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INDUCTION DETRACTORS OF BEGINNING VOCATIONAL TEACHERS
WITH AND WITHQUT
TEACHER EDUCATION

william G. Camp
Betty Heath~Camp
Virginia Tech

Teachars work in a whirlwind of activity. Thay are
surrounded by an environment and by people that require a
feverish pace of activity and decisions. It is inevitable that
sSuch a work environment would be rich both in opportunities and
in problems. This is particularly true of the novice teacher,
whose set of problems includes not only those of the experienced
teachar, but problems resulting from learning and surviving in a
very difficult profession and adjusting to a whole new lifestyle.

Theoraetical Framswork

ing to

According to Shulman (1987, Novembar), teaching may well be
the most difficult of all profassiors to mastear. A succassful
teacher requires as much technical Knowledge 1n a discipline as
do practitioners in that discipline. But, in addition the
teacher must be ahle to organize and present that knowledge as a
coherent. understa.dable. and meaningful learning experience.
often for less-than-enthusiastic clients.

al Dav

Mastering teaching is a long and challenging undertaking
(Feiman-Nemser, 1983; Conant, 1963; Whitfield, 1981). Thus,
teacher aducation must be viewed as a long~-tarm. developmental
process (Hoffman, Edwards, O’Neal, Barnes. & Paulissen, 1986&:
Wildman & Niles, 1987). Thare are three general stages in the
professional davelopment of taachars: presarvica, induction, and
centinuing devselopment.

The process of becoming a tsacher takes place over an
axtendad pariod of time. It can be visualized as a continuum,
(see figure 1) including preservice aducation. induction, ana
continuing development (Camp, 1988, April). Of those thrae
phases, the induction process 1is the focus of the rasearch
project on which both this monograph, and the symposium at which
the papers were first praesented are based.
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Tha first stage, as described for vocational education by
Pratzner (1988, April), is preservice. It is during the
prasarvice stage, that Tfield axperiences (Goodman, L.985),
clinical experiences (Berliner, 1985), and classroom activities
{Cruickshank, L1L985) are provided to the prospective teachar to
prepare “.im or her for the next stage. In the case of those
vocational teachers who do not enter the profession through a
teacher aducation preogram, the f.aservice stage may consist of
nothing more than an orientation by the school administrator
{Camp, Heath, Barber, & Talbert, 1989).

The broad process by which a novice tesacher becomes
intaegrated into the profession of teaching has come to be known
as "induction” (Waters, 1985). During the induction periocd, the
novice teacher makes the transition from being a student or
worker to become an establishad teacher. The induction process
is not a simple one and it is often painful (Ryan, 1982, March).
It is not dafined by a definite sat of timslines (Camp, 1988,
April). The teacher induction process typically begins well
bafore the novice enters the classroom or laboratory for tha
first time as a paid professional (Roper, Hitz, & 8rim, 1985).
It does not and, if it sver ends, until the teacher 1s firmly
astablishad, competent. and confident as a profassional faculty
member (Fuller, 1969: Glickman, 1981; Huffman & Leak, 1986}.

The third stage in profassional davelopment is that of
continuing development or continuing education, as describad by
Callanhan and Clark (1988);: Whitfiald (1981); and Fanstarmacher %
Berlinar (1983). Professional i1nvolvement, graduate education.
travel, planned growth axperiences, professional reading. and
contributions to the aducation community are axamples of
continuing development.
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Rasearch on Induction

For the prcfessionally educated teacher, the induction
process begins with the first preservice course in teacher
aducation or educational psychology and includes extensive
praclinical, clinical, and simulated classroom and laboratory
experiencea (Berlinar, 1985; Roper, Hitz, & B8rim, 1985; Waters,
1985; Lortie, 1975: Huffman & Leak, 1986; Johnson & Kay, 1987,
But for many vocational education teachers 1t begins with a job
interview and a tour of the labcoratory, normally Just before
school starts and 1s probably limited to a pbrief survival skills
workshep during the summer, or less (Camp, 1988, April).

Fuller (1969) reported work that provides a framework for
looking at the induction process for beginning teachers. She and
har associates at the University of Texas (1969) worked with
pregsarvice and beginning teachers for a number of years in the
1960's in an effort toc examine the quality and effact venass of
undaergraduate teacher aducation. She found that preservics
tezachers often had qifficulty in relating to their tesacher
aducation coursework. To explain this apparent lack of
“readiness.,” Fuller hypothesized a develcopmental progression of
concerns of praeservice students and beginning teachers tnrough
three major phases: sealf, task, and impact.

In the self stage, presarvice or beginning teachers with
little teaching experiance were not yet critically concarned
about teaching or students. They wanted thair students to do
wall, but that was primarily because of their own needs to
expariance succsss in teaching. At that stage, they werg not
very likely to experiment or take risks in their tsaching. After
some expariance they began to become mora concerned with their
ability to manage the tasks involved in teaching. They were now
raady to experimant with teaching strategies and better ways of
carforming the functional aspects of taaching. Finally she found
that teachers who had gained gnough experisnce and SUCC8sS to
become confident in themselves and their ability to handle the
tasks of teaching, became concerned with their iImpact upon their
students. It was at the impact stage that teachers exnibited
unsalfish and unfearful concern about students as individuals and
about their educational needs.

Importance of the Problem

For decades we have racognized the beginning teacher’'s need
for help in making the transiticon into the profession Conant,
156Z). There 1s a growing consensus 1n the profassion that
induction assistance programs are needad to facilitate that
process (Underhill & Browii, 1988; Ashburn, 1986-87:; Galvez-
Hjornevik, 1986: Johnson & Kay, 1987:; Huling-Austin, 1986;
Thias-Sprinthall & Sprinthall, 1987). If induction programs for
beginning vocaticnal teacners ara to be planned and structured
with consideration of tha unique cnaracter and needs of bsginning



vocational teachers, then they must be based on appropriate
rasearch.

Rgsearch being reported at this Convention of tne Amaerican
vecational Association by Camp, Heath, Barber, and Talbert
(198%9), indicates that a major part of the beginning vocational
teacher’s life during the induction period is plagued with
negative influences. They coined the term DETRACTORS to refer to
the broad set of negative influences, 1ncluding things that in
the past have been referred to as problems.

Over the years, much research has been done to 1dentify the
induction problems of teachers in general. Somewhat mcere limitaed
research is available to address the specific preoblems and
inservice needs of beginning teachers (veenmam, 1984). In
general, what research is available has been limited to the
induction problems of academic teachers in traditicnal
classrooms. Indeed, there has been negligible attention pai1id in
the educational research litarature to the induction procaess for
beginning vocational teachers (Fuller. 1987: Camp. 1988&., April.
Moreovear, the broader perspective of induction detractors,
including but not limited to problems, of novice teachers 1s
complately unaddressed 1n the literatura.

Raesearch Questions

The following research questions guided the research caing
ragorted today:

1. What induction detractors are exparienced by beginning
vocational teachers entering teaching from traditional
teacher education programs.

2. What induction detractors are experienced by baginning
vocational teachers entering teaching from alternative or
vocational certification routes.

3. Are thera diffarences in the induction detractors
experienced by beginning vocational teachers entaring
teaching from traditional teacher education programs and
those antering teaching through alterrative or vocational
certification routes?

Methodology

The overall project from which the data for this paper is
derived consists of two broad ohases. This paper will report
results from only a selected portion aof the overall stugy. Today
we will repcrt only a minor portion o+ the methodology andg
rasultz.

-~y
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Selmction of Participants

A purposefully selected samples of beginning vocational
teachers from Virginia, west Virginia, and North Carolina
participated in the year-long study. The criteria for selection
was based on membership in one of the traditicnal vocational
service areas and on the basis of teacher certification. The two
critaria can be repressnted as a 2xX7 matrix (figure 2). We used
that matrix as the basis for the search, but identifying and
maintaining a sample of teachers that precisely matched the
matrix for the data collection was 1mpossible.

Figure 2
Matrix of Search Criteria for Participants in Eagh Qroup
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Potential participants were initially identified by contacts
with state department of education vocational aducation
personnal, university teacher educators, anc local vocational
administrators. Once the initial list of potential participants
was complete, the teachers were contacted by telephone to
determine their interest and to attempt to clarify thneair exact
status with regard to time-point in teaching, service area, and
source of certification. That produced a much reduced list of
potential participants. At that point, their principals,
vocational directors, and suparintandents were contactad by
letter then by telephone tc secure permission for tne teachers to
participate. since they would normally miss a day of class.
*inally, letters of confirmation and directions were sent to the
participants.

Of the 12 first year teachers, five are graduates of teacher
education programs, -a@ hold degrees in the tachnical fields in
which they teach, om olds a Master of Fine Arts gegree. one
holds an associrate degree in nursing. and two hold high school
diplomas. Thus, members of the group are certified as follows:
five through teacher education, four through alternative
programs, and three through vocational certification.

'y



There are seven males and five rfemales. QOccupational
experience varies from several yvears 1n part-time jobs for one v
teacher education graduate to over 2S years in the relevant trade
for one high school graduate. Two of the teachers are black and
10 are white. Six ara teaching in comprehensive high schools,
three are in vocational centers. two are in middle schools, and
one 1s teaching one-half day in each of two Junior high schools.
The following services are represented: health, agriculture, T&I
(machinery), T&I (printing), marketing. technology. career
exploration, and home economics.

Several interesting comparisons are possible between the
teacher aducation and non-teacher education teachers. As of the
beginning of the study. of the five beginning teachers with
teacher education backgrounds, the average age was 23 and only
one was married. Of the seven with alternative or vocational
certification, the average age was 38 and only one was single.

Data Collection Procadures

In general, a wide range of both gualitative and
guantitative technigues are peing used in the overall study. We
collected biographical data. situational data. school and
community data. personality types, job satisfaction data, and
many others. We conducted focus group (Nominal Group Technigue)
sessions; field observational visits: and interviews with the
teachers, principals., vocational directors, peer or mentor
taachers, and students. The entire data set is very extansive
and rich. Beginning in September, 1988

RQaily Logs

For their first year of teaching, each member of the R/B
sample was given a tape recorder that operatas with battaries or
regular AC current. batteries. blank tapes, pre-addreassed and
stamped mailers, and a set of questions to provide a format for a
daily log. The teachers tape-recorded rasponses to the set of
guestions daily. The guestion set for tha last day of sach week,
normally Friday, included several additicnal questions. At the
end of each week, the teacher mailsd the daily logs to the
research coffice. The tapes were transcribed for analysis.

Data Analysis Procsduras

A _Nots on tha Proceduraes

It is important to emphasize that this is assantially a
qualitative study. At the same time, certain comparisons batwasen
groups., across time, and in terms of pattarns can be discovered
and interpreted more easily using a gquantitative approach. We do
not want to lose, or evan confuse the fundamantally aualitative
nature of tha research. wever, this paper will present a
quantitative analysis of vart of the data.

v §



It is also important to note that we are not attempting to
generalize these findings to all beginning vocaticnal teachers.
The sample was purposefully drawn from three states in the
eastern part of the country. It is not representative of all
beginning vocational teachars. If fact, we selectea the sample
to be as reprasentative of vocational education as possible. Tha
use of chi-square in this report was done to examine for
relationships between those two groups of selected teacnars.

As we used it here, a domaln i3 defined as a conceptuallv
similar group of things. Anotker way of describing a domain 1s
that it allows us to group like items (objects. incidents,
attitudes, or behaviors.) It exists in two ways. First it can
be labeled and defined in such a way that like 1tems belong to
the demain and that other items do not. Secondly, it can be
defined by items that belong within it or are examples of it.

The first step in domain analysis was to select and clearly
define the domain of interest. Once the domain was clearly
dafined, then the transcripts were read from beginmning to end.
Each time an item that fit the definition of the domaln was
described by a respondent. a brief description of the item was
recorded. Additionally, the teacher’'s code number and the week
that the daily log was made were recorded for each 1tem.

The 1nitial domain analysis we undertook was that of
problems. That was bescause the litarature on beaginning teachers
and teacher induction is so replete with discussion of concerns
about problems and how to overcome them. As wea began the
analysis of the transcripts to identify problem-statements, we
discovered that man, negative things were listed that could only
very loosaly ba considered problams. Thus we came to use the
more general term DETRACTORS to represent anmy kind of nagative
influence (e.g.--experiances, incidents, problems, or fealings)
that interferad with the teacher’s ability to perform in that
role or that produced feelings of inadequacy or anxiaty.

Analytical Framework

To assist in the analysis of the .arge numbers of i1tems for
gach domain, it was necessary tc use an analvtical framework. Wa
developed an eight-catagory framawork pbased on conceptual
distance from the teacher, ranging from internal being the most
proximate to the community outside the school system being rthe
most distant., Figure 3 provides a graphic conceptualization of

the relationship among each of the categories. The categories we
developed ara described in the rollowing paragraphs.

Internal. Izems arising from factors within the teacher.
Internal facto"s may include such things as perceptions of self
and others, self-confidence, self-concept, personal and
profassional valueaes, beliafs, and self-control. This catagory

g
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also includes personal skills such as time management. stress
management, and parsonal corganization.

Padagogy. Items related to the short term planning,
delivery, evaluation, and imorovement of instruction. They may
include items involving such things as short term lesson
planning; securing, assembling, and organizing instructional
supplies, resources, and materials as a part of daily lesson
planning; and preparing for, delivering, and evaluating
instruction.

Curriculum. Items relatzd to the intermediate term planning
of course content and preparation for instruction. Curriculum-
related items may involve such things as planning and
organization of courses of study and units of instruction; and
selecting, organizing, and maintaining texts, instructional
materials, references, ard instructional rescurces.

Program. Items that arise 1n conjunction with the long tLerm
planning and operation of the department. 3Sub-unit or program.
Program-related may involve such things as broad program
planning, program development., and even making decisions on the
coursaes to offrear. Program-related items may also i1nvolve
recruiting and salecting studants: securing, operating, and
maintainirqg facilities, supplies., and aqulipment:; ang securing and
maintaining materials, resources, supplies, ofrfice, files. A
source of difficulties often overliooked is simply cperating
duplicating, audioc-visual. and other instructional equipment.

For teachers with shops or other laboratories. the oparation,
placemert, and maintenance of production aguipment, supplies. and
materials can be particularly important as a source of i1tems.

Students. Items resulting from interactions with students.
These items may involve such things as student-taacher
relationships, management of students, guiding students,
communication with students: student discipline; other types of
student misbehavior; motivation of students; student-student
relationships, animosity, rivalry, affection.

Paars. Items arising from intaractions with persons with
COo-workaers who ara neithar superior nor subordinats. In this
regard, pears are takan to include not only fellow teachers., but
all faculty and staff members whose ralationship to the novicea
teacher involves neither providing to nor receiving from the
novice directions which must be followed. They i1nclude, but ars
not limited to such things as parsonal and profassional
interaction with other persons such as other teachers, teacher
aldes., and other staff members within the school or school
system.

—n
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Systam. Items resulting from interactions with forces or
persons within the aducational system who make decisions with
which the teacher 1s expected to comply. Thay include, but are
not limited to such things as relationships with persons whose
decisions produce mandatory impact on the teacher. The obvious
axamples are administrators, principals, supervisors, and
departmant heads. But thare is a whole range of persons whose
actions impact on the options of the novice teacher--8.g.
counsalors, sacratarial staff. janmitors., cafataria workers, and
other school and school system staff. System-related incicen:ts
also arisa from school and school-system policias: managament
procaduras and regulations; clarical and compliance paperwork:
class schaduling; and student counseling. A scurce of many items
1s non-instructional dutias such as hall auty or coaching. Also
included are teacher certification programs, and teacher
avaluation programs designed for certification or tenure
avaluation.

Community. Items arising from interactions with situations
and with parsons outsida the physical and agministrative bounds
of tha school system that affact the professional or parsonal
life of the teacher. Community~relatad items may arise from

Q ) 1:1




intaractions with persons such as parents, business persons, and
other community members. Physical factors outside the sechool
systam such as community location, damographic characteristics,
services, facilities, and commuting distance are involved 1n a
range of items. Particularly for the beginning teacher, distance
from persons whom he or she needs for support (e.g. moral,
physical. financial) can be important.

. ic/V i ]
Each item was further classifisd as to whether 1t was
generic or specific to vocational agucation. Items that would pbe

applicable to any beginning tesacher were classified as generic.
Other items were Jjudged to be specific to vocational education
because of the unique characteristics of vocational education
cartification patterns, laboratories, co-curricular
organizations, students, curriculum, data reporting, purchasing,
atc.

I S (£ .

[tems for the DETRACTOR domain were extracted by searching
the complete set of transcripts specifically for that domain.
Each item was classified by (1) whether the teacher was TEC or
NTEC, (2) the week that the item was reportad, and (3) the
category of the analytical framework within which the item f1it.
In the case of significant events. items were also classifiad as
to whether they were positive, nautral., or negative in naturs.

Rasults

A total of 1,777 detractors were identified from tne
transcripts for the beginning teachers’ first year's daily logs.
Detracteors for TEC teachers and NTEC tsachers were comparsd
across the sight categories of the analytical framework. Tre
NTEC teachers reported a total of 1100 detractors and TEC
teachers reported &77 detractors. That difference 1s not as
extrama .s it would seam. With n=7, NTEC teachers reported a
mean number of items of 157.1. At nzS5, the TEC teachers reportad
a mean of 135.4 items. The overall mean number of 1tems per
teacher was 148.1.

An examination of Table | reveals tnat. for both groups of
teachers (NTEC and TEC) as well as for the combined focus groups,
the most important category of detractors is students (37.8%),
followed by system (22.9%). The categorias of communicy and
curriculum are at the opposite end (2.3% and L1.1%. respectively).

A chi-square of 40.0 (df=7, p<.05%) indicates a significant
association petwean source of certification and category. NTEC
teachers’ numbers of detractors were higher than expected for
curriculum, pedagogy, pears, students, and systam ralated
detractors. TEC teachers detractors wara higher than expected
for the community, internal, and program catagories.

12
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The most important contributors to the chi-square are the
community and program related sets of detractors, favoring NTEC
teachers and pedagogy favoring TEC tsachers.

Table 1
Retractors for all Teachers:
(\ NQLJ = \e[:t‘
g -~ N -~
CATEGORY NTEC % TEC % TOTAL %
COMMUNITY 14 1.3 27 4.0 414 2.3
CURRICULUM 17 1.5 3 0.4 20 1.1
INTERNAL 113 10.3 92 13.6 205 11.5
PEDLAGOGY 100 2.1 38 5.6 138 7.8
PEERS 46 4,2 24 3.5 70 3.9
PROGRAM 118 10.7 107 15.8 225 12.7
STUDENTS 427 38.8 244 36.0 671 37.8
SYSTEM 2485 24 .1 142 21.0 407 22.°9
TOTAL 1100 &77 1777
Notes:
NTEC--Non-Teacher Education Certified (alternative or
vocational)

TEC--Teacher Education Certified

chi-Sguars DF Pragb
40.0 7 Q0.000

Parhaps an examination of some o? tha actual detractors
extracted from the transcripts would be illustrative of the
nature of tha differencas found. Figure 4 provides a set of
axamples of the specific detractors identified by the teachears,
groupad by category.

Wa found that the NTEC teachers tended to nave fawer
community related detractors. In general they had bsen in the
communitias longer than thair TET counterparts. The detractors
illustrate that diffarspnce. In the case of the NTEC teacher, the
problem was in spending too much time doing favors for other
membars of tha community. For the TEC teacher. 1t was simply
getting established in the new community.

A difference in terms of curriculum, is reflectad in the
NTEC teacher not being 1nitially familiar with now to plan a
curriculum outline and the TEC taacher needing to know what was
taught last year. Tn terms of pedagogy., we fountxd that the NTEC
teachers had more difficulties. 7The detractors listed may

13
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reflect some light on that finding. The NTEC teacher found
writing tests to be a new experience and the TEC teacher found it
difficult to keep up on lesson planning. AN interesting example
of the differences in terms of the system is i1llustrated by the
NTEC teacher’s requirement to take a night course for
certification and the TEC teacher’s lack o~ experience in bus
duty.

Figure 4
Qetractors 'isted Rv Participants in the Study. Ry
category
CATEGORY GRQUP DETRACTOR
COMMUNITY NTEC -getting jobs dona in
shop for pesople in
community
TEC -gaetting established 1n
new community
CURRICULUM NTEC -Nnot knowing how to do
curriculum outline
TEC =NOL Knowing what was
taught the previous
year
INTERNAL NTEC -Nnot enough time to plan
classes
TEC -teacher showing anger to
student
PEDAGOGY NTEC -not knowing how to write
a test
TEC -keeping lessons plans up
PEERS NTEC ~lack of trust by the
departmant
instructors
TEC -othar teachsars getting
into shop supplies
PROGRAM NTEC -not knowing about VICA
competitions, rules,
proceduras
TEC -missing gay of teaching
Lo pick up prace of
equipment
STUDENTS NTEC ~dealing with studant’s
parsonal problem
TEC ~disruptive students -
constantly with two
students
SYSTEM NTEC ~having to take night

courcsa for
certification

TEC “bus duty - not knowing
what to do

14
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Wa then examined the vocaticnal education unigueness of the
detractors by source of teacher certification. An important
finding is that almost one-~fourth (24.8%) of all detractors
raportaed by the first year vocational teachers were attributable
to the unigue characteristics and reqguirements of vocational
aducation.

The chi-square was again significant (6.4, df=1, p<.03)
indicating an association batween the two classification
variables. An examination of table 2 raveals that generic
detractors were relatively more important to NTEC teachers 1in the
samplae. The TEC teachers experienced a higher propcrtion of
vocational education specific detracters than did NTEC teachers.

Table 2
Qatractors for all Teachers:

- A , == . " - fica
GENERIC/ » SQURC

VOCATIONAL NTEC % TEC % TOTAL %
GENERIC 850 77.3 437 71.9 1337 75.2
VOCATIONAL 250 22.7 190 28.1 440 24.8
TOTAL 1100 &77 1777

Notes:

NTEC--Non~Teacher Education Certified (alternative or
vocational)
TEC--Tsacher Education Certified

Chi-Sguare DF Prab
6.4 1 .0ll

In an attempt to illustrate the diffearences between the two
groups 9f teachers in this area, we have identified several
typicai detractors, see figure 5. Again, the detractors
themsalves provide additional insight.

It is difficult to distinguish between the generic
detractors for the two groups of teachers. But, whan we look at
the sample vocational specific detractors, a pattern emerges.

Thia NTEC teacher who axprassed an 1initial lack of familiarity
with the vocational club was typical. The eguivalent frustration
for the TEC teacher was 1n learning how to order machina parts.

15



16

Figure S
Sa g , . (
Generac/v¥ocational

GEN/VOC _  GROUP ~ DETRACTQAR
GENERIC NTEC -students antsy in class
pefore long braak
-socializing on teacher
work days instead of
work
~teaching different grade
lavels

TEC ~not knowing how to use
AV eguipment
-students who misbahave
in class
~having sub for half a
day to teach classes

VOCATIONAL NTEC -not knowing the ropses

with vocational club

-FHA fund raisers -
school sacratary
seant check without
ordar

~surprisa eavaluation by
stata supervisor

TEC -coordinating FFA fund
raiser
-watching 15-20 studants
in shop (wood)
~procadura for ordering
machine parts

Finally, we axamined the association beatween the freaquency
of detractors reportad by semastar, for the two groups. Table X
contains that information. The fraquency of reported datractors
was quite consistent, but the distribution by tsachar group
changed between semesters.

wa foundg a significant enhi-squarae (34.9, df=Ll, p<.0S5) which
indicates a significant association. Examination of table 3
ravaals that the TEC tsachers rsported a relatively higher
fraguency of detractors in tha first semaster and the NTEC
reaportad a higher relative frequency in the seccnd semester.

16
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Table 3

RQetractors for all Teaghers:

S | : S F o .

SEMESTER NTEC % TEC % TOTAL %

L T sla s6.7  a1a eiz sza  s2.2
2 586 S53.3 263 328.8 849 47.8

rorat 1100 &77 1717

Notes:

NTEC--Nor-Teacher E£ducation Certified (alternative or
vocational)
TEC--Teacher Education Certified

chi-Sguarea e Prob
25.0 1 .000

The illustrative detractors in figure 6 are very useful in
understanding tha Jiffarences. Tha NTEC teachers experienced
difficulties initially in determining how to write lesson plans.
At the same time TEC teachers were bothered by the amount of work
that was needad to accomplish the job. Later in the year, the
nature of the detractors .eemed to become more similar for the
two groups, as the NTEC teachers began to master tne skills that
are normally taught in teachar education programs.

17
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Figurea 6
Sepestar

SEMESTER GRQUP DETRACTOR
1 NTEC -writing lesson plans,

how & what to
include

-lack of trust by tnhe
gepartment
instructors

-coordinators not giving
directions for test
grading

TEC -parsonal health (not
faeiting well)

-lack of support from
principal concerning
disruptive students

-not enough time to do
averything

2 NTEC ~daciding on what to
tesach last nine
- weaks
: -getting students to wind
. down after big DECA
avents and get into
lessons
~-students who lag behind
in complating
projects

TEC -not knowing complexity
of students’
projects

-motivating students to
finish work at end

— of year

~paing abls to work with

each student in shop

Conclusions
1. The term OETRACTORS is more meaningful and descriptive of
the wide range of frustrations axperienced Dy baginning
vocational taachars, than is the term PROBLEMS.

2. Rmlationships with and petwesn students are thae most
important sourcs of frustration for beginning teachers.

ERIC | 18
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3. The educational sys*em itself contributes a ma jor share of
the detractors experianced by beginning vocational teachers.
Purchasing, evaluation, reporting, and the heavy work load
are sources of much frustration.

4. There are many differences in the detractors experiaenced by
beginning vocational teachers with (TEC) and without (NTEC)
teachar esducation backg!ounds.

a. TEC teachers’ detractors are more often related to
adjusting to the new community and to learning how to
operate within the occupation itsalf. TEC teachers
must learn the "tricks of the trade” for the
occupational area.

b. NTEC teachers experiesnce more frustrations from
learning to operate within the school systam and
adjusting to tye less structured way of doing things as
compared to the work world. NTEC teachers must learn
the "tricks of the trade” for the school system,

S. NTEC teachers are mora experianced in their technical fialds
and thus experience a relatively smoother time in terms of
vocational education specific detractors than do their TEC
countarparts.

&. TEC teachers are initially better prepared to deal with
teaching requirements and experience a relatively smoocther
time in terms of generic detractors than do the NTEC
teachers.

Discussion

It was not the purpose of this study to maka a valye
judgement regarding the efficacy of the various routes by which
beginning vocational teachers aentar tha profession. Both TEC and
NTEC teachers are important to the success of vocational
education in the United States. If value Judgements are inferread
from reading the paper, they are not intended and are not
supported either by the design or the findings of the research.

As we beagan this study, we wondered whether there wera real
and fundamental differences in the nature of the induction
process betwean those beginning vocatiomal teachers whose
backgrounds included college level taacher aducation programs and
those whose backgrounds did not. At least in terms ¢f the
negative aspects of induction, i.a. detractors, wa have found
that there are indeed important differences.

We also wondered whether beginning vocational teacners
experianced a different set of detractors from those axperiancad
Py othar tesachars. We found that a major portion of the
datractors were indeed unigue to vocational education.

19 .
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For those state lavel policy-makers, educational lsaders,
anc teacher aducators who are responsible for the aarly
professional development of beginining teachers, the implications
are clear.

i. Beginning vocational teachers experience many of the
same detractors as other baginning teachers experience.
But an important portion of the detractors arcg
different.

Tharefore, induction assistance programs should be
tailored to meet the unique needs of beginning
vocational teachers in addition to the generic needs of
all beginning teachers.

r

The negative induction axperiances are different for
the two groups of teachers. That implies that the
induction assistance needs are also different, at least
with regard to overcoming those nagative influences.

Therefore, induction assistance programs should be
tailored to meet the unique differances in needs
batween the two different groups of beginning
vocational teachars.
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