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Background

The first year of teaching marks a unique and important period in the profcssional and personal career
of a teacher. Following successful complction of pre-service teacher education, the new Leacher generally enters
the profession with high idcals and some beginning stratcgies to put those ideals into practice. (At lcast we
carry that hope). For some, the cxpericnce of the first year provides challenges, rcwards, and satisfying
accomplishments. For others the first year cxpericnce is often beset with disappointments and difficultics that
sometimes lead to disillusionment and carly cxit from the profession. Those who leave teaching commonly do
so in the first three to five years and such individuals arc often the most academically talented (Huling-Austin,
1986; Mark and Andcrson, 1985; Schlechty and Vance, 1983 ). Those able to weather the storm of the first
year of teaching often look back with a sensc of relicf at having survived the ordeal. Unfortunatcly, many of
those who survive the first few years--the induction phasc--come to rely on a limited repertoire of teaching
skills (Roscnholtz, 1987).

Proper assistance for beginning ieachiers upon entry into teaching appears to be a missing link.
Abandoned by the institutions that prepared them for tcaching, and given only minimal assistance by school
districts who hired them, beginning teachers arc frequently left to 'sink or swim' during their induction into the
profcssion. Without opportunitics that allow for growth and development beyond just coping little chance
cxists that people will move towards ncw challenges in their carcer. Beginning teachers in particular must be
able 1o sce that their cfforts will result in producing the positive outcomes for students. Limited opportunitics
for growth and development also means professional development of the budding teacher may be scriously
impeded during the induction period. How a beginning teacher survives this period often determines what kind
of teaching style will be adopted and perpetuated. Survival of the fittest in this context may well mean the
developing professional is sacrificed and mediocrity cncouraged. Formal induction programs to help beginning
teachers therefore may be an alternative for alleviating the negative cffects during e entry year and providc a
basis for improved tcaching in schools.

Induction, or those first critical ycars, has now been discovered by the educational press and the
concept has found its way into the veracular of teacher educators and school district people. Several major
journals have devoted whole issues to the topic and cducational organizations have held national conferences or
scssions on induction. Huling-Austin argucs that "finally the most powerful testimony to support the
growing recognition of the importance of teacher induction is the increasing numbers of teacher induction

programs being implemented across the country” (p.5).

In the province of British Columbia where this study took place the Ministry of Education has
cncouraged districts to introduce induction programs for beginning teachers. Similar programs have been
introduced in other provinces as well. However commendable this attention to induction, informal observation
suggests that programs where they do exist seldom achicve the expectations held for them. A recent study in
Ontario has found that beginning teachers reccive very limited introduction to the profession and that forms of
assistance that do occur usually come from a few caring collcagucs (Colc and McNay, 1988; Fullan and
Connclly, 1987). Thus whilc onc finds districts talking a good game when it comes to induction, onc can
question whether that talk is matched by action. This general question led to the study reported in this paper.

Objectives

This study which cxamined district practices regarding teacher induction in the Province of British
Columbia came at a time when much cncouragement had been given to districts o undertake induction
programs. It first sought to identify the practices and policics reported by those in the district offices and to
then observe how those policics and practices were actually being carried out in the districts. Further, the
authors were curious as (o why the notion of induction was now receiving so much press and attention. To
this cnd we reviewed the appropriate literaturc in teacher induction to determine the purposcs that programs of
induction arc intended 1o serve and the types of programs that should be designed to achicve those purposcs.
The study became an cxamination of how such purposes and practices werc acted out in the districts throughout
the province.

The study was also undertaken because several had pointed to a lack of information about whether
induction programs and practices will guarantec the positive outcomes desired. While many such as Odcll
(1987) contend that the needs of beginning teachers cannot be ignored, most still admit that induction
programs arc simply still too new to be a proven component of the life-long process of devcloping teachers.
Others contend that despite the Jack of cvaluative rescarch support for induction programs, there are
indications that such programs will make a difference. Our first concern was whether such programs cven
cxisted.




Perspectives and Background Literature

This section bricfly summarizes our litcraturc revicw in two areas, the motives behind induction and the
frameworks for carrying it out.

The lens behind the eye, Our review of literaturc supported by intervicws with district people and
attendence at meetings where the topic of induction was being discussed pointed to five reasons why induction
has become an issuc in education: teacher retention, personal and psychological assistance, assessment, reform
and academic curiosity.

Onc of the compelling reasons for implementing teacher induction programs has been the alarming
ratc at which beginning teachers make carly cxit from the profession. Retention of teachers within the
profcssion is of great importancc and can be seen as an indicator to gauge the health of the education
profcssion. Attracting desirablc candidates into teaching is admirable but retaining such talented people is
nccessary if teaching as a profession is to remain viable and strong. In the United States the retention rate
of beginning teachers is very much a concer.

Rescarch shows that beginning tcachers leave in the largest numbers. Schlecty and Vance
(1983) cstimate that, nationally, approximatcly 15% of the new teachers leave after their
first year of tcaching as comparcd to the overall teacher turnover ratc of 6%. This means
that the first year teacher is 2 1/2 times more likely to leave the profession than his or
her morc experienced counterpart. Of ail beginning teachers who enter the profession 40
to0 50% will lcave during the first seven years of their carcer and in excess of two-thirds of
thosc will do so in the first four ycars of teaching. (Huling-Austin, 1987, p.9)

Compounding this retention crisis is the predicted teacher shortage (Darling-Hammond, 1984) which
may make attracting ncw promising candidates to the teaching profession cven morc Cifficult. Morc recently in
the province of British Columbia, Canada, the Royal Commission on Education states that after 1991-92 "the
province will expericnce an acute shortage of approximately 1,800 teachers per year-an intolcrable situation”
(Sullivan, 1988, p.38). Whilc it is not clear whether the same problems with retention are cxpericnced in
British Columbia it is apparcnt that unless teaching is vicwed as a desired carcer, attracting the very best
prospects will be hard to do. One of the avenucs by which the profession might be made more attractive is the
way in which beginning tcachers arc helped to make the transition from student-teacher to teacher. "The
Commiszion recommends: That district-based induction programs be established cooperatively by school
districts and tcachers, and that they be characterized by special support services and carcfully designed teaching
assignments during the first year of induction” (Sullivan, 1988, p.40)

Closcly linked to the carly exit phcnomenon, is the recognition that beginning icachcer require
personal, psychological and professional support. This view often takes the position that the pre-service
training of teachers can never be adequate preparation for entry to the profession. Ward (1987) holds that
when school districts provide structures that build upon realistic cxpectations for novice teachers'
performance and offer support and training necessary to further their knowledge, skills, and perceptions of
teaching that such individuals are more likely to participate in school improvement, teacher training,
curriculum development, and other profcssional development cfforts that extend beyond the classroom.
Induction programs carcfully designed may provide the structure necessary to lead beginning teachers to
becoming truly prolessional.

Widceen and Andrews (1987) suggest that beginning teachers receive induction programs under the
umbrella of teacher education because it provides opportunity for ongoing professional development that is
likely to cstablish a pattern of reccptivity to futurc staff development cfforts. Such patterns arc expected of
a profcssional in the acquisition of new knowledge and skills. In short, the dimensions for effective
induction of beginning teachers is a necessary step in the development of professionals in moving towards
the preferred state where practitioners arc morc likely to become ‘reflective’ about their craft provided that
preservice teacher education has sct the stage for that. That notion in turn is likely to cause teachers to
remain in the profession.

Retaining teachers provided the main motivator for many of the superintendents which whom we
spoke. If they could cut down the number of teachers leaving the district, they could save money in
recruitment. An induction program might do this.

Andrews' review (1986) of induction programs points to another purposc, namely, assessment.
Many point out that induction programs for beginning teachers have been built upon cither an assessment
modcl! or an assistance and support modcl as the primary purpose and cmphasis ( Colc and McNay, 1988;
Newcombe, 1987). The asscssment model, characterized by its cvaluative and summative componcnts,
measures generic teaching skills demonstrated by the beginning teacher. While the underl ying purposc in
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this model is to improve teaching skills of the beginning teacher through remediation of dcficicncies that

- surface during asscssment of their teaching, certification is granted only upon successful completion of the
program. This modcl is most oftcn associatcd with the state mandated induction programs occurring in the
United States and the "Teacher Residency Program recently proposed to the Ministry of Education in
Alburia (Ratsoy ct al., 1987) would appear 10 bear some of these characteristics as well” (Cole and McNay,
1988 ).

Whilc statc assessment induction programs appear to mect demands for cnsuring that beginning
tcachers master a minimum of basic teaching competencics before recciving certification, others are critical of
the assessment model. The state asscssment induction systems often derive a compendium of competencies
from much of what has been leamed from the cffective teaching research but the usc of this research as the
litmus test of tcaching has at best mixed results for judging cxemplars of teaching ( Griffin, 1985).

Another criticism of the asscssment model inhcrent in the state mandated induction programs rcsts
on its usc of the program as a sclection process for hiring prospective candidates fer teaching positions.

Some state mandated induction programs, uscd as screening devices, ensurc minimum compctencics are
demonstrated by beginning tcachers before certification is granted (Fox and Singlctary, 1987).

Hawk and Robards (1987) indicate that the number of statc mandated induction programs in thc United
States is becoming more prevalent and they predict that such programs will eventually be commonplace in the
1990's. If their predicticas are accuraic the assessment model as described and applicd to beginning teacher
induction programs may proliferate, but is not likely to do its work of producing quality teachers. "Assistance
to the beginning teacher, if it occurs in these programs, is generally delcgated to local dis.icts, and it tcnds to
focus upon improving the performance of a specific competency with which a teacher had difficulty on the
assessment, rather than on developing a repertoire of skills * ( Newcombe, 1987, p.13). Andrews found few
induction programs that were able to strike a balance between assessment and assistancc, usually it was onc or
the other. He notes too that the literature secms to lean heavily towards the purposc of assistance rather than
assessment. His review leaned heavily programs developed in the 70s. Our sense of the recent litcrature
suggests that asscssment has diminished as a motivating factor for cncouraging induction programs.

Though rarcly stated in a direct way, many who promote induction appear to carry a reform agenda
along with their proposals. It lics somewhat in the background, but noncthcless pervades Those who take this
vicw often hold the perspective that teacher education and teacher development occur on a continuum which
involves preservice, induction and inservice. Without strong programs of induction the effects of preservice
teacher education are frequently ‘washed out' by the realities of the first year of teaching; beginning teachers
quickly become socialized to the norms of traditional schooling and the cycle continue (Zeichner, 1991).
Induction provides onc means by which this cycle can be broken. But when the underpinnings of this argument
arc cxamined the notion of reform becomes obvious. Clearly, preservice teacher education is to produce teachers
who can reform the system; induction becomes the shelter conditions to allow them to do that,

A further motive behind the interest in the induction year rests with the curiosity of thosc who
pursuc it a an arca of study. The first year of teaching provides 2n cxcellent laboratory to cxamine how pcople
learn to teach. As we know from the litcrature as well as our own cxpericnce, the year can be a very traumatic
onc for thosc cntering teaching. They no longer have the supcrvision and guidance they had during their
teacher cducation program. Fort many, it may be their first full timc cntry into the work force. However the
reansition is made, the period is one of flux, extreme pressure, and cnormous challenge. Leaming to cope,
learning to sink or swim or learning to grow profcssionally becomes a period of learning to teach.

Frameworks for induction, The litcrature also produced several frameworks from which to view,
asscss and plan induction. Johnston and Kay (1987) proposc five goals or purposes for teacher induction:
oricntation, psychological support, acquisition and refincment of tcaching skills, retention, and cvaluation.
They arguc that institutions of higiicr lcaming can no longer be on the sidclincs but must take an active
role in *eacher induction beyond prescrvice training.

Fox and Singlctary (1986) identify cssential clements of an induction program that arc nccessary in
addressing the concerns of beginning teachers. Such clements should include the following: "provisions for
acquiring additional knowledge and instructional skills; opportunitics for developing attitudes that foster
cffective teaching performance; assistance in recognizing the cffects of isolation; and aid in becoming
integrated into the school district and community" (p.13). Bascd upon their eapericnce, Fox and Singlctary
further recommend that induction scminars be given to beginning teachers with particular cmphasis on the
following goals:

1. Develop a psychological support system for the teacher, focusing on sclf-perception
and attitudes likely to result in increasing commitment and rctention.

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

25T COPY AVAILABLE




3, Help develop the skills necessary to transfer the pedagogic theories received in
preservice courses into appropriate teaching practices.

4. Provide cxpericnces in which new teachers can begin to develop professional attitudes
and the analytical and cvaluative skills nccessary to maintain a high level of
proficicncy in a continually changing profession (p.13).

They suggest specific kinds of activitics and procedures for attaining the goals during the scminar
scssions. These suggestions include location of where the scminar should take place and scheduling of how
often they should be held, sclection of seminar facilitation, who should assume responsibility for providing
induction scminars, program components during the seminar which would allow beginning teachers to
devclop skill in self-cvaluation and reflection, peer support and cxchange of information between beginning
teachers. The idea of seminars has great validity when one considers that even brief workshops and a
training manual provided at the beginning of the school year for planning and organizing clementary
classrooms has proved to be more cffective than leaving teachers to their own devices (Evertson, Emmer,
Sandford, Clements, Worsham, 1984). Finally, they stress the need for institutes of higher learning and
other cducational agencics to become collaboratively involved in induction for the beginning teacher. The
overarching goal in all this according to Fox and Singletary is the development of the analytic and reflective
growth of the beginning teacher.

Andrcws (1987) in his comparative examination of induction programs in five countrics identified

* five paradigms for viewing induction, the laisscz-fairc modcl, the collcgial model, the formalized mentor-

protege model, the mandated competency-based model, and the scif-dirccting profcssional model. The
laissez-fairc model is characterized by a lack of any planncd cffort of assistance for the beginning teacher
apart from inscrvice generally offered to teaching staffs as professional devclopment. Andrews says that
this type of assistancc indicates what is prcvalent in Canada, Britain, and parts of thec U.S.A.

In the collegial model " the underlying assumption of this induction paradigm being that the
collegial relationship of the beginning teacher with an cxperienced peer in the same school emphasizes the
supportive, personalized, school-based and non-evaluative form of induction practice” (p. 300). A
formalized mentor-protege model is described as a helping relationship whereby a mentor is assigned to a
beginning teacher but unlike the collcgial model the mentor assumes an evaluative rolc. The "interaction
between the mentor and the beginning teacher would comprise modelling, supervision, coaching,
discussion, and curriculum collaboration” (p. 301).

The mandated competency-based modcl as its name implics is assistance given to beginning
tcachers with a focus on assessment and accountability for attaining specific outlined teaching
competencics. Usually this type of model emerges as a result of state mandated requirements for
certification of teachers and fulfillment of policy regulations for induction programs. The self-directing
professional model is onc where the * beginning teacher n.ay experience modifications of any of the last
three scenarios but most importantly first year profcssional in-service activilics are seen as the beginning of
an ongoing continuing cducation programme for the first year teacher” (p. 303).

Rosenholtz (1987), after detailing the necessary structures needed to increase teacher cfficacy and
limit teacher dissatisfaction, abscntccism, and defection in the workplace offers the following ten
organizational conditions as factors in designing induction programs for beginning teachers:

1. Initial tcaching assignments that place them ncither in the most difficult schools nor
with the most difficult students;

2. Discretion and autonomy to make important classroom choices with information about
options and possibilitics gaincd through opportunitics to participate in decision-
making with collcagucs and administrators;

3. Clear goals sct by administrators, colleagucs, and beginners themsclves toward which
they should initially strive;

4. Clear, frequent, and helpful fecdback from administrators and collcagucs about the
progress they arc making with suggestions to help them improve;

5. Regular encouragement and acknowledgement of their efforts by building
administrators and collcagucs;

6. A school cthos that explicitly encourages them to ask for advice when needed and to
fecl non-threatened when others offer theirs;

7. Opportunitics to talk frequently with morc cxpert collcagucs about teaching problcms
and possibilitics, to obscrve them at their work, and to be obscrved by them;
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8. Encouragement to continuously experiment with new teaching ideas and to cnjoy
colleagucs who do likewisc;
9. School-wide standards for student conduct that beginners can be helped to enforce
consistently;
10. Opportunitics for beginners to participate in school cfforts that involve parents in their
children's learning and that keep parents regularly informed (p.30).

The implications of Roscnholtz's ten organizational conditions are cxtensive and implies a readiness
for action within the profession. This assumption may be an error by omission, for as Huling-Austin (1988),
points out, many have made the mistake of thinking that because there are mandated induction programs that
there is also general conscnsus in the profession regarding their value and merit. This is simply not so
according to Huling-Austin and shc says that one of the features of designing an induction program must
include the need to cducate the profession as well as the public about teacher induction.

The idea of a teacher development school as a vehicle for induction programs has also been
supported by others. In their extensive review, Wise, Darling-Hammond, and Berry (1987), recommend an
induction school as a type of supervised internship which could be implemented by school districts in
schools where high staff turnover had previously been expericnced. An induction school, in this scnse,
would be the responsibility of a school district and would provide developmental expericnces o beginning
tcachers delivered by seasoned veterans. Beginning teachers would undergo an internship including both
assistance and assessment in this type of inducticn and Wisc et al sce the following bencfits occurring:

Supervision for beginning teachcrs with cased cntry to teaching, better preparation for
teaching, and reduced attrition; an attractive assigament for senior teachers that rccognizes
and uscs their talent and cxpericnce; a setting whercin first-year teachers could be
efficicntly and cffectively cvaluated; and more resources and more stable tcaching for
disadvantaged children. (p.95)

Schicchty ct al (1988) have described a school district's attempts 10 cstablish a profcssional
development school involving major changes to the school system but admit that such a project will take a
ten year time span to fully implement. Although an induction school as described has great potential in
accomplishing the goal of moving beginning teachers towards the goal of becoming a profcssional it would
appear that there is little evidence in the literature of this type of induction occurring.

The great diversity between types of induction programs and the varying intensity applicd in their
implementation makes it difficult to catcgorize them into discrete models. However, some characteristics do
scem to surface and lincs of demarcation exist between types of induction programs. Kester and Marockie
(1987) claim that irduction programs gencrally fall into three categorics and can be characterized as cither
oricntation, cvaluaiion, or assistance. Huling-Austin and Murphy (1987) found that induction programs could
be generally grouped into four clusters after considering the content, organization, and intent of the programs;
statc mandated programs; collaborativcly operated programs; local district programs; and no formal program.

* /ard (1987) describes structurcs which are recommended for induction programs and essentially form the basis
for two types of induction, onc being a mentor teacher structure for induction and the second a teacher
development school.

For our study, we drew on these different frameworks to propose a medel involving four levels of tcachcr
assistance. The first involved the 'nuts and bolts' level which included assistance and oricatation to the
context of the workplace in which the beginning teacher will be cmployed. At a second level we saw
programs attending to the psychological nceds of beginning teachers. At a further level we saw induction
programs dealing with the morc sophisticated issucs such as changes in teaching practice. The fourth level
involved the stage of reflection and professional growth. This became the rough template against which to
view the practices in the districts.




Reflection & Professicnal Growth

Changes in Practice

Psychological Support
Nuts and Bolts Assistance

Figurc 1: ;A Model for Assisting Beginning Teachers

Methods and data sources

The first stage of the study involved a telephone interview with district personnel in cight districts in
the Province of British Columbia. These districts had been chosen because they had experienced growth in
terms of hiring new teachers over the past five years. It was assumed that if any districts were to have
induction programs it would be thosc which had been hiring new teachers. Initial telephone contacts were
followed with a letter which outlined the questions that would be asked. A formal teicphonc interview was
then conducted with personncl in cach of the districts. Sccond, a questionnairc was distributed to beginning
teachers in two districts having the highest annual mean average percentage of projected growth, plus the
required minimum of 10 beginning teachers. The qucstionnairc asked about specific kinds of assistance that
the two school districts said they offered to beginning teachers and the resulis were used to compare what
beginning teachers said they had actually reccived, The sccond step provided a means of determining whether
the activities described in district offices were actually being put into practice at the school level. The data
from the interviews were transcribed. Once the data had been collected and summarized, the authors attempted
1o asscss the degree to which the practices of induction reflected what the litcrature pointed to as cffective
practice.

Results

In general, the results pointed to a high level of understanding abovt the importance of induction and
a good sensc of what it should cntail. Unsurprisingly, most saw induction as a means to help teachers adjust
to the practices of the district. Some talked of retention. When it came to the level of practice, the districts
varicd from those reporting a strong induction program to those rcporting virtually nothing. In many cases
those responsible could not cven identify how many beginning teachers taught in their district. ' When the
district whose administrators reported having a strong induction program was comparcd with the one who
reported nothing, no differences across thosc districts were found when beginning teachers were surveyed.
Where differences among teachers did they were associated with schools, not districts. Furthcrmore, our
analysis suggested that a proper nurturing and supportive school climate may in itsclf be the best means of
induction. When the conditions for conducting optimal induction programs posed by Rosenholtz (1987) arc
cxamincd closcly we were hard pressed to find anything there that onc would not wish to have in a school,
When we juxtaposed our data against the model we had drawn from the literature, it appeared that the districts
were working at the fringes of the first level, that is the 'nuts and bolts' level. Virtually nothing occurred that
could be described at other levels. In short, we found more fiction then fact.

The comments made by the district administrators we intcrviewed appeared to reflect the issucs that
we frequently sce raised in the literature. The following comments typificd our conversations with school
administrators who were asked about the problems facing beginning teachers:

I have oftcn commented that teachers that are coming into the teaching force are expected to
shoulder far many more burdens than they arc trained to do. Wce arc now cxpecting our
teachers (o be in parents, counsellor, psychologist, psychiatrist, and a host of other things,
yet when it comes to tcacher training quitc a lot of it is in terms of the routine things of
tcaching, mcthods and things like that. So I think that is thc most overwhelming thing
that a tcacher faces in present context. I think that this particular thing is further
accentuated by the cconomic times, where both mother and father are working or the high
percentage of single parent familics or scparated familics, these social and cconomic needs
poscs a further burden on teachers. Not only is a beginning teacher faced with the challenge
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of the teaching profcssion but there arc these added responsibilitics. 1 think it is an
awcsomg task that tic teacher has.

Isolation and lack of support. Well, isolation first in terms of what they arc teaching aad
how they are doing. Sccondly, support for the nuts and bolts of things having to do with
cducation. The third thing would be an opportunity to get feedback about their teaching.

I think probably disciplinc and classroom management. Next would be curriculurs and
lcsson planning. The third onc would be things like school routincs, scheduling, like how
do I fit into the school. Those arc the oncs we scem 1o hear as essential.

When we juxtaposed comments such as these against what the literaturc had said about the
problems of beginning teachers we found a good correspondence. For cxamplc Veenman (1984) cxamined
cxtensively the professional and personal concerns of beginning teachers and found the naturc of their
problems arose from what he terms "Praxxishock” or reality shock suffered in the transition from teacher
training to actual teaching on the front lincs of the schoolroom. He identifics eight perceived problems
most often expericnced by beginning teachers in their first years of teaching as classroom discipline,
motivating students, dealing with individual differences, assessing students work, relationships with
parcnts, organization of class work, insufficicnt or inadequate teaching materials or supplies, and dealing
with problems of individual students.

The province in which the study took place had recently had a Royal Commission on Education which had
made a recommendation that district-based induction programs be established co-operatively by school districts and
teachers, and that they be characterized by special support services and carefully designed tcaching assignments during
the first ycar of induction. When asked about how they had responded to that recommendation, the following types
of comments followed from district administrators:

Wec haven't discussed it as a district analysis of that particular aspect of the report, although
the district has donc a lot of work in terms of the Royal Commission Recommendations. I
think personally that it is something that onc needs to support. That is not a district view

but a personal response.

We haven't had a formal discussion on that yet. Certainly we would go along with that.

We have gencral support for that statcment. We can certainly try to program towards this
recommendation. I'm not sure if that implics a reduced assignment for new teachers.
Practically, a funding shortage in most districts to implement reduced assignments and
responsibilitics for cxtra funding would fall on the ministry.

We now sce something of a shift to the concerns about finances and other obstacles that come in
the way to developing such programs. In fact five of the districts indicated that they did not have a scparate
program for beginning teachers but added that there were some things like basic oricntation to the district
that were offered. The remaining four districts said they had a scparate program. We then undertook to
compare the two using a beginning teacher questionnaire distributed to beginning teachers in two of the
districts, onc who indicated that thcy had a program and the other that indicted that they did not. The data
from this comparison appear in tables 1 and 2. Table 1 shows the number of students who answered ‘'yes ¢
to ti:c question, did you reccive the following assistance? District D claimed to have a program for
beginning teachers; district J did not. Table 2 reports the beginning teacher responscs to a question asking
them if they participated or received information about the ninc items listed in that table.




Table )
Beginning Tcacher Yes Responses to question : Did you rece:ive the follawing assistance?

Items District D Distric. J tiigtrict D * 4 District J ¥*
1. System “.formation ” 14 73% 61%
2. Resour:cs Materials 24 5 : 80% 65%
3, Instructional 20 14 67% 61%
4, Emotional 26 17 87% 74%
6. Environment 07 06 23% 26%
L %ﬁ;ﬁ,’;ﬁf“" 1 07 37% 30%

** percentage of total respondents ( District D n=30; District J n=23)

Tablc 11
Frequency of Items beginning tcachers said they received or participated in.

[tems District D District J *District D **District J
Printed Information

21 14 13.3% 13.0%
Oricntation
meetings 19 19 12.0% 17.6%
Oricntation visits

12 11 07.6% 10.2%
B.T. group
meetings 11 09 07.0% 08.3%
Meeting oth
tcacc(;x;f ot 17 10 10.8% 09.3%
M Ipi
Mntors/Helping 14 05 08.9% 04.6%
Workshops ,
Confecrences 25 16 15.8% 14.8%
)
Observe other 12 08 07.6% 07.4%
Unsolicited Help 24 15 15.2% 13.9%
Other 03 01 01.9% 00.9%

*Percentage of total responscs for District D ** Percentage of total responscs for District J
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It would be hard to make & cas® éiat cither group of beginnin tzachers faired better in cither of
these districts. While a higher percentag:: of the students in distiict D reported having received systemy and -
resource information thaa in district J, *liosc in district J roportad more oricntatior: meetings and visiss,
Erom these data and from the writien comments the students provided, we concluded that shie differences
reported by different beginning teache.rs were more a function of schoal to school differerice then disrict to
district diffcrence.

The data from these two tasles conve y another message sbout the assistance ne:vided to eginning
teachers. A high percentage of beg nning teachers reported receiving; system informstion and resource
matcrials. However, when asked #out obscrving other teachers and mecting with rAkeer teachers the
percentage drops considerably. Coupled witi other data obtained from student comtucnts, it appeared to s
that the broad type of assistance provided came at the level of nuts and bolls information. Few of the nthes
levels were being addressed. Tie: importanc:s of this should not underesiimated. (e beginning teacher

l spoke very highly of the welco.ae she had had o the district, aad when she learnes! that they had a prograii
i for beginning teachers, she reported fecling very special.

| Our interpretation of the data gave us a sense that while induction had sccn given priority in hsgh
1 places with regards to how pcople talked about it, it had not yet become a scrizas and integral part of 108t
‘ school districts. The assistance beginning teachers were recciving was more a function of the school md
significant collcagues rather then any planncd thrust on the part the district. It scemed that cfforts were

| needed at all levels of the organization, not just from the district. Further, it appeared to us that in thosc
schools that did not have a good school culturc to begin with, grafting on a school induction program
would have limited effects. Perhaps the very best induction program arises out a healthy school As we
cxamined Roscnholtz's conditions for a good induction program, we asked oursclves what part of that list
would we not want for all teachers?
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