











ABSTRACT

The research reported in this paper studies
the relationship of three independent variables,
namely; experience, training, and methods, to
eleven environmental dimensions of the school.

These dimensions fall into three general socializ-
ation categories, namely; (1) students' formal sub-
environment (containing five dimensions), (2)
students' informal subenvironment (containing two
dimensions), and (3) the teachers' subenvironment
(containing four dimensions).

The sample (N=55) was drawn from twenty-three
Newfoundland schools and included thirty beginning
teachers ....o0 were matched with twenty-five experienced
teachers. A gquestionnaire type of instrument was
administered to all subjects for data gathering pur-
poses.

The analysis of the data resulted in the follow-
ing findings. New teachers experienced no more
problems per dimension than experienced teachers. In
fact, new teachers experienced fewer problems in two
areas; (1) the student opportunity to learn dimension

(p<.0l1), and (2) the student academic involvement



dimension (p<.005). Training was related signif-
icantly to the 'student authority dimension' only
(p<.05), with internship students experiencing
fewer problems than non-internship students. It
was also found that interns experienced more
difficulties in relation to 'opportunities and
encouragement to learn' thelr new role, although
the findings were not statistically significant
(p<.O7).l Regarding teaching methods, activity
oriented teachers experienced fewer problems in
the 'students' socialization environment'!. Accept-
able levels of significance were found in the
'student reinforcement dimension', 'the student
identification dimension', and the 'student
academic involvement dimension' (p<.0l in each case).
In the 'teachers' socialization environment', how-
ever, activity oriented teachers generally experienced
more proklems than their passively oriented counter-
parts.

A review of the literature yielded very little
knowledge about where beginning teachers seek help in
their new environment. Consequently, for exploratory

purposes, twenty-nine items on the questionnaire

accepted level of significance .05
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student to be able to understand the language of the
teacher. Yet it is not uncommon for students to

indicate that the level of instruction is beyond their
understanding. It is quite possible for the teacher to
use words and meanings which are foreign to the students.
This point can be particularly acute where the teacher
and the students have different socio-economic back-
grounds. Considerable research has been conducted on the
relationship between language and social class (Bernstein
1960; Hess and Shipman 1965; Bereiter 1966). A general
conclusion can be drawn to the effect that middle-class
children have a more heightened sensitivity to language.
They tend to use a more complex sentence structure
compared to their lower-class counterparts who use short,
simple sentences with limited use of adverbs and adject-
ives.

The quality of instruction, which includes the cues
or directions provided to the learner by the teacher, has
been given considerable attention by Bloom (1976). He
notes that

cues must be understocd or comprehended if the

agtudent is to make use of them in his learning.

It is likely that cues which are easily under-

stood in one form by some students may need to

be expressed in other ways before they become
meaningful to other students.

(Bloom 1976, p.l1l6)
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consequently the teacher should be able to provide cues
or directions in varying forms from verbal to nonverbal
and in keeping with the backgrounds of the students in

order to maximally ensure comprehension.

The informal subenvironment

Following Clark and Trow's (1966) notions of the
informal environment of the school, two dimensions have
been identified and have been argued to be the most
significant relative to the subcultures, namely; (1)
identification with the school, and (2) the amount of
academic involvement. The two-dimensional model they have
constructed which identifies four types of subcultures can
be seen in figure 2.2. The birth and significance of. the
peer orientated subculture has occurred for various reasons.
A generation gap has developed because adolescents and
adults no longer engage in meaningful activities designed to
socialize the young into the adult, economic world (Coleman
1961; Husén 1974, 1975). Modern society has relegated to the
school the major portion of the responsibility for the acquis-
ition of job skills, a task for which, according to Coleman
(1961) , the schools are not adequately equipped. Nevertheless,
it requires children to remain in school for longer periods of
time to complete their formal education, thus enhancing the

student role.






Contradictory findings have been reported in
research designed to study the effects of the adoles-
cent subculture on academic achievement. Coleman (1960,
1961) does not see the peer group contributing to
academic achievement because it is not valued by themnm.
This is particularly crucial for girls since they tend
to hide their intellectual capabilities for fear of not
being popular. And, for boys, &according to Coleman (1961)
athletic participation is of prime importance in order to
be a member of the in-crowd. On the other hand, in a
study by Schafer and Armer (1968) participation in sports
was correlated with achievement. The grades of athletes
were better than the grades of non-athletes, school drop-
out rate was lower, and the athletes had higher aspirations
for college. Research by Rehberg (1969) and Spady (1970)
lend support to this notion as well.

Because of the contrary ideas on the importance of the

adolescent peer group, no doubt the subculture will be of

concern to teachers regardless of whether they are beginners

or experienced.

Teachers! socialization subenvironment
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Four dimensions of the teachers!' socialization environ-

ment have been lidentified, namely; (1) the opportunity to













































































































































Correlations, Me

TABLE

12a

ans, Standard Deviations
for items composing the Teacher Authority

composite (N=55)

68

e

X

X

variable X, 62 100 131 203 227 e SD
X560 3.31 .63
X
62 .469 3.15 .78
X100 .356  .357 3.12 .79
X131  .542  .396  .450 3.09 .62
X203  .246  .410  .097 .156 2.25 .74
X327  .262  .388  .353 .046  .060 2.76 .80
TABLE 12b
Factor Analysis of the items comprising
the Teacher Authority composite
Loadings on 2
Item Principal Factor h
Factor Score
X
60 .767 .295 .588
X62 .783 .301 .614
X100 .679 .261 .461
X131 .701 .269 .491
X503 .446 L171 .199
X227 .501 .192 .251
Eigenvalue 2.603
Reliability .726
Variable description: X60' item 20; X62' item 21; XlOO'
item 40; X131' item 55; X203, item 82: X227, item 90.
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seem natural to expect to find students with favourable
attitudes towards their school.

Each variable has a varying amount of missing data;
however, computations are dependent upon the number of
cases available for each of the two variables being
correlated. As well, it is important to note that while
correlations do provide some understanding on relation-
ships among variables, causation and magnitude of the

relationships are not provided.

Analyvsis of the Basic Model

The formal subenvironment

Five dimensions have been postulated as making up the
formal subenvironment, namely; (1) student opportunity to
learn, (2) student encouragement to learn, (3) student
reinforcement, (4) student authority structure, and (5)
the language level of instruction. These are referred to
as the dependent wvariables in the analysis. Three selected
determinants, namely; (1) experience, (2) training, (3)
teaching methods, are expected to influence these dependent
variables, and are therefore referred to as independent

variables.

Student Opportunity to learn

Results of a study by Husen (1967) show that a positive
relationship exists between participation in special opport-

unities offered students and achievement. This led to the
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question, "Who offers students more opportunities, the
new teacher or the experienced teacher?". Present

data indicates that the beginning teacher provided more
opportunity (Regression coefficient -.328) and is
significant at the .01l level. This was established
regardless of the type of teaching methods favoured by
the teacher. No significant relationship was found
between 'upportunity to learn' material and the ‘'mode

of instruction'. p value >.10. The latter finding is
somewhat surprizing considering the emphasis in recent
times upon close interaction between teacher and student.
It appears the most important factor is that students be
given sufficient opportunity to learn material. How the
teacher chooses to implement this is secondary.

Regarding training, no significant difference was
found to exist for beginning teachers whether they had
received extensive, supervised training in the internship
or professional semester programmes or had entered the
profession through some other route. An analysis of the
entire sample was not feasible since the majority of
those having chosen the internship or professional semester
programmes fell into the category of 'beginning teacher'.

Until such time as it 1is possible to adequately evaluate

1 These two programmes are relatively new to Newfoundland

education students.
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TABLE 17

Structural Coefficients for the Student
Reinforcement Model by Ordinary Least
Squares Regression: (I) Regression
Coefficients, (II) Standard Errors, (III)
T-values (I/II), (IV) Standardized
Regression Coefficients

Independent _
variables Dependent Variable: SREIN
I IT ITT Iv P
*
Experience ~.314 .302 -1.040 —-«1l55 n/s
Active .447 .187 2.390 <357 .01
Regression Constant .458
100R? 11.6
TABLE 18
Structural Coefficients for the Student
Authority Model by Ordinary Least
Squares Regression: (I) Regression
Coefficients, (II) Standard Errors,
(III) T-values (I/II), (IV) Standardized
Regression Coefficients
Independent
Variables Dependent Variable: SAUT
I IT ITT Iv P
. ' .
Experience -.270 . 310 -.871 —-.134 n/s
*
Active .173 «192 .901 .014 n/s

Regression Constant .413
100R? 1.70

*

p value> .10
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Student authority structure

Maintaining a high degree of authority over sub-
ordinates is likely to result in tension and friction
(Schmuck and Schmuck 1975). Consequently the more
experience one has dealing with subordinates the more
likely he is to realize this problematic area and to
effectively handle it. This was one of the rare dimen-
sions which showed a significant difference in the type
of training received. Those teachers having opted for
the internship or professional semester programmes
experienced less difficulty with the children in terms
of classroom authority than their more traditional
counterparts, p value £ .05. One reason for this may be
that the longer period of training, which includes more
hours of classroom experience, provided the necesasry
experiences for the beginner to realize the causes of
friction and to properly control them. Regarding amount
of experience, the beginning teachers were inclined to
have fewer problems than the more experienced (Regression
coefficient -.134), but the finding was not at an accept-
able level of significance. Methods used to instruct the
class were also found to have no significant relationship
to the problems experienced in the classroom authority
structure. Table 18 shows the structural coefficients for

this model.
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The language level of instruction

The focal point which language play in the achieve-
ments of children has been researched by Bulcock and
Beebe (1976) and Bulcock (1977). The quality of instruct-
ion has been given considerable attention by Bloom (1976).
It can be concluded that in order for children to learn
at optimal levels they must be able to understand what
the teacher is communicating to them. This led to the
question, "Are children who are being taught by relatively
inexperienced teachers at a disadvantage in comparison to
those being taught by seasoned teachers?2". In terms of
problems relating to language, the findings of the present
study indicate no significant difference, p value> .1l0.
In looking at the passively oriented teacher compared to
the more actively oriented, again no significant differenc
was determined, p value > .10. As well, the type of train-
ing chosen by the teacher was not found to have any signif
icant relationship to language. Table 19 shows the

structural coefficients for the language level model.

The informal subenvironment

Two dimensions have been identified as comprising the
informal subenvironment of the school, namely; (1) identif
ication with the school, and (2) the amount of academic

involvement engaged in by the students.



TABLE 19

Structural Coefficients for the Language

Level of Instruction Model by Ordinary

Least Squares Regression: (I) Regression
Coefficients, (II) Standard Errors, (III)
T-values (I/II), (IV) Standardized

Regression Coefficients

89

Independent
variables Dependent Variable: SLANG
I II III v P
*
Experience .310 .321 .966 .151 n/s
*
Active .164 .199 .824 .129 n/s
Regression Constant -.433
lOOR2 5.21
TABLE 20
Structural Coefficients for the Student
Identification with School Model by
Ordinary Least Squares Regression: (I)
Regression Coefficients, (II) Standard
Errors, (III) T-values (I/II), (IV)
Standardized Regression Coefficients
Independent
Variables Dependent Variable: SIDENT
I II ITI IV p
Experience —-«337 «297 -1.135 -.169 n/s*
Active .400 .184 2.174 .324 .01
Regression Constant .529
o]
100R” 9.89

*

p value > .10
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Identification with the schoo

C the three independent variables assumed to have
an inf uence on students' identity with the school, only
teaching methods was found to be significant. Teachers
who were more actively oriented reported students as
having more favourable attitudes t vards the school than
did their counterparts who employe more passively orient-
ated methods, p value < .0l. This ' as not surprizing,
particularly in light of the fact that such teachers also
appeared to be more reinforcing to students, p value« .0l.
It would only seem natural that students who are rewarded
for their efforts would appear to identify with the wvalues
of the school. Table 20 shows the structural coefficients

for the identification with the school model.

Student academic involvement

Two of the three independent variables were found to
have significant relationships to 1 e academic involvement
of students. Beginning teachers perceived their students
to be more interested in their studies than did experienced
teachers, p value <.005. Activity oriented teachers also
reported having more academically inclined students than
did the passive type teachers, p value< .0l. Teachers who
engage in activities with their students probably are more
likely to sense any difficult areas in the curriculum and
thus take steps to offset them before they become too
problematic for the students. This sensitivity could also

work to reduce the problems experienced by the teacher as



well. The finding seems very logical when the total

student environment is considered in relation to teach

methods. Teachers who were actively involved with the

students were inclined, (l) to be more reinforcing to
students, (2) to have students who identified more wit
the school, and (3) to perceive their students as bein

more academically inclined, (p values<«& .01). Table 21
shcws the structural coefficients for the student acad

involvement model.

Teachers' socialization subenvironment

Four dimensions of the teachers' socialization

environment have been identified, namely; (1) the oppc

unity to learn the new role, (2) the encouragement to
the role, (3) the reinforcement practices used by supe
and other teachers to modify the new teacher's behavio
and (4)

the authority structure. All are expected to

potential areas of concern for the beginning teacher.

The opportunity to learn

Neither experience, teaching methods, nor trainin

a significant influence on the perceived opportunities

learn. However, it was found that interns were more 1

te be unhappy with the opportunities provided than wer

interns, and while it was not acceptable at the .05 1le
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Not surprizingly, the two dimensions where new
teachers reported experiencing problems more so than
older teachers were 'teacher reinforcement' and
tteacher authority'. The relatively small sample
size may have been a factor contributing to the non-
significant findings. The emergence of this associat-
ion is realistic considering the fact that few new
teachers have an opportunity to get adequately

acquainted with their prospective employers.

Training

Suggestions to the effect that teachers—-in-training

engage in longer supervised practicums have been put

forth (Shipman 1967; Harrison 1976; and Mickelson 1976).

Therefore it was hypothesized that:

H, Internship students will experience
fewer problems per dimension than
either professional semester students
or regular route students. Further,
professional semester students will
experience fewer problems per dimen-
sion than do regular route students

Due to sampling problems it was not possible to

this hypothesis as stated. An insufficient number of

professional semester students were included in the sample
of new teachers, It was therefore decided to combine the

professional and internship teachers into one group and

to attempt to determine the difference, if any, which

100
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Active teachers were likely to be happy with the
'reinforcement to learn' (p value <.05), but they did

not perceive the 'encouragement' as adequate (p value
<.025). As well they experienced more problems within
the hierarchy than did passive teachers, although not
significantly. However, the non-significant findings
become important when considering the total environ-
ment., As the present sample indicates, while passive
teachers may experience more problems in the classroom
and among students, they have fewer problems with their
peers and superiors than do active teachers. The
implications of this finding are in relation to the
following. Poor relationships with faculty were found

to be a major source of teacher dissatisfaction and
retention (Redl and Wattenberg, in Cooper 1972; and
Wiseman, 1962 in Lacey 1977). If problems are an indicat-
ion of poor relationships, it may be that 'active'
teachers have a higher dropout rate in the teaching force
than teachers who prefer more traditional methods of
instruction. Further research is, therefore, recommended

in this area.

Perceptions of help

The findings of the present study, as reported in
Chapter V, lend support to the notion that new teachers
experience no more difficulties in the teaching role
than experienced teachers. In fact, in some areas of the
school environment, for example; student opportunity to

learn, and student academic involvement, the beginner may
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source of help available to cope with difficulties may
be realistic and understandable. Teachers may feel
more free to discuss problems and frustrations related
to themselves, directly, and their career opportunities,
as this may not cast any shadows on their abilities as
teachers. On the contrary, to show such an interest in
these matters may place them in a more favourable light
with superiors. Unfortunately, to admit to difficulties
with students may be a threatening situation for some
teachers, particularly beginning teachers. His capabilit-
ies as a teacher may come into guestion and at a very
crucial time when he is trying to make a good impression.
An alternative interpretation specific to the find-
ings of the immediate study is reasonable when the educat-
ion of the beginner as compared to that of the experienced
teacher is taken into consideration. Ninety per cent of
the new teachers in the sample had at least one degree
whereas only forty-eight per cent of the experienced
teachers had this minimum. Because of their more years
of study, new teachers probably did not see a great need
to seek help in coping with their new role. Further
research of a more precise nature in the area of teachers'
perceptions of help may prove valuable in the training of

students for teaching.
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Summary and Recommendations

This study was designed to (1) compare the problems
of beginning teachers with those of experienced teachers,

(2) determine whether type of training was related to the
problems of the beginning teacher, and (3) measure the
relationship between teaching style and problems. Included
also, in the present research, was a section designed to
measure, in an exploratory manner, where beginning teachers
seek help to alleviate their problems.

Following social learning theory as put forth by Bloom
and others, the school environment was subdivided into three
major socializing environments, (1) students' formal sub-
environment, (2) students' informal subenvironment, and (3)
teachers' environment. This provided a means for classifying
the problems of new teachers in a non-arbitrary manner.

The results of the study support the idea that two
discrete environments operate within the school as suggested
in the basic model illustrated in figure 2.1.

Teachers using an activity oriented mode of instruction
were compared with teachers using a more passive oriented
mode. In general terms, the 'active' teacher experienced
fewer problems in the students' environment than the 'passive’
teacher, but in the teachers' environment the reverse was the
case. Therefore, it is suggested that further research be
conducted to see if a relationship exists between 'active'

teachers and retention in the profession.






would be disproportionately comprised of teachers

having chosen a regular or traditional training route.
While findings 1in the present study suggest teachers to
be adequately trained to cope with their new role, it i .
recommended that evaluation of training be undertaken at
a more appropriate time when comparisons éould be made
among various training routes.

Regarding the instrument used to collect the data,

there seems to be a need for further refinement, parti« ilarly

in the following dimensions, teacher encouragement and

teacher opportunity. With respect to measurement reli »>ility

the coefficient alphas for these dimensions were .265 1d
.306 respectively. Reliability as low as these render
related analysis meaningless. For example, it is possible
the scales did not adequately measure the problems of the
new teachers in these two areas, both of which were import-

ant in drawing conclusions about teaching style and the

problems experienced in the teac iers' socialization en iron-

ment.
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APPENDIX A

Copy of letter sent to
school principals
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APPEN. X B

Copy of the res¢ rch gquesti 1naire







































I

II

IIT

1 Strongly Agree
2 Agree
3 Disagree

4 ggrenoly Dis-

1 Very Important
2 Fairly Import.
3 Slight Import.

4 Unimportant

1 Principal or
Vice-principal

2 Education cours

3 Other teachers

4 No help
65. Even though some course topics are
carefully taught some students fail to 1 2 3 & 12 3 1 2 3 &
leara them.
66. The library in my school is quite 1 2 3 4 1 2 3 1 2 3 4
adequate for the students' purposes.
67. It seems a waste of time to try to get
co o Bime ho ® 1 2 3 4 1 2 3 1 2 3 4
68. Though I try to get students to do 5o 1 ) L
better work some are not even intereste&. 123 & 23 23
69. Physiccl punishment (eg. ‘flapping') is | 1 2 3 & 1 2 3 1 2 3 4
pur.1snment.
70, Because pupil abilities vary so much it ) -
1s oftean difficult to assign a fair L2 3 & 123 1 2 3 &
grade.
71. It is difficult to get to know the
students In this classroom, 1 234 123 1 2 3 4
72. I have about as much ra pogt with 1 2 3 4 1 2 3 1 2 3 &4

students as my col eagu ave wit

the same students.




2 Agree

3 Disagree
4 Strongly D.

1 Strongly A,

1 Very Important
2 Fairly Import.
3 Slight Import.

4 Unimportant

Principal or
Vice-principal

Education cours

Other teachers

No help
Pt ne SiaTect of the ehilaren, eI a2 3w |12 3w L2 3w
T mnetey tecopioitatten anon the chiddren | ) o 5y |y g g 123
R b R IR
76. i;uiigtzngegisig? encouraged to take courses| 3 b 1 2 3 4 12 3 4
(A - T I R
Aot idedivsbuts- il ISR U BRI b2 3w
lectures, etc,
79. In this school the beginning teachers receive 1 3 b 1 2 3 4 1 2 3 4

help from the experienced teachers,

LET




AW N

Strongly Agree
Agree
Disagree

Strongly Dis-
agree

1 Very Important
2 Fairly Import.
3 Slight Import.

4 Unimportant

Principal or
Vice-principal

Education cours

3 Other teachers

No help

80,

8l.

g2.

83.

84,

89,

86.

87.

New teachers have the opportunity to
discuss their problems with the
principal.

New teachers are invited to participate

in professional growth activities, wheq -

they are being subsidized by the
school or school board.

Course content, textbooks, and methods
of instruction are fully discussed
with the teacher of the course.

Instructional materials are available
to my students outside rcgular
clascsroom hours.

The materials available for students
with special problems are in short

supply.

Students often try to find out how much
the teacher will put up with,

I would prefer to give students more
say than is often the case in school.

Students seem to have some difficulty
understanding what I am teaching.

1 2 3 4

1 2 3 4

1 2 3 4

-
o
(W8
£
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1 Strongly Agree
2 Agree

3 Disagree

4 gﬁfgggly Dis-

1 Very Important
2 Fairly Import.
3 Slight Import.

4 Unimportant

1 Principal or
Vice-principal

2 Education courses

3 Other teachers
4 No help

88.

89.

90.

91.

92.

93,

My school subseribes to severyl
professional journals.

The amount of time available for
personal professional growth is
adequate.

Teachers are involveg in the
policies affecting the subjects
being taught.

Classroom teachers do not have
the final say on the promotion of
Students °

The school financial’ly subsidizes
attendance at activities designed
for professional growth,

Learning from experlenced teachers
1s encouraged at this school, eg.
being invited to observe in
another teacher's classroom.

1L 2 3 4

1 2 3 4

1 2 3 4

-
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One-way ANOVA:

141

Impact of Training on Two

Groups of Beginning Teachers - Interns

and Non-interns

giggggn ggﬁag:s %2 F sig. N Missing
Dependent Variable: Student Opportunity
.012 .012 .009 n/s 27 3
Dependent Variable: Student Encouragement
1.747 1.747 1.549 n/s 26 4
Dependent Variable: Student Reinforcement
.591 .591 . 769 n/s 27 3
Dependent Variable: Student Authority
3.873 3.873 3.996 .05 29 1
Dependent Variable: Student Language
.774 .774 . 560 n/s 26 4
Dependent Variable: Student ID with Schooi
.289 .289 .280 n/s 28 2
Dependent Variable: Student Academic
Involvement
.152 .152 .193 n/s 24 6
Dependent Variable: Teacher Opportunity
2.792 2.792  3.328 n/s’ 28 2
Dependent Variable: Teacher Encouragement
3.732 3.732 3.443 n/s 26 4
* the .05 level of significance was not reached, but it was

significant at the .07 level.
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One-way ANOVA: Impact of Training (cont'd)
Between Sum of 52 . . .
Groups Squares X F Sig. N Missing

Dependent Variable: Teacher Reinforcement

.002 .002 .002 n/s 27 3

Dependent Variable: Teacher Authority

2.912 2.912 2,072 n/s 26 4
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APPENDIX D

Frequency Distribution

Beginning Teachers Perceptions of Help
(N=30)



Beginning Teachers Perceptions of Help
(N=30)

Item 1 2 3 4 %
Missing

65. Even though some course topics are
carefully taught some students fail 6.7% 30.0% 46.7% 13.3% 3.3%
to learn them.

66. The library in my school is quite

adequate for the students' purposes. 30.0 13.3 6.7 43.3 6.7
67. It seems a waste of time to try to

get some students to work harder. 16.7 16.7 36.7 23.3 6.7
68. Though I try to get students to do

better work some are not even 20.0 16.7 36.7 26,7 -

interested.

69. Physical punishment (eg. 'slapping')
is often more effective than 23.3 16.7 20.0 30.0 10.0
'psychological' punishment’.

70. Because pupil abilities vary so much
it is often difficult to assign a
fair grade. 16.7 26,7 26.7 23.3 6.7

71. It is difficult to get to know the
students in this classroom 6.7 6.7 26.7 60.0 -

72. I have about as much rapport with
my students as my colleagues have 6.7 6.7 26.7 53.3 6.7
with the same students.
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Beginning Teachers Perceptions of Help (N=30) (cont'd)

Item 1 2 3 4 %
Missing

73. I experience some difficulty
understanding the dialect of 6.7 6.7 16.7 66.7 3.3
the children.

74. The use of colloquialism among the
children makes my teaching difficult. 3.3 6.7 23.3 60.0 6.7

75. A variety of activities are avail-
able outside regular class time. 6.7 13.3 30.0 43.3 6.7

76. Students here are encouraged to
take courses in art and music. 13.3 16.7 20.0 36.7 13.3

77. Many of the students don't do
much except go to classes and study. 10.0 10.0 6.7 60.0 13.3

78. Professional education is encouraged
at this school, eg. attendance at 43.3 6.7 20.0 23.3 6.7
work shops, lectures, etc.

79. In this school the beginning
teachers receive help from the 23.3 3.3 53.3 13.3 6.7
experienced teachers.

80. New teachers have the opportunity
to discuss their problems with the 73.3 3.3 6.7 10.0 6.7
principal.
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Beginning Teachers Perceptions of Help (N=30) (cont'd)

Item 1 2 3 4 %
Missing

8l. New teachers are invited to
participate in professional growth 40.0
activities, when they are being
subsidized by the school or school
board.

10.0 16.7 23.3 10.0

82. Course content, textbooks, and
methods of instruction are fully

discussed with the teacher of the 13.3 20.0 30.0 30.0 6.7
course.

83. Instructional materials are avail-
able to my students outside regular 13.3 10.0 13.3 60.0 3.3

classroom hours.

84. The materials available for students
with special problems are in short

13.3 13.3 43,3 20,0 10.0
supply.

85. Students often try to find out how
much the teacher will put up with. 16.7 6.7 30.0 46.7 -

86. I would prefer to give students more
ay than 1 often the case in school. 16.7 13.3 20.0 40.0 10.0

87. Students seem to have some difficulty
understanding what I am teaching. 6.7 33.3 26.7 30.0 3.3

ovT




Beginning Teachers Perceptions of Help (N=30)

Item

%

Missing

88.

89.

90.

9l.

92.

93.

My school subscribes to several
professional journals.

The amount of time available for
personal professional growth is
adequate.

Teachers are involved in the
policies affecting the subjects
being taught.

Classroom teachers do not have
the final say on the promotion of
students.

The school financially subsidizes
attendance at activities designed
for professional growth.

Learning from experienced teachers
is encouraged at this schools, eg.

being invited to observe in
another teacher's classroom.

30.0

13.3

23.3

33.3

40.0

13.3

l16.7

3.3

10.0

10.0

16.7

20.0

23.3

23.3

46,7

36,7

43.3

40.0

20.0

36.7

36.7

3.3

10.0

16,7

Item = as per item on questionnaire (See Appendix B)

1 = Principal or Vice-principal

= Education courses
Other teachers
= NO help
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