teachersin 1988-89 to work in staff developmentroles.
Mentor teachers do a broad array of work, including
developing curriculum, helping new teachers, and
participating in school site improvement efforts and
conducting district staff development activities. The
framework within which successful mentoring oc-
curs is set by both the individual and the district with
the mentor’s activities geared toward making a long-
term positive difference for individuals at the school.
This framework is not always present.

For the most part, mentor teacher work is sub-
stantive. However, the differential status of the men-
tor role has in some cases been minimized, with
mentors assigned “project” status, quasi-administra-
tive functions, or required to put in a designated
number of hours in retumn for the stipend. This is
unfortunate, and over the next few years special ef-
forts willbe maderegionally and locally to strengthen
the mentor teacher’s leadership role in overall school
improvementeffortsand indissemination of effective
teaching practices to new and veteran faculty.

Chapter 1: A Context 15

27



There are other things that teacher leaders can
do besides becoming a mentor teacher or an admin-
istrator. Some of these include:

* working as adjunct university faculty teach-
ing prospective and novice teachers skills
such as student and instructional time man-
agement, curriculumdevelopment, and how
to adjust content and materials to reflect
student diversity,

* developing curriculum content and materi-
als for specific student populations,

* developing subject-specific benchmark ac-
tivities and other assessments,

* site-level leadership in school improvement,
the integration of categorical and core pro-
gram curricula, and the formation and de-
velopment of professional development ac-
tivities, and

* collaborative participation in university-
based action research and development.

California State Senate Bill 1882, Chapter 1362
(Morgan, 1988) has been funded to support compre-
hensiveapproaches to professional developmentand
career opportunities in 1989-90. However, ratherthan
initiating a separate categorical program, the legisla-
tionfocuses state-funded staff development programs
on school-site needs related to strengthening subject
matter and instruction.

The school and its classroom teachers are iden-
tified in SB18B2 as targets for the design of profes-
sional development activities which are organized
chiefly around school improvement needs, rather
than solely around personal interest in external
workshops and courses. A second component of the
legislation authorizes the establishment of resource
agencies or consortia to design and provide staff
development where local capacity is lacking. A third
component focases on expanding the subject matter
knowledge and instructional strategies of classroom
teachers through state-wide projects organized
around the California Writing/Literature Project
model. Each of these efforts reflects the desire to
instill a more “cultural” view of professional devel-
opment where classroom teachers access professional
developmentopportunities within aschool improve-

ment context, as an alternative to participating in
external short-term workshops provided by experts
(Lambert, in press).

Professional development and leadership op-
portunities need to be coupled with better working
conditions for teachers-—competitive salaries, oppor-
tunities for planning, working with other teachers,
and working with students in class sizes adjusted to
student needs. Unless working conditions improve to
the point where teachers command the respect of the
adult community and feel valued in the work setting,
even the best teacher preparation, induction, and staff
development programs won’t retain them.

The next section reviews lessons learned frora
the research on implementation of educational inno-
vation; lessons which should serveas a good resource
base for implementing teacher education reforms.

LESSONS FROM THE IMPLEMENTATION LITERATURE

Twenty years of research on the implementation
of educational innovations gives us considerable
guidance about what to expect in designing acompre-
hensive new teacher preparation and support strat-

egy.

Knowledgeabout effective practice is critical for
successful implementationat theservicedelivery Jevel
(MicLaughlin, 1987). Practitioners need speific train-
ing in effective implementation practices, or must be
shown how to adapt existing strategies for that pur-
pose. Forexample, theexpansion of training for mentor
teachers is preparing them for, among other things,
working with beginning teachers. However, we can-
not always assume that individuals “have the knowl-
edge” and only need resources to put it to use. Oppor-
tunity for staff development during the regular in-
structionalday isan important approach tonewteacher

support.

The organizational Jocation of the responsibility
for implementing a change strategy or innovation
makes a difference (Rossman, Corbett & Firestone,
1988). Categorical program directors, who are fre-
quently hired “to implement” a program tend to be
outside the responsible authority “lines” in imple-
menting organizations. They have been hired to
address a specific problem or issue. At the same time,
the local staff person with the expertise may not be the
individual with the lineauthority. If the issuesdriving
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the initiative and the changes brought by the pro-
gram are to have staying power, they need the atten-
tion and support, if not the direct assistance, of those
with line responsibility (e.g. principals, assistant
superintendents, or deans). This makes it important
for both individuals, the “expert” and the “line au-
thority” to work together to change practice and
develop strategies for institutionalization. That way,
the program can, over time, become part of the insti-
tutional way of doing business, and resources will be
more likely to be present to help make local practitio-
ners expert in effective practice: (McLaughlin, 1987).

Some resource stability is critical for successful
implemeuntation of costly innovations. One key to the
likelihood of successful innovation is the degree to
which participants perceive that support foraninno-
vation will continue even when non-local resources
are expended (Whitford, 1987). It is ironic that the
very nature of “experimental” progra.ns indicates a
temporary resource base while getting real commit-
ment to a program requires that those who commit
the energy to it can anticipate long-term as well as
short-term support. In each of the pilot programs
cited above, the stronger implementation sites are
that way in part because local implementors ar:
“owning the program,” finding local resources to
help offset the state costs, and beginning early on to
find ways to institutionalize the powerful compo-
nents of their programs.

Implementation of new initiatives tends to be
on the margin of organizational work, where special
sub-units can be created to “handle” the problem.
Witness the proliferation of school lunches, interdis-
trict transportation, and categorical programs for the
disadvantaged (Kirst, 1984). The net effect of having
programs outside the technical core, however, is
fragmentation. The categorical programs “takeon a
life of their own,” asserting the never-ending needs of
their client group and failing to intersect with key
related initiatives. Thus, the New Teacher Project —
which is a pilot staff development program for pro-
spective new teachers — needs to be linked organiza-
tionally withstaffdevelopment forexperienced teach-
ers,and provide the kinds of support most needed by
individuals in specific contexts. To be sure, categori-
cal programs arise to provide focused attention on
individuals in need of specific services, whether
students or teachers; however, those who fund and
implement them need to ensure that services are
provided within the framework of a comprehensive

approach, rather than as separate, categorical pro-
grams on the fringes of the regular system.

Implementation strategies will vary depending
upon the understanding of the gnal, the activities
designed to reach it, the local context, and the popu-
lation of individuals participating in the innovation.
Implementation is the process of assembling the
organizational elements or pieces needed tomakethe
grand strategy work (Bardach, 1989). Individual
program objectives and strategies differ significantly
across the various teacher preparation and new
teacher induction programs cited above. This is to-
tally appropriate provided that each addresses sig-
nificant objectives and is organized to reflect the
needs of the population of individuals being served.
For instance, the various new teacher support pro-
grams reflect th: heterogeneity of California’s di-
verse teacher and student populations. Staff devel-
opment in inner cities has to be offered at times when
individuals can access it. For many, during school
and after-school acti vities are appropriate; for others,
Saturdays and summers are better suited to accom-
modate working and personal schedules. In other
settings, the relative geographic isolation among
teachers, teacher trainers, and institutions of higher
education meansthatteleconferencing and other long-
distance leaming strategies are most appropriate.
Thus, we see instances of key staff trained as “train-
ers,” then rotate to provide site-level teacher assis-
tance; and programs where teachers are brought
together through telecommunications to discuss
common problems.

CONCLUSIONS

Several conclusions can be drawn from this. A
central one is that we cannot expect a single model of
new teacher preparation, support, or career opportu-
nity to arise, any more than we can expect that one
approach to instructional pedagogy will work with
all students. Rather, state policies developed for
brader system-wide implementadon have to reflect
th. diverse needs of the state’s student teacher and
novice teacher populations.

Similarly, no one organization can provide all
of the needed services. Colleges and universities
have a central role in teacher preparation, but they
may also play a significant role in supporting new
teachers in the classroom. Similarly, local school
districts are likely to be excellent laboratories for
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clinical training of prospective teachers. There are
also some local school districts with strong capacities
to provide services for new teachers without the
assistance of institutions of higher education. Institu-
tions of higher education will be the major player in
providing new teacher support. But some local school
districts are also able to take this role. Interestingly,
research suggests that where muitiple agencies are
providing support, an equitable balance of service
from the district and the university is critical for
program success (Sovthwest Regional Educational
Laboratory, 1989). This confirms the value of a truly
collaborative relationship among agencies.

When asked to assume new roles, people need
assistance and preparation. Whether new teachers,
new teacher support providers, or administrators
expanding group participation in decision-making,
we each need the opportunity to develop new knowl-
edge and skill in non-threatening, supported envi-
ronments. ~ientors, principals, and site leaders need
training in their roles as supporters of new teachers.
New teacher coaches and college and university
support personnel need help learning how to work
with new teachers in their classrooms. Administra-
tors, teachers, and program developers may need
training in more complex approaches to new teacher
assessment and support. The kinds of assistance that
individuals need will vary by context, role, prior
knowledge and expectation, but our plans should
provide opportunities and revenues for training,
rather than assuming that individuals can assume
new roles in human service organizations which
reflect, rather than lend, the wider culture. Stated
succinctly:

At the heart of strategy is implementation; at
the heart of implementation is cooperation; at
the heart of cooperation is the creation and
maintenance of helpful environments (Bardach,
1989).

The described initiatives arc driven by a com-
prehensive vision of a well-prepared generation of
new teachers. Cooperation and coordination of effort
in supportive teaching environments will be essen-
tial i prospective and noviceteachersaretoenterad
ve rewared by the education profession. It is never
too soon to begin institutionalizing effective practice.
Although some fear that collaboration and coordina-
tion with others may obscure their own agenda, such
efforts often make both initiatives stronger. (A good

example is the gradual incorporation of student
performance data on state assessments with local
data collection efforts to inform site and district dec-
sion-making about programs.) Given the anticipate 4
complexities of 21st century society and work, the
task of teachers will be enormous. Getting new teach-
ers ready to meet the challenge is critical.
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CHAPTER 2

Conceptual
Frameworks and
Models of
Assistance to New
Teachers

Mary Gendernalik Cooper
San Diego State University

HIS chapter describes and exam-
ines alternative conceptual frame-
works which undergird efforts to
assist new teachers. Such frameworks may
be intentional, used to deliberatelv guide or
shape the assistance effort. Their presence
and influence can be more tacit, however;
embedded in the specific activities of the as-
sistance effort, but never clearly articulated
nor employed as the guiding standard for
determining the assistance activities. The
conceptual frameworks represent,and there-
fore, reveal orientations to, beliefs about,
and operational meanings of three core
concepts: teacher, teaching, and assistance.
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Approaches to assisting new teachers generally
reflect one of three conceptual frameworks, each
distinct from the others in terms of how it essentially
defines or understands the three core concepts. Each
of these conceptual frameworks reflects a distinct
epistemological tradition or set of standards and
beliefs upon which knowledge claims and concep-
tual definitions are based. A fourth, conceptually
eclectic, approach to assisting new teachers alsois ex-
amined. This approach is predicated on concerns
teachers demonstrate rather than on qualities or char-
acteristics which define teacher or teaching.

Each framework and the attendant meaning of
the core concepts is summarized below. The discus-
sion then proceeds to examine the relationship be-
tween conceptual frameworks and operational
models of assistance. These relationships are charac-
teristically reciprocal and dynamic; they also can be
contradictory. The chapter concludes with a brief
discussion of some of the forces likely to influence the
shape and substance of those relationships.

This examination focuses on meanings, ideas
and beliefs, and their implications for practice. While
essentially intellectual, this examination has the
practical aim of deepening the reader’s comprehen-
sion of the operational models and approaches dis-
cussed in subsequent chapters of this volume. In so
doing, it promotes better informer judgments about,
and professionally sound utilization of these models.
(This examination reflects the orientation that the
intellectual and practical are inevitably and inte-
grally linked [see Van Manen, 1977].)

THE IDIOSYNCRATIC SURVIVAL-RESPONSE
FRAMEWORK

The first of the conceptual frameworks is dis-
tinct from the other two in that teaching and teacher
are conceptualized as purely idiosyncratic. Within
this framework the design, implementation and
evaluation of the operational assistance model are
not shaped or orchestrated by coherent images of
these concepts. The meaning of these concepts can
only be inferred from the specific assistance activi-
ties. Those meanings may vary widely, and are sus-
ceptible to contradiction. Teacher conceptualized as
technician may be embedded in one set of assistance
activities, while another set may communicate the
image of teacherasautonomous decision-maker. Within

this framework, the concept assistance cssentially
means responsiveness or reaction to expressed need.

The operational assistance models that reflect
this conceptual framework are often characterized by
non-integrated components :ad actions. The collec-
tive assistance activities may reflect the entire contin-
uum of the concepts teacher and teaching, from
*laborer through craftsman to professional and artistic
decision-maker (Mitchell & Kerchner, 1983). The re-
sponse-oriented models may reduce assistance to
“survival” tips and lack sufficient internal cohesion
to exert long-term positive influence on the new
teacher’s professional practice. This lack of cohesion
can lead to incongruent or contradictory assistance
{e.g., suggestions for inanagement and discipline
that are highly teacher-centered and directed while
suggestions related to instruction and learning ac-
tivities promote student initiative, choice and self-
regulation).

Thisidiosyncratic conceptual framework makes
it impossible for the operational assistance effort to
function as a coherent strategy for acculturating new
teachers into the profession. This assistance model
places responsibility for determining need and soiu-
tion primarily, if not solely, with the new teachers
themselves; arguably the least capable of making
accurate assessments, by virtue of limited experi-
ence, high anxiety, and the natural confusions which
are associated with the first teaching assignment.
New teachers’ expressed or felt needs are, all too
often, directed at symptoms rather than issues or
problems. While these expressions warranta respect-
ful hearing, the new teacher deserves the wisdom
and insightof more experienced and, hopefully, more
expert colleagues to assist in sorting through the
complex phenomena of practice. The id:osyncratic
conceptual framework and its attendant survival-
response assistance models are ill-suited to assisting
new teachers in developing a clear sense of “profes-
sional self” or in charting a coherent course of con-
tinuing professional growth.

*laborer — teaching is relegated to the presentation of
standardized curricudum; craftsman — teaching requiires
the application of specialized technigues; professional and
artisticdecision-maker — careful analysis and diagnosis of
the learning situation informs both the design and adapta-
tion of instruction
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THe TecHNiICAL-INSTRUMENTAL FRAMEWORK

The second conceptual framework reflected in
approuches to assisting new teachers is grounded in
the positivist or empiricist epistemological tradition
which emphasizes the paramount significance of
overt observable behavior. The conceptions of
teaching, teacher, and assistance embedded in this
framework focus on demonstrable technical skill,
precise performance, and observable behaviors. The
process-prodirct research of the past two decades
which examined correlations between overt teacher
behaviors and student achievement outcomes repre-
sents this tradition and these conceptions. This re-
search has generated many of the prescriptions for
teaching practice which are emphasized in new
teacher assistance efforts based on this conceptual
framework. Within this framework, teaching is pre-
cise performance of clearly specified and sequenced
behaviors. Teacher is performer, technician, implemen-
tor, executor. Both conceptually and operationaily,
assistance in this framework relates totechnical tra:n-
ing or retraining, the refinement or expansion of techni-
cally precise accurate performance (see for example
Mitchell & Kerchner, 1983; Van Manen, 1977). The
prescriptions within this framework are character-
ized by minimal ambiguity with respect to behavior,
and broad generic applicability across situations and
subject areas.

Technical proficiency is the guiding image of
this conceptual framework and the assistance mod-
els which follow from it. The substanceand strategies
of the operational models are aimed at improving or
expanding precise performance and technical accu-
racy as ends in themselves.

This conceptual framework is strikingly dis-
tinct from the “survival-responsive” framework in
its clearly articulated conceptions of teaching and
teacher. These conceptions orchestrate the shape of
the operational assistance models. To the extent that
assistance based on this framework is responsive to
new teachers’ expressed needs, it is likely to first
associate the expressed needs with research related
tonew teachers’ performanceand thentranslate them
into terms or categories that canbeaddressed through
strategies which emphasize technically precise be-
haviors, such as clearly sequenced steps of instruc-
tion or precise statements of consequences for behav-
iors in management.

Operational assistance models within this frame-
work may differ from one another ir terms of the
specific performance areas they emphasize (e.g.,
management, instruction) or the particular research-
based proficiency models they employ. Instructional
assistance, for example, could in one effort empha-
size direct instruction and employ the model embed-
ded in the work of Brophy (1979), Brophy & Evertson
(1977), Anderson, Evertson & Brophy (1979), Good &
Grouws (1977, 1979). In another operational model,
instructional assistance might emphasize the coop-

rative learning strategies reflected in the complex
instruction model developed by Cohen (1983, 1987}
and her associates. In either case, the emphasis of the
assistance provided would be on the new teachers
refining their technical performance proficiency with
the particular model of instruction. Such would be
the case, irrespective of the topic.

This conceptual framework and the operational
assistance models which reflect it are highly congru-
ent with the prevailing conception of teacher per-
formance appraisal which relies on a checklist ap-
proach to teacher accountability and evaluations.
This framework also is congruent with efforts to
standardize curriculum, instruction, and instructional
pacing throughout a school district or across the
schooldistricts of a state. Suchstate-level new teacher
induction programs as those initiated in North Caro-
lina, South Carolina, Florida, and Tennessee reflect
this conceptual framework.

THe CompPLEX-INTELLECTUAL FRAMEWORK

The third conceptual framework for assisting
new teachers reflects a similarly explicit conception
of teaching and teacher. It is, however, considerably
more complex and comprehensive than the technical
instrumental framework, since it is rooted in the con-
structivist epistemological tradition which empha-
sizes human cognition, deliberation, and internally
directed intentional action (see forexample Ausubel,
1968; Shulman 1986, 1987; Giroux, 1988; Leinhardt,
1983; Stodolsky, 1988). Barnes (1989) succinctly
summarizes this conception:

... talking about teaching is analogous to de-
scribing a tapestry that has many threads of
different colors woven into complicated tex-
tures and patterns. One can remove individual
threads and examine them separately, but one
cannotappreciate the complexity of the tapestry

-
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without seeing how the threads are interwoven
to create the whole cloth. . .. Teaching is seen as
amoiguous and complex work requiring judg-
ment, action, and the capacity to reflect and
revise decisions on the basis of one’s observa-
tions and insights. Sound teacher judgments
must be rooted in deep understanding of teach-
ing, learning, learners, and subject matter and
how these factors interrelate in the teaching/
learning process. (p. 13)

The focus of assistance for new teachers in this
conceptual framework also is distinct from that rep-
resented in the other two frameworks. It would re-
flect that which Barnes recommends for preservice
teacher preparation:

. . . developing beginners’ inclination and ca-
pacity to engage in the sort of intellectual dia-
logue and principled action required for effec-
tive teaching. . .. The capacities needed ap-
pear to be primarily intellectual in nature and
do not merely result from training in the tech-
nical aspects of teaching. Rather, they involve
learning to see, to judge. and to act appropri-
ately in situations that cannot be precisely an-
ticipated. (p. 17)

Technical proficiency, which constitutes the
essence of the previous framework, is but one dimen-
sion of this framework. Here the technical dimension
is embellished toencompass developing the teacher’s
understanding of the underlying assumptions and
rationales, which in turn inform judgments about
when and where to employ the technical skill.

Operational assistance efforts based on this con-
ceptual framework emphasize structured reflection
by the new teachers on their own teaching. This is
done to affirm and hone intellectual disposition, ori-
entation, judgment and such capabilities as synthesis
and analysis with~ * abstracting them from practice.
Theimage oftea g embedded in this framework
expresses these capacities as integral facets of both
the conception itselfand its practical representations.
The teacher is intellectually eng=c.d in this model.
Both the capabilities and dispositions characteristic
of that engagement are emphasized in the opera-
tional assistance effort.

Reflection is a prominent feature of assistance
efforts grounded in this conceptual framework. Char-

acteristically, these assistance models engage new
teachers in systematic, structured examination and
analysis of their teaching practices. Such examina-
tions focus on both the distinctive and interactive
influences of learner characteristics, curricula, instruc-
tional approaches and materials, and sc”.0oland class-
room context. These exercises convey the centrality of
informed judgment in acti~~ (see Gowin’s (1981) dis-
cussion of “action as informed behavior”) to this
framework’s conceptions of teacher and teaching.
They also provide the new teachers with a strategic
model for making sense of their practice (i.e., generat-
ing new understandings from practice) and then
improving their practice and practical judgment on
the basis of those understandings.

In practice these reflections migh. focus on ana-
lyzing curricula as representations of subject matter.
“Is this reading curriculum phonics or grammar
based?” “Is it literature?” “Is this mathematics cur-
riculum really nothing more than computation?”
Similarly, reflection mightexamineinstructional strate-
gies being used by the teachers as applications of
learning theories and go on to explore their utility
with a variety of distinct learnings (i.e., skills, con-
cepts, facts, or values). These examples suggest that
th = conceptions of teaching and teacher, being con-
veyed through theassistance effort, encompass cogni-
tion, judgment, knowledge, and reaningful behavior
or action. The whole of teacher or teaching is, in this
conception, incomprehensible if individual dimen-
sions are focused upon or emphasized in isolation.

THe ConcerTuaLLy Eciectic, CONCERNS-
ORIENTED FRAMEWORK

The concerns-oriented framework does not
conceptualize teacherin terms of categorical qualities
(e.g., artisan, technician, reflective decision-maker) as
do the technical-instrumental and complex-
intellectual frameworks. This framework reflects the
work of Fuller and Bown (1975) and more recently
Berliner (1988), which defines teacher in relation to
categories of concerns which occupy teachers’ atten-
tion. According to Fuller and Bown these concerns
follow a sequenced pattern: survival concerns, teach-
ing situation concerns, pupil-oriented concerns. The
allure of this framework for planners of assistance
programs lies in its underlying notion of develop-
mental stages through which teachers pass. Assis-
tance programs based on this framework are likely to
be structured around the posited sequence of con-
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cerns. Such programs begin with an emphasis on
survival tips and a “get through the day” focus
followed by activities that reflect a technical concep-
tion of teaching, then activities that suggest the
teacher’s need for reflective or intellectual engage-
ment through activities requiring analysis, assess-
ment and judgment.

A critical flaw in this framework is that, in
conceptualizing teacher and teaching, it substitutes
categories of concerns for defining or categorical
characteristics of tt.e concepts. Teachers and the con-
cerns they have are not synonymous. Teachers’ con-
cerns are not their defining qualities. A further prob-
lem with this framework is that its premise of “se-
quenced” stages of concerns has been seriously chal-
lenged by research which has found teachers of var-
ied experience levels to be concemed with issues
~ from all three stage categories stipulated as sequen-
tial in this model (see for example Adams, Hutchin-
son, & Martray, 1980; Adams & Martray, 1981; Sitter
& Lanier, 1982).

This sequence of concerns frame*"ork presents
a smorgasbord of concepts of teacher ...« teaching,
rather than a clearly oriented, coherently framed
understanding of them. In accommodating multiple
conceptions, it fails to assess and address the conflict-
ing or contradictory features inherent in the different
conceptualizations and in their implications for prac-
tice. It can easily engender innew teachersa muddled
sense of what it means to be a teacher or to teach.
Assistance approaches based on this framework
provide little direction to new teachers for structur-
ing, comprehending and intelligently acting on new
experiences. Their appeal lies in their appearance of
being grounded in research or theory or both.

DiscussioN

Inboth the technical-instrumental and the com-
plex-intellectual frameworks, the conceptions of
teaching and teacher dcliberately shape the sub-
stance and strategies of the operational assistance
efforts. At the same time, these assistance efforts
serve to acculturate new teachers to teaching and to
being teachers in terms of the embedded concep-
tions. Inother words, the assistance efforts reflectand
communicate deliberate meaning of teaching and
teacher to the neophytes. No such iiitentional image
imprinting isevidentin thesurvival-response frame-
work. There very likely is animage communicated —

one that is fuzzy and somewhat incoherent. The
sequence of concerns-oriented framework suggests
progressively changing conceptions of teaching and
teacher based on preoccupying concerns. As was
discussed above, the whole premise of this frame-
work is both conceptually and empirically suspect.

The relationship between conceptual frame-
works and operational assistance efforts is essen-
tially reciprocal. While the conceptual framework
provides an orientation and initial direction and
shaping influence on the operational model, once the
effort is underway it will influence modifications,
clarification and embellishments of the framework.
The absence of congruence between the conceptual
framework and the strategies employed in the opera-
tional model would likely reduce the conceptual
framework to mere rhetoric. The absence of this con-
gruence also can result in less coherent and, there-
fore, less effective operational models.

AsVanManen (1977) argues. conceptionsareas
much orientations — ways of looking at things — as
they are classifying or definitional categories.
Murray's (1989) observation regarding research,
“Basically researchers search only for what they be-
lieve exists,” also has an analog in this discussion.
What is believed about teacher and teaching influ-
ences the commitment to and shape of operational
assistance to new teachers. Such beliefs are always
imbedded in practical actions whether tacitly or de-
liberately. Conceptual analysis is, therefore, a criti-
cally practical component of assistance effort design
and implementation.

Any number of forces can influenc e concep-
tual and practical shape of new teache: .ssistance
efforts. For example, in instances where states (legis-
latures or administrative agencies) serve as catalysts
and funding sources for assistance efforts as part of
their teacher performance appraisal agendas, the
conceptual framework of the assistance models will
reflect that of the agenda. Other influential forces are
theexpertise and orientations of individuals involved
in designing and implementing the assistance effort
and perhaps the institutions those individuals repre-
sent. This is not fo say that involvement by particular
groups necessarily predetermines either the concep-
tual framework or the operational model of the assis-
tance effort. The new teachers who participate in the
assistance program are likely to influence its shape
and focus. How much influence any ot these forces
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has depends on how roles are defined and perceived,
whether constructive candor can be generated and
sustained among participants and whether there is
an inclination and effort to regularly monitor align-
ment between the conceptual framework and the
operative dimensions of the assistance effort.

This chapter offers a brief summary of four con-
ceptual frameworks associated with initiatives to
assist new teachers. It also provides a summary of
how those frameworks are reflected in, influence, or
shape operational models of assistance tc new teach-
ers. It briefly identifies key factors which may influ-
ence the reciprocal relationship betweer vonceptual
frameworks and practical assistance efforts.

Thebasic proposition is that conceptualizations
of teacher, teaching. and assistance play very active
and directive though sometimes subtle roles in shap-
ing efforts to assist and acculturate new teachers into
the profession. The fact that these conceptualizations
are often more tacit than explicit does not diminish or
negate their influence.

Comprehending the conceptual frameworks
embedded in assistance efforts and being more ex-
plicit about the frameworks as they influence those
efforts are of crucial importance. They make us criti-
cal and therefore better informed consumers of pre-
viously developed assistance models. They are es-
sential to establishing accurate and valid standards
or criteria for assessing utility, impact and effective-
ness of such efforts. For the reader of this volume, the
conceptual frameworks may be either illuminating
guides or focusing lenses through which to consider
the book's ideas, descriptions, and discussions.
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CHAPTER 3

Content and
Strategies for
Assisting New
Teachers

Diane S. Murphy
San Diego State University

Katherine K. Merseth

University of California, Riverside

Ann 1. Morey
Sar: Diego State University

A ScenaARIO OF FAILURE. .. AND NEw STORIES
OF SUCCESS

I am a new teacher, which means 1 am taking
over an empty classroom, right? When { walk
in the classroom door, it is bare. There is not a
picce of paper, a pencil! There are no erasers!
No chalk! No teacher’s guides! No textbooks!
I am lucky if there are chairs and tables and
desks. 1 might not even have a garbage can,
but if I do, it is probably full because the cus-
tadian did not enter that room since the for-
mer teacher left in June. That is what 1 enter
into. Iff amlucky, it is two or three days before
the kids arrive. If  am typical, it's three hours
before the kids arrive because | got hired just
after school sta.ted when district personnel
knew they had enough kids to need me. If lam
really unlucky, it's t'wo weeks after the kids
arriveand | am getting all the kids who do not
want to be there because they are leaving their
buddies from classes they were in before |
came.

Second, noone tells me where toget the books,
papers, crayons, and erasers | need. Finally, 1
get brave enough to interrupt a person, who |
know does not want tobe interrupted, and she
says: “Go down and ask the secretary in the
principal’s office where the bookroom is.”
Now in most schools, when [ arrive at the
bookroom, there is a clerk there with a thou-
sand forms to fill out and no books on the
shelf .. . because all you experienced peuple
{you, who have had the privilege of being in
that school if you wanted to for the last two
weeks) have been popping in and and grab-
bing every new book that came in the door.
You have them in your classroom! So what is
left are the dregs that nobody else wants. |
don’t know if they are good books or bad
books. I don’t even know if they are appropri-
ateto the kids  am going to teach; and nobody
is there to help me make that decision. 1 go to
*he supply room for paper, pencils, and cray-
ons. If I'm lucky there are some left. If not, al}
the teachers who are experienced and have
been there already have taken everytning that
came in the first supply shipment. Here 1 sit.
The kids arrive tomorrow morning. { don't
know what 1 am going to do. If thad any plan
from my preservice training, it at least re-
quired paper, pencils, and books!
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Now, here’s the other thing that happens in a
typical California classroom: the next dav kids
from at least three if not five different ethnic
backgrounds walk into my room. Several of
thr<e children do not speak English. Regard-
less of how good my preservice preparation
was, it could not have prepared me for this!
{Taken from interviews with new teachers
reported by Beatrice A. Ward, 1989]

This unfortunate scenario is the experience of many
novice California teachers. However, success stories
are beginning to surface as well, largely due to begin-
ning teacher support programs now being piloted in
the state. Consider the words of two new teachers
who have had advisors assigned to assist them at
their school sites:

My start-up partner was (and is) incredible!
We began working together during the last
part of summer vacation and she was always
available for questions, ideas, support and an
occasional shoulder to cry on. We went over
my discipline plan, classroom setting and
organization, my lesson plans, etc. Many times
we staved at school through the dinner hour
discussing and working on school projects. |
feel very close to her and know 1 can go to her
with my needs. She always has treated me as
an equal and 1 will always be grateiul for her
assistance. [ A secondary languageartsteacher |

I needed to be supported emotionally and ad-
vised as to the school day’s ‘ebb and flow.” All
questicns | may have had concerning materi-
als, teats, ete. were answered. My “buddy”
often came to my room for a drop-in visit and
commented positively on what she saw. She
shared her ideas ar.d materials willingly and
was excited about mine. | A combination 1st/
2nd grade teacher ]

Their experiences are cause for hope: hope that the
scenario of failure will be replaced by stories of
success as the effects of beginning teacher programs
for a few become the norm for the profession.

This chapter is desighed to provide information
on the content and strategies of assistance that have
helped to create these stories of success within Cali-
fornia. The information presented reflects the shared
knowledge and experience of beginning teacher

project leaders who attended the statewide invita-
tional workshops on beginning teacher programs. At
the workshops, “content of assistance” was defined
as the subject matter that is emphasized in beginning
teacher programs. “Strategies of assistance” were
defined as ways that assistance is delivered, includ-
ing who provides the assistance and how it is pro-
vided. The chapter hasbeen organized toidentify the
content and strategies that have been highly empha-
sized in California programs, and to il'ustrate both
the similarity and diversity of program assistance. It
describes assistance for starting the school year as
well as for improving instructionai performance
throughout the first year. The chapter also suggests
adaptations for large geographical regicns, multicul-
tural school settings, year-round education, and sec-
ondary school programs.

DeterMINING THE CONTENT OF BEGINNING
TeacHER ProGrAMS

Major tasks confronting planners of new teacher
assistance are determining program content and es-
tablishing priorities. An assessment of new teacher
needs is a valuable way to learn new teachers’ per-
ceptions of their situation. However, new teachers
have a limited experience base for analyzing the
types of assistance they may need. Thus, it is impor-
tant to incorporate the informed knowledge of re-
searchers and practitioners whound~<*-~d the needs
of new teachers within the broad ext of the
profession in planning anassistanc  rogram. There
is a growing bndy of literature which should be
explored in this process, including Knowledge Base for
the Beginning Teacher (1989), a recent publication by
the American Association of Colleges for Teacher
Education. Inaddition, prospective leaders can learn
from the combined knowledge of those currently
implementing new teacher programs.

In order to identify the conten! areas and em-
phases of new teacher programs within California,
the 66 project leaders at The Invitational Workshop
on Beginning Teacher Programs in San Diego were
asked to indicate the degree of enphasis placed on
specific content areas in their 1988-89 programs and
whether they intended to retain or modify these
emphases in 1989-90. Beginning the list of content
areas to which participants responded were the 10
most frequently cited new teacher problems identi-
fied in Veenman's (1984) review of studies on begin-
ning teacher needs. Other areas frequently addressed
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FIGURE1

DEGREE OF EMPHASIS IN ASSISTANCE

Please rate the degree of emphasis in assistance (low—>high) that s cusrently provided in your project (what is)and indicate
your intent to retain or modify that emphasis as you plan for next year (what will be). Rate oni; those areas vou include or

intend to include as part of your project. Leave the others blank.

What Is Emphasis in Assistance What Will Be
low --> high low —> high
1 2 3 4 5 1) Classroom discipline 1 2 3 4 5
1 2 3 4 5 2)  Motivating students 1 2 3 4 5
1 2 3 4 5 3) Dealing with individual student differences 1 2 3 4 5
I 2 3 4 5§ 4)  Assessing students’ work 1 2 3 4 5
1 2 3 4 5 5)  Relations with parents I 2 3 4 5
12 3 4 5 6)  Organization of class wor k 1 2 3 4 5
T 2 3 4 5 7) Materials and supplies 1 2 3 4 5
1 2 3 4 5 8) Dealing with problems of individual students 1 2 3 4 5
1 2 3 4 5 9)  Balancing heavy teaching loads & preparation time I 2 3 4 5
1 2 3 4 5 10)  Colleague relations 1 2 3 4 5
1 2 3 4 5 11)  Psychological support 1 2 3 4 5
1 2 3 4 5 12)  Coping with isolation 1 2 3 4 5
1 2 3 4 5 13)  District related issues 1 2 3 4 5§
1 2 3 4 5 14)  Standardized testing 1 2 3 4 5
P2 3 4 5 15)  Stress management 1 2 3 4 5
1 2 3 4 5 16) Curriculum issues 1 2 3 4 5
1.2 3 4 5§ 17)  Record keeping T 2 3 4 5
1 2 3 4 5 18)  Procedures for referrals 1 2 3 4 5
i 2 3 4 5 19)  Time management 1 2 3 4 5
1 2 3 4 5 20)  Professional growth plans t 2 3 4 5
1 2 3 4 5§ 21)  Preparing for substitutes 1 2 3 4 5
1 2 3 4 5 22) 1 2 3 4 5
1 2 3 4 5 23) 1 2 3 4 5
I 2 3 4 5§ 24) i 2 3 4 5
1 2 3 4 5 25) 1 2 3 4 5
by new teacher programs were added to the list. (See Itis interesting to note that two of these areas — psy-
Figure 1.) chological support and curriculum issues — were not

among those identified in the Veenman review (1984).

The highly emphasized content areas desig-
nated by a majority of the leaders who implemented

The content areas that most of these respon-

programs in 1988-89 are presented inranked order of dents planned to highly emphasize in 1989-1990 in-
response: clude these five plus an additional 11 topics.

Content highly emphasized in 1988-89

* psychological support
* curriculum issues

* classroom discipline
* colleague relations
* relations with parents

Content highly emphasized in 1989-90

* motivating students

classroom discipline

organization of classwork

dealing with individual student differences
relations with parents

colleague relations

) [l{[lc 28  Designing Programs for New Teachers

IToxt Provided by ERI

40



psychological support

coping with isolation

time management

professional growth planning

curriculum issues

dealing with problems of individual students
balancing heavy teaching loads and
preparation

stress management

* materials and supplies

* preparation for substitutes

® % » 2 % 8

Itis not surprising that classroom discipline isan
important contentareain most new teacher programs.
Discipline was identified in Veenman’s study (19¢ 1)
as the primary problem of new teachers. The content
listing shows that programs in California have under-
scored this common need. However, it is particularly
interesting to note that content associated with moti-
vating students is the area in which most programs
intend to intensify assistance in the second year of im-
plementation. Perhaps the relationship between stu-
dent behavior and student motivation for learning is
being recognized and efforts to emphasize this rela-
tionship are being incorporated as induction pro-
grams become more sophisticated in addressing new
teacher needs.

The projected expansion in content focus and
emphasis of assistance in programs within California
could be attributed to various factors:

* refinement of the perceived needs of new
teachers during the initial year of program
implementation

* redesign of programs based on a reflective
analysisof the strengths and limitations of the
original programdesign and implementation

* networking between projects about ways to
enhance assistance

* feeling of greate competence by the project
leaders, facilitating the introduction of a wider
range of subjects following the initial year of
implementation.

But whatever is prompting the changes, the di-
versity of topics listed reflects the complex challenge
confronting those who would attiempt to support and
assist new teachers.

FIGURE 2
RANKS
Project Beginning Teacher.
Strategy o Assistance leaders = CANTP NTRP
Money for classroom
set-up expense 1.5 1 5

Help in their classrooms

provided by experienced

teachers 1.5 4 1
Observe expert teachers 3 25 4
Attend mentor teacher

presentations 5 5 7
Talk with other

new teachers 5 7 2
Demonstration lessons

taught in the new

teacher’s classroom 5 & 6
Support and guidance

from the principal 7 2.5 3
To attend educational

conferences of their choice 8 9 Y
To attend workshops a5 8 8
Formal university coursework

on a wide range of classroom

management and curriculum

COncerns. 95 i0 10

Individually ranked scores under each strategy of assis-
tance were summed and then divided by the number of re-
spondents in order todetermine a ranked order of response
for the project leaders and each of the new teachers groups.

DETERMINING STRATEGIES OF ASSISTANCE

Many strategies are available to assist begin-
ning teachers. Similar to determining content, new
tcacher needs and/or wants are only one criterionon
which selection of strategies should be based. How-
ever, identifying the preferences of novice teachers
canbeanimportantingredient in program design. At

(&
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the invitational workshop, project leaders were asked
torank 10strategies in the order they felt would reflect
what new teachers want most in an induction pro-
gram. Inaddition, participants in one of the California
New Teacher Projects (CANTP) and one of the state’s
Inner-City New Teacher Retention Projects (NTRP)
were asked to rank the same list. (See Figure 2.)

The consensus across all three groups is that
new teachers much prefer assistance that is immedi-
ate and is provided at the school site. Given the time
constraints and contextual needs associated with the
first year of teaching, workshops, conferences, and
formal coursework were not highly rated.

Interestingly, both new teacher groups ranked
support fromthe principal among their top three pref-
erences, while project directors ranked principal sup-
port seventh. It may be that project directors tend to
minimize thesignificant role principals play in theex-
periences of new teachers. This significance may
pertain to the existing evaluation system and the
perceived (or real) power of the principal within the
school setting.

The variation in responses between new teacher
groups suggests that the structures of assistance pro-
vided may have a significant influence on which type
is valued. “Talking with other new teachers” was
ranked second by the New Teacher Retention Project
and seventh by the California New Teacher Project.
The Retention program requires weekly meetings of
small cluster groups of new teachers (approximately
six teachers per group) as compared to optional
monthly large group new teacher meetings in the
New Teacher Project model. The higher rating from
Retention project teachers may reflect the satisfaction
of relationships that resulted from the clustering
process and its continuity. Similarly, the teachers who
gave a high ranking to “money for classroom set-up
expense” had been matched with a s*art-up partner
who was encouraged to take them shopping at the
beginning of the school year and help them make
appropriate selections of instructional materials. The
other group of teachers received only written and oral
instructions on how to purchase materials. Most of the
second group did not use the stipend until late in the
school-year.

It should be noted that formalized university
coursework is ranked last by all respondents. Feed-
back fromdiscussion groups at both conferences indi-

cates that assistance offered through coursework is
more valued if modifications are made in the formal-
ized structures of masters level coursework. For ex-
ample, in some projects, new teachers and advisors
have taken classes together and have engaged in
action research which specifically applies to their
particular school settings. San Diego State University
incorporated structures to promote reflective analy-
sisofanindividual’s teaching experience through the
use of critical incident summaries and case reports.
New teachers spend 10 minutes of each class session
writing about a critical experience (positive or nega-
tive) of the past week. These accounts help focus
individual thought and prompt small cluster group
discussion guided by a university professor. The
accounts are developed into case reports by incorpo-
rating descriptions of contextual factors and ananaly-
sis of all the elements of the expenience. The person-
ally relevant nature of the writing and the insights
derived from the discussions among teacher educa-
torsand new teacher colleagues tend to minimize the
burden of university coursework added toanalready
challenging schedule.

Similarity and Diversity of Support for New
Teachers Within California

Similarities cxist in the types of beginning
teacher support in California state-funded pilot proj-
ects. Most programs include: 1) assigning an experi-
enced teacher/faculty member to assist new teach-
ers; 2) training for new teachers; 3) new teacher sup-
port groups: and 4) stipends for classroom set-up.
But, by design, there is significant variation in the
intensity of assistance. Projects are funded at differ-
entlevels. Projects fund $500t0 $5,000 per new teacher
so that evaluators can analyze the impact of various
levels of assistance on the attainment of induction
goals. The most intense assistance, though relatively
veTy expensive, may be the most cost-effective option
if the intensity results in distinguishable improve-
ment in new teacher performance and retention.
Figure 3 describes four types of assistance; the strate-
gies listed under each illustrate the variation in de-
sign and intensity among the projects.

ASSISTANCE FOR BEGINNING THE ScHoOL YEAR

Research indicates that even the most ~om -
tent student teachers tend to experience feclings of
inadequacy and incompetence at the beginning of the
tirst year of professional practice (Murphy, 1988).
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Intensive Assistance

Full-time Advisor (1:12 ratio)
In-class assistance weekly
(e.g.. 3 hrs))

Intensive Assistance
Required/paid training for
new and assisting teachers
(can include release days)

Intensive Assistance
Regularly scheduled site-
based meetings with
knowledgeable theorists
and practitioners

Intensive Assistance

$500-51000

FIGURE 3
TYPES OF ASSISTANCE

Assignment of an Experienced Advisor

Moderate Assistance
Assigned school site advisor
Release days to work together

Training for the New Teacher
Moderate Assistance
Required/paid training for
new teachers
Training optional for advisors

New Teacher £ upport Groups
Moderate Assistance
Structured meetings with advisors
who have limited background in
theory and/or practice

Stipends for Classroom Set-up
Moderate Assistance
$200-$300

Minimal Assistance

Assigned school site advisor
No structures for working
together during school time

Minimal Assistance

Voluntary attendance at
training for new and assisting
teachers (no monetary
compensation)

Minimal Assistance

Support and interaction
limited to other new teachers
(no guidance from
experienced educators)

Minimal Assistance
$100 or less

Evertson (1989) clarifies why the need for start-up
assistance is so pervasive among beginning teachers:

The preservice teacher has rarely observed
and rarely participated in the construction of a
world of learning; rather, he or she has gener-
ally entered such a world in midstream, ex-
pecting to fit in and preserve the status quo of
the classroom. Thus, how to begin is an issue
that falls between the cracks of the preservice
world and the world of the professional teacher.
{p. 59

Thechallenge of providing adequate assistance
in a typically inadequate amount of time is compli-
cated by the fact that beginning-of-the-year assis-
tance must incorporate information on such diverse
elements as: 1) district and school site orientation; 2)
classroom set-up; 3) acquisition and organization of
instructional materials and supplies; and 4) creating
a learning environment. Strategies included in this
section are being used by California educators ac-
tively engaged in start-up assistance for new teach-
ers. To be effective, start up strategies must include
ways to promote motivation, information, and ac-
countability for assigned advisors as well as ideas for

integrating the new teacher into the profession. Cali-
fornia educators are using the following:

Hiring Practices. Insome districts, experienced grade
level or departmental personnel becuine actively in-
volved in the interview and selection process and
assume responsibility for assisting the new teacherin
order to support and justify their selection. They also
provide input to the principal as to who might make
the best match as an advisor for the new teacher.

Advisor Assignment. 1t is easier to ask for the help of
expericnced educators if the new teacher and other
project participants know that assisting roles have
been formally assigned to advisors. To the extent
possible, advisor assignment is made upon hiring.
Advisors are given explicit information about role
expectations. A good advisor/new teacher match is
more likely if the advisor is accessible at the school
site, has the same grade level expertise, is strong in
classroom management and discipline, is sensitive to
the psychological needs of new teachers, and is
committed to providing the necessary time for assist-
ing a new teacher.
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Social Gatherings. Several projects host social events
such as luncheons where new teachers and their advi-
sors meet in an informal setting. Frequently, other
school-site, district, and university personnel attend.

Intensive Workshops/Conferences. Somedistricts offer
one-week or even lonper conferences explr ring topics
important to new and veteran teachers. for example,
one site has a Summer Institute for advisors and new
teachers. It provides several weeks of immersion ona
topic, suchas instructional strategies for diverse class-
rooms. Another district sponsors a Professional De-
velopment Center where new teachers spend a week
prior to the start of school. They get acquainted with
other teachers in the school and district; and together
new and experienced teachers review the school cur-
riculum, discuss seating arrangements, bulletin
boards, and classroom management.

Project Orientation. The projects use a variety of
formats to orient new teachers and other personnel to
the project. Some districts orient new teachers, princi-
pals, and other assisting personnel in one large group
meeting so that all participants can hear the same
information, have the same expectations, and provide
an accountability check on each other for assistance
offered and received.

Handbook for New Teachers. A handbook is a helpful
tool that can facilitate orientation to the project, dis-
trict, and schoo! site. Some handbooks state experta-
tions for professional growthand present the project’s
con:eptual basis. One handbook presents five differ-
entsteps to be mastered before the school year begins,
and is the major sourcebook for workshops prior to
classes. Some handbooks also include pertinent infor-
mation that the new teacher is too overwhelmed to
absorb in an orientation meeting. They may also serve
as directories for local and district resources, or as
guides for assisting educators.

One-on-One. Advisors visit the new teacher’s class-
room and help them set it up. They help the teacher
obtain curriculum materials and gererally get ori-
ented to the school and its resources {(or lack thereof).

Stipends for Classroom Set-up and Other Purposes.
Since beginning teachers do not have the inventory of
materials that experienced teachers accumulate, they
receive stipends to offset costs of materials needed to
create a learning environment. Stipends generally
range from $100 to $500.

New Teacher Desk Kit. The district warehouse pro-
vides a kit of predetermined, standard desk materials
(gradebook, stapler, scissors, etc.) foreach gradelevel.
Each grade level kit has a specific order nuinber so
that delivery can bearranged as soon as a new teacher
is hired.

Ordering Classroom Materials and Supplies. Princi-
pals replacing retiring or transferring teachers re-
quest that those teachers order class sets of materials
(texts, papers, etc.) as if they would be returning so
that their replacements do not end up with shortages
and/or the “dregs” of the district.

School and Neighborhood Tour. A welcoming /orien-
tation strategy could include a tour of the school to in-
troduce new teachers to personnel as well as show
them all the things "hat experienced teachers already
know (e.g., cubbyholes of supplies). If the tour in-
cludes the neighberhood, the new teacher can gain
insights into many factors affecting the children who
live there.

Late-hire Contingency Plan. A contingency plan for
late hires is developed in conjunction with the begin-
ning teacher program offerings for all new teachers.
This plan reflects the practical time and personnel
constraintsassociated with late hiring. If checklists for
assistance have been formulated in advance, alterna-
tive approaches can be anticipated and incorporated.

Video-tapes of school start-up. Video-tapes of out-
standing teachers at work in the first week of school
have proven helpful to new teachers who have never
participated in creating alearning environment. Tapes
for each grade level can be developed and duplicated
for check-out. These can be used as a focus of grade
level new teacher group meetings, advisor/new
teacher conferencing, or individual viewing,

Shadowing. To capitalize on a new teacher’s intrinsic
motivation to prepare for school, districts prepare a
list of experienced teachers who are willing to have a
new teacher shadow them during the instructional
day. Available dates are determined and disseminated
tonew hires. Depending on the hiring date, shadowing
occurs in the spring, summer or fall. In schools
operating on a year-round schedule, staggered start-
up dates make this easier. For new teachers hired after
school begins, a shadowing experience lasting one
day to one week could be required as an alternative to
hiring a teacher for immediate placement.
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AssSISTANCE FOR IMPROVING INSTRUCTIONAL
PERFORMANCE

The prospectus for tine American Association of
Colleges for Teacher Education’s, Kniowledge Base for
the Beginning Teacher, asserts:

Knowledgeable teachers are not technicians,
but professionals — worthy and able to make
decisions and plans based on principled knowl-
edge that is adapted to the particulars of their
teaching situation, their students, their unique
experience and their own specialinsights, self-
knowledge, values and commitments (Gard-
ner, 1989).

Helping new teachers improve instructional
performance is the essence of a quality beginning
teacher program. Getting acclimated to a new setting
and position is vital but it is merely a foundation for
the more complex challenge of becoming an effective
and professional teacher. Ideally, the process of as-
sisting new teachers to become professional begins in
teacher preparation and extends into the initial years
of teaching. It requires the establishment of struc-
tures to help integrate the experiential wisdom of
expert teachers, the knowleage gained at the univer-
sity and the innovative and exploratory ideas of
novice teachers.

The threats to attainment are the constraints of
time, training, and precedent. Nevertheless, the goal
of improving instructional performance must remain
central fo the content and strategies associated with
new teacherassistance. Structures must be developed
that will create time for assistance; expert educators
should be trained in ways to effectively assist novice
teachers; and expectations for induction must be
clearly established within the profession. The
strategies presented in this section are among those
being used by project leaders who are currently
engaged in implementing programs to reach the goal
of improving the instructional performance of
beginning teachers.

Workshops, Conferences, and Other Meetings. A va-
riety of formats can be used for this type of staff de-
velopment, including after-school workshops, full or
partial release days, weekend events, and local, state
and national conferences. Through these activities,
new teachers can gain knowledge, understanding,
and skills that will help them in a range of areas such

as parent conferences, back-to-school-night, grading
and record-keeping, effective teaching, different in-
structional strategies, bilingual education, specific
curriculumareas, and teaching and learning in ethni-
cally diverse classrooms. These activities, particu-
larly when in the form of attendance at professional
seminars and conferences, can also provide accul-
turation into the profession.

Curriculum Forums and Follow-up Meetings. Sev-
eral projects offer day-long forums to enhance con-
tent knowledge in core curriculum areas and to pro-
mote skill in instructional planning and delivery.
Follow-up meetings encourage implementation of
instructional strategies and provide opportunities to
raise questions and share ideas and experiences.
When school site advisors are able to attend the same
forumsand follow-up meetings, support in planning
for specific contextual and grade level concerns can
be more effectively integrated.

University Courses for Beginning Teachers. Univer-
sity coursework is designed especially for new teach-
ers. Using a variety of formats (e.g., seminars, critical
incident writing and analysis, lectures) courses have
included topics ranging from stress management,
classroom management, and multicultural educa-
tion to parent relations. Courses also include compo-
nents on second language acquisition, instructional
strategies, and teaching in the content areas.

Setting up for Substitutes. The work of preparing for
and, in some cases, “making up for” a substitute can
often negate the benefits of a release day inservice for
improving instruction. One solution is to suspend
continuity of instruction for a day and allow substi-
tutes, prepared with special grade level materials
which have been approved by district curriculum
coordinators, to teach content that they have per-
fected and that is worthy of interrupting the estab-
lished sequence of instruction.

Integration of Research Literature into Practice. New
teachers, veteran teachers, and university faculty
review the research literature on relevant topics and
use it to guide classroom practice and to develop
professional growth activities for new teachers. Spe-
cific projects have used research findings to structure
activities on classroom management, effective schools,
and such topics as the teaching of reading, math,
science, and cooperative education.
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Cluster Groups. Groups of six to eight new teachers
meet regularly with a university faculty member or
experienced teacher to promote acculturation. the
development of problem-solving skills, reflective
analysis, and expertise in identified areas.

Critical Incident Summaries. New teachers meet
weekly and do a brief writing session on an incident
(positive or negative) that occurred at their school.
The process of writing helps new teachers formulate
and articulate their own thoughts and insights. Small
groups facilitated by a veteran teacher or university
faculty member discuss some of the “incidents” to
promote understanding, reflective thinking, and peer
problem-solving.

Case Studies. Published case studies are a useful tool
to engage new teachers in analyzing situations and
promoting professional growth. In one project, new
teachers also develop their own case studies which
are reviewed by a university faculty member and are
discussed in group meetings.

Journals. Like critical incident summaries and case
studies, journal writing is another useful mode of
self-examination and can lead to clarification of is-
sues, a habit of reflection, and skill at problem solv-
ing.

Clinical Supervision. Advisors and university fac-
ulty clinically supervise the new teacher in the class-
room. Preconferences, classroom observations, and
post-conferences characterize this strategy in which
new teachers identify change targets and write pro-
fessional development goals.

Lesson Observations and Conferencing. Variouskinds
of observation are incorporated, depending on the
objective of assistance. The new teacher oserves
experienced teachers to become aware of alternative
styles and strategies. Or the advisor and the novice
teacher observe another teacher. In the latter case, the
advisorguides the new teacher inareflective analysis
of the instructional process.

Assess to Assist. Strategies of observation must be
linked to the concept that becoming a teacher is a
process and that assessment is the foundation for
assistance. In some projects, structures for self-as-
sessment are incorporated with other forms of forma-
tive evaluation (e.g., cognitive coaching and reflec-
tive supervision). Visual and auditory tapes with

written guidelines to promote diagnosis and analysis
are used by new teachers in consultation with expe-
rienced educators.

Team Teachting. A potentially less threatening strat-
egy than structured teacher observation is teamteach-
ing, in which classes are combined for some unitsand
novice and veteran teachers collaboratively plan,
teach, and evaluate the instructional experience.

Video Tapes. Video tapes are produced by university
faculty and district personnel as well as commercial
enterprises. These tapes can assist new teachers in
dealing with teaching situations.

Second-year Teachers as Buddies. Second-year teach-
ers are invited to activities with first-year teachers.
Because they can identify closely with the new teach-
ers, they can provide assurance, insights, and practi-
cal information. This structured interaction also has
provena vehiclefor the continued professional growth
of second-year teachers.

Newsletters. Project newsletters are a way to intro-
duce the new teachers, report project information
and cover topics of interest.

Help-Line. New teachers discuss matters witha public
school teacher, retired teacher, principal and/or uni-
versity professor, all available by telephone. In one
project, Ielp-Line members visit new teachers’ class-
rooms and provide on-site assistance.

Team Approach to Assistance. A team of educators
works with a specific teacher throughout the year.
The team often consists of an administrator, a re-
source teacher, an experienced grade-level teacher,
and a university professor.

Professional Growth Planning. Since 1985, creden-
tialed new teachers in California must develop an in-
dividualized professional growth plan and accumu-
late a minimum of 150 hours of participation in
activities related to targeted growth goals within five
years of receiving the initial credential in order to
renew the Professional Clear Teaching Credential.
Several new teacher programs train experienced
educators to serve as professional growth advisors
and provide inservices within the beginning teacher
prugram thatdirectly correlate with the new teacher’s
need to identify goals and develop a plan.

)
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ADAPTING ASSISTANCE FOR SPECIFIC SITUATIONS

The content and assistance of new teacher pro-
grams must be adapted to the unique settings in
which new teachers begin their teaching careers.
Adaptations for specific situations which will be dis-
cussed in this section are presented under the follow-
ing topics: 1) distance assistance: supporting new
teachers electronically; 2) year-round education as-
sistance; 3) assistance in multicultural school set-
tings; and 4) secondary level assistance.

Distance Assistance: Supporting New Teachers
Electronically

Some California projects are designed to assist
beginning teachers and their advisors over large
geographical regions. Some use interactive video
and cable television. Others provide assistance
through an interactive network of personal comput-
ers which can electronically transfer text messages
fromona person to another or toa group of individu-
als. An example of such a program is the Beginning
Teacher Computer Network which was initiated at
the Harvard Graduate School of Education.

Assistance delivered by an interactive com-
puter network connects teachers whoare assigned to
even the most remote locations. According to the
Harvard model, electronic support differs in two
important respects from typical assistance programs:
first, rather than one advisor to one advisee, all the
participants give advice to each other, resulting in a
model of professional development that defines an
advisor as a collection of individuals rather than one
person; second, the vast majority of members are
colleagues of equal status, negating much of the
expert-novice interaction of mostassistance programs.
With the exception of the university participants and
occasional invited guests, all of the comments, advice
and professional support given to the first year teach-
ers come from other first year teachers. This equal
status of nearly all the members causes the network
to resemble peer coaching models of staff develop-
ment.

Network conversations range widely, fre-
quently moving from a specific example or question
to more general exchanges or consideration of prin-
ciples. As an example, one Network message ex-
change initially focused on classroom management
skills, i.e., how to keep student chattering under

control. This stimulated five somewhat prescriptive
peer responses. Responses moved within a few days
to a broader consideration of student motivation and
the purposes of education. The conversation beganto
diverge after the following comment by one of the be-
ginning teachers: “A lot of this discussion hasbeenon
order and only a little bit of it is on what that order
should serve. . . . Orderisn’t what teaching isabout.”
One week later, a junior high science teacher re-
sponded with the message: “It is not so much the
algebra, biology, and writing that we teach, it is the
feeling of self-worth and confidence....” This
launched the electronic group discussion into a con-
sideration of personal priorities in teaching and a
debate about the relative importance of “character
development” and “purer academics.”

Because the network collectively represents not
one, bu  wide range of teaching environments,
thereexists a “sieve of neutrality” with 1egard tolocal
context knowledge. This local detachment, combined
with multiple perspectives of difforent individuals
from diverse subject matter fields, generalizes the
specific incident or situation to a higher level of ab-
straction. Networking, with its focus on the content
of the message and not on the local culture, seems to
foster the ability of novices to perceive more broadly
and more generally, helping them gain perspectives
on their own teaching and on the teaching of others.
Used in conjunction with a school site advisor who
assists with important local context concerns, the
network may well stimulate a level of reflection not
often found in teacher education or staff develop-
ment programs.

While experienced educators know that many
first-year teachers will experience a remarkably simi-
lar set of problems regardless of their school or class-
room location, novices often do not have this per-
spective. They frequently feel that they are the “only
ones” with discipline issues, management problems
or questions about the purposes of education. The
network provides novice teachers with a means to
share a teaching experience or a thought at any hour
of the day or night. This connectedness, providing
continuity from their training experiences as well as
contact with each other, helps break down the sense
of isolation that is particularly devastating to begin-
ners.One participant observed, “Hearing aboutother
people’s problems made me fecl less alone. Those
conversations let me know it wasn’t just me.”
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Thequestionisoftenasked: Is assistance through
a computer network expensive? Thirty-eight Begin-
ning Teacher Computer Network participants re-
ported an average monthly usage rate of 6.1 hours per
person per month for a total of 61 hours for the year.
Costs to implement the system are derived from the
capital expenditures for the host equipment, tele-
phone line charges, and technical personnel to main-
tain the system. The proliferation of computers in
schools makes it possible for participants to use these
computers to participate. Total Network expendi-
tures were $12,750 for the 1987-88 academic year, re-
sulting ina cost per hour of use 0f $5.50. In subsequent
years, assuming the same participation rates and
cohort size, the annual cost drops to approximately
$6000 resulting in an hourly rate of $2.91 because
equipment is re-used and no further equipment pur-
chases are necessary.

Noting that theaverage number of hours logged
by participants closely resembles the number of con-
tact hours for a one semester university course, this
technology offers a pragmatic and relatively low cost
means for universities to provide formal support to
beginning teacher graduates. As in their university
preservice teacher education experience, teachers now
gather electronically across thousand:z of miles to
consider a specific situation, problem or case. Only
now the “grist” or material for discussion is not an
abstract reading, a faculty lecture or a contrived sce-
nario; instead, the conversations are grounded in real
experiences and events that a network member has
encountered or questioned. The motivation to partici-
pate, either by passively reading the dialogue or by
actively sending messages, is very high.

Year-round Education Assistance

Inareas of high growth, many California schools
are actively implementing year-round ducation in
whichschools operate on multiple scheduiles ortracks.
One example of a multi-track system involves divid-
ing the student body into four tracks. Three tracks, on
a rotating basis, are always in session throughout the
year. Students and teachers have class for nine weeks
followed by three-week breaks. Vacation days for
students and teachers are staggered so that school
buildings can be cost-effective in accommodating
greater numbers of students,

Some of theelements associated with year-round
schools which affect beginning teacher programs are:

1) school start-ups are siaggered; 2) numbers of com-
bination classrooms (classrooms in which there are
two or more grade levels) are increased to allow for
every grade level to be offered on most tracks; 3)
interactions between grade level teachers, advisors
and new teachers, and total staff are hampered by
rotating vacation schedules; and 4) “flex” teaching
becomes necessary. A flex teacher is one who moves
his or her students and materials into different class-
rooms which become available on a rotating basis
through-out the school year. In some schools flexing
occurs every three weeks. Veteran teachers who have
first priority of assignment within most districts of-
ten avoid non-traditional assignments; therefore, a
higher number of new teachers begin their teaching
careers as flex teachers in combination classes on
tracks that begin during the summer months.

Strategies of assistance which may be effective
in traditional schools are frequently ineffex ive in
vear-round schools. Consequently, project. .or as-
sisting beginning teachers may need to implement
substanually different models of assistance within
the same district. Programs which currently incorpo-
rate year-round schools have suggested the follow-
ing adaptations in assistance:

* Multiple training sessions covering the same
content should be incorporated i1.to the pro-
gram design. For example, orientations for
new teachersand initial training foradvisors
may need to be oftered on two-to-four occa-
sions over a time span of four months (e.g.,
June-September). Funds to support this du-
plication in training should be incorporated
in the budget.

* Communications usually sent to school sites
through district mail or publicized through
staff bulletins must be mailed to home ad-
dresses of teachers who are off-track (on
vacation). Advance program scheduling and
publicity must become a high priority in
order to ensure effective communication.

* Continuity of support for new teachers
should be maintained, despite difficulties
posed when new and experienced grade-
level partners are on diffecent tracks. Since
administrators seek to offer each grade level
onevery track, it iscommon forancew teacher
to be on a different track from the cther
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grade-level teachers at the site. Thus, there
are three-week periods of time scattered
through-out the year when either the new
teacher or the advisor is off-track. One proj-
ect has approached the problem of continu-
ity of assistance in year-round schools by
establishing a supportteamof assisting teach-
ers. When a new teacher’s partner is off-
track, the team members take over the assist-
ing role.

Special assistance inearning how tomanage
twograde-level curricula should be provided.
Due to the need to provide each grade level
on every track, combination classrooms are
more prevalent in year-round schools. New
teachers often receive these assignments.
Deciding what content must be taught sepa-
rately to each grade within the classroom
and what content can be taught to the whole
group is complex even for an experienced
teacher. Consider the fact that a child en-
rolled as a third grader in a 3/4 combination
one year, a fourth grader in a straight fourth
grade the next year, and fifth graderina 4/
5 combination the following year may re-
ceive three years of content usually reserved
for fourth grade when whole group instruc-
tion is the dominant instructional methodol-
ogy. Yet, preparing and presenting two
completely distinct lessons for five or six
subject areas each day is unmanageable
{particularly for the new teacher). Selection
of curriculum, instructional methodology,
and the coordination of instruction for spe-
cific combinations of classrooms demands
uniquely different approaches from those
appropriate for regular classroom instruc-
tion. District level curriculum specialists and
school site resource teachers can offer fo-
cused inservice assistance to address these
specific concerns.

New teacher projects should be particularly
sensitive to the needs of the “flex” teacher.
the teacher who must pack up materials and
students and change classrooms as they
becomeavailableon arotating schedule. One
strategy advocates that the flex teacher be
freed from other assignments such as play-
ground or lunch duty. Incentives of this
nature may encourage veteran teachers to

accept the flex assigimentor provide needed
stress reduction for the new teacher.

Year-round schedulcs can have some benefits
to new teacher programs. kExperienced teachers who
are off-track may be more amenable to observing and
advising novice teachers when they do not need to
take time away from their own classrooms to offer as-
sistance. Frequently, however, off-track advisors are
cither out of town or working as substitutes, so struc-
turing this type of support can be difficult. New
teachers who are off-track can use the time to observe
effective role models in classrooms that are in ses-
sion. In their own buildings, this can be facilitated by
project personnel and/or principals. A new teacher
on a traditional schedule (September-June) could
elect to spend the beginning week of school with a
veteran teacher at a year-round school that starts in
July or August. It should be noted that teachers can
neither be required nor coerced to use vacation time
to engage in school activities. Off-track assistance
must be voluntary but it can be structured in ways
that will be highly beneficial.

Assistance in Multicultural School Settings

California’s changing demographics have cre-
ated a rich diversity within its student population
largely due toimmigration. It has been estimated that
“one in six children in the public schools statewide is
an immigrant, with more than a third of a million
recently arrived newcomers. In some school districts
as many as 80 percent are limited- or non-English
speakers. In one third of the districts in the state at
least one in ten students is limited-English profi-
cient.” (Olsen, 1988, p. 5.)

Despite alegal mandate to provide an equitable
education for these children, there remains a signifi-
cant academic gap between immigrant students and
U.S.-born, English-speaking students. One critical
factor in narrowing this gap is effective preservice
and inservice preparation of teachers in multicultu-
ral education. Several new teacher projects have
focused assistance in areas related to teaching ethni-
cally and linguisticaily diverse students.

For example, the Winters School District pro-
vides new teachers with an opportunity to engagein
an expense paid three-week Spanish language im-
mersion experience in Mexico during the summer
before they begin teaching. New teachers live with
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Mexican host families, receive instruction relevant to
their level of language proficiency, and earn univer-
sity credit. The district uses this program as an incen-
tive in hiring new teachers.

Another way to help is to offer preservice train-
ing in second language acquisition theory and ap-
proaches, alternative teaching strategies, and back-
ground on issues facing limited-English proficient
students. This training should be coordinated with
district-wide efforts to develop and implement Eng-
lish language development programs. Unfortunately,
most new teachers begin teaching with minimal train-
ing in multicultural education and limited district
support. Consequently, emphasis on learning to teach
limited-English proficient students should be a pri-
mary focus of new teacher support and assistance
programs when teachers are given assignments to
teach linguistically diverse students. Two outstand-
ing references for defining the need and the related
resources are Crossing the Schoolhouse Border: Imnii-
grant Students and the California Public Schools (Olsen,
1988) and Bridges: Promising Programs for the Education
of Immigrant Children (Olsen, 1989). See the guidebook
reference section, Appendix A.

Instructional bias associated with traditional
competitive school structures tends to exacerbate the
academic gap between white and racially diverse
students. To avoid such bias, emphasis is being placed
on cooperative learning structures. These structures
have proven particularly effective in improving the
achievement levels for African-American, Hispanic,
and Native American students (Kagan, 1989). Since
new teachers frequently struggle with cooperative
learning, it is recommended that maximum time and
intensity be devoted to theory, curriculum, methodol-
ogy, and coaching when this approach to learning is
selected as a content focus of new teacher support.
Several California projects give university credit for
semester coursework c 1 cooperative learning. Train-
ing is offered to both new and experienced teachers so
that contextual factors can be integrated into discus-
sions and application of learning can be promoted at
the school site.

Secondary Level Assistance

Although elementary and secondary new teach-
ers have some needs in common, preliminary evalu-
ation findings from the California New Teacher Proj-

ect have identified differences which require plan-
ning for alternative strategies of assistance. Elemen-
tary tearhers have many more concerns in common
with each other than with secondary teachers. Ge-
neric concerns related to school structure, classroom
management, instructing the same studendts for the
entire school day and teaching multiple subjects in
the elementary program provide a common ground
for interaction and assistance which is less prevalent
for secondary teachers.

Secondary teachers require more narrowly fo-
cused, content-specific assistance. Although some
concerns of new secondary teachersare shared across
subject areas (e.g., discipline and interacting with
parents), program content and strategies should em-
phasize curriculum concerns. Strategies of assistance
should be altered to accommodate this variation of
needs when a program serve:. hoth elementarv and
secondary teachers. One approach includes collabo-
rative assistance -— that is, district-level, subject-area
coordinators and university preservice subject-area
professors together providing content specific semi-
nars using district adopted criteria and instructional
materials.

It is recommended that support teams for sec-
ondary teachers be integrated into the subject area
departmental structure. If all members of the depart-
ment are part of the support process, the new teacher
who teaches arange of grade levels or subjects within
a specific discipline will have access to muitiple
sources of expertise. One strategy for providing the
various kinds of support needed would be to allocate
a specific number of release days or stipend allot-
ments for assistance to the school site principal who
could guide the department in determining appro-
priate structures for assistance and remuneration.

CoNcLusION

Supporting new teachers as they jointhe field of
education is both a challenging and rewardng re-
sponsibility. Beginning teacher programs provide
the bridge between preservice and inservice pro-
grams which are part of the process of developing
professional educators. As Griffin (1989) states:

We know that teaching cannot be mastered in
afour-year dose of courses, practica, seminars,
and student teaching. We know that what
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teachers need to know, be sensitive to, and
adapt for their own use must be collected,
sifted, refined, and added to over a career.
Learning to teach must be on-going. It mustbe
a coherent and cumulative growth in under-
standing and experimentation with ideas and
practices (p. 279).

There is a parallel between learning to teach
and learning to assist beginning teachers. Those
comniitted to integrating new teachers into the pro-
fession and helping them more effectively fulfill their
task are — like new teachers — continually exploring
and broadening their knowledge base.
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CHAPTER 4

The Role of
Experienced
Educators in
Assisting New
Teachers

Judith H. Shulman

Far West Laboratory for Educational
Research and Development

Victoria L. Bernhardt
Califormia State University, Chico

I am convinced that the interactions between
Ms. R.and me have helped us both immensely.
In helping her ! found myself reflecing on my
own classroom practices and striving for im-
provement. And she often comments about
how much 1 have helped. In our case, the
mentor-mentee relationshiy: was beneficial.
[Mentor teacher ]

Hind work ing with Margie stimulating and re-
warding. Sometimes she seems overwhelmed
by thetask and floundersbadly. Then, in work-
ing in the group lwith other new teachers] she
seems to sort herself out, define the problem
and use her own resources and the suggestions
of others to formulate solutions. {University
taculty member |

I am having many problems juggling personal
empathy, collegiality and professional help in
this case. I think I became too emotionally in-
volved from the beginning. [ certainly am con-
cerned for my egoif 1 am unsuccessful and jan
loses her job. [Veteran teacher.}

I feelambivalent when I'minvolved with teach-
ers like Diane. I find myself not knowing what
to say or do. [Mentor teacher. ]

This chapter focuses on the educators who are
assigned to help new teachers — who they are, what
they do, the support they n ed, and the benefits and
challenges of their new responsibilities. It also deals
with some of the organizational arrangements that
encourage or hinder the success of new teacher sup-
port programs.

We used two major sources of information to
capture our knowledge of such programs. The first
came from a conference in San Diego, where approxi-
mately 80 program coordinators and staff gathered to
share their experiences and learn from each other.
The questionnaires and group discussions from this
conference are our primary sources of data. We also
used data from a conference in Hayward, where rep-
resentatives of Bay Area districts that either had
support programs in place or were in the planning
stages of developing them gathered to discuss com-
Mon Concerns.

The chapter begins with a description of the
multitude of terms used to describe educators who
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assist new teachers. Next it focuses on w ho they are,
what they do, and how they need to be supported to
be effective advisors. Itconcludes with a discussion of
common problemsin the organizational arrangements
of support programs, and some policy recommenda-
tions for institutions planning similar programs.

Tue Neep roR A ComMon LANGUAGE

When we asked the 24 participants in our group
discussions in San Diego what titles they gave to edu-
cators in their districts who support new teachers,
they came up with twenty-one different terms. Some
were different because they referred to difterent role
groups — teachers, administrators/district staff, or
university faculty. "he majority however, were titles
for teacher advisors. Infact, one participant listed four
alternative titles, because her district could notdecide
what to call these teachers. Table 1 lists all of the titles
within their respective role groups.

The range of titles that programs assign to teach-
ers highlights one of the key ambiguities of new
teacher support programs. How muchauthority comes
with the role of teacher advisor? is it a supervisory
role? Or is this person a consultant who can offer
suggestiors? Table 1’s first four titles — teacher advi-
sor, mentor teacher, mentoremeritus, and lead teacher
— appear to suggest a higher status than the remain-
ing seven, perhaps implying more authority. The lat-
ter group appears to qualify any status differences in
its titles. In our experience, most teachers who are
appuinted to support neophytes try to diminish such
status diiferences. In fact, many districts that partici-
pate in the California Mentor Teacher Program' have
changed the term “mentor teacher” to a more benign
title, like “consultant teacher” or “buddy.”

"The California Mentor Teachier Program is funded by the
state’s Hart-Hughes Education Reform Act of 1983 (SR
813). This legislation, in effect as of January 1, 1984, is
intended to reward and retain excellent teachers and to
contribute to school improvement. The statute allocates
funds to participating districts on a formula basis, allowing
$4000 stipends for district-designated mentors, and $2000
per mentor for district implementation. The mentors’ pri-
mary role is to guide and assist new teachers; they may also
guide and assist more experienced teachers and develop
special curricula. The statute leaves considerable latitude
for California’s diverse school districts to design thetr oun
programs.

TABLE1
TERMS FOR EDUCATORS
WHO SUPPORT NEW TEACHERS

Teachers Administrators/District Staff
teacher advisor principal

mentor teacher administrator

mentor emeritus resource teacher

lead teacher coordinator

teacher consultant curriculum team leader
colleague coach site coordinator

prer coach

peer consuitant University

support teacher

teammate help-line cadre member

help-line cadre member  university consultant
cluster feader

professor

Other districts use the title “peer coach” or
“partner” to differentiate their advisors from other
mentor teachers funded through the Mentor Teacher
Program.Since thelegislation states that mentor teach-
ers may perform other functions such as staff devel-
opment and curriculum development, these districts
selected a term thatrefers specifically to assisting new
teachers.

The titles used for school and district adminis-
trators denote a job title or project role and are there-
fore less ambiguous. The same appears true for titles
of university personnel involved in the new teacher
programs.

In this chapter, we will notattempt todevelop a
consensus on what each title means, nor on appropri-
ate behavior norms for support teachers working
with neophytes. These are issues for individual dis-
tricts to decide. We have decided, however, to use the
term “teacher advisor” or “advisor” to represent all of
the educators, in whatever capacity, who help new-
comers during their first few years of teaching,.

WHo ARE THE ApvisoRs AND WHAT Do They Do?

Advisors wear many hats and provide a wide
range of services for beginning teachers. For this dis-
cussion, we define advisors according to four role
groups — veteran teachers, administrators, dis. ' -t
staff, and university faculty. We also address some
pertinent issues, such as the importance of an appro-
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_ TABLE2

TYPES OF ASSISTANCE OFFERED BY VETERAN

TEACHERS TO NEW TEACHERS IN PROGRAMS
REPRESENTED AT THE SAN DIEGO CONFERENCE

Types of Assistance % of Programs
Observation and Coaching 0%
Obtair Resource Materials 42%
Provide Linotional Support 8%
Conduct Workshops 33%
Consultation 3%
Demonstration Lessons
(e.g.. curriculum management) 3%
On-site Buddy 17%
Survival Skills 13%
Introduction to School Procedures 8%
Evaluation 8%
Miscellaneous 4%

Cover Classrooms

Teacher Advocates

Site Coordinator for Buddies

Attend Seminars with New Teachers
Organize Action Research Plan
Guest Speaker at University S>minar

n=24

priate match between advisors and new teachers.
And we describe a few programs that have unusual
features.

Veteran Teackers

All of the programs use ve’21an teachers in a
variety of capacities as advisors for new teachers. The
kinds of assistance veterans can provide depend on a

. number of factors, such as the district’s definition of

the advisor role, the amount of time advisors can
spend with their assigned colleagues, the number of
release days the programs allot for consulting re-
sponsibilities, and the types of training, and/or
support the district offers.

In the best of possible circumstances, veteran
teachers can be of cnormous help to beginners. They
can, for example:

* Help beginners learn to meet he procedural
demands of the school;

* Provide moral and emotional support and
function as sounding boards for new ideas;

* Provide access to other classrooms so that
novices can abserve other teachers, and have
several kinds of models;

* Shavetheirownknowledge about new mate-
rials, unit planning, curriculumdevelopment,
and teaching methods;

* Assist teachers with classroom management
and discipline;

* Help neophytesunderstand theimplications
of studentdiversity forteaching and learning;

* Engage teachers in self-assessment and re-
flection on their own practice; and

* Help them adapt new strategies for their
own classroom.

The first six types of assistance help teachers to
survive in their classrooms. The last two are keys to
continuous learning and increasing self-sufficiency.

One technique for promoting analysison teach-
ing is called coaching — one teacher observes another
teacher conduct a lesson, makes a record that is re-
vealing and convincing to the teacher, and then
engages the teacher in an analysis of the lesson.
Coaching is rewarding for the learner — if done in an
environment of mutual trust. This is the aspect of
mentoring that has the groatest potential for getting
to the actual work of teaching.

The programs represented at the San Diego
conference actively support beginning teachers (see
Table 2). Half reported that veteran teachers observe
and coach their beginning teachers — a very high
percentage compared to most support programs
(Shulman, 1987; Ruskus & Pecheone, 1989). One-
third or more reported that veterans provide re-
source materials, emotional and moral support. indi-
vidual consultation outside of class, and opportuni-
ties to watch demonstration lessons. Other activities
include: 1) being an on-site buddy; 2) evaluating the
performance of new teachers (see below); 3) covering
new teachers’ classrooms while they observe other
teachers; 4) being a teacheradvocate when new teach-
ers have problems like getting s_; slies; 5) attending
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seminars with new teachers; and 6) being a guest
speaker at university seminars.

California Mentor Teacher Program. Most of the
programs in this sample use funding from the Cali-
forria Mentor Teacher Program to pay stipends to
their support teachers. For some, the program repre-
sents the only source of funding available to assist
new teachers. Often, mentors represent an outstand-
ing group of teachers who have the training and
expertise necessary to help newcomers.

The few programs that do not use mentor funds
report specific reasons. For example, Poway Unified
School District’s consultaats assess new teachers,
which is not allowed under the mentor teacher legis-
lation. Other programs (e.g., University of California,
Riverside) use retired teachers as their teacher con-
sultants.

Appropriate Match, The process of pairing advi-
sors with new teachers is one of the most important
keys to a successful program. Merely assigning an
advisor to a new teacher is not an answer, because
some relationships are not helpful. The following are
some considerations that must be taken into account.

The first is proximity or assistance from some-
cne at the school site. Most people seem to agree that
there simply is no substitute for having someone
¢.ose by when a new teacher’s problems occur.
However, grade level and subject specialty must also be
matched. Consultants at the elementary level should
have experience in or be quite knowledgeable about
the particular problems of the new teacher’s grade
level assignment. It is especially helpfulif theadvisor
has recently taught at the same grade level, so he or
she can share materials and lesson plans.

Advisors are particularly limited when they do
not understand their new teacher’s content area.
They cannot help their colleagues plan relevant les-
sons tailored to the needs of their students. Nor can
they evaluate the novice’s choices of instructional
strategies. In these cases, advisors can only judge the
appropriateness of some generic pedagogical skills.
Thoughimportant, these generic skills represent only
one component of the complex teaching process.

Other criteria for effective pairing are personal
chemistry and similar philosophies of teaching. A match
might look good on paper in terms of grade level and

subject speciality compatibility. But the two indi-
viduals may have different teaching styles and be-
liefs. They may not even like each other.

Several programs try to solve this dilemma by
providing their new teachers with more than one
kind of advisor. For example, the unified school
districts in Burbank, Cajon Valley, San Mateo, San
Leandro, Fresno, Sacramento, and San Francisco
assign both designated mentor teachers and site
buddies to assist new teachers. The mentor teachers
are usually a cadre of teachers, funded through the
California Mentor Teacher Program, who may have
extensive training in new teacher support. They are
often subject area specialists and are trained to use
coaching strategies, provide demonstration lessons,
and conduct workshops. The site buddies (some-
times referred to as peer consultants, or teammates)
are veteran teachers at the school site who are as-
signed to help newcomers with school procedures
and the day-to-day problems of teaching,.

Often new teachers are able to select their own
site buddies. In Sacramento, San Mateo, and San
Francisco unified school districts, the new teachers
submit to the principal a list of teachers with whom
they would like to work, and the principal makes the
final decision. Usually this selection is done during
the first few months of school. In all cases, the site
buddies volunteer to be candidates for appointment.

Cajon Valley district has added a new dimen-
sion to this approach. Because the staff understands
the importance of help during the first weeks of
school, principals assign a start-up partner to each
new teacher in their buildings for the first weeks of
school. A er the first eight weeks of the project, new
teachers have input into the selection of their support
team members, who are their primary consultants for
the rest of the year.

Other districts use less formal measures to pair
teachers, such as pe-sonal agreements between new
and veteran teachers. In one case, district staff hosted
a dinner for all new teachers and potential buddies.
Before the dinner, the program coordinator had
drafted a list of matched pairs, but before she knew it,
new teachers and potential site buddies had made
their own agreements. In retrospect, the coordinator
felt that this pairing system probably worked better
than her own scheme.
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Evaluation. In California, the job of evaluating
new teachers is up to site principals. They are re-
quired by law to evaluate and provide feedback to
each new teacher in their building at least once a year.
Two districts, however — Poway Unified School
District and Santa Cruz City Schools — are piloting
programs that use experienced teachers to both assist
and assess the progress of new teachers during their
indnction year. In Poway, the experienced teachers,
called “teacher consultants,” are released full time to
perform their designated responsibilities for a maxi-
mum of three years. Each teacher consultant has a
workload of 15 new teachers and is given a $4000
stipend. Santa Cruz City Schools is piloting an adap-
tation of this model: principal and veteran teacher
teams assist and ass~ss new teachers together.” Both
programs are jointly governed by the Poway and
SantaCruz Federations of Teachersrespectively under
a trust agreement that is renewable each year.

Administrators

Because of their time constraints and range of
other responsibilities, most principals play a limited
role in helping new teachers. However, conference
participants agreed that active support by principals
is crucial to the potential success of any support
program. Some of the related functions that princi-
pals perform are: supervising teacher-coaches, as-
signing buddies to new teachers, providing substi-
tutes when consultants and new teachers need re-
lease time, making referrals to consultants when
teachers are in trouble, and participating in monthly
meetings with new teachers and their consultants.
Some participants reported that principals provide
ongoing support for new teachers, but such assis-
tance was rare.

Inourexperience, it is very important that both
teacher advisors and building principals meet face-
to-face to discuss some ground rules for their respec-
tive roles in helping new teachers. Without such
ground rules, itis likely that each will have unspoken
expectations for the other’s responsibilities. The
danger is that relaticnships between advisors and
their new teacher-colleagues can be compromised.
For example, in many districts, advisors assume that
all their interactions with their colleagues are

* Teachers are released half-time to perform these
responsibilities.

confidential. * Yet some mentor teachers report that
they areasked by their principals to provide informa-
tion on the professional growth of their colleagues.
These kinds of requests put advisors in an uncom-
fortable position.

DistricT STAFF/RESOURCE TEACHERS

Several districts use district staff or resource
teachers to coordinate their support program. These
persons also provide substitutes, schedule district-
wide events, organize workshops, and conduct advi-
sor training. Some also work with individual advi-
sors and new teachers.

University Faculty

Several projects involve notable collaborations
baween school districts and local university teacher
preparation programs. The advisor roles taken by
university faculty in these programs are not only dif-
ferent from those assumed by school persons, but
they often cannot be duplicated by district personnel.
Representative activities include: teaching special
courses for new teachers and district advisors, con-
ducting various seminars and workshops on the
school campus, assisting with planning and curricu-
lum development, and providing one-on-one con-
sultation for school-based advisors and their new
teachers. The next chapter describes some of the
programs that are illustrative f these university-
school collaboratives.

Staff Development for Advisors

Though the programs described above appea;
to offer a variety of support activities, staff in these
programs agree that developing a constructive rela-
tionship withany new teacheris a difficult challenge.
Teacher advisors often have to clear several hurdles
before they are welcomed by their assigned col-
leagucs. One of the first challenges they face is estab-
lishing a working relationship in an atmosphere of
mutual trust and respect. Many new teachers are
suspicious of another teacher’s offer of help. Some
resent such offers because they believe that they do
not need any help, while others wonder if their

" This is often due to an interpretaticn of one of the regu-
lations of the California Mentor Teacher Progran which
staies that mentor teachers cannot evaluate other teachers.
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advisorsarespiesfromtheadministration. This leaves
the advisors in an awkward position. If they assert
themselves too strongly, they may be perceived s
rude or disruptive. If they assert themselves too litti :
or unskillfully, they can be viewed as useless. For
their error, they are likely to be rejected or ignored.
The risk is that an excellent teacher could become an
ineffective advisor (Bird & Little, 1985).

Another challenge for advisors, especially for
mentor teachers who must demonstrate that they
earn their additional stipend, is finding ways to show
their colleagues that they have the expertise to be
helptul. They must be able to create these opportuni-
ties, or they may find themselves all dressed up with
no place to go.

Perhaps the most difficult challenge of all is
coaching itself. Many teachers find it very difficult to
give constructive feedback to a colleague. They ask
themselves, “Who am I to mentor another teacher?”
and refrain from providing appropriate guidance.

For all these reasons, new and experienced
support teachers need sustained stat’ development
in the knowledge base of teaching and the skills of
advising. Yet many districts around the state appoint
advisors and expect them to assert their new role
without any training.

Several participants at the Hayward conference
reported that this was their situation. They came to
the conference because they simply had no idea
where to begin. As one new advisor said, “l am the
only one our of 22 mentor teachers in my district
whose jobisto help new teachers. What should 1 do?”
Another participant noted, “If we start programs
without taking into account that advisors may notbe
ready to assist because they feel insecure about their
new role, we've done a disservice to our new teach-
ers.” This guidebook provides a list of resources that
can be used as a starting point for planning inservice
activities.

Programs represented at the San Diego confer-
ence appear to be more sophisticated in their regard
for the importance of additional training for advi-
sors. They reported offering a variety of activities to
their advisors. The most frequently described work-
shops focus on peer coaching or clinical supervisios.
They range from a one-day seminar to the six-day
cognitive coaching series offered by Art Costa anc.

Robert Garmston. Other workshop topics include ef-
fective teaching, the needs of new teachers, adult
learning, group facilitationand communication skills,
and presentation skills.

Our questionnaires and Giccussions on advisor
training programs brought two disturbing revela-
tions. First, there is an apparent lack of focus on the
implications of student diversity for teaching and
learning. This finding was surprising, since multicul-
tural education appears to be a dominant theme in
some university seminars. This content isincluded in
several preservice programs {(see previous chapter)
and in university seminars for new teachers and their
advisors (see next chapter). With the growth of mi-
nority populationsin California, we believe that strate-
gies for teaching diverse student populations ought
to be imbedded in the training of all advisors, so that
they can help new teachers meet the needs of their
students.

Thesecond revelationis the lack of emphasison
content and 1bject matter issues. A few programs
mentioned sending their teacher advisors and new
teachers to subject-specific conferences. These kinds
of conferences are definitely helpful. Yet context-
specific issues must also be addressed during the
generic coaching seminars that are so popular.

A Case Approach. Perhaps the most important
staff developmenttakes place during regularly sched-
uled meetings where teacher advisors come together
to discuss common concerns and share experiences.
As teachers present their own personal “cases” and
receive critical feedback from their colleagues, they
can begin to develop some coaching strategies that
work for them. By analyzing one another’s cases, the
advisors can find precedents for action and can gen-
erate some principles that apply across cases.

Far West Laboratory, in collaboration with the
Los Angeles Unified School District, used a combina-
tion of case writing and case presentations todevelop
The Mentor Teacher Casebook (Shulman & Colbert,
1988). This book was developed by a group of mentor
teachers who met weekly in a course taught by Joel
Colbert. They presented their written narratives to
one another, then used the cases as a springboard for
analyzing appropriate behavior. Several mentors
noted that writing the narratives helped them reflect
on their practices with new teachers and raised their
consciousness about the dimensions of the mentor's
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role. Equally important, they said, was the opportu-
nity to share experiences and concerns with their
colleagues and to learn alternative ways of handling
diverse situations. The mentors learned that they
were not alone — that their expesiences were not
unique.

Far West Laboratory currently uses a similar
case approach in its own mentor training workshops.
Beginning with selected published cases, advisors
analyze the issues in each case and share related
personal experiences. These deliberations are often
used as the basis for developing a set of district norms
that advisors can subsequently use with their new
teachers.

BeNeAiTS/INCENTIVES

If the advisor’s job is at times ambiguous and
demanding, what are its benefits? What incentives
do projects use to encourage teachers to apply?

Personal growth and satisfaction are the big-
gest pluses according to most participants. As one
putit, “There is a stipend for mentor teachers, but the
largest benefit is renewal — an increased vigor and
enthusiasm for teaching.” O!"iers told of satisfaction
from helping the new teacher survive the first and
second year experience, from ensuring that their own
novice trauma was not >uffered by someone else, or
from sharing years of experience with others. “I can
now repay those educators who helped me through
the ye ars,” said one consultant.

Still others said they benefitted from increased
reflection on their own teaching; release time to get
additional training and go to conferences; an in-
creased sense of professionalism; recognition in the
district; an increase in self-esteem; friendship; and
stipends or mini-grants to buy supplies.

Incentives. Increased remuneration and release
time are the most highly touted incentives to apply-
ing for an advisor position. The remuneration in this
sample ranges from the mentor stipend of 24000 to
consultant fees of $50 per teacher. One program gives
$15 per hour for consulting; another, funded by a
private foundation, of’ers each consultant a $150
mini-grant to buy supplies. Other incentives include:
extended professional development opportunities,
reduced fees for university courses, university cred-
its which move them up the salary scale, certificates

and letters of appreciation from the central office, and
autonomy over the mentor administrative budget.
University faculty and district level personnel most
frequently participated as part of their regular work
load and as such did rot receive extra remuneration.

One participant at the Hayward conference
mourned her high school district’s lack of a support
program for new teachers. Since the dis.. ict used the
California Mentor Teacher Program funds for teach-
ers who had interesting projects, no money remained
to provide financial incentives for advisors. A com-
mittee is developing a support program, but as they
try to find teachers to particinate, the tyvical response
is, “New teachers should suffer like I did during my
first year.”

Facrors Tuat CaN IMPEDE Success

We have seen that appropriate matching of new
teachers and advisors, inservice training, benefits
and incentives can be keys to the success of new
teacher support programs. Next we turn to some of
the factors that can impede success. The first is selec-
tion procedures because they are often the most
controversial part of a support program.

Selection and Renominating Procedures. There is
probably no more important predictor of program
success than the perceived quality of the teachers
selected as advisors. Unless the new teachers believe
that the advisors are worthy of their appointments
and arc credible in their role, they will not request as-
sistance. As one new teacher told us:

My mentor teacher came to see me yesterday
and asked if I had any problems. I responded
that I needed help with my ninth grade English
class, and proceeded to describe what | was
currently doing. He gave me some advice, like
going to the curriculum library and changing
seat assignments, all of which i had already
done. At the end of our conference, it was clear
that 1 had already pursued all of his suggestions.
That was the last time 1 saw my mentor. He
teaches advanced English classes and clearly
knew nothing about the problems of ninthgrade
English.

Our discussion of selection procedures is di-
vided into two parts: the selection of site buddies and
the selection of mentor teachers. Most of the pro-
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grams use a process similar to one of these. An
examination of renominating procedures concludes
this section.

Selecting Site Buddies. Asdescribed earlier inthis
chapter, several projects provide a site buddy for
each new teacher, i.., an experienced teacher who
volunteers to help a new teacher in his or her build-
ing. In most districts, site principals make these selec-
tions. They try to find teachers who are themselves
successful, are committed to the notion of new teacher
support, and are matched according to subject and/
or grade level. Most principals pair site buddies with
new teachers with the consent of the veterans them-
selves. In some districts, new teachers consult on the
selection of their own buddies. In others, the collabo-
rating universities select the buddies. Often they
select teachers who have already gone through their
own cooperating teacher training.

Selecting Mentor Teachers. A mentor teacher is
one who is funded by the California Mentor Teacher
Program. The state legislation contains certain re-
strictions on the program:

1) Mentor teachers must be credentialed, class-
room teachers with permanent status.

2) The selection committee for mentor teachers
must be made up of a majority of teachers.

3) Mentor teachers can «crve for up to three
years, with an oppor.unity to reapply.

The sciection procedures for mentor teachers
are potentially quite controversial because of the ac-
companying stipend and other benefits for each men-
torship. In general, the projects report positive recep-
tions to their selection criteria. Some mentors and
other teachers, however, said that political factors in-
fluenced selections.

In most districts, selections aret. sed on a com-
bination of application screening and interviews.
Some programs add classroom observations, in an
attempt to ensure excellence. But without painstak-
ing care, the observation process can backfire. The
observation instrument must be perceived as vahd,
which itself is difficult, and in order for observers to
use the instrument appropriately, they need exten-
sive training that is often too time-consuming for
districts to undertake.

Moreover, educational researchers and schol-
ars are becoming increasingly convinced of the limi-
tations of one or two brief observations (e.g., Sto-
dolsky, 1988), which is all that most districts have
time to conduct. They assert that to establish “typical
teaching performance,” many more classroom visits
are needed than have ever been used for evaluation
(L.Shulman, 1988; Stodolsky, 1988). As Lee Shulman
said in an interview for this chapter, “The most we
can say from one or two brief observations is that the
teachers observed will not be a complete disaster.”

One problem is that no existing evaluation pro-
cedures for judging excellence are generally per-
ceived as valid by the teaching profession. Districts
must convince teachers that their evaluation system
is legitimate and nou capricious. At the very least,
teachers should be entitled to see the evaluation
instrument on which they are judged. We know of at
least one urban district that does not allow its teach-
ers access to their own observation instrument. We
believe this to be an untenable position.

Renomination. Renomination refers to advisors
whose term is ending (e.g., those funded through the
Mentor Teacher Program havealimited term withan
opportunity to reapply). Ideally, renomination is
based on a viable monitoring system that reflects the
way in which advisors work together with their
colleagues. Unfortunately, this is rarely the case. One
of the most common questions we are asked is how to
evaluate advisors. Most districts use a combination
of mentor logs and principal recommendations, nei-
ther of which is usually valid. Mentor logs are infre-
quently monitored. And principals are not usually
privy to the quality of interactions between advisors
and their colleagues.

One alternative, which appears to be in the for-
mative stages in some projects around the country, is
the development of a portfolio that documents the
kinds of activities that advisors and their colieagues
do together. Sample er..: es that advisors could in-
clude are: action plans worked on together, docu-
mented observations and conferences, and feedback
forms or recommendations from colleague teachers.
This portfolio could be used as one source of data on
which candidates are examined during the renomi-
nation process.
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PrOBLEMS/CONSTRAINTS AND POSSIBLE
SoLUTIONS

For the most part, California ieachers appear en-
thusiastic about beginning teacher support programs.
Conference participants. however, noted several prob-
lems that constrained their programs’ success. This
section will describe some of these problems and po-
tential solutions that have been developed.

Time. Lack of time to work together was the most
frequently noted constraint. “There is so much to do,
and so little time to do it,” reported several partici-
pants. Moreover, some advisors have so many re-
quests from new teachers, that they feel overwhelmed.
Others complain about the time it takes to visit new
teachers at different school sites. Their solution is to
consuit only by telephone.

Since time during school is at a premium, many
advisors meet with their new teachers after school or
during lunch. Others arrange a common prep period
to consult. The disadvantage of these options is that
teachers have less time to themselves, their students,
and their families.

Release Time/Substitutes. Even if advisors have
release time available, most hesitate to use it. Their
major reason is the general lack of good substitutes.
These teachers care deeply about the quality of
instruction their students receive, and they hesitate to
submit "heir students to poor teaching. One advisor at
the conference said, “I can’t rely on subs to teach
according to my lesson plans, so I gave a test today.”
Anothersaid, “Ishowed amovie.” Teacher consultants
in Connecticut’s Beginning Educator Training and
Support Program (BEST) reported similar reasons for
not using their allocated release time to work with
their beginning teachers (Ruskus & Pecheone, 1989).

Advisors also hesitate to provide release time
for their new teachers to visit other veterans. Though
they agree that these visits are usually beneficial, par-
ticularly when they can go together and debrief the
observation, they are reluctant to submit their teach-
ers to potential chaos upon returning to their class-
rooms.

Individually, conference participants were hard-
presced to come up with viable solutions to these
problems. One program coordinator described good
results with permanent substitutes who were hired

specifically for advisor activities. Several conference
participantsthought that permanent substitutes could
he a viable option for their programs.

As a group, participants brainstormed some
other alternatives. Everyone agreed that an effective
support program cannot depend on theavailability of
good substitutes, because they are becoming increas-
ingly scarce as more permanent teaching positions
open up. One possibility is to change the organiza-
tional framework of the system. For example, at the
secondary level, ad visors could team-teach groups of
children. Atspecified timesduringthe day, oneteacher
could take over the entire group, while the other
would be free to consult with teachers. Another alter-
native is to hire recently retired teachers as advisors.
Several programs in California are already using
retirees, with excellent results. They have more time
to devote to new teachers than do regular classroom
teachers, and are enthusiastic about their new role.

A third option is to assign certain teachers full-
time consulting responsibilities for no more than
three years (as in Poway Unified School District). A
surprising number of conference participants pre-
ferred this option to their current state of despair c ver
being torn in several directions.

Administrative Support. While many participants
praised the support they receive from their princi-
pals, others feel that their principals sabotage their
programs. For example, one stated that her principal
refuses to allow mentors to use release time, even
though they are entitled to it through the California
Mentor Teacher Program. Others said that their prin-
cipals disapprove of any absence from the school site.
One plan to counter such resistance is to ensure that
administrators are included in the planning and staff
development of new teacher support programs. Some
districts have thought very carefuliy about the need to
support veteran teachers as they assume advisor
responsibilities, but have neglected to put equal
thought into helping principals deal constructively
with teachers’ new roles as instructional leaders. One
strategy is to have meetings of administrator and
advisor teams, so they can develop some agreements
for working together. At the very least, district staff
and advisorsshould keep their principals informed of
support activities.

Year-round Education. Organizing support pro-
grams for neophytes who teachin year-round schools
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offers several unique challenges. One advantage is
the availability of off-track teachers as substitutes.
This both enhances the pool of qualified substitutes
and provides teachers with an opportunity to make
more money. A disadvantage is the complexity of
planning the program. Scheduling wurkshops and
matching advisors with new teachers is often a night-
mare because of multiple track schedules.

District Hiring Procedures. Severalad visors noted
the difficulty of achieving an effective support pro-
gram when teachers are hired at the last minute or, as
in some cases, well into the school year. The teachers
rarely get the kind of support they need, because of
the lack of time and personnel to plan accordingly.
The solution appears simple. Hire new faculty carly
enough so that both they and their advisors have the
necessary time to plan for the new year.

Inappropriately Matcked Pairs. What should
happen whenitis clear that some new teachers are not
working well with their assigned consultants? This is
a common and delicate question. The most common
advice is to be flexible and try to change assignments.
Often it is helpful if at least one person in the project
is given the respuncibility to solve such problems.
That person should be available *.. voth advisors and
new teachers, and should be adept at mediating
difficulties.

Sometimes it is not possible to find appropriate
matches in content areas and grade levels at a build-
ing site, but it is possible to pair teachers wao share
common beliefs about teaching and work well to-
gether. In these cases, advisors should broker rela-
tionships with other veteran teachers who are more
substantively qualified.

Unclear Role Definition. Many advisors com-
plained that they were unclear about what was ex-
pected of them. Districts must deal with these difficult
questions of role expectations, or there will be rhetoric
about new teacher support without much substance.

Perhaps the appropriate place to deal with such
issues is during advisor meetings, where advisorscan
work out, over time, aconsensus of appropriate norms
of interaction. Districts with only one or two teacher
consultants should provide time for advisors from
neighboring communities to meet together. County
offices and local universities are often good places to
host such meetings.

RECOMMENDATIONS

In this chapter we described who the advisors
are, what they do, the support they need, and the
benefits and challenges of their new responsibilities.
We also analyzed selected problems and constraints
of the organizational arrangements that either en-
courage or hinder the effectiveness of their work.
Finally, we offered potential solutions to some of
these problems. Based on all of this information, we
hat e created a list of reccommendations for institu-
uons to consider when planning their own support
for beginning teacher programs.

* Providetraining in he skills of coaching and
the knowledge base of teaching for all advi-
sors. Demonstrated excellence in teaching
children does not automatically 1-ad to ex-
cellence in advising other teachers.

* Define expectations for advisor roles, and
then provide ongoing opportunities for
advisors to collaboratively develop norns
for appropriate interaction.

¢ Provide time for advisors and new teachers
to work together duving the school day.

¢ [.imit the case load for each advisor to a rea-
sonable number of new teachers.

® Make teacher support